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Abstract

The ongoing development of technology has brought significant changes in
foreign language education. As an outcome, CALL laboratories emerged and
became widely recommended in schools and universities. CALL has introduced
a thorough transformation in the roles given to teachers and learners, and
learner autonomy has become a desirable goal. In fact, promoting autonomous
learning is not easy to achieve but requires methodical and purposeful designed

experiences.

Essentially, autonomy is a challenging CALL outcome that can be introduced
in terms of what teachers do in the classroom; including their practices and
attitudes and the influence of those on the learning process. In hope to cope with
the teaching practices, teachers need to reflect on their actions. Reflection,
generally, means thinking about one’s actions. It is widely recognized as a
necessary skill for growth and intellectual development. Therefore, the present
investigation is an action research primarily concerned with the
recommendation of reflective teaching practice in CALL laboratories to support

autonomous learning.

Accordingly, the main purpose designed to this study is to investigate and
examine the teacher’s (researcher) practices in the environment of CALL using
a variety of data gathering methods including learner autonomy scale,
observation on self and other peers, journaling and interviewing. In addition,
the degree to which materials presented through CALL are autonomy
supporting and the factors that may encourage the learners’ self-directedness
are also researched within the scope of the study. All these intents are
premeditated to develop an action plan based on a summary of findings,
recommended actions, and the identification of the factors responsible for

increased autonomous learning and those need to be consulted and informed.

Moreover, it intends to investigate the effects of the adopted action plan on
learners’ autonomy as part of the researcher’s (teacher) own ongoing

professional development, and make the achieved results accessible to others.



The main findings obtained from this investigation demonstrate that the
effectiveness of CALL in developing learners’ autonomy is dependent on the
teaching methodology used. Furthermore, the gathered data revealed that
reflection is a useful practice for teachers to refine their own teaching
methodology and develop plans of action that allow learners to take
responsibilities, offer them more roles, and authorize them to make choices and

direct their own learning.
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CHAPTER ONE Introduction: Setting the Groundwork

1.1. RATIONALE

The increasing significance of English as a global means of
communication, the progress of technological learning tools and the
educational reforms are considered as key contributors to the new
advancements in English language teaching methodology. Indeed, EFL
teaching is a complex and demanding process where the teacher plays an
ever-significant role especially in today’s classrooms where technology is
claimed to be an innovative pedagogical solution to promote foreign
language learning. However, among the most intensive problems that may
learners face is autonomy. Fortunately, it is specifically proposed that
computer technology can be used to enhance learners’ autonomy in the area
of language education to promote learning and reinforce students to
perform in a self-directed manner. Accordingly, teacher’s reflective practice

in the classroom is recommended.

In this concern, Autonomy is an area of interest in educational
psychology that refers to the students’ degree of independence and capacity
to take charge of both the strategy and content of learning. It is defined by
Rivers and Golonka as, “the active, independent management of learning by
the learner” (2009: 255). It can be also discussed under the labels of self-
regulation, learning-how-to-learn, learner independence, self-directed

learning or self-access learning.

One of the claimed outcomes of CALL programs is the ability for
students to learn at their own pace in their own time. CALL programs are
designed to give teachers the role of facilitators rather than spoon feeders or
knowledge providers. This role fits well with the constructivist view of
learning which stressed offering students with more opportunities to handle
responsibility for their own learning (Murray, 2007). Nonetheless, the
provision of technological tools such as computer devices in educational
institutions should be accompanied by changes in the forms in which

instructed materials are presented to profit from the role of CALL in
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promoting learners’ autonomy. Therefore, a sound attention has been drawn

towards the importance of reflective teaching in CALL laboratories.

Recently, research has thrown substantial attention to the significance
of reflective teaching practices at a large extent. Typically, reflective teaching
practice on, in and for action can be undertaken using various tools,
including observation, journaling, and reflective interviewing. Throughout
the process of data collection, teachers can critically analyse and evaluate
their teaching methodology to effectively use technology for increased

learner autonomy.

Considerably, learners’ autonomy is a crucial part of successful
language acquisition. Its significance in foreign language learning has been
widely investigated in several books and articles. Johnson K. and Johnson
H. assumes that learners’ autonomy is based on the environmental
conditions that are responsible for the individualization of instruction and
the enhancement of patterns of self-directed learning (1999). Thus, the
dynamics of critical teachers’ reflection to support autonomous EFL
learning through CALL have been placed at the heart of research for the
present thesis. Such a puzzling discussion between CALL, autonomy and
reflective teaching constitutes a motive towards conducting this
investigation. It struggles, then, to raise the problem of autonomy in CALL
laboratories, use a number of reflective teaching practices for teachers’ self
and peer evaluation, for the sake of introducing a valuable contribution to

the development English language teaching profession.
1.2. PREVIOUS STUDIES

As an applied discipline, educational psychology attempts to cope with
the complexity of human learning and account for students’ characteristics
in classroom settings. It had a considerable significance in approaching the
fast growing challenges that education has faced in the 215t century using
psychological theories, procedures and research (Eloff and Eberohn, 2004).

Moreover, this area of scientific inquiry gives considerable attention to

2
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individual differences in the learning environment such as autonomy, which
is currently said to be one of the major areas of study in the field of

educational psychology (Larson, 2009).

Autonomy acts as a crucial variant that may determine successful
language learning, it has been the subject of many studies in the field of
language education. In political philosophy, Raz defines autonomy as, “the
free choice of goals and relations as an essential ingredient of personal well-
being” (qtd. in Benson, 2007: 732). Accordingly, personal autonomy has
long been recognised as an objective of educational systems that aims to
mature individuals with free and critical involvement in the society where
they live. As far as personal autonomy is concerned, autonomy in learning is
particularly concerned with learners’ active involvement in the process of
their individual learning. This involvement is considered as important not
only to the improvement of personal autonomy but beneficial to the process

of learning as well.

In this concern, the concept of autonomy in language learning relies to
the student-centered educational thought of thinkers like Dewey (1916),
Freire (1970), Illich (1971), and Rogers (1969); in research on adult self-
directed learning conducted by authors as Brookfield (1986), Candy (1991),
Knowles (1975), and Tough (1971); and by writers in the psychology of
learning such as Kelly (1963), Barnes (1976), Kolb (1984), and Vygotsky
(1978). In the field of language learning, the idea of leaner autonomy was
first introduced in the 1970s in the context of the Council of Europe’s
Modern Languages Project, which was designed to offer learners with
prospects for lifelong foreign language learning. Since then, autonomy has
gained increasing attention in the field of foreign language education, and a
considerable amount of books, collections of papers, and journals have been
introduced by writers such as Barfield & Nix, 2003; Benson, 2001; Benson &
Toogood, 2002; Benson & Voller, 1997; Brookes & Grundy, 1988; Cotterall &
Crabbe, 1999; Dam, 1995; Dickinson, 1987; Dickinson & Wenden, 1995;
Holec, 1988; Little, 1991; Palfreyman & Smith, 2003 (Benson, 2007).
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Consequently, Thomas (2009) contended that autonomy in learning is
said to be a skill that cannot be developed naturally but that needs to be
maintained by the learning environment. In a recent study, Benson (2001)
proposed a clear taxonomy that reviews a variety of approaches and
conditions, which can be applied to foster students’ autonomy; among which
is a technology based environment that emphasizes independent interaction
with technological devices such as computers. In the same line of thought,
Erben et al. believe that, “technology-enhanced classrooms have been found
to promote discovery learning, learner autonomy, and learner-centeredness”

(20009: 81).

As a form of technology supported learning, CALL is also deliberated as
an approach in language learning in which computers are used to present
learning materials to language students, or where computers are employed
as tools to aid language learning. Besides, CALL is assumed to offer
opportunities for learner’s self-direction of the EFL learning process. One of
the claimed benefits of CALL Programs is that learners are given the chance
to work at their own pace (Zhang, 2012). It has been also argued by
Pritchard (2007) that the variant of autonomy in language learning is
improved through the employment of computers. In another study, Law et
al., (2003) stated that computer based activities are said to develop in the

learner a sense of autonomy and self-direction of the learning process.

In the magister study conducted in 2013, the researcher has
investigated the usefulness of CALL in higher education as a means to
promote motivation of second year undergraduate EFL learners at the
University of Tlemcen. The main findings obtained from this investigation
demonstrated that most of the EFL learners show, to some extent, increased
motivation when learning English using computers. The relevance of
autonomy to motivation, which has been highlighted in the self-
determination theory, has stimulated the researcher to investigate students’
autonomy and capacity to take charge of learning that may be enhanced by
the environmental conditions CALL provides. The gathered data revealed
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that the effectiveness of CALL in promoting learners autonomy is totally
dependent on the teacher’s managerial skills including the teacher’s ability
to teach through computers, create an enjoyable classroom atmosphere,
provide supportive environmental conditions and manage the learners’

behaviours, movement and interaction in such challenging environment.

The accumulated data which have shown that the teacher is the corner
stone playing a vital role in the mission of CALL have encouraged the
researcher to continue within the same study which was only a prelude for
further research focusing on the variable of autonomy rather than
motivation. Consequently, the main objective of this study is to test the
usefulness of one of the proposed recommendations that may result in an
autonomous CALL. In this manner, it has been recommended that reflective
teaching is one of the practices that the teacher can take up for helping the
learner to be active, responsible and self-directed using the computer

successfully for the acquisition of the four skills.

Since the time of Dewey, the act of one’s thinking about his/her
practice has been referred to as reflection and within the field of education
there has been a trend towards developing reflective practitioners.
According to Loughran (2005), reflection is obvious to the successful
process of teaching. He further claims that Dewey’s (1933) work of How We
Think has contributed a lot to the continually received attention that

reflective practice has gained in the field of education.

Dewey (1933) states that reflection is useful in helping teachers to make
use of their artful skills to view problems from different perspectives, create
a meaningful learning environment, guide and direct the learning process,
and thus help learners make sense of the presented information (Loughran,

2005).

The reflective approach to teaching can be maintained through critical
self-evaluation as a source for making decisions, planning and action. It is a

means by which teachers accumulate information about teaching, assess

5
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their attitudes, beliefs, assumptions, and teaching practices; and utilize
these information as groundwork for critical reflection about teaching. The
latter can also be used as a means for professional development (Richards

and Lockhart, 1996). In this vein, McEntee says

Reflective teaching is peeling back the layers of our own daily
work, looking under the surface of our own teaching, making a
conscious attempt to see our teaching selves as students see us,
or as an observer in our classrooms would. It also means

looking at the wider contexts that affect our teaching—issues of

social justice, of school structure, of leadership (2003: xiii)

In the same line of thought, Bartlett (1990) and Wallace (1991)
contended that critical reflection could elicit a profound understanding of
the teaching situation by asking questions about how and why things are the
way they are in the educational setting. It entails an examination of the
teaching experience as a means for assessment and decision-making and a

basis for adjustment (Richards and Lockhart, 1996).

Consequently, various studies have been carried out for the sake of
investigating the use of computer technology for self-directed language
learning. Recently, Hayta and Yaprak (2013) have found in their
investigation entitled “Learner Autonomy and Computer Technology as a
Facilitator of Autonomous Language Learning” that learners show a
considerable amount of autonomous learning activities when using
technology. The relevance of teacher’s reflection to autonomous foreign
language learning has been also highlighted in countless studies. Little
(1995) argues that discussions of the objectives, course content, the way by
which this content is presented, learning experiences and the evaluation of
learners’ outcomes are significant to promote EFL leaners autonomy in the

classroom.
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Yin and Chuk (2004) found that critical reflective practice has positive
effects on learners’ autonomy. They further claimed that both teacher and
learners become more autonomous and the quality of discussions in the

classroom is enriched.

As a result, the present study is, then, a practical action research, which
is based on the assumption that the teacher’s reflective practice in CALL
laboratory is advantageous to maintain self-directed learning. It attempts to
reach the conclusion about whether learners’ capabilities to take
responsibility of their own learning in CALL environment are being set in

stone or are changeable after teacher’s reflection about her practices.
1.3. STATEMENT OF THE PROBLEM

The effective teacher is the one who realizes that successful learning
requires from learners to be autonomous. This can be attained through
giving learners the opportunity to practice on their own. In such view, the
teacher’s role in CALL environment is absolutely different from that of the
classical environment. S/He has to take the role of the facilitator who
provides opportunities to learners, so that they will be empowered to learn.
As CALL researchers’ Murray and Christison said, the teacher becomes “the

guide on the side” rather than “the sage on the stage”. (2010:50).

Nowadays’ EFL learners have unprecedented possibilities to acquire
the four basic language skills, namely listening, speaking, reading and
writing, in multimedia CALL environment. As many universities in Algeria,
Naama University center has also benefited from multimedia CALL
environments in which two (2) well equipped laboratories are provided for

EFL learners.

Nonetheless, the provision of technological tools such as computer
devices in educational institutions should be accompanied by changes in the
forms in which instructed materials are presented to profit from the role of

CALL in promoting learners’ autonomy, and it is not the case in the
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university center of Naama. Teachers are excited to use computer
laboratories to deliver the instructed materials especially the listening and
speaking activities; however, they are still using traditional teaching and
learning strategies in such autonomy-supporting atmosphere where the
learners are totally dependent on their teachers with no hand on their

learning process.

This could be probably due to various reasons including, lack of
training, faulty methodology, insufficient knowledge, and/or inappropriate
classroom management. Therefore, the mission undertaken by teachers to
transform their teaching practices is not bereft of issues. There are countless
obstacles that come from many directions. It is in this context that reflective
teaching may be significant as a dynamic mechanism to overturn the
teaching and learning strategies in order that CALL will be advantageous in

promoting EFL learners’ autonomy.

After a period of teaching EFL learners the module of oral
comprehension/expression in CALL laboratories, the teacher (researcher)
found out many difficulties related to learners’ autonomy. It was an
observable issue during the majority of sessions in which most of learners
were relying on the teacher’s help. Many techniques were taken on by the
teacher-researcher but with no value. This disappointment pushed the
teacher to feel frustrated and not happy with herself as a teacher. For this
reason, the teacher decided to adopt reflective practice in her teaching
through CALL.

Reflective teaching practices such as observation on self and other
colleagues, weekly journals, students’ surveys and reflective interviews are
suggested to be among the various tools that teachers can use to destroy any
obstacle by critically analysing and evaluating their teaching styles to
become effective users of technology in teaching for increased learner

autonomy.
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Based on the analysis of the significant role of reflection in teaching
English as a foreign language and the autonomy-supporting feature of
CALL, the main objective sets out to this research work is to assess the role
of reflective teaching in promoting EFL learners autonomy in CALL labs
focusing on the question of how may reflective teaching practice be useful

for CALL to enhance EFL learners’ autonomy?
1.4. THEORETICAL AND PRACTICAL APPROACH

Research and investigation have been enriched in the field of foreign
language education throughout this demanding and challenging age of
globalization. This is evident in the development of the professional activity
of education that is reflected in the constantly growing number of books,
journals, symposiums and conferences related to the raised issue of the

present research work.

The investigation at hand is, then, based on practical action research,
which includes the joint use of different research approaches and
procedures. In that sense, practical action research entails rich descriptions
of the identified issue and the planned change; introducing new
instructional practices, collecting both quantitative and qualitative data
from multiple sources, and analyzing and interpreting data for the
generation of actionable knowledge. Thus, practical action research may be
used as a practice for change and improvement as it merges between

research and action. As believed by Lodico et al.

Action research is designed to enhance and improve current
practice within a specific classroom, school, or district. Typically,
it is a type of research undertaken by practitioners who have
identified problems they wish to solve or who would simply like to
find ways to enhance their own teaching or student learning, or
both. (17: 2006)
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Hence, within research in educational setting, a number of researchers
have advocated a particular methodology that will result in immediate
benefits for education. In this respect, Creswell (2012) believes that of all
research designs, action research may be the most applied and practical type
of research by which teachers as researchers explore a specific practical
problem with the purpose of developing a solution to that problem.
Therefore, action research is said to be a systematic procedure adopted by
teachers to collect information and improve the ways their classrooms
operate, their teaching and their students’ learning. This study relies for the
most part on a practical action research design in which the researcher
engages in a participatory self-reflective research, while collecting both

quantitative and qualitative data from diverse sources.
1.5. RESEARCH OBJECTIVES

The main objective behind writing this thesis is set out to demonstrate
that the individual difference of autonomy as an effective dimension of EFL
learning is clearly addressed in the environment of CALL and that it can be
significantly fostered through teacher’s critical reflection about her own
teaching practices. Unfortunately, very little is written about the relevance of
reflective practice as an applied focus responsible for the enhancement of

EFL learners’ autonomy in CALL laboratories.

In view of that, the aims of the present research work are deliberated to
investigate and analyze the teacher’s (researcher) practices in the
environment of CALL, the degree to which materials presented through
CALL are autonomy supporting and the factors that may encourage the
learners’ self-directedness. All these aims are premeditated to develop an
action plan based on a summary of findings, recommended actions, and the
identification of the reasons responsible for the learners’ low autonomy level
and the teaching practices that need to be consulted, informed and refined.
Moreover, it intends to investigate learners and peers’ perceptions of the

developed action plan (that is OPG Software) as part of the researcher’s
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(teacher) own ongoing professional development. In a clearer picture, the

objectives of this research work are:

v" To highlight factors influencing learners’ autonomy in CALL
laboratory.

v" To measure the extent to which teacher’s critical reflection is
advantageous to develop techniques and strategies that
encourage learners to act in a self-directed manner in the
setting of CALL.

v To evaluate the teacher’s adopted action plan in order to find
out if OPG might be possible to enhance autonomous EFL
learning by modifying certain parameters of our instructional
techniques which, perhaps may activate learners’ self-

directedness.

1.6. RESEARCH QUESTIONS AND HYPOTHESES

Therefore, with in the case of higher education, the goal of this research
work is to answer the following question of how may teacher’s reflection
about her actions in the environment of CALL be advantageous to maintain
learners’ autonomy? Based on this research problematic, four sub-research

questions were raised as follows:

1) Do EFL learners inevitably benefit from the autonomy-
supporting feature of CALL?

2) Can reflective teaching practices be useful in developing teachers’
performance to support autonomous CALL?

3) Which reflective practices best promote EFL learners’ autonomy
in CALL laboratory?

4) What are the characteristics of the action plan that promote
learners’ autonomy in CALL environment?

In order to investigate these questions the researcher puts forward the

following hypotheses:

11
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1)

2)

3)

4)

No, EFL learners may be placed in CALL laboratories but they
may not necessarily be autonomous

Yes, reflective teaching practices can offer teachers an
opportunity to recognize and make use of their strengths, and
positively deal with their weaknesses.

For the creation of an autonomous CALL, EFL teachers need a
reflection for action on their performance using reflective
journals and peer observation in order to develop an action plan
that develops the degree to which learners are encouraged, self-
initiated and given responsibility to solve problems.

Reflective practice for autonomous CALL have to result in a plan
of action that embraces the cognitive, metacognitive, social and
affective factors to autonomous learning in addition to the

integrative qualities of CALL.

1.7. INITIAL LIMITATIONS AND DELIMITATIONS OF THE
STUDY

It is worth reminding that this research work is a practical action

research aims at assessing the effectiveness of reflective teaching practice to

promote autonomous CALL. At this level, the researcher has identified two

types of limitations though the researcher has tried to deal with them. These

limitations might be summarized as follows:

The participants who have been selected for this study are two
groups of thirty (30) EFL learners and ten (5) teachers. This fact
may have some impact on the generalizations of the results;
however, it opens the door for further research and further
understandings of teachers’ reflective practice and learners’
autonomy while dealing with English in CALL environment.

The amount of time devoted for the study is one year only, which
may not be enough for practical action research, and the results

are related to limited time-span.

12
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Nonetheless, this research work has both benefits and shortcomings
like any other type of research, hence, greater depth and understanding is
needed to further elucidate the issue in question. Possible investigations
based on large samples and considerable amount of time may help reach the

generalization of the findings.
1.8. ORGANISATION OF THE THESIS

In order to probe the aforementioned hypotheses, six chapters are
devoted to this research work. The present chapter has, in fact, been
dedicated to setting the groundwork for the present investigation; its aim is
to identify the rationale for this study, its problematic, its objectives, its
research questions and hypotheses; it sheds light on previous related
studies; and it also identifies a number of limitations and delimitations of

the present thesis.

The critical review of literature relevant to this research work is dealt
with in the second chapter. It discusses some key concepts utilized in this
study, including reflective teaching practice, CALL as a pedagogical tool in
the EFL context and autonomy as a psychological variable, which may be
enhanced after the teachers’ development of an action plan as a result of

reflection.

The research design chapter offers the basis for a practical study in the
English Department at Naama university center. The researcher selects a
descriptive approach in this chapter that tries mainly to afford information
(i.e. descriptions and explanations) about the target setting and population.
It also portrays the methodology including the design of action research; the
procedures of data collection; and the instruments used for collecting data
including learner autonomy scale, participant observational checklists,

reflective journals, peer observation and teachers’ interview.

Analysing the collected data is an important part of any research

project. Based on the descriptions provided in the third chapter, chapter

13
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four is devoted to the treatment of the obtained data both quantitatively and
qualitatively in an attempt to answer the asked questions set out at the
beginning of this investigation and to enhance the practicality and reliability

of the results.

The fifth chapter suggests a set of reflections about techniques and
strategies used to better learners’ autonomy in CALL laboratories proposing
a state-of-the-art methodology related to designing an autonomy supporting
lab-based courses to EFL learners. It also aims at providing teachers with
innovative ways of encouraging learners’ self-directedness in a more
relaxing, motivating and non-threatening atmosphere for learning. In a
number of stages, the investigator has endeavored to introduce some
suggestions and recommendations that may help both educational
institutions and CALL teachers to come across or reduce the difficulties

identified in the fourth chapter.

The final chapter of the current study provides a summary of the most
important findings and discusses the implications, in addition to proposing

a number of recommendations and suggestions for further research.
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2.2. INTRODUCTION

Once consulting the history of foreign language pedagogy, one may
assume that teachers were most of the time concerned with the various
range of approaches and methods rather than the amount of responsibilities
that teachers and learners have to take in charge in the educational setting.
Nonetheless, a central problem worth raising in the present work is allied to
the possible relationship between the teacher’s critical reflective practice,

CALL and learner autonomy.

The concept of learner autonomy in learning a foreign language has
dominated specific areas of research in many fields such educational
linguistics, educational psychology and TEFL. It is evident that the
appearance of communicative language environments supported by
computers has introduced a thorough transformation in the roles given to
teachers and learners. This shift of responsibilities has reshaped the
learners’ roles in the classroom, the fact that decreased the amount of power
and authority that characterized the traditional classroom settings. The role
of the learner in such autonomy supporting language laboratories is, then, to
be an active participant who is stimulated by computers to become more
engaged in the process of learning through a number of interactive activities
carefully designed by the teacher. Therefore, it is specifically proposed in
this study that the teacher has to become a critical thinker about his/her
practices in the classroom to benefit from the premises of CALL to

encourage learner autonomy.

The purpose designed to this chapter is multifarious: firstly, to select
the relevant literature to the study; and secondly, to seek for parallel
proceeding studies for the sake of comparing the findings of the present
study with the already realized findings attained by other researchers. In
other terms, this chapter aims to present a critical analysis of the relevant
body of literature by highlighting the key terms used, such as the major

philosophies related to learner autonomy, and the major premises of CALL
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as an innovative pedagogical solution to the problem of learner autonomy.
Thirdly, it introduces the concept of teacher’s critical self-reflection as a
strategy that may help the teacher’s consultation of the degree to which
he/she encourages learner centeredness, i.e., the learners’ degree of

autonomy while learning through CALL.
2.2, A CRITICAL REVIEW OF RELEVANT LITERATURE

As a profession, teaching is considered as an intricate demanding and
highly skilled activity that entails a significant volume of challenges and
decision-making. For this reason, it is required from teachers to utilize
different approaches if they wish to develop their teaching profession. As
language teachers, sometimes a feeling of dissatisfaction comes to our minds
that our presentation of the instructed material was not successful due to a
number of reasons, such as inconsiderate planning, imprecise preparation

and incomplete knowledge of the subject.

As a result, teachers often try to find out answers to a variety of
questions that dominate their minds like, “where is the problem?” is it
associated with the teacher’s performance? Or is it allied to the teacher’s
managerial skills? Is it related to the learners’ motivation? Or is it due to
other influencing factors? Reflective teachers use their critical thinking skills
to reflect upon their practices and seek for answers to those questions for
the development of their teaching profession (Moreno, 2010). Hence, a great
deal of studies have reported advantageous effects of fostering a "reflective
stance" in teachers (Bean & Zulich, 1989, 1993; Bolin, 1988, 1990;
Pollard, 1996). According to Schon, the emphasis on reflective practice in
teaching is actually a focus on "thinking about thinking. Researchers
describe expert teachers as having a disposition toward reflection, which
is defined as "continuous learning through experience" (qtd. in Sternberg

and Williams 15: 2009)

Recently, a significant amount of interest has been given to the concept

of “reflective teaching practice” and its role in the process of developing
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expert teachers. It is considered by Moreno (2010) as a professional

development-thinking tool by which teachers use new classroom problems

as opportunities to enlarge their knowledge and competence. Learners’

autonomy in computer laboratories is considered as a one of the issues that

may be assessed through teacher’s reflective practice.

Previous studies within the same area of investigation may be displayed

in the following table.

Broady, E. & Kenning, M. M.
(Eds.). (1996a)

Promoting learner autonomy in

university language teaching

Benson, P. & Lor, W. (1998)

Making sense of autonomous
language learning: Conceptions of

learning and readiness for autonomy.

Brookes, A. & Grundy, P.

(Eds.). (1988)

Individualization and autonomy in

language learning.

Richman, C. K. (2004)

Relationship of learner autonomy

and computer-based education

Rowntree, D. (1994) Preparing materials for open,
distance and flexible learning

Benson, P. (2004) Autonomy and information
technology in the educational

discourse of the information age

Esch, E. (1996)

Promoting learner autonomy:
Criteria for the selection of

appropriate methods

Garrison, D. R. (1992)

Critical thinking and self-directed

learning in adult education

Guillot, M. N. (1993)

Computer information systems and

learner independence

Murray,

(1997)

G. & Kouritzin, S.

Rethinking second language

instruction, autonomy and
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technology

Vieira, F. (1997)

Pedagogy for autonomy: Exploratory
answers to questions any teacher
should ask

Chapelle,
(1989)

C. & Mizuno, S.

Students’ strategies with learner-
controlled CALL

Hoven, D. (1999)

CALL-ing the learner into focus:

towards a learner-centered model

Lewis, H. A. (1978).

A teacher's reflections on autonomy

Blin, F. (1999)

CALL and the development of

learner autonomy

Corder, D. & Waller, G. (2006)

Using a CALL package as a platform
to develop effective language
learning strategies and facilitate

autonomous learning

McKee, J. (1996) Independent learning and the
computer

Reinders, H. (2006) Supporting self-directed learning
through an electronic learning
environment

Shield, L., Weininger, M. J. & | Constructivism and developing

Davies, L. B. (1999a)

learner autonomy for technology-

enhanced language learning

Table 2.1. Selected Early Studies

Throughout the aforementioned table, one may deduce that these

studies emphasized the role of CALL and other e-learning models in

fostering EFL learners’ autonomy, and they shed light on the role of

teacher’s critical reflection in promoting self-directed learning. Therefore,

the present investigation is set out to reinforce the results of the previous

studies, which found that learner autonomy might be strongly promoted in
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technology-enhanced environments such as CALL. Based on their findings,
the present study will attempt to research possible relevance of teacher’s
reflective practice in creating autonomy supporting CALL environment. It
problematizes, how the teacher’s reflective practice may be useful in
developing appropriate actions for supporting learners’ autonomy in CALL
laboratories. However, before investigating such relevance, it would be wiser
to highlight some of the discrepancies in computer assisted autonomous

language learning.

2.3. THE ROLE OF AUTONOMY IN FOREIGN LANGUAGE
LEARNING

Autonomy in learning refers to students having control over their
learning in and outside educational settings individually and cooperatively.
For language learning, perhaps, it is as Benson suggests, “autonomy in
language learning about people taking more control over the purposes for
which they learn languages and the ways in which they learn them” (1,

2006).

As it is clarified by Little (1991), the concept of language learner
autonomy that is considered as a pedagogical achievement has become a
“buzz word” in foreign language teaching literature. Several practices, such
as Leni Dam and Hanne Thomsen in their English language classrooms in
Denmark (Dam 1995, 2000, Thomsen 2000, 2003), have been devoted for
the applicability of learner autonomy in various educational contexts. Such a
practice is among other examples that pushed Little to argue for the idea

that learner autonomy is real and not distant goal.

Henri Holec has first elaborated the concept of learner autonomy in
foreign language education in a report entitled “autonomy and foreign
language learning” published by the Council of Europe in 1979. Holec
(1981) argued that autonomy is a necessary condition for a successful

language acquisition process. It started to attract language teachers’ interest
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as foreign language pedagogy shifted to the communicative approaches,

which encouraged students to contribute in their learning.

Nonetheless, recent years have witnessed much more interest in the
concept of learner autonomy in the field of language education. Examples in
this concern may include, Benson, 2003; Hurd and Murphy, 2005; Lamb
and Reinders, 2008; Little, 2001; and White, 2003. Several researchers have
argued that autonomous learning is more effective to make use of all the
accessible resources internally and externally. Moreover, other arguments
are set in favor of creating a sense of autonomy in language learners. Thus,

Benson (2000) has considered autonomy as a human right.

Accordingly, in order to clarify more the role of autonomy in foreign
language learning which is interpreted in various ways, the next section
provides a detailed overview of the concept of autonomy itself in addition to

some theoretical reasons for emphasizing its significance in EFL classrooms.
2.3.1. Learner Autonomy Defined

By the early 1980s, the field of foreign language education has
witnessed the appearance of the concept of learner autonomy, nonetheless,
its fundamental principles are said to be old traditions in humanistic
philosophy and education. Holec’s work for the council of Europe is
considered as the starting point for language educators’ work in the area.
According to Holec, autonomy which means the ability of taking charge of

one’s own learning implies:

— to have, and to hold, the responsibility for all the decisions
concerning all aspects of learning, i.e.:

— determining the objectives;

— defining the contents and progressions;

— selecting methods and techniques to be used;

— monitoring the procedure of acquisition properly speaking

(rhythm, time, place, etc.)
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— evaluating what has been acquired. (Holec, 1981: 3, qtd in Knapp
and Seidlhofer 2009: 373)

Benson (2007) has considered this wide-ranging definition as the most
cited one in learner autonomy research. In fact, Holec’s (1981) definition
contains four main features. First, autonomy is manifested as an ability in
the learner, and not the process. Second, this ability is not innate or in-born
but assimilated through methodical and purposeful learning process. Third,
it maintains a potential capacity in the learner to experience a learning
activity, and not a certain behaviour in that activity. Fourth, the learner is
responsible for the decisions taken in all the facets of the learning situation,

for respectively (N.T.Nga, 2014).

The present discourse on autonomy is highly informed by varied
components of the FEuropean humanistic philosophy, anthropological
theory, critical education and psychology. Accordingly, Legenhausen states,
“learner autonomy must be seen as a highly complex construct whose
systematic description can be approached from various perspectives” (379:
2009). Legenhausen (2009) has further introduced Benson’s (1997) three
basic dimensions of autonomy: the technical, political and psychological. As
for the technical version of autonomy, learners are able to direct their own
learning outside educational settings. The political view of learner autonomy
is somehow complicated in its nature because it is closely related to the
philosophical perspectives. It is concerned with the tension between
restrictions enforced on autonomy such as curricular guidelines and the
freedom of others on the one hand, and individual control over the learning
content in relation to personal objectives on the other hand. The
psychological dimension of learner autonomy is thoroughly associated with

one’s willingness for taking responsibility for learning.

Other definitions, however, have replaced words as ‘ability’ and ‘take
charge of’ by other terms as ‘capacity’ and responsibility’. The best example

is Little’s conceptualization of the notion of learner autonomy
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Autonomy is a capacity— for detachment, critical reflection,
decision-making, and independent action. It presupposes, but also
entails, that the learner will develop a particular kind of

psychological relation to the process and content of his learning.

(1991:5)

In fact, autonomous language learning is generally given a great worth
especially in western educational systems. This learning trend has been
stimulated by the writings of the 20t century educators and psychologists,
among them: John Dewey, Carl Rogers, Lev Vygotsky and Paulo Freire.
They all offered different convincing factors for the promotion of learner
autonomy. Trinh (2005) contended that the most important definitions to
leaner autonomy constitute four main factors that are related to learners,
namely cognitive factors, metacognitive factors, affective factors and social

factors.
2.3.1.1. Cognitive Factors

Having the capacity to control life experiments and exigencies requires
from the learner to develop first certain cognitive abilities such as self-
awareness and self-determination. As it is already quoted, Holec’s (1981)
view of the concept is considered as one of the strongest definitions that
relate to cognitive arguments. In a common view with Holec, Little’s (1991)
definition views autonomy as a capacity for detachment, critical reflection
and decision-making. Certainly, thinking critically and making decision

ascertain the learner’s awareness about his own learning (Bassou, 2014).

Accordingly, Little’s definition stresses the role the individual’s
awareness which would allow him/her to engage actively and creatively in
the shaping of the learning process and thus to become a responsible

member in the educational setting.

Moreover, autonomy is among the cognitive constructs that are crucial

for increased motivation. As a cognitive perspective on motivation, the self-
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determination theory advocated by Edward Deci and Richard Ryan
emphasizes the role of the internal conditions in enhancing students’
motivation to learn. It proposes that increased motivation requires the
satisfaction of three psychological needs, including: autonomy which
incorporates the student’s need to feel free from the external control that
may hinder his/her behaviours; competence or the need to feel capable or
skillful, and relatedness, that is, the need for the feeling of affiliated and
engaged with others (Yaiche, 2013).

Motivation is regarded by Murray et al. as, “a dynamic force involving
social, affective and cognitive factors manifested in desire, attitudes,
expectations, interests, needs, values, pleasure and efforts” (2011: 63). This
internal dynamic is enhanced when students reach a level of autonomy,
responsibility and affiliation while undertaking learning tasks. Accordingly,
the cognitive view of motivation proves, once again, the significance of
promoting learner autonomy.

2.3.1.2. Metacognitive Factors

After Holec’s influential definition, autonomy in language learning has
greatly emphasized learners’ capacity for taking informed decisions about
their own learning. Smith (2008) considers the term ‘capacity’ as
synonymous with ‘competence’, however Sinclair (2000) proposes that
capacity for autonomy can be hypothesized in terms of learners’ knowledge
about learning. He further argues that capacity for autonomy in language
learning can be classified as a metacognitive knowledge of self as learner (Le
Quynh, 2013).

Definitions highlighting metacognitive factors also include the one of
Little (1991) in which he contends that autonomy is a capacity that not only
presumes, but also requires from learners to grow a specific genre of
psychological relation to the process and content of their learning. However,
in order for this capacity to build autonomy in the learner, it has to embrace

metacognitive learning strategies, including planning, monitoring and
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evaluating of learning experiences involving both the content and process of
learning.

Consequently, the progress of learner autonomy is intertwined with
the progress of self-regulation skills. In this sense, metacognitive awareness
is a requirement that has to be fostered by helping the learner to develop
critical qualities about his/her learning. Legenhausen (2009) has
highlighted a number of features that explain as to what it means to be an
autonomous learner. These features reveal partially the results of research
on ‘good language learner’ done by Naiman et al. 1995. In the third feature,
Legenhausen contends, “have developed a metacognitive awareness of what
the learning undertaking implies” (2009: 387).

Similarly, Wenden (1991) strongly emphasized learners’ metacognitive
awareness as it is responsible for how they reflect on their learning and how
they recognize that they practiced efficient learning experiences. Therefore,
supporting the shift from dependence to autonomy is the teachers’ principal
task as explained in Holec’s (1981) seminal definition. This transition can
take place only if learners’ capacity for self-management is addressed.
2.3.1.3. Affective Factors

Psychologically speaking, the learning process is improved when
students hold the capacity to take charge of their own learning due to the
cognitive, social and affective features involved in the process (Dickinson,
1987). In addition to the cognitive-focused definitions, the concept of
learner autonomy entails also affective factors such as motivation, attitudes,
interests, willingness, and self-confidence (Trinh, 2005).

Hsu (2005) posits that one of the most affective factors for increased
autonomy is willingness which is in turn a significant construct in intrinsic
motivation, positive attitudes and beliefs. This view is, indeed, dealt with in
Dam’s definition (1995, 1)

Learner autonomy is characterised by a readiness to take charge of

one’s own learning in the service of one’s needs and purposes. This
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entails a capacity and willingness to act independently and in co-

operation with others, as a socially responsible person.

According to Deci, autonomy is a basic human need that is necessary
for intrinsic motivation. This type of motivation indicates a desire or a
tendency to energize attention and interest in a particular manner that
originates from the student himself or herself. In this way, intrinsic
motivation is concerned with the students’ behaviours that are performed as
a result of the student’s (1) natural feeling of curiosity, that is, a need to
know about or discover something; (2) desire to engage in an activity for the
sake of participating in and completing the task; (3) satisfaction of an inner
drive, and (4) interest in a subject matter (Dornyei, 2001).

Byram (2000), in turn, asserts that learner autonomy merges between
the metacognitive and the affective domains. Pedagogical considerations
through which autonomy can be fostered pay considerable attention to the
metacognitive process of planning, monitoring and evaluating of the
learning performance and the evolution of the learning process. Yet,
simultaneously, the learner is engaged affectively because learning is
constantly assessed and reflected upon by learners in terms of needs,
interests and capacities. Henceforth, metacognitive skills are central to the
development of learner autonomy that is also significant for willingness,
interests and needs.
2.3.1.4. Social Factors

The Bergen definition of learner autonomy can be considered as a
socially-focused definition that emphasizes the psychological features with a
necessity for placing autonomy in a social learning context.

Learner autonomy is characterized by a readiness to take charge of

one’s own learning in the service of one’s needs and purposes. This

entails a capacity and willingness to act independently and in
cooperation with others, as a social, responsible person. An
autonomous learner is an active participant in the social processes

of learning, but also an active interpreter of new information in
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terms of what she/he already and uniquely knows. (Trebbi, qtd. in

Legenhausen: 2009: 380)

Moreover, Vygotskyan perspectives that are concerned with the role of
discourse in learning and the development of autonomy assume that
language constitutes both external social processes and internal cognitive
processes. These perspectives further argue that the progress of advanced
cognitive process is a result of the internalization of external communicative
speech. This progress takes place in the Zone of Proximal Development
(Benson and Lor, 1998).

ZPD is one of the major ideas proposed by Vygotsky. It includes the
range of tasks that are difficult for a learner to master without assistance,
but that can be learnt with the guidance and help of teachers or members
who are more skilled (Salkind, 2009). Benson and Lor (1998) argue that
throughout this process of collaboration, the learner internalizes meanings
acquired from linguistic interactions. The directive communicative speech
provided by others is then transformed into self-directive inner speech.
According to Vygotsky, directive inner speech which is the result of social
collaboration is a central internal mechanism to autonomous learning.
Hence, autonomous learning is linguistically and socially mediated.

To sum up, modern pedagogy explicitly intended to promote learner
autonomy which involves abilities that can be developed by educators
through addressing a number of dynamic factors including: cognitive,
metacognitive, affective and social, as it has been mentioned. Therefore, it is
essential, in this research work, to reflect for action in order to design an
action plan including all the four factors that will constitute a framework for
a checklist design through which the teacher’s practices for autonomous
CALL will be analyzed to reflect up on.

2.3.2. Theoretical Perspectives on Autonomous Learning

Foreign language pedagogy has witnessed a general agreement on the

value of autonomy. It is conceived by researchers and educators as a skill

that every successful learner holds. In fact, learning theories do play a
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significant role in the enrichment of the present critical understanding of
autonomous language learning and provide teachers with alternative
solutions to problems.

Little (2002a) strongly believes that the promotion of learner
autonomy requires from teachers to re-think and reflect on their
pedagogical practices constantly. According to this statement, teachers
should take a dynamic critical attitude toward their practices, have a
permanent learning consciousness, consider the promotion of learner
autonomy as their goal and incorporate the principles proposed by
alternative theories and perspectives on how learning occurs in educational
settings.

Fortunately, under the influence of learning perspectives, including:
cognitive, humanistic and constructivist theories, autonomy has achieved
impetus in modern pedagogy.

2.3.2.1.Cognitive Perspectives

The cognitivists view learning as an extremely internal process, which
entails the individuals’ cognition, that is, perception, taught, memory and
ways of processing and structuring information. In this view, Faigan offers
the following definition, “learning is a sequence of mental events or
conditions leading to changes in the learner” (qtd. in Aggarwal, 2005: 183).

On autonomy, the cognitive perspective proposes that learners’
autonomy guides their thought processes. John Dewey (1933), the famous
American philosopher, claims that experiencing accounts the most for the
development of the students thinking and reasoning. His major contribution
to the concept of autonomous learning lies in the fact that the development
of reflection, which is an element of cognitive psychology, entails the
development of a set of capacities including introspection and retrospection,
open-mindedness, and willingness to take responsibility for learning,
decisions and actions (M.J. Raya and F. Vieira, 2015).

According to Kareva (2015), the cognitive revolution in educational

psychology sets the stage for autonomous learning due to its two essential
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concepts: metacognition and self-regulation. As for metacognition, Brown
P.C. (2002) asserts that it is concerned with learners’ acquisition of a
number of strategies for learning, remembering, understanding and
problem solving. Self-regulation on the other hand is related to learners’
capacity to understand how they learn in order to develop strategies for
realizing self-control over the cognitive processes that are critical
components in autonomy cognitive-based definitions.

Indeed, strategy development is conceived by many authors as a
leading mechanism for promoting learner autonomy. Oxford (2003) defines
learning strategies as “specific actions, behaviors, steps, or techniques —
such as seeking out conversation partners, or giving oneself encouragement
to tackle a difficult language task — used by students to enhance their own
learning” (qtd. in Kareva 2015: 240). Oxford (2003) further explains that a
strategy is considered as a tool for self-regulation if it is intentionally
selected by the learner.

In this sense, Oxford (2003) has elaborated six types of strategies:
cognitive, metacognitive, memory-related, compensatory, affective, and
social. cognitive strategies include: reasoning, analysis, summarizing,
synthesizing and outlining. The latters are all mental activities used by the
learner to deal with learning materials in a direct way. Metacognitive
strategies are linked to the identification of learning styles, preferences and
needs; therefore they may influence the use of cognitive strategies while
completing learning tasks. Memory-related strategies aid language learners
to make a link between what they have learnt and the newly required item to
be learnt; however those strategies are not responsible for deep
understanding. Compensatory strategies denote the act of guessing
meanings from the wider context in listening and reading activities through
the use of synonyms and paraphrasing in order to cope with missing
knowledge. Affective strategies entail the use of positive self-talk and deep
breathing to deal with anxiety and stress. As for the last cluster which is

maintained in the social strategies, learners are required to ask questions to
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get verification or explanation and interact with native speakers to
understand the target language culture.

To sum it up, part of promoting learner autonomy encompasses
acknowledging and respecting the various learning strategies. It is based on
these elements of cognitive psychology that learner autonomy develops.

2.3.2.2. Humanistic Perspectives

The humanistic theory of learning is deliberated as holistic perspective
that underlines both affective and emotional processes of an individual
learner. In educational settings, humanism pressures the analysis of
learners’ behaviours, thoughts and feelings for understanding the nature of
human learning. The humanists’ interest centers on students’ self-awareness
in order to investigate their capabilities and potentials when making choices.
They consider human choices, creativity and self-actualization as chief areas
to be investigated in the educational settings (Schunk, 2012).

The most prominent theorists who have enthused and influenced the
expansion of humanistic psychology are Abraham Maslow and Carl Rogers.
They both stressed people’s endeavors to become self-actualized i.e.,
reaching one’s full potential as a human being. As humanist, Maslow has
proposed a hierarchical set of needs that are common in human beings
regardless of their race and culture. These needs must be satisfied to achieve
the top of the hierarchy (Aggarwal, 2005). His theory postulates, “all human
beings, regardless of culture, have basic needs that can be arranged on a
hierarchy according to prepotency or pressing drive for gratification”
(Salkind, 2009: 633).

The needs are categorized in five basic classes. The first level contains
the physiological needs such as hunger and thirst. In the second rank,
Maslow places the safety needs like need for security and protection from
pain and fear. Then, the needs for love and belongingness are located in the
third level. Competence, approval and recognition needs are allied with
esteem needs in the fourth level. Finally, the need to realize one's potential

and capabilities, and gain understanding and insight i.e., self-actualization is
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placed in the top of the pyramid. When the basic needs are gratified learners
will directly focus on achieving the other types of needs (Dornyei, 2001). In
this manner, Schunck (2012) hypothesizes that autonomy is a characteristic
of a self-actualized learner.

Rogers’s humanistic theory perceives the process of learning as the
continuous active participation in the classroom complemented by the
students’ belief that learning is important. His basic contribution lies in his
reconceptualization of teachers’ roles in the classroom. Rogers’ view of the
role of the teacher as a facilitator is vital to classroom-based approaches to
autonomy in foreign language education (Benson, 2001).

Carl Rogers contended that learners’ behaviours are basically
controlled by their perception of both personal and environmental factors.
Therefore, what is required according to Rogers is the creation of a proper
learning context where teachers are facilitators of the learning process
through the establishment of interpersonal relationships with students, and
the provision of resources and encouragement. If these conditions are
appropriately created learners will in fact learn anything they conceive as
useful or meaningful (Brown, D. 2000).

On the whole, Rogers’s assumptions focus largely on empowering
learners to strive for challenges in order to achieve self-actualization. He
further argues that meaningful learning has to be self-initiated by the
learner (Raya and Vieira, 2015).

All in all, the major contributions of humanistic psychology to
autonomous learning can be summarized in a number of principles. First,
the learners’ ability to select the studied material is central to their
motivation to learn it. Second, learners’ interests in learning should be
sustained through giving them directions concerning how they can learn on
their own. Third, learners’ feelings and the target knowledge are given equal
recognition. Fourth, learning is attractive and enjoyable when learners feel

secure in a stress-free atmosphere.

33



CHAPTER TWO A Critical Review of Relevant Literature

Finally, one may deduce that providing learners with opportunities to
direct their own learning, in selecting what they learn and, to a certain level,
when and how they learn it, is certainly one of the basic principles offered by
humanistic psychology.
2.3.2.3. Constructivist Perspectives

Dissimilar to the previously mentioned perspectives, constructivism
focuses on the individual as physical, cognitive, social and emotional being.
One of the basic tenets in constructivist education lies in the fact that human
beings are dynamic learners who construct and conceptualize their own
understanding of knowledge as a consequence of their own experiences with
others and the environment (Schunk, 2012). Seiffert and Sutton define it as,
“a perspective on learning focused on how students actively create (or
“construct”) knowledge out of experiences” (2009: 33).

As an epistemology, constructivism is thus, a philosophical explanation
about the nature of learning. The constructivists posit that teaching and
learning experiences should be structured to challenge learners’ thinking
and therefore they will be able to construct new knowledge. Consequently,
Little’s (1991) idea that all successful learning is in the end autonomous, is
applicable to the basic principle which argues that autonomy in language
learning has borrowed from constructivism.

In the same line of thought, contemporary research has revealed that
the way a foreign language is learnt, does not entail the internalization of
learning tasks, but depends on what learners encounter as valuable in the
classroom setting. Hence, learning is facilitated when teachers create a
problem-solving environment where learners are encouraged to express
their thoughts, beliefs and ideas freely. Jerome Bruner advocated for
discovery learning in which teachers construct an educational setting that
allow learners to question, explore and experiment. In this context, Bruner
argues, “...students would better learn and retain concepts they discover on
their own instead of passively through rote learning and lectures.” (qtd. in

Bassou 26:2014)
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Perspectives on knowledge construction differ as to how much
inspiration cognitive and social aspects have on learners constructions.
Consequently, there are two constructivist perspectives: cognitive
constructivism and social constructivism. The first perspective, principally
influenced by the work of Jean Piaget, focuses on the learners’ use of
cognitive capacities to construct knowledge in their minds. The second
perspective which is based on the work of Lev Vygotsky postulates that
learners construct knowledge when they are engaged in social interaction
about mutual problems or tasks; therefore, cooperative learning is
recommended as a teaching method to promote collaboration and social
learning (Moreno, 2010).

Bruner’s pedagogy has been stimulated largely by Piagian and
Vygotskian principles to the extent in which a new concept, named as
scaffolding, derived from Vygotsky’s ZPD, has been introduced. In fact,
scaffolding indicates the momentary assistance teachers’ offer to learners to
accomplish a particular assignment until they would be able to do it alone
(Salkind, 2009). In this way, what can a learner do collaboratively today;
he/she can do it autonomously tomorrow. Subsequently, one may assert
that constructivist theorists advocate for learner autonomy as a basis for
learner-centered classrooms.

As a psychological and philosophical perspective that has been applied
to education, constructivism focuses on learning rather than teaching,
learner involvement and autonomy in the learning process (Wang, 2011).
Consequently, Benson asserts that, “if learning is a matter of the
construction of knowledge, effective learners must be cognitively capable of
performing actions that enable them to take control of their learning” (2001:
40).

Nonetheless, constructivism has valuable implications to autonomous
learning, and some autonomy supporting principles proposed by
educational researchers in other theoretical traditions fit well with

constructivism. For instance, the constructivists strongly acknowledged the
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importance of the organization and structure of the learning environment to
promote both autonomy and learning, that is, grouping students for
instruction, utilizing the mechanism of rewards, the timing of lectures,
providing updated materials for learning and other aspects of classroom
management, as it is illustrated in the following quotation,

Classrooms include other factors that can affect learners’

perceptions, motivation, and learning. Some of these can be

summarized by the acronym TARGET: Task design, distribution of

Authority, Recognition of students, Grouping arrangements,

Evaluation practices, and Time allocation (Schunk, 2012: 255)

By task design, the constructivists require from teachers to embrace
learning experiences that fit students’ interests, needs and goals.
Distribution of authority refers to the degree to which learners demonstrate
autonomy and control over learning experiences. Teachers may promote
learners’ distribution of authority by offering choices and giving them the
opportunity to make decisions. In fact, offering choices promotes learners’
autonomy. Recognition, which implies the use of rewards and incentives,
has an immediate influence on learners’ motivation to learn. Intended for
addressing learners’ ability to work with others, teachers can arrange
learners in groups to encourage cooperation and interaction, and
consequently enhance their autonomy. Whilst for learning evaluation,
teachers use techniques to assess learners’ progress and mastery such as
providing them with opportunities to evaluate their work and improve it, or
using different forms of evaluation as grading. Finally, time allocation is an
important part of classroom management. Providing learners with choices
over their time management is an effective strategy for enhancing
motivation since it can help them to reduce their high levels of anxiety
(Yaiche, 2013).

Other implications to autonomous learning may include Pritchard and

Woollard strategies of a constructivist teacher. They both stress that the
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constructivist classroom must cope with certain effective and productive
strategies to encourage learning. These strategies are summarized as follow:
e Fostering learners’ autonomy and creativity.
e Boosting learning through using learners responses and taking
them into consideration.
e Seeking for learners’ understanding of new concepts before
teaching them.
e Engaging learners in dialogues with each other and the teacher.
e Encouraging learners to reflect and ask thoughtful, open-ended
questions.
e Putting learners in experiences that may contain contradictions
to encourage discussion. (Pritchard and Woollard, 2010).

As a result, constructivism has re-conceptualized the notion of teaching
and the roles that teachers are to perform, and thus, invite teachers and
educationalists to reflect on their practices in the classroom.

2.4. INNOVATION AND CHANGE IN FOREIGN LANGUAGE
EDUCATION: THE INCLUSION OF COMPUTER LABORATORIES
IN EFL EDUCATION

Throughout the exploration of EFL teaching in Algerian universities, it
is noticeable that the teaching practices have witnessed innovation and
change. English classrooms are very different from that of the nineties and
even the very early years of the 215t century. At this stage, primary resources
and physical materials have been developed to include computer
laboratories with specific designed software packages for listening and
speaking activities.

Indeed, by innovation and change, it is meant the planned adaptation
of updated technologies that intersect with foreign language teaching. In
practice, there have been many aspects of innovation and change rather
than computer laboratories. Throughout the last decade, there has been a
trend for innovation in language education that entails incorporating certain

practices that help teachers to become reflective practitioners. The goal is to
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encourage teachers to reflect on their practice through working with
colleagues. Indeed, reflective teaching has become a slogan that is included
in teacher education (Raya and Vieira, 2015).

Other aspects of innovation entail the employment electronic materials
such as the data show, smartphones and computers in addition to internet
access. However, the quickly changing nature of technology makes it
difficult to keep up with. Over the years, technologies that intersect with
foreign language education have witnessed radical changes. These changes
have significantly affected professional practices.

Recently, EFL education has announced an urgent need for setting up
autonomy-enhancing learning environments that adopt information and
communication technologies (ICT) to move learners out of inactive learning
modes into highly engaged learning. Beatty and Chapelle argued that using
ICT in the classroom enhances language acquisition and elicits higher levels
of involvement and motivation (Braden, 2009). Similarly, Lytras et al.
believe,

ICT utilization in this educational environment enables students

to be more active, enhances their motivation, and improves their

understanding, as well as cultivating their ability to retain

information longer and enjoy classes more (2010: 510)

Similarly, Blumenfeld et al. (2000) suggested that instructed materials
could be carried out through innovative ways including the design of an
enjoyable learning environment in which developing technology such as
computer-based materials are available.

Actually, the application of computer-based materials in language
education is commonly referred to as CALL. According to Beatty (2010), this
massive move towards CALL is due to a variety of factors including its
autonomy supporting nature,

Autonomy is fostered by CALL in different ways. CALL can

present opportunities for learners to study on their own,
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independent of a teacher. CALL can also offer opportunities for

learners to direct their own learning. (Beatty, 2010:11)

To put in a nutshell, it is generally expected that the problem of
autonomy in EFL classrooms can be solved through the provision of
technology-enhanced learning environments where CALL resources are
used as essential tools by teachers who are in turn expected to be reflective
practitioners. At this level one may question: how can research on EFL
teaching practices inform the design of an autonomy supporting CALL?

2.5. COMPUTER ASSISTED LANGUAGE LEARNING (CALL)

Technology in language education has never dominated EFL
researchers’ enquiry as it is doing currently. Traditionally, EFL teachers’
practices were largely centered on the employment of textbooks, copybooks,
pens and blackboards in a restricted classroom environment. Yet, the
constant advancements of technological tools and the introduction of ICT
devices have progressively transformed the form of educational settings. As
a result, EFL classrooms have extended to introduce e-learning. The latter is
a method that entails learning through electronic resources in addition to
various technological devises such as computers.

Generally, the employment of computers for instructional
commitments and for English language education in particular remains a
new field of study due to the rapidly changing nature of the technological
advancements that everyday introduce innovative instructional possibilities.
In this context, there is a definition of CALL that accommodates its changing
nature, “any process in which a learner uses a computer and, as a result,
improves his or her language” (Beatty, 2010: 7). Though broad, this
definition covers an extensive continuum of present practices in language
education at the computer. Actually, using computers as fragments of the
linguistic course is referred to as CALL; that is an acronym stands for
Computer Assisted Language Learning. Brown D. has defined CALL as,
“computer programs designed especially to teach language.” (qtd. in

Murray, 2007: 748).
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Materials for CALL entail those resources that are purpose-made for
language learning in addition to those which adjust current computer-based
materials. The early introduction of CALL materials in educational settings
has passed from a group of learners in front of one device attempting to fill
in a gapped passage, to communication between learners through
computers, to network multimedia software in which learners can listen to
authentic language situations (Murray, 2007). Therefore, one may deduce
that CALL is an unstructured discipline that is constantly evolving in terms
of both pedagogy and technological developments in hardware and software.

In reality, the quick emergence of computers in educational institutions
and at home has vividly transformed the method teachers teach, the style
learners learn and the mode administrators work. In this manner,
McClintock illustrates, “the advent of computers and computer-literate
children produced many changes in the teaching and learning strategies
used by educators.” (qtd. in Moreno, 2010: 538). As consequences,
multimedia computing (as its name implies, it incorporates a range of media
including text graphics, animation, video, sounds and photos in one
demonstration), the Internet, and the World Wide Web (WWW) have come
to be new pedagogical techniques in foreign language teaching(Brett and
Gonzalez Lloret, 2009).

Originally, CALL laboratories were built for listening/ speaking
practices. Nonetheless, the development of technologies has made CALL an
extensive teaching approach that includes the utilization of many resources.
For instance, the use of the internet for pedagogical purposes like the access
to multimedia resources and online dictionaries; networking tools such as
email, chat rooms, and audio/videoconferencing; explicit software
applications deliberated for language learning; digital audio and video
materials; and even mobile telephones; all of these intend to promote and
supplement the language learning process (Brett and Gonzalez Lloret,

2009).

40



CHAPTER TWO A Critical Review of Relevant Literature

In the same line of thought, Warschauer contended that CALL is an
operative method for the delivery of learning materials by arguing that it can
empower learners to learn, present original learning opportunities and
afford a locus for collaborative identity creation (Murray, 2007). Similarly,
Moreno (2010) is of the view that computer-based materials can be adopted
for the presentation of language courses in a variety of ways. The internet, as
an example, might be incorporated in order to enable learners to search
their own interests. Another application of CALL is the use of word
processors software such as Microsoft Word in order to provide learners
who encounter difficulties in writing on papers with other possibilities.

CALL has become gradually integrated into research and practice of the
basic skills of listening, speaking, reading and writing; and more detached
areas of study, such as autonomy in language learning. For increased
autonomy, CALL applications can achieve the premise of self-access
learning by the use of computer tutors and other instructional programs that
provide learners with the space to learn with varied scaffolding levels and
choices.

2.5.1. The Development of CALL Pedagogy

Historically, foreign language pedagogy has witnessed a continuing
evolution from behavioural to cognitive and constructivist perspectives of
learning. Similarly, CALL as an area of scientific inquiry has evolved
following the same paradigm movements in foreign language education
(Brett and Gonzalez Lloret, 2009).

According to, Beatty (2010) CALL is a young branch of applied
linguistics that is still establishing its directions. Its brief history helped it a
lot to be well-documented. Indeed, applications of technological
advancements in language education are not new, and they have been used
for decades. Computer-based resources appeared in the early 1960s, and the
evolution of its applications in language classrooms is divided by

Warschauer into three chief phases. Every phase resembles a specific
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pedagogical perspective. This section reviews the early developments in
CALL in addition to the use of CALL in the twenty first century.
2.5.1.1. Behaviouristic CALL

The 1960s have been marked by the earliest applications of computer
technology in foreign language education with behaviouristic principles;
particularly those derive from operant conditioning, where the learning of
language was viewed as the acquisition of a set of habits that entail common
vocabulary items, grammar rules, and phrases established by repetition.
Consequently, language is best instructed through drilling, repetition and
conditioning, i.e., training learners to alter responses as a reaction to the
given stimulus (Blake, 2008).

B.F. Skinner the initiator of operant conditioning believes that
stimulating learners’ responses through reinforcement can be applied to a
computer based approach named as programmed instruction. The driving
force behind such a program is to help each learner to learn individually by
receiving immediate feedback after each response (Moreno, 2010)

Throughout this phase, CALL applications such as programmed
instruction required from learners to account or in more precise behavioural
terms to respond to stimuli provided by the computer and to complete
activities such as filling in gapped texts, matching sentences and answering
multiple choice questions. Text reconstruction is one of the famous
behaviouristic CALL activities in which learners are required to reconstruct
a blanked passage by typing the omitted words. The common characteristic
in all the mentioned activities is the provision of the immediate feedback
that the computer is responsible for. Examples of the given feedback
include, pointing out whether the answer is true or false. Besides, the
computer may give feedback that is more sophisticated by illustrating the
reason why the learner is mistaken (Dudency and Hockly, 2007).

Consequently, the 1960s to the 1970s era of CALL was commonly
referred to as the text phase because of the nature of its learning

possibilities. Accordingly, Delcloque postulates that most of the pioneering
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learning experiences during behaviouristic CALL involved text manipulation
on screen (Blake, 2008). These learning experiences have offered learners
with both corrective and diagnostic feedback as a sort of positive
reinforcement to stimulate their motivation to learn.

Another currently used educational software based on behaviouristic
principles is drill-and-practice program. The latter introduces a set of
questions or problems and expect from learners to solve them on their own
while receiving immediate feedback (Moreno, 2010).

However, the advancement of CALL applications have stimulated its
learning possibilities to move away from the narrow behaviouristic
philosophies and activities in which the relationship between the learner
and the computer is restricted to individual learner-machine interaction
towards more innovative learning activities. The school of thought that is
responsible for the movement is constructivism.

2.5.1.2. Communicative CALL

As a swing from behaviourism and its narrowing focus on behaviour
change, language learning methodology shifted to the communicative
approach that became dominant in the late 1970s and 1980s. This approach
has transmitted language learning from the teacher’s control to a more
learner-centered. The advocates of the communicative approach encourage
the practice of natural language situations in which learners are exposed to
trial and error in a stress-free atmosphere.

The constructivist learning principles have largely influenced the
communicative approach especially those stem from Vygotsky’s social
constructivism. Vygotsky maintained that learning occurs as a result of
social interactions. In this manner, Brown D. says,

Social constructivist perspectives drew our attention to language

as communication across individuals ... foreign language learning

started to be viewed not just as a potentially predictable

developmental process but also as the creation of meaning

through interactive negotiation among learners (2000: 245)
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In this sense, the dominant focus of communicative language teaching
was given to meaning and the individual learner, not to the language itself.
Introduced by Firth, Halliday, Wilkins and Sinclair, this approach
emphasizes communicative competence, which is the capability to produce
acts of communication appropriate to the situation. As a skill that has to be
dealt with, communicative competence can be developed through the
practice of natural language situations in which the importance is placed on
fluency rather than accuracy; nevertheless, grammar has to be referred to
implicitly within the context as some theorists acknowledged the importance
of accuracy for communication.

Reflecting the communicative approach principles, and with the advent
of Compact Disk Read-Only Memory (CD-ROMs) technology, CALL
activities have consequently transformed. The use of CALL materials has
been evolved from being a tool for individual learning to an assistant
medium of general language skills practice in non-drill format. As a storage
system, CD-ROMs had a more installed base in personal computers as they
hold a small format. However, DVDs soon replaced CD-ROMs. The high
storage capacity of DVDs made it possible for CALL to move from the
behaviouristic textual exercises to more powerful computer-learning
possibilities.

Furthermore, this phase witnessed the use of specific software packages
to sustain learners’ interest in a highly engaged environment with
animation, sound, graphics and texts, (Brett and Gonzalez Lloret, 2009). A
La Rencontre de Philipe is the best example that engages learners in semi-
authentic language environment. The fictional narratives provide learners
with opportunities to discover documentary-style portrayals of reality. In
this software, Philipe lost his apartment in the city of Paris and has to find
another place to stay in. The learners’ basic role revolves around helping the
central character Philipe to find another apartment in the city. The task can
be accomplished through using on-screen narratives and paying attention to

written clues (Beatty, 2010).
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Dissimilar to the former era, CALL applications are not only tools for
language learning but a skill for autonomous language use as well. CALL
programs allow learners to use the target language in a more authentic
context. Macario, as another example, is an early videodisc program for
teaching listening. The authenticity of this program lies in the fact that it
was originally planned for use in non-educational purposes by narrative
speakers of the target language.

However, this communicative phase of CALL was criticized for using
the educational technological implications for more marginal aims rather
than the fundamental aims of language teaching.

2.5.1.3. Integrative CALL

As technology progresses, hundreds of CALL programs have been
introduced and its implications in the field of language education develop.
Labelled as integrative, the third phase of CALL started in the 1990s. It has
made specific endeavors to deal with the criticism made to communicative
CALL through the integration of the general language skills (listening,
speaking, reading and writing) into tasks or experiences. Indeed, CALL
during this period has become an extensive field of scientific inquiry with
various sub fields.

For this reason, Zhao (2003) and many others suggested the study of a
unified field that would tolerate the evaluation of the effect of technology on
language learning. Similarly, Chapelle (2003) proposed that instead of
considering CALL as a single sub field in applied linguistics, a complete
incorporation of technology in all areas of language learning would be
significant to assess its usefulness. In this vein, Warschauer requested, “the
truly powerful technologies are so integrated ... computers will have taken
their place as a natural and powerful part of the language learning process.”
(qtd. in Brett and Gonzalez-Lloret, 2009: 354). In this vein, Brett and
Gonzalez Lloret (2009) greatly recognized Chapelle’s proposition of

technology integration in all fields of language learning.
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As a result, Stephan Bax believes that the 21t century is the period of
integrated CALL in which numerical instruments for learning have become
integrated fundamentals of foreign language curriculum (Thomas, 2009). As
illustrated by Warschauer and Healey,

...integrative CALL ...seeks both to integrate various skills (e.g.,

listening, speaking, reading, writing) and also integrate technology

more fully into the language learning process. In integrative
approaches, students learn to use a variety of technological tools

as an ongoing process of language learning and use, rather than

visiting the computer lab on a once a week basis for isolated

exercises... (qtd. in Donaldson and Haggstorm, 2006: 258)

The integrative stage of CALL countersigned the expansion of
multimedia computing that embraces a mishmash of sound, graphics, text,
and video offered in one computerized program intended to transfer CALL
from its extremely individualistic usage to an assistive medium of learner-
to-learner communication for which the label computer mediated
communication (CMC) was created. Henceforth, this stage has been
characterized by a swing in the use of computers, “computers evolved from
containers of individualized input to tools for engagement in authentic
discourse with other users of the language.” (Brett and Gonzalez Lloret,
2000: 352)

Nonetheless, the application of CALL advancements did not follow the
presented chronology. Murray (2007) and Beatty (2010) assume that even
featured as integrative, implication of CALL advancements in the 21t
century do not reflect this characteristic. Pedagogically speaking, the new
and innovative did not always replace the old. As argued by Levy, “once new
hardware and software have been introduced, language teachers are often
left to learn to use new computer software on their own. Consequently,
patterns of use are highly individualistic” (qtd. in Murray, 2007: 751). For
instance, many current applications seem similar to visually stimulated gap-

filling exercises. Accordingly, those patterns of use in nowadays’
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applications of CALL reveal the features of its behaviouristic and
communicative stages.
2.5.2. CALL Resources

Generally, CALL resources include the variety of electronic materials or
tools that can teachers use as sources for language learning in order to
create a technology-based environment that can promote learners’
autonomy. Though these materials have been designed for use in diverse
spheres but they are all adjusted for classroom education (Blake, 2008).
Basically, foreign language electronic resources include; hardware, software
applications, the internet and e-mail exchange.

2.5.2.1. Hardware and Software

As a device, the computer has two essential components namely
hardware and software. Hardware is a label used to represent the tangible
computer materials and equipment such as system unit, keyboard, mouse,
audio speakers, microphone, webcam and printer. On the other hand,
software applications refer to the processed programs. For example, word
processing, which all computers are sold with, used to be the only way for
learners to correct misspelt words by choosing from the offered corrections.
Moreover, word processing programs are preset to afford grammar support.
According to Moreno (2010), using written form applications offers learners
with the opportunity to reflect on the language they are using, and thus be
more grammatically exact in their explanations. In this vein Beatty (2010:
60) says,

Microsoft Word is increasingly multi-purpose. For example, it is

commonly used by teachers (and sometimes learners) for creating

semi-authentic learning materials featuring text, tables and

illustrations as well as simple websites.

Rather than software packages for assisting learners’ writing, there are
other software applications such as internet explorer, Firefox, Windows
Media Player, Adobe Reader and Flash Player that can all be used to assist

learners’ acquisition of knowledge and skills in nontraditional features.
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2.5.2.2. The Internet

As a facilitative medium that can EFL learners use for communication
and access to information. The internet provides both a vehicle and context
for learning. In this concern, Chapelle says that, “The Internet connects
learners to a wide range of discussions and information” (2003: 14).

Tim Berners, the inventor of the internet describes his invention as,
“wide-area hypermedia information retrieval initiative aiming to give
universal access to a large universe of documents” (qtd. in Pritchard, 2007:
14). Wide-area means the World Wide Web and hypermedia refers to a
variety of media containing text, pictures, sound and video.

As a worldwide wed, the internet is considered as a source of
authenticity that offers real places and events; and most importantly real
people to communicate with (Pritchard, 2007). Subsequently, Warschauer
et al. state, “In our view, there are five main reasons to use the Internet for
English teaching ... authenticity, literacy, interaction, vitality, and
empowerment” (qtd. in Chapelle, 2003: 75).

For that reason, when using the internet, learners are anticipated to
experience a sense of immediacy in acquiring universal information and
control over information, which can often support their autonomy.

2.5.2.3. E-Mail Exchange

E-mail is one of the most popular uses of the internet that offered many
possibilities to enhance learning. It has obtained an opportunity for distance
fast communication that is commonly referred to as asynchronous
communication. This form of communication can have good educational
advantage. In education, e-mail is seen as a tool for communication between
teacher and leaners and for long-distance exchanges between leaners in
dissimilar settings.

Through e-mail, foreign language learners can communicate with
teachers, colleagues and native speakers. Mails can revolve around tasks in
which learners implore special information, share information about given

assignments or submit thoughts and questions to a teacher (Beatty, 2010).
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Therefore, Murray (2007) illustrates that researches have proved that
learners using e-mails for communication in the target language are more
excited to exchange messages and thus write more passages than on
ordinary papers. Similarly, Wang (2011) argues that when using e-mails for
communication learners ask more questions and make use of more language
functions than do when writing on papers.

In an another study, Kern stated that exchanging e-mails between
learners from different settings can result in valuable benefits of cultural
historical knowledge in addition to enhanced autonomy (Warschauer,
2007). The employment of this medium of communication for educational
purposes is, thus, advantageous for autonomous learning.

2.6. CALL PREMICES FOR INCREASED AUTONOMY

As a credible method that may develop language education, CALL has
been recommended in foreign language classrooms in order to enhance
learning. It is predicted that its attachment would bring about valuable
benefits. In fact, some of these benefits stem from the general field of CALL
such as access to information, whereas others are related to language
learning but boosted through its incorporation like autonomy. “CALL
approaches presuppose the merits of learner autonomy” Holland and Fisher
(2008: 198).

Recently, Schwienhorst (2008) assumes that learner autonomy as a
goal, a capacity or a learning/teaching agenda that can be promoted by
CALL materials serves to support three different areas in the learner. Firstly,
it promotes reflection, and greater linguistic, metalinguistic and
metacognitive awareness of language learning. Secondly, it develops a
communicator and collaborator learner who could communicate effectively
in any situation. Thirdly, it serves to support a sense of exploration and
experiment in the learner who is willing to develop learning agenda, take
charge of his learning and hold responsibility for it.

As an area of scientific enquiry, autonomy has proved its significance

for successful language learning. Additionally, its relevance to motivation in
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particular has been underlined by the leading self-determination theory. The
learners’ ability for self-directed learning is manifested by their capacity to
select resources and context of learning. According to Chapelle (2003), Neto
and Brasileiro (2007), Holland and Fisher (2008) and Zhang (2012), a
successful CALL application is awaited to foster autonomous learning. In
this concern, Donaldson and Huggstorm argue, “the very nature of CALL
facilitates opportunities for learner self-direction” (2006: 59).

Inherently, CALL applications are dedicated for greater autonomy as
they are available beyond the classroom confines; especially for learners who
want to extend their learning at any setting (Beatty, 2010). In view of that,
operative CALL requires a teacher to create the optimum balance of
approaches and resources to best address learners’ interests, needs and
goals that might include autonomy. This gives learners the prospect to
match their learning needs to the instructed material that will necessarily
offer them some autonomy in planning their learning path. In this manner,
Yang and Yuen (2010: 05) postulate,

Teachers who teach with the computers seem to be able to better

promote the emerging educational trends of collaborative

(partnering) learning, cooperative learning, and autonomous

(individualized) learning.

Often called self-managed learning, learner autonomy has rapidly
evolved because of the inclusion of CALL into the language curriculum, Levy
et al. (2011) support. They strongly urge teachers to take into consideration
the executed teaching strategies while designing instructed materials
supported by CALL materials in order to help learners to engage in the
endeavor of foreign language learning.

Other pedagogical outcomes of CALL might include the immediate
feedback given to learners. Depending on the nature of the activity, the
computer-learning program offers two types of feedback: providing a model
answer; or an explanation of why the learner’s answer is mistaken. Its

relevance to autonomy is clearly stated by Murray et al.

50



CHAPTER TWO A Critical Review of Relevant Literature

Feedback fosters learners’ beliefs in their own potential and
capacity for language learning, which in turn feeds into their
capacity to take more responsibility for their learning and deal
with factors negatively affecting their motivation (2011: 118)

Offering learners an assessment of how well they are performing helps
them to grow metacognitive skills and reflect constructively on the areas
that call for development. Therefore, if relevant feedback is considered while
designing computer applications, CALL is more likely to result in enhanced
autonomous learning.

However, the availability of CALL resources and the well design of its
applications do not necessarily result in enhanced autonomous learning
experience. Hence, for CALL to achieve its intended premises, it is
specifically proposed in this study that teacher’s reflective thinking is a
fundamental practice for an autonomy supporting CALL.

2.7. REFLECTIVE TEACHING PRACTICES FOR AUTONOMY
SUPPORTING CALL

In general, the reflective teacher is said to be self-critical and self-
aware; frank about him or herself; and open to criticism. S/he is objective
too; able to try different methods or techniques; motivated to improve
learners’ learning; and more excited to promote autonomous learning.
Consequently, this research work presents and describes CALL laboratories
in Naama university center with the objective of demonstrating how can
teacher’s critical thinking be used to support autonomous learning.

Reflective thinking is an educational aim that was reinforced by Dewey.
It contributes to the individual’s moral and intellectual development as it
leads to changes in one’s perspectives (Zaphiris and Zacharia, 2006).

Raya and Vieira (2015) postulate that the teacher’s critical reflection on
learner autonomy has come to be a buzzword in teacher education setting.
Pedagogy for autonomy entails from teachers who are self-determined and

enthusiastic to challenge traditions to become reflective autonomous experts
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who are capable of taking a critical position towards situations and struggle
for their own and their learners’ autonomy.
2.7.1. Reflective Teaching Practice

Teaching and learning about teaching are two thought-provoking
processes as they center on intricate, correlated sets of thoughts and actions.
Hence, while teaching, there is not a sole method of accomplishing a task.
The more skillful the teacher is, the more his/her understanding of the
relationship between teaching and learning influences his/her practices and
the more intentionally a teacher reflects on his/her actions. Due to the
complexity of teaching and learning about teaching, teachers thinking about
their practices evolved over the years to be an approach in pre-service
teacher education. (Loughran, 2005).

Teachers’ thinking about their practices reveals a commitment to
develop their professional career and helps them to find out about the
results of their actions in the classroom. Pollard (1997) has termed such a
practice as reflective teaching that necessitates a set of qualities such as;
open-mindedness, active involvement with goals and concerns of teaching,
capacity to use methods of enquiry and most importantly the ability to
employ self-reflection and peer collaboration (Hillier, 2005).

2.7.1.1. Reflection Defined

As a term, reflection derives from the Latin verb “reflectere” which
means, “to bend back”. It is an intricate and multidimensional term that
means different things in different situations. This section summarizes
different aspects of reflection in order to denote its role in teaching.

Generally, reflection means thinking about one’s actions. It is a process
that involves an ability to being changed, a desire to learn and a spirit of
responsibility that stimulates the reflective individual to do the best.
Although seems natural but requires challenge. Reflective teachers have to
probe their practice with openness, whole heartedness, but most

importantly with responsibility to search for the best path that leads to
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improved learning. In this sense, teachers’ reflection on their own practice is
a key element of quality teaching (Jay, 2003).

Boud et al. (1985) conceptualizes reflection as a human activity that
allows people to bring back their experience, think about it and evaluate it.
They also view it as a capacity that is developed in stages within different
people as it can be an ability that features individuals who learn effectively
from experience.

The well-known theorist on the subject is Dewey (1910: 6), who defines
reflective thinking as, “the active persistent, and careful consideration of any
belief or supposed form of knowledge in the light of the grounds that
support it and the further conscious to which it tends” (qtd. in Jay, 2003:
12). To clarify, Dewey views reflection as a purely conscious intentional
process that is featured by evidence and prudence, and maintained by
broadmindedness, wholeheartedness and responsibility.

Although ancient, Dewey’s (1933) writings could be appropriate to
some current studies about the enhancement of teachers’ professional
development. He has set up an association between some teaching attributes
and the act of reflection. According to Dewey, reflective thinking involves;
firstly, a state of doubt, uncertainty, confusion and mental difficulty.
Secondly, an act of seeking and inquiring to find the material that will solve
the doubt and settle down the perplexity. In this manner, Dewey (1933)
hypothesizes that reflection is composed of five phases, comprising a
reflective cycle, which should fit all together to shape the practice of
reflective thinking. If the phases of reflection are allied, the reflective cycles
may be allied also. At the first rank of the cycle, suggestions are placed to
refer to ideas and possibilities that come to mind when one is confronted by
a perplexing situation. At the second level, there is problem or
intellectualization that entails viewing the puzzle as whole picture rather
than small entities on their own. In other terms, it necessitates a whole
understanding of the perplexing situation so that the resolution may be

more intellectualized. The third stage of the cycle is forming a hypothesis
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after recognizing a suggestion. Considering a hypothesis includes observing
deeply, accumulating information then seeing how the hypothesis stands up
to cautious testing. Reasoning as a fourth step is based on connecting
information with ideas and previous experiences to develop suggestions,
hypothesis and tests. Finally, testing is the step in which the hypothesized
suggestion can be tested. Testing provides the teacher with the opportunity
to find out how well s/he has thought throughout the problem situation
(Loughran, 2005).

In contemporary education, language teachers have to become critically
reflective practitioners, who are conscious, at diverse points, of all the
existed components that form the content and the context of a language
course. Moreover, teachers are required to explore ways to put their critical
understanding in practice for the sake of meeting the imperatives of
nowadays classrooms (Osborn, 2000).

Therefore, the work of Zeichner and Liston (1996) strongly recognizes
the role of reflective teaching for professional development. They suppose
that the handling of reflective teaching would provide teachers with the
skills to enquire their teaching, develop their practices over time, and take
the responsibility for their professional development. Hence, they consider
the concept of responsibility as essential ingredient in the reflective teacher.

Arguably, reflective teaching practice is endorsed by those who are
considered as critical thinkers. Thus, critical forms of reflective practice can
result in individual and collective development.

2.7.1.2. Critical Reflection

As they are intertwined, the terms reflective practice and -critical
reflection are often used interchangeably (Redmond, 2004). Nonetheless,
some scholars (Reynolds, 1998; Caterrall, 2202) stressed the importance of
drawing a distinction between them in order to give appropriate emphasis to

the potential of critical reflection, respectively for Christodoulou (2013).
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Critical reflection involves analyzing behaviours and problems in and
out of the educational setting with the intent of explaining the pedagogical
causes behind their existence. In view of that, Osborn asserts,

Critical reflection involves challenging the boundaries of our

educational thought and practice and rearranging or dissecting the

constructs that we employ in an effort to understand them. It is

ideological and moral, yes, but it is also disquieting. (2000: 66)

A critical form of reflection on practice enables teachers to act in a
certain manner. It functions when teachers attain a language, establish a
range of arguments, and hold a skillful authority to renovate the prevailing
order of things in order to develop the quality of learners’ educational
experience. Fundamental to being critical reflective teacher is to seek
answers to probing and stimulating questions. These are mainly why and
how-type questions, including; why do I teach this way? Why have I dealt
with that way? Why has my teaching become the way it is? How can I
change my way of teaching? (Ghaye, 2011). In this vein, Brookfield (1995)
said, “being a critical thinker is part of what it means to be a developing
person ... without critical thinking ... our own places remain organized as
they were twenty years ago” (qtd. in Ghaye 2011:41).

For that reason, Hillier (2005) contended that reflecting critically
qualifies teachers to challenge their assumptions about why they teach the
way they do. In addition, critical reflective teachers will be able to find the
place they feel lacking and why they account for redundant impracticable
standards.

Rolfe et al. (2001) postulate that thinking critically at practices entails,
in its turn, the use of the reflective process to seek systematically and
rigorously. All teachers reflect on their actions but the problematic situation
is how often do they use their reflections to learn from their practices, to
experiment the recognized approach and, essentially, to make a tangible

alteration to practice (Ghaye, 2011).
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Accordingly, Richards and Lockhart (1996) assume that critical
reflection is an ongoing process and a routine teaching fragment that
qualifies teachers to examine their teaching practices, try diverse options
and evaluate their effects on teaching. This active involvement in reflecting
on the process of teaching helps teachers to ascertain if there is a gap
between what they teach and what their learners learn. In this manner,
Ghaye (2011) assumes that critical reflection aids teachers to value the
nature and authority of the forces that oblige them to seek for reputable and
valued educational results.

Overall, it can be assumed that critical reflection results in improved
action as it deals with the context in which teaching is practiced through
asking probing questions. Without critical reflection, teaching will stay at
finest uniformed and at worst unproductive and prejudiced. Thus, fostering
the spirit of critical reflection amongst teachers is of crucial significance.

2.7.1.3. Types of Reflection

Understanding reflection and its practice necessitate a profound
look at the work of Donald Schon (1983; 1987). His book “The Reflective
Practitioner” (with a subtitle, How Professionals Think in Action) explains
the significance of re-framing practice. The latter encompasses looking at
the same event from diverse points of view or perspectives. For instance, the
standpoint of a child, learner, teacher, colleague or mentor. In view of that,
it has to be mentioned that recent research on reflective teaching has been
largely stimulated by the work of Schon (Ghaye, 2011).

Schon view of reflection is shaped by his observation of professionals’
thinking in action. He explains reflection in terms of the knowledge
extended by a practitioner’'s own experience (Loughran, 1996).
Consequently, reflection is a process in which a practitioner attempts to
solve and use a perplexing or significant phenomenon while concurrently
reflecting on “the understandings which have been implicit in his action,
understandings which he surfaces, criticizes, restructures, and embodies in

further action” (Schon, 1983:50 qtd. in Jay, 2003: 12). In short, Schon’s
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description of reflection that expands Dewey’s philosophy entails moving

back and forth between the performance of thinking and action. His work

captures three essential models about how teachers reflect on their

practices: reflection-on-action, reflection-in-action and reflection-for-action.

/7
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Reflection-on-action is the type of reflection that takes place after the
action. This type forms the basis of much of the literature in the areas
of reflective teaching and reflective teacher education (Rushton and
Suter, 2012). The usual performance of reflection encompasses a
chronology of thought then action. In this case, reflection means
resting for a while after the accomplishment of an activity in order to
consider how it was done, to see if it was well done or not, and what
could be changed. To quote, reflection-on-action is viewed as, “the
systematic and deliberate thinking back over one’s actions...teachers
who are thoughtful about their work’ (Russell and Munby, 1992, qtd.
in Loughran, 1996: 6).

Schon’s observation revealed that professionals would indeed think
on their practice after the execution of the task. In teaching, such
model of reflection may occur after a session or at the end of a
teaching day (Jay, 2003). Reflection-on-action entails writing up
reflections or debating their practices with a mentor or a colleague.
This enquiry allows teachers to explore answers to their questions
and develop innovative ideas for further practice. As a result, one may
deduce that this type of reflection is a sort of meta-thinking. After the
event, teachers reflect on their decisions and responses, thoughts and
feelings about the lesson and their learners’ actions.
Reflection-in-action is another way of reflecting that shares equal
importance with the previously mentioned one. Schon (1983; 1987)
asserts that professionals would essentially reflect in the midst of the
event, “reflection on one’s spontaneous ways of thinking and acting,
undertaken in the midst of action to guide further action” (qtd. in

Burns, 2010: 14). Thus, this model entails thinking during action.
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Schon defines reflection-in-action as the intertwining of thought and
action to cope with confusing unbalanced and complex situations. For
instance, teachers may reflect-in-action when confronted by lack of
interest on the part of the learners. This form of reflection accounts
for problems in an attempt to make sense of them (Jay, 2003).
Goodwyn (1997) asserts that by reflecting-in-action, teachers
continuously assess and mentor the learning environment,
constructing consistent modification, even making major changes to
their original prospects. Such reflection is not only invisible and
difficult to be observed by colleagues or mentors but difficult to be
achieved by teachers, as most of their reflection will take place after
the classroom. Hence, reflection in these examples takes place in the
midst of action, not later.
Reflection-for-action is the type of reflection which was expanded
from Schon’s models (1983) of reflection-on-action and reflection-in-
action. Killion and Todnem (1991) introduced another model that
entails thought then action. They contended that reflection is
methodical for future practice, that it is
The desired outcome of both previous types of reflection. We
undertake reflection, not so much to revisit the past or to
become aware of the metacognitive process one is experiencing
(both noble reasons in themselves), but to guide future action
(the more practical purpose). (qtd. in Jay, 2003: 13)
Reflection on something that is already done is fundamental to
understand it better, expand your knowledge about it, change or
modify it. These are all significant reasons why a teacher may reflect
on their own or others’ work. Another reason for taking such kind of
reflection is to plan some steps or techniques consistent with what
has been learnt. This planning aspect is significant as planning for
action and action itself are dissimilar. As an example, a teacher might

think of alternative ways to promote learners autonomy. Planning for
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action is termed by Manen (1991) as ‘anticipatory reflection’ (Ghaye,
2011).

In the present investigation, reflection-for-action is used to figure out
why a learner is not autonomous in an autonomy-supporting environment
assisted by computers, and then the researcher tries new ways to improve
self-directed learning. To sum up, the three types of reflection: before, after
and for the purpose of future action are useful elements for successful
teaching.

2.7.2. Levels and Models of reflective Practice

Reflection on one’s own teaching practice is an essential component for
success and professional development. It is the everyday practice of the
teacher’s working day (Rushton and Sutter, 2012). Yet reflecting on teaching
practices, and the manner in which learners learn from the offered taught
experiences, is a contingent practice that hangs on certain levels and
models.

2.7.2.1. Levels of Reflective Practice

Reflection as a process has long been associated with cycles. Building
on that three levels of reflection are introduced. Rushton and Sutter (2012)
suggested three different levels of reflection, which are not cooperatively
exclusive.

e Technical reflection is the daily reflection on practice
undertaken by teachers. It is preoccupied with the selected
techniques of planning and learning preparation, the
introduction of the learning session, communication in the
classroom and management of cooperative work. It is also
concerned with the selection of teaching methods and learning
resources, assessment of learners’ performance and ways of
providing feedback.

e Organizational reflection is the second model that is mainly
concerned with the teaching and learning organization. It is

cooperative in its nature as it considers the decisions taken by
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teachers and other members of the same institution on a
variety of disputes that may affect the quality of teaching and
learning. This cooperative reflection includes course
organization, instructional activities, teaching and learning
resources and the required amount of support for students with
special needs.

e Critical reflection is firmly contrasted with the previous models
as it exceeds the organization boundaries. It entails reflection
on the broader social, political and economic background
within which the teacher works and the learners learn. At this
level, the teacher reflects on government policy decisions,
funding of the educational sector and increasing or decreasing
the workload. Throughout this model of reflection, the teacher
will generate a critical vision of the broader impacts on
professional practice.

To sum up, the teacher’s reflection can be technically practiced at an
organizational level on daily classroom performance. It can also be
cooperatively practiced at the organization level on shared concerns by a
school staff. Lastly, teachers may develop critical qualities by reflecting on a
wider scope.

2.7.2.2. Models of Reflective Practice

The process of reflection and its application in teaching can be
understood through a number of models. Indeed, several models of
reflection are offered by scholars to explain how reflection is carried out.
Though holding dissimilar principles, these models acknowledge the merits
of reflective practices for professional development. Ghaye (1998)
distinguished five types of models: structured, hierarchical, iterative,
synthetic and holistic. All of which differ in terms of their levels of rigidity or
flexibility and the types of reflection they are based up on.

Structured models of reflection may employ a number of phases or sets

of questions to direct the process of reflection. Structured reflection can be
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done through Peters (1994) model, which requires (1) the practitioners
thinking on a concrete state or situation, and then (2) stepping back to
evaluate their assumptions about that state. In the light of this model,
Brookfield (1995) proposed that reflective practitioners can observe a
situation personally (at a technical level), cooperatively from colleagues
perspectives, from learners points of view or based on their theoretical
readings. Brookfield named these perspectives as the four critical lenses.
Furthermore, he considered critical reflection as an ultimate approach to
teaching (Hillier, 2005).

Hierarchical models center on leading the reflective practitioners
through subsequent ranks or proceeding stages of reflective capacities.
Mezirow’s (1981) hierarchy of critical reflection represents best this model.
It entails seven levels, placing ‘reflectivity’ at the base of the hierarchy and
theoretical at the topmost (Ghaye, 2011).

Iterative and holistic models, on the other hand, are in some way more
cyclical in their nature. Engaging in a reflective cycle is the most common
way of structuring reflection. In fact, cyclical reflection is chiefly based on
the principle that insightful consciousness and developed knowledge ascend
from frequent engagements around the reflective cycle (ibid).

Gibbs (1988) reflective cycle includes six discontinuing points, and
every point on the cycle is allied to a strategic question. The first point to be
considered is the description of the events (what happened?). The next point
implies examining feelings (what were you thinking and feeling?). The third
point stops the reflector at giving judgments and evaluating (what was good
and bad about the experience?). Based on the previous step, the reflector
analyses the situation in the fourth point (what sense can you make of the
situation). Drawing conclusions (what else could you have done) is the fifth
step in the cycle designed purposely to offer an opportunity to generate an
action plan that is positioned in the sixth level associated with the question

of (if it arose again what would you do?).
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Overall, reflective practice be it in, on or for action; at a technical,
organizational or critical level; following structured, hierarchical, iterative,
synthetic or holistic models requires the use of a number of techniques and
tools for collecting data. In the literature, plenty of tools have been written
about. These tools are going to be reviewed in the following sub-section.

2.7.3. Tools for the practice of Reflective Teaching

Reflective teaching is a procedure that can be used to improve the
quality of teaching. For the sake of reflecting on the teaching and learning
processes, teachers often need to utilize a number of tools to gather data for
reflection. These tools may be used in a written or verbal form. They include
journaling, lesson report, interviewing and observation.

2.7.3.1. Keeping Journals

The word journal derives from the French word ‘jour’ (day). Participant
researchers often employ journals to record their thoughts and ideas about
the research activities. Indeed, journal entry or journaling is, conceivably,
the most frequently used tool for reflective practice. Teaching practitioners
can use journals to reflect on their practices and what is happening in their
classrooms.

Ghaye (2011) considers journal writing as an important aid to
construction and interpretation of meaning which both form the essence of
reflective practice.

Typically, reflective journals can be unstructured by which researchers
record notes through tangible notebooks or structured by presenting
questions to address (Lodico et al., 2006).

Richard and Lockhart (1996) have identified six approaches to
classroom investigation. The first of which is a teaching journal that they
defined as, “teacher's or a student teacher's written response to teaching
events” (1996: 7). They have also identified two main purposes of teaching
journals:

1. Events and ideas are recorded for the purpose of later reflection.
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2. The process of writing itself helps trigger insights about teaching.
Writing in this sense serves as a discovery process.

Essentially, journal writing, as a data attainment method, is opted for
in the present research work, thus it will be more elaborated in the next
chapter.

2.7.3.2. Lesson Reports

More definite than the teaching journals that are concerned with the
teaching experience, lesson reports are written accounts aim at describing
the main characteristic features of the lesson. These accounts enable
teachers to monitor the lesson events in terms of the time expended on the
diverse fragments of the lesson, and its degree of effectiveness. In this vein,
Richards and Lockhart (1996: 9) say, “a lesson report is a structured
inventory or list which enables teachers to describe their recollections of the
main features of a lesson”.

In fact, a lesson report is quietly different from a lesson plan that
intends to organize the teaching/learning steps of a lesson. Lesson reports
document what happens during a lesson from the teacher’s perspective.
Richards and Lockhart (1996) have recommended four procedures for the
preparation of an effective lesson report. As a first step, teachers have to
identify their teaching approach, the course goals, the teaching activities and
the required resources. Next, teachers have to formulate a lesson report
form. Thirdly, the lesson report form needs to be respected and used on a
regular basis to document the possible details expressed in the first step.
Lastly, regular meetings have to be held to compare the documented
reports, reflect and promote collaborative thinking.

2.7.3.3. Observation

Amongst the oldest data collection methods, observation involves
recording the observed site by means of the observers’ senses;
predominantly seeing and listening; in a scientific, methodical and

purposeful manner to collect data about the envisioned issue in its natural
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background. Though counted as one of the most deliberated research
methods but it is frequently employed with other methods (Given, 2008).

Typically, observation has been advocated as a strategy for developing
the quality of teaching that is the targeted goal of reflective practice;
According to Loughran (1996) observation of one’s own teaching signifies a
valuable extension to guided reflective practice. In view of this, Ghaye (2011:
9) postulates,

Good reflective practitioners are good at observation. They

observe with intense concentration in order to come to know what

is going on in the (inter)actions or encounters in front of them and

in which they are immersed.

Generally, observation can be participant (tasks accomplished by a
teacher researcher observing his own class) or peer i.e., tasks conducted by a
teacher observing a colleagues class.

For the present inquiry, the researcher as a reflective practitioner has
selected observation as a technique to collect data for reflection. Therefore,
all the participants’ practices, activities and experiences need to be
registered to examine why they behave in a certain manner, what happens in
the studied setting, and what are the noticeable aspects in their activities.
Hence, all the details that may enhance the researchers’ understanding of
the assessed problem have to be recorded.

2.7.3.4. Interviewing

Interviewing is, by definition, guiding an oral face-to-face conversation
targeting at discussing and attaining various perspectives concerning a
defined issue. Thus, the interview is a widely used tool to consider people’s
experiences from their inner insights, approaches and spirits of reality.

For reflective practice, interviews are assumed to create opportunities
for practitioners to, firstly, reflect aloud. Secondly, it offers reflectors with
the occasion to be heard by colleagues. Thirdly, it helps individuals to

enlarge and extend critical reflection through continuing interrogations.
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According to Lee and Barnett (1994), the practice of reflection is
boosted when reflectors communicate with each other in a mode that
support and strengthen the process. One prevailing strategy that can
encourage reflection for the sake of professional development is when
teachers participate in professional talk about their shared practices and
problems.

Moreover, Dana and Yendol-Hoppey (2014) have also acknowledged
the significance of interviewing for reflective practice. They have proposed
eleven strategies to gather data for reflection, among which interviewing is
the fourth strategy. They stressed the importance of teachers’ talk for data
collection and professional development.

2.7.4. Critical Reflection in English Language Teaching

Language teaching as a complex demanding process can be described
in terms of what teachers do in the classroom; including their actions and
attitudes, and the effects of these on the learning atmosphere. Language
teachers are typically faced by a number of tasks including:

e Selecting instructed material.

e Introducing learning experiences.

e Preparing learners for new experiences.

e Posing questions.

e Checking learners’ comprehension.

e Offering practice opportunities for learners.
e Providing feedback.

e Re-teaching when required.

In an attempt to cope with these teaching practices effectively, it is
necessary for teachers to use their thought processes to evaluate their
actions. This approach to teaching reflects cognitive, behavioural and
constructivist aspects that is based on reflection on what they do (Richards
and Lockhart, 1996).

Recently, the emphasis in foreign language teaching has moved away

from methods and techniques towards a practice that aims at understanding

65



CHAPTER TWO A Critical Review of Relevant Literature

teaching as a process. The approach is directed by teachers as action
researchers who are required to observe their teaching, collect information
about their classrooms and their roles in it, and finally employ these
information as a basis for self-evaluation, change and thus for professional
development (Osborn, 2000; and Goodwyn, 1997).

Reflective approach to teaching can be used with any teaching method
or approach. It works most with critical self-assessment and reflection for
decision-making, planning and action. Almost two decades ago, reflective
language teaching was regarded as an approach that foreign language
teachers use it to, “collect data about teaching, examine their attitudes,
beliefs, assumptions, and teaching practices, and use the information
obtained as a basis for critical reflection about teaching” (Richards and
Lockhart, 1996: 1).

Similarly, Byram (2000) considers reflective practice as a movement in
foreign language education that implicates a self-reflective, systematic and
critical approach to research by enquirers who are part of the studied
context. Furthermore, Osborn (2000) acknowledges the role of critical
reflection in monitoring and refining the growth of the foreign language
profession. Critically reflective language teachers can include or exclude
elements from the curriculum in order to support learners’ needs.

On the role of critical reflection for developed foreign language
education, Green assumes, “Teachers have to demonstrate engagement with
their subject and its pedagogy in a sustained and critical way as part of their
everyday role” (2011: 3).

To end with, critical reflection in the ELT context would give teachers
more voice and value, and thus magnify their knowledge. As a practice, it is
essential for English teachers who aspire to enhance and develop their
teaching.

2.7.5. Teacher’s Practices Reflecting Autonomous CALL
The development of foreign language pedagogy has been a continuous

concern receiving considerable attention in educational enquiry. As an area
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of interest in language pedagogy, learner autonomy has been highlighted in
numerous studies as a competence required for self-determined participants
in educational settings. Such a competence can be supported by both
teachers and learners themselves, depending on the conditions existing in
the educational environment.

It is precisely hypothesized in the present investigation that the teacher
is required to become an action researcher enquiring his own teaching and
his learners learning. Thus, the teacher needs to develop practices that
support and buoy up action planning and enquiry for increased autonomy.

The autonomy supporting nature of CALL requires from teachers to be
critically reflective practitioners. Therefore, it is recommended that

Effective CALL requires from teachers to create a particular learning
atmosphere where techniques, resources and tools are set out to
meet the needs of students and to be reflective about the conditions
that stimulate their desires for learning (Yaiche, 2013: 3)

Accordingly, Raya and Vieira (2015) stressed that pedagogy for
autonomy demands a reflective approach to teaching in which teaching
becomes an exploratory type of enquiry. Hence, fostering learners’
autonomy is a constant process of research that entails,

the ability to look critically at educational settings, identify and

challenge constraints, carry out and assess action plans that

subvert established traditions, and being able to understand both

the potential and shortcomings of pedagogical action. (Raya and

Vieira, 2015: 39)

In a study done by Salomi Papadima-Sophocleous (2008), it has been
specifically proposed that the planning of e-portfolios in CALL courses
would promote autonomous learning and prepare English teachers to
become more reflective. The results indicated that e-portfolio could be an
effective tool that offers learners with more control over their learning and

helps teachers to become more critical of themselves (Levy et al., 2011).

67



CHAPTER TWO A Critical Review of Relevant Literature

Reflective teachers can develop their practice through observing their
actions from a critical perspective; the critically reflective teacher has a
predetermined goal for practice. As a result, the researcher contends that
reflecting critically through participant observation, peer observation and
journaling along with action research can assist the teacher’s development of
an action plan that fosters EFL learners’ autonomy in CALL laboratory.

2.8. CONCLUSION

This chapter has provided a theoretical overview on learner autonomy
as an educational goal and the main factors that underlie its importance.
The place of autonomy within the major theories of learning has also been
highlighted in order to understand this educational concern from different
perspectives. Deliberately, it has been found that the majority of the theories
recognize its vital role for successful learning. Learning English as a foreign
language is not an exception, it entails increased autonomy as a critical
aspect for successful acquisition.

The incorporation of CALL materials in EFL classrooms has been
recommended to create an innovative environment that can enhance
learners’ autonomy. However, within this incorporation, the
teaching/learning processes will be transformed and new practices for
teachers should be developed. Thus, a reflective approach to teaching has
been suggested so that learners will benefit from the introduced technology.
The teacher has to be reflective while organizing and arranging the available
technological devices. S/he has to spend time for observing learners,
consider their needs for planning well and developing his/her performance,
and for selecting cautiously the devices that support the intended outcome.

Nevertheless, as an action research, this scientific enquiry relies also on
methodological approaches and techniques by which the researcher
examines the incorporation of reflective teaching practice for developing
EFL learners’ autonomy in CALL environment. Therefore, the research
design and procedures of the present investigation will be discussed in

chapter three.
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3.1. INTRODUCTION

Promoting EFL learners’ autonomy is a long and demanding mission
that has been for many years overwhelmed by debate among educational
researchers who have highlighted a number of factors that necessitate its
promotion for successful language learning. Major learning theories were, in
turn, interested in the concept by recognizing its significance. Latest years
witnessed much more increased attention devoted to the concept of
introducing CALL laboratories to promote learners’ autonomy. Nonetheless,
the introduction of CALL as sort of innovation and change requires a number
of conditions and autonomous language learning was not always the intended

outcome.

This chapter, therefore, seeks to suggest an action research based on the
teacher’s critical reflection to develop an action plan for the promotion of EFL
learners’ autonomy in CALL laboratory. It is, indeed, the practical aspect of
the theoretical background resulting from the review of literature in chapter

two.

This enquiry starts with a description of ELT at the university level
exposing the actual designed lectures in general and the ones received in
CALL laboratories in particular. The second section revolves around a

description of the setting where the researcher undertook the study.

Moreover, this chapter aims to account for action research as a reflective
practice technique that may enhance our understanding of how to arrange
effective ways of improving learners’ autonomy in nowadays classrooms.
Further points to be raised will be the specific procedures for the action plan

that entail the setting and hardware.

Finally, the remaining sections will be devoted to sampling and data
attainment methods. Thus, the techniques by which the researcher has

selected the sample and the methods used for data collection are described.
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3.2. ELT AT THE UNIVERSITY LEVEL

In this global age, English has imposed itself as an international
language. Therefore, it is taught in all Algerian universities to the point that
there is no faculty free from English either in departments of foreign
languages or other departments in which it takes the status of ESP. Similar to
all Algerian educational institutions, universities have witnessed some
reforms to cope with the requirements of the global age. As a result, the LMD

system has been applied.

From independence until the 215t century, education in Algerian
universities went through dramatic modifications that intended to come
across the Algerian society requirements. This lengthy journey has been
marked by numerous reforms. In this sense, higher education in Algeria was
continuously shifting through various stages interspersed by a number of
reforms that aimed at modernizing the educational system rendering the
economic, ecological and technological prerequisites. Accordingly, changing
the Algerian educational system was greatly required to benefit from the

potentials of the global tendencies in higher education.

The Algerian Ministry of Higher Education has adopted the ideologies of
the Bologna process in order to approve innovation and change. In fact, the
announcement of the Bologna process was signed in 1999 by ministers of
higher education from 29 European countries. This process has affected
numerous countries within and beyond Europe. The Bologna reforms aim at
making the European Higher Education Area (EHEA) more compatible and
comparable. Its main objective is to promote the international
competitiveness of European higher education and the employability of

European citizens (The European Higher Education Area in 2015).

As consequence of adapting the Bologna reforms, the ministry of higher
education in Algeria applied the LMD system. Indeed, LMD stands for
(Licence — Master — Doctorat) equivalent to the Anglo-Saxon system of BMD

(Bachelor) for undergraduates and (Master — Doctorate) for graduates.
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(European University Association, 2004). In fact, LMD is a French three-
cycle degree system composed of; firstly, the Licence degree that entails three
years of studying within six semesters. Secondly, the Master degree involves
two years divided into four semesters. Finally, the last stage is the Doctorate
degree that consists six semesters of inquiry and investigation (three years).

The LMD system is clearly illustrated in the following figure.

[ eThree years [ eThree years

*Six semesters of *Two years *Six semesters of
studying eFour semesters Research
of studing

|

Figure 3.1. LMD Architecture

Throughout the first degree of the cycle, students are exposed to 400
hours of studying in which new modular courses and learning experiences are
offered to provide students with more choices to move on to the next degree

of the system (Djebbari, 2014).

Moreover, the system is based on a number of “teaching units”, namely:
fundamental units in which the essential subjects are clustered, methodology
units which are designed to develop learners’ methodological skills, discovery
units intend to acquaint learners with the new subjects of the field and finally
transversal units planned for subjects as foreign languages. In this sense, each
teaching unit is composed of a number of modular courses that in turn have
precise coefficients and credits. The latter are essential fragments of the
system that necessitate the students’ attainment of the required credits for

each semester.

The Algerian university reform of LMD started in 2004 is considered as

a move towards innovation and change as the European applications of the
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system has ascertained its success, and the majority of the European
countries have implemented it (Miliani, 2010). In point of fact, the
educational system in Algeria can be described as, “obsolete in a world that
moves, goes fast and with the everlasting innovations and the necessary
changes induced by the digital revolution’ (Haraoubia, Minister of Higher

Education (2007), mentioned in Miliani 2010).

The move towards the LMD system is whispered to; make higher
education accessible for young people, advocate student-centered learning
with prudently intentional goals, and transform learning through information
and communication technologies. Nonetheless, these goals require both
teachers’ and learners’ involvement in a training process. Thus, continuous

education and training became imperatives for successful application.

As far as language teaching is concerned, Mami (2013) contended that
the Algerian ministry of higher education has to depend on the new methods
of linguistic competence in order to benefit from the LMD application in the
area of foreign education. In this sense, success will depend on the execution

of the following principles.

o Planning and evaluation of the students’ needs as well as those
liaised to the socioeconomic market,

o Developing multimedia at the level of oral expression and
vocabulary,

o Encouraging student enhancement with mobility,

o Creating cooperation between universities who share the same
objectives and interests.

o Create listening cells and audits in order to register students’
propositions.

o Prepare students for vocational education through the choice of
English.

Mami (2013:246).

75



CHAPTER THREE Action Research Design and Methodology

Overall, the movement towards change that touched the Algerian
educational system at the university level intended to address a total
innovation in order to allow learners follow the wave of the technological
advancements to go hand in hand with the world’s educational system.
However, some educationalists claim that the LMD application is not
appropriate in the Algerian context due to many reasons. Miliani (2010) is of
the view that the ill-planned alternations, uninformed community and the
poorly trained supporters are chief factors that caused LMD failure in Algeria.
In the same line of thought, Mami (2013) recommended that a successful
reform in the area of EFL teaching requires careful planning at all levels of
education. As a response to such statements, Haraoubia, Minister of Higher
Education (2013), stated that those who claimed that the LMD system is an
inapplicable reform, did not comprehend its intended benefits.

3.3. FOREIGN LANGUAGES DEPARTEMENT: A Brief Overview

The department of foreign languages is located at the University Center
—Salhi Ahmed- of Naama, Institution of Letters and Foreign Languages. The
latter was founded in 2010, and in 2011, the department of foreign languages
started working with its two sections: French and English under the LMD

system.

Registered students are Baccalaureate holders belonging to different
streams including; foreign languages, philosophy, life and natural sciences
and mathematics; from diverse regions of the country. The pedagogical team
of the English section prepares students for three years to get the ‘Licence
Degree’ or ‘B.A’ in the Anglo-Saxon educational system. During the three
years, learners of English are exposed to essential skills associated with their

already acquired knowledge.
3.3.1. Designed Modular Courses

Throughout three years, EFL learners are presented to various modular
courses of oral comprehension and expression, written comprehension and

expression, grammar, phonetics and other subjects such as general
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linguistics, literature, civilization, research methodology, didactics of foreign

languages, human and social sciences as obligatory modules. The following

tables provide a clear vision of the modules taught during six semesters

according to the canevas of 2016/2017.

First semester

Second

Teaching units

Fundamental
teaching units

Methodology

unit
Discovery unit

Transversal unit

First Year

Modules

Written comprehension and expression
Oral comprehension and expression
Grammar

Phonetics

Initiation to linguistics

Initiation to literary texts

Culture and civilization of the language

Techniques for university work

Social and human sciences
Foreign language

Written comprehension and expression

Oral comprehension and expression

Grammar

Credits
+  Coefficient

(o))

N

Hours/

week
4h 30
3hoo
3hoo
1h30
1h30
1h30
1h30

3hoo

1h30
1h30

3hoo

4h30

3hoo
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Fundamental Phonetics 2 1 1h30
teaching units
Initiation to linguistics 2 1 1h30
Literature of the studied language 2 1 1h30

Culture and civilization of the language 2 1  1h30

Methodology unit = Techniques for university work 4 1 3hoo
Discovery unit Social and human sciences 2 1 1h30
Transversal unit Foreign language 2 1 1h30

Table 3.1. Teaching Units of First Year LMD Students at the English

Section

As it is mentioned in the table, the fundamental teaching units revolve
around the essential skills required for foreign language learning. They
encompass modular courses that teach the basic language skills and introduce
learners to the cultures of the language they are studying. The methodology
unit, at this level, presents learners with the principles of accumulating
secondary data. As an accessory to practice language structures, the discovery
unit allows learners to gain knowledge about social and human sciences.
Finally, the transversal unit introduces learners to a foreign language that is

French in the studied setting.

Concerning the second year, which includes the third and fourth
semesters, students are presented to the same teaching units except for the
discovery unit in which the module of social and human sciences is replaced
by a new module called an initiation to translation. Dissimilar to other
universities which provide two options; either language studies or literature
and civilization, the English section at Naama University Center does not

provide specific options to select in the fifth and the sixth semesters due to
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the absence of qualified teachers in literature and civilization, thus, students
have only one choice that is English language in general. At this level, the
main teaching units introduced to EFL learners are presented in the next

table.

Third Year
=
B .2
Teaching units Modules s é Hours/
S g  week
Q
Linguistics 4 3 3hoo
Studies of literary texts 4 3 3hoo
Studies of civilization texts 4 3 3hoo
= Written comprehension and production 2 2 1h30
s
7
)
£ Fundamental Oral comprehension and production 2 2 1h3o0
Q  teaching units
= Translation and interpretation 2 2 1h3o0
E
Introduction to didactics 2 1 1h30
Introduction to languages of specialties 2 1 1h30
Methodology Research Techniques 4 2 1h3o
unit
Discovery unit Cognitive psychology 2 1 1h30
Transversal unit Foreign language 2 1 1h30
t Linguistics 4 3 3hoo
S
3
g Studies of literary texts 4 3 3hoo
N
: . . K .
& Studies of civilization texts 4 3 3hoo
1))
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Fundamental Written comprehension and production 2 2 1h30
teaching units
oral comprehension and production 2 2 1h3o
Translation and interpretation 2 2 1h30
Introduction to didactics 2 1 1h30

Introduction to languages of specialties 2 1 1h30

Methodology unit = Research methodology 4 2 3hoo
Discovery unit Cognitive psychology 2 1 1h3o
Transversal unit Foreign language 2 1 1h30

Table 3.2. Teaching Units of Third Year LMD Students at the English

Section

According to the table, it can be noticed that students are not required to
write an extended essay or a training report. Based on the average they get in

the ‘licence’ degree, students carry on their master studies in linguistics.

In fact, teachers are provided with the content of the modular courses in
a form of precise guidelines. According to the students’ needs analysis, the
teacher develops the instructional points to deal with learners’ encountered
difficulties. Concerning the available materials, the English section is
equipped with two computer-assisted language laboratories designed

especially to teach listening and speaking skills.
3.3.2.  Oral Comprehension/Expression in CALL Laboratories

As the two available CALL laboratories are designed to teach listening
and speaking skills, the teacher-researcher has incorporated reflective

practice to promote autonomous CALL while teaching the modular course of
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oral comprehension and expression. Thus, a description of the modular

course in addition to its purposes are going to be reviewed in this section.

According to the 2016 ‘licence’ degree curriculum, the modular course of
oral comprehension and expression is assigned to EFL learners all through
the six semesters. However, the number of hours allotted to this modular
course is different from one semester to another. For the first year, three
hours per a week are devoted to this module in the first semester and changed
to four hours and half in the second semester. Three hours for the third and
the fourth semesters and only one hour and a half are assigned to learners for
the fifth and the sixth semesters. Remarkably, oral comprehension and

expression is not integrated in the two years of Master degree.

The main goal behind incorporating this modular course is to help
learners improve and develop oral expression and listening comprehension
i.e., the focus is on developing the learners’ communicative skills. According
to the official curriculum, the main objectives of the oral comprehension and

expression module are:

v Teaching EFL learners strategies of oral discourse.

<

Develop the learners listening skill through real audio recordings
presenting slices of real life.

Presenting learners to different acts of communication.
Comprehend natural speech in communicative language situations.

Preparing the learners to get at the meaning of the listening activity.

AN NN

Teaching learners how to recognize and infer meaning in real

language use contexts.

Thus, the emphasis is on the development of the learners listening and
speaking skills. For the accomplishment of these objectives, the English
section at Naama University Center has placed EFL learners in computer-
assisted laboratories equipped with all the multimedia resources needed for
the enhancement of oral comprehension and expression learning. In fact, the

two available laboratories are designed especially to teach listening and
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speaking. Therefore, the administration does not assign other modular

courses in the laboratories rather than oral comprehension and expression.

Though named as oral comprehension and expression/production, this
modular course is introduced to EFL learners in terms of two modules:
listening comprehension and oral expression. The English section devotes
equal time for each. As a result, listening comprehension is recognized as a
modular course designed to be presented in CALL environment. On the other
hand, oral expression is another module that is designed to develop the
learners’ speaking capacities in the same environment that is enriched by

multimedia resources (these resources will be listed in section 3.6).

Based on the syllabus objectives, one may deduce that listening
comprehension and oral expression are systematically instructed.
Comprehension lectures, in which learners are exposed to an extensive
amount of listening followed by comprehension questions and content
activities, are introduced first; then followed by expression lectures where
learners reproduce the content of the listening course or model in other given

experiences, such as dialogues or interviews.
3.4. ACTION RESEARCH: Planning and Rationale

Foreign language teachers worldwide hope and attempt to be effective
teachers who are able to provide the best learning opportunities for their
learners. Thus, it would be of vital significance to extend their teaching skills
and attain more comprehension of themselves as teachers, their classrooms
and their learners. In this sense, language teaching requires serious
investigations in different areas where practitioners enquire their
performance objectively. As a result, language teachers have to be
continuously engaged in research in order to work responsibly and

professionally (Brumfit and Mitchel, 1990).

Autonomy as an area of interest in language education has been

investigated in several books and articles. Over time, researchers have
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recognized the complexity of promoting language learner autonomy.
Recently, practices in this domain have become more sophisticated. The
emerging technologies in educational institutions have provided learners
with extensive opportunities to be self-reliant. Nevertheless, research in this
area found that the introduction of CALL laboratories does not necessarily
lead to increased autonomy and that it needs to be accompanied by other

reforms including the methodology used by the teacher (Yaiche, 2013).

In this vein, Raya and Vieira (2015) did not deny the role of technology
for enhanced autonomy but they stressed that technology for autonomy
entails skillful action. They proposed that the teacher could promote EFL
learners’ autonomy through reflective practice and teacher inquiry.
Nonetheless, there is a general agreement that teacher reflection needs to be

complemented by action.

Using reflection as a practice to support and improve teaching has been
progressively appreciated in the field of education. Reflection can be
employed by teachers to gain knowledge about themselves or about those they
practiced reflection upon. Accordingly, incorporating reflection needs to be
supported by the use of action research. As a result, reflective practice and

action research are mechanistic in their use (McIntosh, 2010).

Being part of the broad movement in education, action research is closely
linked to the ideas of ‘reflective practice’ and the ‘teacher as a researcher’.
Action research entails the assimilation of a critical reflective approach to
explore one’s teaching context. Being critical, in this situation, means that
teachers have to raise a questioning and a problematizing standpoint towards
their teaching. The term problematizing does not simply mean that teaching
is ineffective and full of problems, but it may mean that teachers can tackle
an area in which they can perform better, exposing it to questioning, and then

developing new practices (Burns, 2010).

Henry and Kemmis (1985) maintained that action research encompasses

the participants in examination of their own situations for the sake of

83



CHAPTER THREE Action Research Design and Methodology

developing rationality and justice of their own social and educational
practices in addition to their comprehension of these practices and the

circumstances in which these practices are accomplished.

Though interpretations of action research definitions are still under

development, the following is probably the most cited one.

‘Self-reflective enquiry’ undertaken by participants in order to
improve the rationality and justice of their own social or
educational practices as well as their understanding of these
practices and the situations in which these practices are carried out.

(Carr and Kemmis, 1986, qtd. in Burns, 2010:5)

Koshy (2005) contends that action research helps enquirers to
investigate aspects of their practice whether for the purpose of introducing an
innovative method, or evaluating and reflecting on the usefulness of a
prevailing practice with the aim of improving it. This enquiry is undertaken
within the researcher’s own setting to learn through action for personal and
professional development. For this reason, Kemmis and McTaggart (1988)

have described it as ‘participatory research’.

Therefore, by conducting action research, teachers become inquires of
their own teaching context. In this sense, the teachers’ aim as action
researchers is to identify a problematic situation that the participants
encounter in order to intervene in a deliberate way to bring about changes
and better practice. These changes are said to be based on the data the

researcher collects systematically (Burns, 2010).

Kurt Lewin was the first to introduce the term action research in terms
of a model that comprises a spiral of cycles. The basic activities in these cycles

are:

v Planning the first action step for change.

v’ Acting and observing the procedure and the results of the change.
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v Reflecting on the procedure and the results then planning the second
action step.

v’ Acting and observing the procedure and the results of the change

v Reflecting on the procedure and the results then planning the third

action step and so on. (Elliott, 1991)

In this vein, Altrichter et al. (2005) have identified four main stages to
go through while undertaking action research. The first step requires the
definition of a starting point for the improvement of one’s own practice.
Secondly, the action researcher has to use observation, interviews and other
methods to collect data and clarify the situation based on the analysis of the
obtained data. This clarification is considered as the basis by which the
researcher develops strategies for practice in the third step. It has to be
mentioned that the developed strategy is not expected to solve the defined
issue instantly, thus the researcher has to reenter the stage of clarification to
develop other action strategies. Finally, teacher-researchers end their enquiry
by making their professional knowledge accessible to others for critical

discussion.

To sum up, action research is a form of applied research that enhances
practice, develops new theoretical insight and introduces change in the
studied setting. It is an emerging type of research in education that is

currently gaining a substantial amount of interest in the field of ELT.
3.4.1.  Action Research in Foreign Language Teaching

As its name indicates, action research involves both action and research
at the same time. The action facet entails a sort of planned intervention that
may include a strategy, a process or an activity, intentionally put into practice
in the research context. This intervention is carefully planned to deal with a
perceived puzzling or perplexing situation. In fact, these situations may be

linked to teaching, learning or curriculum (Burns, 2010).
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The field of ELT has directed its interest to action research in 1990s. This
movement towards action research was caused by the growing attention in
the participation of teachers in classroom-centered research. According to
Burns (2005), the work of Nunan (1989) entitled ‘understanding language
classrooms: a guide for teacher-initiated action’, drew an extensive direction
towards action research. The book intended to seriously introduce classroom
research to language educators who did not receive special training in
research methods. It addressed purposely the classroom teacher and teacher
in training. Afterward, works of Allwight and Bailey (1991) and Brindley
(1990) have significantly introduced the concept of the active reflective role

of the teacher as a researcher.

EFL teacher-initiated classroom investigation is considered as a means
of developing practice, Field (2000). A demonstrative action research inquiry
may be very useful to assess, for instance, the effectiveness of feedback in
class, reasons of learner anxiety, or the demotivating learning experiences.
This type of research helps in understanding classroom routines within a

particular methodology (Hall, 2011).

Richards and Lockhart (1996) assume that EFL teachers can carry out
action research in their classrooms to assess a number of teaching
dimensions, including teachers and learners’ beliefs, teacher decision-making
and teachers’ and learners’ roles. While undertaking action research, teachers
are promoting change through the implementation of an action plan with
consequent observation of the effects of improvement. To report the
outcomes of the action plan, researchers need to record the situation before

and after the course of action.

In this context, Wallace (1998) has suggested a number of areas for

action in foreign language classrooms including:

¢ (Classroom management

e Appropriate materials
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e Particular teaching areas (e.g., reading, oral skills)
e Student behavior, achievement, or motivation
e Personal management issues (e.g., time management, relationships
with colleagues/higher management)
(Cummins and Davison, 2007)
ELT studies conducted through action research are relatively few in
number. Indeed, there are two most common accounts; firstly, studies carried
out by academic researchers who have undertaken action research as a
component of BATESOL and MATESOL (Bachelor’s and Master’s in Teaching
English to Speakers of Other Languages). Secondly, studies conducted by
individual teacher-researchers as final projects for tertiary qualifications. A
third less common type is reports written by teachers as a result of action
research conducted for their own professional development (Burns, 2005).
Recently, ELT teachers are paying more attention to action research as
it helps to elucidate and explain classroom encountered issues. As far as this
study is concerned, Burns (2010) have also stressed that action research
covered areas are endless and can include many enquiry possibilities such as
increasing learners’ autonomy. Her suggestion has enthused the researcher
more to rely on action research to investigate the usefulness of reflective
practice for autonomous CALL.

3.4.2.  Research Objectives and Motives

Action research is a type of participatory research also called teacher-led
inquiry by which action researchers use an interactive cycle of steps to develop
understanding and resolution of targeted problems. It involves a cyclic of

procedures of observation, analysis, action and reflection (Alatis, 1995).

Generally, there are two main types of action research, critical action
research and practical action research. The former is collaborative in its
nature and is executed to improve the situation of the participants being
studied. The latter is carried out in a classroom setting to recognize and

elucidate a puzzling situation. As the present research project has a practical
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orientation to deal with EFL learners’ autonomy in CALL environment, the
researcher opted for practical action research that is based on everyday

practice to result in slight changes at a local level.

In fact, there are various models of action research. For the present
investigation, the researcher has selected Kemmis and McTaggart (1988)
model. The major authors in the field have defined four major stages in a cycle
of research. Dependently, the first cycle may become continuing spiral of

cycles that recurs until achieving the anticipated outcome.

1. Planning: In this phase, the action researcher identifies the problem
first then develops an action plan to bring about positive change. For
the present investigation, the researcher considers the possible kind
of investigation with the realities and constraints of CALL
environment then thinks of the possible potential improvement.

2. Action: After a decided period, the researcher considers a carefully
designed plan. The latter includes thoughtful interventions into the
teaching situation that the researcher puts into action. The practice
of the intervention in the studied setting is based on the researcher’s
critical reflection for action that entails thought then practice. After
the state of doubt and uncertainty (as described by Dewey, 1933), the
researcher enquires the hugged assumptions in order to settle down
the perplexity and plan alternative ways of practice.

3. Observation: It is a data attainment phase in which the researcher
observes systematically the possible effects of the action plan. It
involves documenting the situation in addition to the participants’
actions and opinions. The researcher has to be open-minded and
tolerant while relying on colleagues’ assistance to gather data about
what is happening.

4. Reflection: In the last phase, the researcher reflects on, evaluates and
describes the results of the action plan to understand the problem
under investigation evidently. Based on the results, further cycles of
action research are undertaken to improve the situation. In this
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investigation, the researcher shared the research story with
colleagues for critical discussion as part of the continuing

professional development.

Kemmis and McTaggart (1988) model of action research is selected for
the present research work due to its nature. It is fixed and rigid, which is
consistent with the researcher’s objective to reflect for action. It is also
described as a ‘one-way street’ that follows only one direction. In this vein,
Burns (2010: 8) acknowledges, “it is a useful model as it summarizes very
succinctly the essential phases of the action research process”. Moreover, the
fourth stage named as reflection fits well with the research project that seeks

to use the reflective approach to teach in CALL laboratories.

To sum up, the key principle of action research; that is the development
of teaching practitioners who are self-critical, self-renovating and reflective;
constitutes the basic motive that inspired the researcher to carry out an action
research project. It is used in this study to test the usefulness of the teacher’s
practices that ultimately result from reflection for action (this type of
reflection is defined in the second chapter) to deal with the perplexing

situation of learners’ autonomy in CALL environment.
3.5. DESCRIPTION OF THE ACTION PLAN

As a reflective process, action research aims to solve a defined teaching-
learning problem. Other purposes of action research revolve around
developing the teaching practice. The first step in starting up an action
research is to develop a plan. The latter is drawn up by the teacher in order to
guide an action. After the problem identification, the teacher thinks of

possible method or technique to try it out.

When facing a contradiction situation, the teacher as a researcher
decided to devise a specific course of action, which is a set of prompts that
guide the teacher. Based on critical reflection, the teacher asked a number of

questions including,
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1. What is the reason behind my learners’ lack of autonomy in CALL
laboratory?

What makes my learners autonomous?

What kind of activities will help my learners to be autonomous?

Can I select a specific software to promote my learners autonomy?

How will using the software influence my learners’ autonomy?

SANIE AR S S

How will using the software lead to increased autonomy?

In asking and answering such questions, the teacher is in a position to
evaluate her teaching, to decide if aspects of teaching could be changed or
modified, to develop a strategy for change and to observe the effects of the
strategy implementation. These practices maintain, in fact, the main

principles of the reflective approach to teaching.

In the present research work, the teacher decided to make an action plan
to help EFL learners to be self-initiators of the learning process in CALL
laboratory. The teacher as action researcher planned to instruct listening and
speaking through Oxford Practice Grammar Software Intermediate. The
latter is specially designed to EFL learners at a middle or intermediate level.
This means learners who are no longer beginners but are not yet proficient in
English.

OPG Software is designed by Oxford University Press and programmed
by Grove Street Media Ltd. It contains two levels: Zone 1 and Zone 2, and
three sections: Listen and Speak, Read and Write, Test and Review. Certainly,

the content of each section differs from one level to another.

Once the students open the Software, they are asked first to log in either
by writing their names or selecting from the list if they have already saved

their names. The following picture apparently demonstrates this step.
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Figure 3.2. OPG Preliminary page

As a second step, students have to choose a level from the two offered
ones. Thirdly, depending on the teacher’s directions they have to select a

section as it is shown in the following picture.
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Figure 3.3. OPG Three Sections

The first section is designed to develop learners’ listening
comprehension and speaking skill. It is composed of two segments: listening
practice and dialogues. In the listening practice segment, learners can select
any exercise in which they are required to listen to the recording then choose
the best response to it based on their comprehension. In fact, there are five
sets of ten questions in this segment. In the dialogue segment, learners

develop their speaking skill through joining in a conversation. This segment
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contains twenty dialogues. Learners can see the text of the dialogue they select
with missing words, fill in the blanks, and then record their self-talking part
in the dialogue. As a final step, learners listen to their selves or the model

dialogue.

Cheasa an exertins

Listmning Fractics Halngiiss

! O
# 1 & 1
& 1 & 4
@ d w i
- w F

R

T

o o
Figure 3.4. OPG Listen and Speak Section

Accordingly, exercises within both segments inspire self-directed

learning in which the teacher is only a guider of the learning process.

Reading and writing are skills that are necessary not only for language
proficiency but are related to the development of the two other skills.
Therefore, the second section intends to develop reading comprehension and
writing. The section provides learners with ten exercises to do. Within each
exercise, learners are given five sentences to read, asked to find out the
mistakes then write down their own correct versions. The act of giving

learners choices to select is said to be a motive that enthuses their autonomy.
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Figure 3.5. OPG Read and Write Section

The last section named as test and review frees learners from any
pressure that may come from the teacher evaluation. In this section, learners
test their capacities without the teacher’s interference. There are four tests
and each test comprises fifty questions. Learners choose the test themselves,
look at their results and can try the test again to get a better score. They can
print out their results in order to identify topics to study on their own or look
for advice in OPG website. Accordingly, this section requires the leaners’
metacognitive skills. Indeed, evaluating what has been learnt is considered as
a metacognitive strategy. OPG addresses the learners’ self-regulation skills
through providing them with the opportunity to evaluate their learning
experiences. Thus, this section tackles one of the metacognitive factors for

increased autonomy.
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Figure 3.6. OPG Test and Review Section

OPG Software is a purposeful learning process designed by the teacher
to assimilate learner autonomy. It initiates the learners’ responsibilities to
take decisions concerning all aspects of learning. In addition, it provides
learners with the opportunity to evaluate what has been acquired. Certainly,
planning, evaluating and decision making are cognitive factors that are
identified in many definitions to learner autonomy. The Software, besides,
fosters the affective factors to autonomous learning as it encourages leaners
to be self-determined. Learners using the OPG are fortified to have control
over the means by which they learn. Finally, the scaffolding offered by the

computer resources maintains the social factors to enhanced autonomy.

At this level, it has to be mentioned that OPG tasks reflect the integrative
pedagogy of CALL as it integrates the four skills of listening, speaking, reading
and writing into experiences. In this vein, Warschauer and Healey (1998)
contended that the integrative experiences of CALL entail not only the
integration of the four skills into tasks but require also a full assimilation of
technology into the language learning process. Thus, the teacher’s reflective
practice aims to foster EFL learners’ autonomy using the available

technological resources as a continuing process for language learning.
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As a result, OPG is suggested as reflective alternative to the classical
modes of teaching listening and speaking that can bring about valuable
changes in EFL leaners’ autonomy. These changes are dependent on the
availability of certain conditions. Therefore, the next section identifies the

procedures required for the success of the action plan.
3.6. SPECIFIC PROCEDURES FOR THE ACTION PLAN

Amongst the numerous hypothesized benefits of CALL, its positive
effects on learners’ autonomy have been repeatedly stated. However, it may
not be the case in certain educational settings in which learners are still
relying on their teachers in autonomy supporting environments.
Consequently, this research work intends to investigate and points out the
benefits of the reflective approach to teaching in CALL environment and the
use of a specific software to have autonomous language learners. It strives to
show that critical reflection in CALL environment will have a positive

influence on EFL learners’ autonomy.

After reviewing the major secondary data regarding autonomous
learning; CALL as a modern suggested instructive means; reflective teaching
as a practice to develop EFL learners’ autonomy; selecting action research as
a research format and mixed methods approach to attain data of diverse
natures; the investigator decides on certain procedures while planning for
action. These procedures involve decisions about the setting in which the
study is conducted and the materials which means what should this setting
contain in terms of the main CALL resources. All these procedures are
planned to argue that with the practice of reflective teaching in laboratories
where computers and every kind of technological equipment are available,

EFL learners can be active, independent and self-reliant.
3.6.1.  Setting

As a profession, teaching requires from its practitioners to be responsible

and reflective. After a reflection for action, the teacher has identified an issue
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in her practice that necessitates the planning of some action in order to
change the situation. However, before developing the action plan, the
investigator has to select the setting in which the defined issue takes place
with enough frequency. Accordingly, the selection of the setting is thoroughly

reliant on the nature of the research problem.

The research setting denotes the place in which the enquiry of a defined
phenomenon is conducted, it has been defined by Given as, “the physical,
social and cultural site in which the researcher conducts the study” (2008:
787). In other words, the research setting reflects the participants’ natural
environment that can be a classroom, school, region or community.

In general, any inquiry carried out in the participants’ natural setting is
referred to as field research, which utilizes naturalistic observation as the
suitable measure for data attainment (Bordents and Abbott, 2011). The
researcher often observes the site to carry out the research, which qualifies
him/her to afford more information about the participants in their real
setting and to report their practices, attitudes and behaviours (Creswell,

2012).

One of the most important characteristics of action research is its
conduction in the practitioner-researcher’s own educational setting. As an
action research, the present investigation is conducted by the teacher-
researcher in the students natural setting (which is CALL laboratory) to
identify and plan a course of action in order to remedy the issue of learner-

centeredness that occurs in the autonomy supporting environment of CALL.

The present enquiry has been carried out on two groups of first year EFL
students at Naama University Centre in the academic years of 2016-2017
attending oral comprehension and oral expression lectures where CALL
resources are used by the teacher as tools to present learning materials. The
setting of this study is a language laboratory in the department of foreign

languages in which the teacher incorporated reflective practice to enhance
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and increase learners’ autonomy in their natural setting for one year

collecting, primarily, observational data.

The language laboratory is situated in the ground floor; it comprises the
main CALL tools (these tools will be listed in the following subsection). It is
noticeably large and clean. For the features, it is tinted with a pastel colour,
and contains many extensive windows and a wide door. The students’ desks
are close to each other arranged to form an array, and in each desk there is a
computer for personal use. The teacher’s desk is placed at the front of the
room in a prominent position. The amount of light during lectures is

intentionally considered for visual stimulation.
3.6.2.  Hardware

As one of the cleverest inventions of the current technological age, the
computer is actually employed in almost all facets of human life. Indeed, the
computer is a system that involves many mechanisms including those that
cannot be essentially touched and seen commonly named as Software. Other
components such as central unite, key board and other resources are
generally visual referred to as Hardware.

Accordingly, Hardware entails the corporal materials that embrace the
computer system. In this manner, Kothari states, “All the physical
components (such as CPU, Input-output devices, storage devices, etc.) of
computer are collectively called hardware” (2004: 363). It encompasses input
devices such as keyboard, image scanner and microphone. In fact, CPU stands
for the Computer Processing Unit that carries out the occupation of storing
data in the optical disk drives CD-RW and DVD-RW. As a final point, output
devices such as screen, printer and speakers introduce data received from
internal storage of the Computer Processing Unit.

Indeed, the main Hardware components used in the setting where the
researcher implemented the action plan are:

v' The system unit: is the fundamental core of a computer system

contains several mechanisms that stock data such as the Computer
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Processing Unit. It is referred to as microprocessor, often functions as
the brain of the computer. Due to the constant technical repair offered
by the administration, the system units of the students’ computers
enabled them to store and retrieve information in a flexible manner
that consequently aided them to work successfully during lessons.

v" Mouse: the students’ computers are provided with mice that are the
small devices employed to choose items on the screen. It is connected
to the system unit by a long wire. It offers the students with the
opportunity to control their own computers according to their
interests, needs and goals, and thus direct their own learning.

v Keyboard: is a devise utilized to type texts into the computer. It is an
imperative tool required in many CALL activities. Moreover, it is
reflected as a means of interaction between the student and the
computer.

v" Screen: also named monitor, it exhibits information and transform it
in visual form through text and graphics. Indeed, the monitor quality
provided in the setting of this investigation is of LCD (Liquid Crystal
Display) type. It has the capacity to produce sharp images and is
thinner and lighter than the traditional CRT (Cathode Ray Tube) type.

v’ Speakers: refer to the devices employed to play sound effects from the
computer. It is connected to the system unit with cables. The
laboratory that is the setting of the study is equipped with two kinds
of speakers. For the microphone, two big speakers placed on the
highest part of the walls. For the students’ computers, headphones
connected to each computer are afforded for personal use.

v' Headphone: is the devise that permits students to speak into the
computer. In fact, headphones in the studied setting hold a pair of
speakers over both ears and a small microphone stems from the right
ear speaker. Consequently, the headphone is considered to play
diverse roles. It may be used for listening comprehension activities

and speaking into the computer.
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v' Data Show: is an equipment that presents the output onto a white
fabric screen. It was widely used for slide presentations in oral
expression sessions.

It should be stated that the internet that is one of the most significant
CALL resources was provided in the studied setting but with a limited access.
Nonetheless, all most all the students have access to the internet on their
mobile phones the fact that helped them a lot to look and search for personal
interests without the teacher’s assistance. Therefore, the potential of the
internet for increased autonomy is considered in the study.

3.7. SAMPLE MANAGEMENT

Sampling is one amongst the most challenging processes a researcher
faces while conducting a study. Any research work should be supported by
certain items on which the investigation is conducted. The process of
sampling is considered as a definite plan embraced by the researcher to define
a sample from a certain population and make decisions about the number of
its items (Kothari, 2004). The adopted plan prominently impacts the
generalizability of the gathered data, for that reason, Morrison assumes that
a good quality research project is not only dependent on the suitable
methodology and instrumentation but on the appropriateness of sampling

procedures as well (Cohen et al., 2007).

Generally regarded as a subset of the population, a sample is defined by
Dornyei as, “the group of participants whom the researcher actually examines
in an empirical investigation and the population is the group of people whom
the study is about” (2007: 96). Thus, Dornyei (2007) has established a clear

distinction between a sample and a whole population.

Sampling decisions must be taken early at the general planning of any
research work. Accordingly, Cohen et al. (2007) stressed the importance of
defining the sample directly after considering the research issue and the

whole population. In the same line of thought, they often argue that
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accessibility to the whole population is time consuming; thus, researchers

need to obtain data from a smaller group or division that is the sample.

Depending on the overall purpose of the study and the way the research
is approached (whether quantitatively or qualitatively), a researcher may
decide on a sample. Qualitative researchers have little interest in generalizing
the results, thus, they often select their participants based on their
characteristics that relate to the research questions. Conversely, quantitative
researchers are interested in generalizing the results from the studied sample
to the larger population, thus, they often rely on a sizeable sample (Lodico et
al. 2006). As a variable, generalizability requires from researchers to select a
representative sample. Indeed, there are many strategies to account for while

selecting a sample that is characterized by representativeness.

Commonly, there are two main strategies for sample designs centred on
two dissimilar standards: the representation basis and the element selection
technique. Based on the former standard, selecting a sample can be achieved
through either probability sampling technique or non-probability sampling
technique. In probability sampling, the investigator chooses randomly from
the larger population, and each participant (informant) has an equal
probability or chance for being chosen. Jonker and Pennink defined it as a,
“sample in which every member of the population (simple random sample) or
some subset of the population (stratified sample) being tested has an equal

chance of being included in the sample” (2010: 155).

In fact, there are two main categories of random sampling: simple
random selection that is considered as the useful technique to develop a
sample that is characterized by representativeness, and complex random
sampling technique that employs other measures while selecting participants
(Mackey and Gass, 2005). Examples of complex random sampling embrace
stratified sampling which categorises the participants of the sample into

groups in terms of age, sex or occupation.
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On the other hand, non-probability sampling selects the research
participants in a non-random way i.e., the informants do not share the same
probability for being involved in the sample. This sampling strategy
necessitates that the investigator deliberately and purposely opts for the
participants. Types of non-probability sampling include convenience
sampling, and purposive sampling which in turn comprises quota and

judgement sampling.

Based on element selection basis, the sample can be ‘unrestricted’, which
entails that each participant is designated independently from the whole
population and ‘restricted sampling’, which integrates all the other types of

sampling (Kothari, 2004).

Moreover, the size of the sample that the researcher selects from the
wider population is crucial to the study’s credibility. It refers to the number
of the items that are actually chosen for the study. Although rules for defining
the size of the sample are not determined, there are some general guidelines
to account for when selecting a sample. According to Kemper, Stringfield and
Teddlie (2003), the identification of the number of the participant in action
research is dependent on the specific research instruments the researcher

plan to use (Efron and Ravid, 2013).

The present investigation is carefully designed on the representativeness
basis so that the assembled data would be representative to the whole
population under investigation in order to generalize the findings. The wider
population is all EFL learners attending oral comprehension/expression
courses in CALL environment; and English teachers at Salhi Ahmed
University Centre -Naama. Since access to all those learners and teachers
constitute a difficult and time-consuming task for the researcher, an
accessible sample that is representative has been chosen using a simple
random technique. For instance, among many groups of different levels
receiving lectures in CALL environment the researcher has opted for two

groups to apply the action plan.
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Certainly, the researcher has accounted for randomization principle in
order to ensure that each item of the larger population has an equal possibility
of being incorporated in the studied sample, and to reduce any sort of bias as

well.

3.7.1. Learners’ Profile and Needs Analysis

As an action research, the participants of the present study are generally
the people who affect or are affected by the problem under investigation.
Their actions, attitudes and perceptions constitute valuable information that
enable the researcher to answer the research issues. As the study assesses the
usefulness of the teacher’s reflective practice in CALL laboratory to support
EFLlearners’ autonomy, those learners will be the primary group participants
for the study.
3.6.1.1. Learners’ Profile

The selected sample contains two groups of first year LMD students from
Naama University, English Section. The students involved in this action
research are enrolled in oral comprehension/expression lectures where CALL
resources are essentially employed as tools for the distribution of instructed
materials, management and education.

The members involved in this study are sixty (60) first year university
students aged between 18 and 21 years old. They are Baccalaureate holders
from different streams (Foreign Languages, Life and Natural Sciences, Letters
and Philosophy and Humanities). As they all come from state schools, they
have the same educational background. Before entering the university, they
had all studied English for at least seven years. Their native language is
Arabic. French is their first foreign language and English is their second
foreign language; however, very limited opportunities were afforded to them
to practice English outside the school setting.

First year LMD students are introduced to basic knowledge about
English. They took lessons in grammar, phonetics, linguistics, language skills
(reading, listening, writing and speaking), research methodology and social

and human sciences (see table 3.1.).
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ICT is a modular course (that stands for Information and
Communication Technologies) in which students are supposed to attain the
basic skills to use computers was part of the designed courses; however, it was
removed in the caneva of 2015/2016.
3.6.1.2. Learners’ Needs Analysis

For the sake of reporting the effects of the action plan, a record of the
situation under investigation is considered before and after the change.
Therefore, a number of research instruments is used before and after the
hypothesized change takes place to examine the effects of the action plan.
Prior to the adoption of the action plan, the results revealed a number of needs
that the teacher has to reflect on while selecting the suitable courses to the
learners’ requirements. In this manner, Dornyei states, “So much is going on
in a classroom... Therefore, in order to understand why students behave as
they do, we need a detailed and most likely eclectic construct that represents
multiple perspectives” (2001a: 13 qtd. in Djebbari 2014: 145). Accordingly, it
is necessary to analyze learners’ needs before applying the action plan.

The need to train students in the technical skills is considered as an
important factor for successful CALL. Consequently, students should be
educated to utilize the different CALL resources (such as access to software,
hardware and the internet) to direct their own learning in and out of the class.
In a contemporary study, Burston contended that Grammar checkers built
into word processor software packages had demonstrated its benefits in
assisting students to identify errors during their linguistic practice. Such
success, Burston stresses, can be achieved when students are well trained to
use the software effectively (Chapelle, 2003).

Additionally, Balacheff et al. stressed that the training of students to be
technology users improves their performance (2009). This training develops
the students’ feelings of mastery, expertise, satisfaction and self-confidence,
which are all significant conditions for autonomy and accurate performance.

After observation, the researcher has accounted for first year LMD

students to conduct this investigation because in their first Semester they
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were remarked as shy, dependent on their teachers and sometimes
unconfident about speaking the foreign language in front of the whole class,
the fact that makes their level of autonomy low during this educational stage.
However, after a period, the researcher has observed that students seem more
or less use the materials at hand to learn the language and control the
listening activities because they have already experienced the use of most of
the elementary CALL resources.

Although students at this level still reliant when experiencing new
materials but they are eager to listen to authentic recordings, speak and use
the language they have studied through CALL. This fact encouraged the
researcher to reflect and look for possible solutions that may provide learners
with more opportunities to take part in various backgrounds learning the
language in an autonomy-supporting environment.

3.7.2.  Teachers’ Profile

The informants are five teachers who have been teaching English for
several years. They are from the foreign language department and more
precisely the English section of Salhi Ahmed University Center of Naama. All
of them are ‘PhD’ students preparing their doctorate dissertations. Their
experience in teaching English as a foreign language at the level of the
university ranges from four to eight years. Two among them have taught
English in middle and secondary schools for more than ten years before
coming to the university.

Noticeably, the majority of the informants are in charge of teaching oral
expression/comprehension modular courses at diverse levels. In addition,
they are also responsible for other modules including grammar, phonetics,
cognitive psychology, social and human sciences, introduction to didactics
and research methodology.

3.8. DATA ELICITATION METHODS

Based on the mixed-methods approach, which requires the joined use of

both quantitative and qualitative approaches and taking into account the

reflective practice data gathering tools, the teacher-researcher has designed

104



CHAPTER THREE Action Research Design and Methodology

the methodology of the present investigation. In fact, the quantitative
approach is one in which the researcher uses instruments of data gathering
that produce numerical information which will be analyzed through statistical
methods (Dornyei, 2007). Accordingly, Jonker and Pennink view the
quantitative approach as being, “purely scientific, justifiable, precise and
based on facts often reflected in exact figures” (2010: 38).

The qualitative approach, on the other hand, employs rather different
criteria, plans of inquiry and methods of data gathering and management. It
counts profoundly on data collection instruments that provide non-numerical
information which are then treated through non-statistical measures in the
form of texts (Creswell, 2012). Therefore, Hancock and Algozzine define it as,
“any kind of research that produces findings not arrived at through statistical
procedures or other means of quantification” (2006: 86).

Though holding antagonist views regarding the research conduction, a
combination of quantitative and qualitative approaches in one investigation
results in valued insight, supplementary opportunities for examining
hypotheses and complementary data (Jonker and Pennink, 2010). In this
inquiry, Given stresses that, “the use of both qualitative and quantitative
approaches will provide a more complete understanding of the research
problem than either approach alone” (2008: 527).

According to Lodico et al. (2006), the practical orientation of action
research requires from researchers to use a combination of quantitative and
qualitative measures that are established to suite their settings. Phillips and
Carr assume, “action research is often categorized as a qualitative
methodology, even though quantitative data may be included. In this sense,
action research often mixes methods” (2010: 32).

Therefore, the researcher has selected the mixed-method approach for
the present study. The quantitative approach is employed to provide
information about degree and incidence and the qualitative one is selected to
cope with the participants’ viewpoints and the investigator’s assessment of

the studied phenomenon.
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The researcher has first explored the studied setting collecting
quantitative data through learner autonomy scale used as a pre-test.
Throughout this phase, named pre-reflection, the researcher tried to identify
the degree to which learners are responsible practitioners directing their own
learning in CALL laboratory. Then, both quantitative and qualitative data
have been collected in the reflection phase through writing journals, peer and
participant observation with the purpose of thinking critically to recognize the
problems that affect learners’ autonomy in order to reflect for an action plan.
Finally, in the post-reflection stage, the impact of the action plan on learners’
autonomy is examined through learner autonomy scale as a post-test and
post-action plan observational checklist. Additionally, a structured interview
has been used as another qualitative research instrument to end up the
research process by making the results accessible to teachers for critical
discussion.

In fact, the two observational checklists which were considered do not
embrace the same items. The pre-action plan checklist was designed to record
information from the researcher’s perspective before the application of the
action plan to reflect critically on the best practices that may promote
learners’ autonomy. However, the post-action plan checklist was carefully
planned to evaluate the degree to which learners are self-initiated and given
responsibilities to control their own learning.

Essentially, the researcher’s employment of multiple research
instruments increase the credibility of the results. Indeed, collecting data
from at least three different sources is commonly referred to as triangulation.
The latter is strongly recognized as an important concept in action research.
Burns (2010) recommends that any research requiring reflection and
interpretation has to adapt triangulation. It is defined by Cohen et al. as, “the
use of two or more methods of data collection in the study of some aspect of
human behaviour” (2000: 112).

Elliot and Adelman (1976) argued that triangulation in action research

involves gathering perspectives of the teaching situation from three distinct
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standpoints; namely the teacher’s observation of the studied site, the learners
under investigation and peer observers. The three opinions represent the
three points of the triangle.

Following the same principles, the investigator has taken on a multi-
method approach to data gathering as means to critically examine and explore
different dimensions of the plan adopted to deal with the phenomenon under
investigation, to decrease bias initiated by using only one instrument of
inquiry and to guarantee the results validity and vigour.

3.8.1.  Learner Autonomy Questionnaire

Questionnaires are typically considered as convenient data elucidating
methods that offer both quantitative and qualitative information on
behaviours, attitudes and opinions from copious informants. For this
reason, questionnaires have been extensively used to assess research
problems in several fields, including behavioural sciences, social sciences
and foreign language education research (Dornyei, 2007 and J. McDonough
and S. McDonough, 2006).

Generally, the questionnaire is a written document that comprises a
precise number of questions or statements carefully designed to seek for
information suitable to answer research questions and test hypotheses
(Jonker and Pennink, 2010). It is well defined by D. Brown as,

Any written instrument that present respondents with a series of

questions or statements to which they are to react either by writing

out their answers or selecting them among existing answers (qtd. in

Mackey and Gass, 2005: 92).

Dornyei (2007) assumes that the questionnaire is a suitable data
collection method that can be used to obtain three sorts of information
depending on how the questions are structured, planned and ordered. It
offers factual data about the respondents; behavioural data in terms of
actions, life styles and habits; attitudinal data about opinions, beliefs,

interests and values.
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In fact, there are numerous types of questions and response styles that
researchers can select for the design of a questionnaire. Nonetheless, these
items must be prudently selected to result in the intended data. In the present
investigation, the questionnaire was selected for collecting data from the
participating learners in order to examine the first and the fourth research
questions and their proposed hypotheses. It was used as both a pre-test and
post-test to measure the students’ autonomy.
3.8.1.1. Aims of the Questionnaire

While designing a language course, teachers attempt to address two
essential goals: linguistic and non-linguistic. Linguistic goals emphasize the
development of one’s competence to read, write, speak and comprehend, and
there are numerous available tests to evaluate these skills. In contrast, non-
linguistic goals emphasize rather other aspects of language learning such as
autonomy, motivation, self-confidence and self-control. However, a limited
number of tests have been introduced to measure these goals.

Autonomy is a significant factor for successful language learning that has
been highlighted in numerous theories. Recently, CALL environments have
proved to result in increased learner autonomy, but this premise was not
always the outcome. The teacher-researcher as reflective practitioner has
opted for an action plan as result of reflection for action to promote EFL
learners’ autonomy in CALL laboratory. The effects of the teacher’s reflective
practice on learners’ autonomy needs to be investigated through the
attainment of an incredible quantity of representative data. For the
achievement of this objective, the investigator has relied on learner autonomy
questionnaire as a test that is administered to learners before and after the
adoption of the action plan.

Prior to the intervention, this questionnaire meant to assess the level of
learners’ autonomy and focus on the difficulties they encounter in CALL
laboratory. However, after the intervention, the questionnaire intends to give
reliable and valid index of the various autonomy supporting factors of the

adopted action plan. The goal is set out to get information about the
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participants’ level of self-direction while studying through OPG and before.
To quote, Mackey and Gass say,

Questionnaires allow researchers to gather information that

learners are able to report about themselves, such as their beliefs

and motivations about learning or their reactions to learning and

classroom instruction and activities-information that is typically

not available from production data alone (2005: 93)

To sum up, the present questionnaire is thoroughly designed to find out
ideas and impressions about learners’ autonomy and collecting data on how
they manage to learn English in CALL laboratory before and after OPG.
Rating scales in which degrees of response are given to a statement or a
question are designed. In this vein, Cohen et al. (2000: 253) say,

Rating scales are widely used in research, and rightly so, for they

combine the opportunity for a flexible response with the ability to

determine frequencies, correlations and other forms of quantitative
analysis. They afford the researcher the freedom to fuse
measurement with opinion, quantity and quality.

In the present action research, Likert scale items (named after his
inventor, Rensis Likert, 1932) were designed due to its simplicity reliability
and flexibility. It is considered as the most well-known type of closed items,
consisting a statement and a five-point scale with theoretically equal interval
among responses. Respondents have to indicate the extent to which they
agree or disagree with something by circling one of the responses ranging
from strongly disagree to strongly agree or from very high to very low
(Dornyei, 2007). In fact, the investigator has directed the participants’
attention towards the fact that there are no correct or incorrect responses and
that their answers will be used for research aims only.
3.8.1.2. Piloting the Questionnaire

Designing a questionnaire is said to be the first method that comes to
mind when accomplishing a research work. This instrument, however,

requires some careful planning to get the desired data. Thus, prior to
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administration researchers often need to pilot or ‘field test’ the questionnaire
that is considered as an integral part for making the necessary adjustment.
Indeed, piloting refers to testing by trying the questionnaire out on other
participants who are similar to the target sample (Dornyei, 2003).

In this sense, pilot testing of the questions permits the researcher to
gather feedback about how fitting the questionnaire is and whether it fulfils
the goal it has been intended for. Accordingly, Creswell said,

A pilot test of a questionnaire or interview survey is a procedure in

which a researcher makes changes in an instrument based on

feedback from a small number of individuals who complete and

evaluate the instrument. (2012: 390)

In fact, a pilot test is a crucial and wise step that has several premises,
chiefly to enhance validity, reliability and practicability of the questionnaire.
In this vein, Cohen et al. (2000) assume that it serves to,

v" Check the lucidity and the arrangement of the questionnaire
items.
Gain feedback on the validity of the questions.
Eliminate ambiguous and difficult questions.
Gain feedback on the selected types of questions

Gain feedback on response categories of closed questions.

N N N N

Gain feedback on the numbering and sectionalizing of the
questionnaire items.
v To consider misunderstood or non-completed items.

Based on these premises, learner autonomy questionnaire was piloted
prior to administration. Twenty first year EFL students were randomly
chosen for the purpose of testing the validity and reliability of the questions
and collecting feedback on the practicability of the whole questionnaire. The
obtained feedback helped the researcher in making the necessary
adjustments in the wording and the layout of the final version. In fact, the

pilot testing of the questionnaire was conducted during the second semester
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of the 2015-2016 academic year. At the beginning of the academic year 2016-
2017, the final copy was ready for administration.

3.8.1.3. The Layout of the Questionnaire

As it has been reviewed in the second chapter, theories on learning
hypothesize that autonomy is largely influenced and inspired by a range of
factors, such as cognitive abilities, metacognitive awareness, social conditions
and affective constructs. Each theory highlighted a number of factors and
illustrated how they result in increased autonomy. These factors are
intentionally addressed in this questionnaire that is designed for learners
experiencing EFL learning in CALL laboratory. The questionnaire, thus,
serves as a test that is administered to learners in the same way in two
different phases: pre-reflection phase and post reflection phase. It intends to
both explore how factors are set out in CALL laboratory to increase learners’
autonomy and test the first and fourth proposed hypotheses.

The questionnaire consists of 34 Likert scale items in which statements
seek for learners’ personal abilities, competences and feelings. The
participants were asked to denote the degree to which they agree with the
statements.

The scale opening ethically considers the informed consent principle.
Therefore, the researcher has informed the respondents about the aim of the
questionnaire and requested them to take part in the study by answering a
number of questions. In this opening, some instructions, such as putting a
tick or a cross on the desired answer, are given to the respondents. It pursues
also to gather demographic information about the participants, mainly age
and gender. In fact, age and gender are not variables in the present study but
they were inserted to indicate that the obtained data reflect different ages and
genders.

Afterward, the statements were ordered in three main parts (see
Appendix 1), including learners’ performance, self-direction test and role of
class teacher. The three parts constitute the four main factors highlighted in

the major theoretical perspectives and definitions to autonomous learning,
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namely cognitive, metacognitive, social and affective factors. Nonetheless, the
separation of the different parts was avoided when administrating the
questionnaire so that the participants will not be biased by titles.

The first part, learners’ performance, comprises 12 positive statements
addressing the four factors to autonomous learning. Thus, this part intends
to find about learners’ capacities and competences. Item one aims to identify
the students’ level of proficiency in CALL materials. Item two investigates
learners’ evaluation of their own performance. This item is considered to
report learners’ metacognitive awareness that is a characteristic feature of
autonomous learners. As an affective factor, students’ interest in learning
English in CALL laboratory is investigated in item four. The fact that
autonomous learning elicits high levels of involvement is addressed in item
five that aims at highlighting the effects of CALL on learners’ engagement.
Item number eight is inserted to consider willingness that is another affective
factor to autonomous learning. Item number twelve is designed according to
the cognitive theory, which asserts that learners ability to take responsibility
for learning accounts the most for the development of their thinking
processes. Thus, it assesses CALL function in enhancing learners’ thought
processes.

Addressing mainly the cognitive and metacognitive factors, the second
part named self-direction test has twelve positive items about learners’ ability
to take charge of their own learning. The cognitive perspective to autonomy
argued that learners’ self-regulation is related to planning, monitoring and
evaluating of learning experiences. Hence, the researcher has devoted this
part to check learners’ abilities such as self-awareness, self-determination,
evaluation and planning of the learning process in CALL. Moreover, Little’s
conceptualization of autonomy implies decision-making as a necessary
condition. Therefore, some items in this part aimed to investigate the degree
to which learners are given responsibilities to make decisions.

Finally, the third part is about the importance or the role of class teacher,

containing eight negative items addressing the way learners rely on their
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teacher and cope with perplexing situations in the class. In addition, two
positive items were included to explore social factors in autonomous learning.
As a reflective practitioner, the teacher aimed at developing learners’
autonomy in the environment of CALL. Thus, her role in the classrooms is of
crucial importance. The ways by which she manages the classroom i.e., offers
solutions to problems, organizes the lecture and gives opportunities for
learners’ self-direction have remarkable effects on autonomous learning. In
this respect, the eight negative items tend to explore learners’ level of
autonomy in relation to the teacher. Thus, these items intended to inquire the
way leaners deal with difficult tasks in addition to their desirable way of
support.

Holec’s (1981) most cited definition points out that autonomy is an
innate ability that can be assimilated through methodical learning process.
The provided feedback and the setting up of social learning are considered as
external factors that can promote autonomy. Therefore, their relevance is
assessed in the two positive items.

3.8.2.  Classroom Observation

The empirical investigations that consider classrooms as research
settings are generally known as classroom research. It surveys teachers’
practices and learners’ experiences in the natural site. Therefore, classrooms
are reflected as leading research contexts because of the specific features and
circumstances they afford. Classroom inquirers have opted for several data
elucidating methods including observation. The latter is considered as a
suitable data collection method for investigating educational settings
(Dornyei, 2007). In this respect, Mackey and Gass say,

Observations are a useful means for gathering in-depth information

about such phenomena as the types of language, activities,

interactions, instruction, and events that occur in second and
foreign language classrooms. Additionally, observations can allow

the study of a behaviour at close range with many important

contextual variables present (2005: 186-187)
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Cohen et al. (2007) consider the data attained from observation as eye-
catching, as it allows the inquirer to obtain ‘live’ information from ‘live’
situation. Hence, classroom observation is an empirical research instrument
that offers direct information.

In an action research project, observation is a natural process that plays
a significant role in any data gathering procedure (Koshy, 2005). In this
context, Burns contended that, “observing and describing have a key role to
play in action research” (2010: 57). For reflective practices, Ghaye (2011)
postulates that efficient reflective practitioners are worthy at observation.
Throughout this research work, observation is not only used as a tool for
gathering information about teaching but a stage in a cycle of research to
evaluate the effectiveness of the reflective action plan.

In fact, there are several methods by which classroom researchers
observe their teaching practices and their learners’ learning. The researcher
in the present investigation has relied on a combination of structured and
unstructured observation. The structured observation is also called
observational schedule requires the observer’s presence in the observed
setting with a precise focus and planning. In necessitates a kind of previous
preparation in which intents and hypotheses are specified and the recording
tools, such as a checklist or a rating scale, are selected. On the other hand,
the unstructured observation does not entail any precise planning rather
documenting narrative field notes while observing.
3.8.2.1. Participant Observational Checklist

Participant observation entails the researcher’s complete involvement
in the observed process. In this type of observation, the investigator becomes
an integral member of the observed group, recording the events whilst
playing a role in that group. Temporarily, a checklist encompasses that the
inquirer selects one of the alternative responses pre-proposed to a question
or a statement. Indeed, checklists are used to check or verify if the
participants in the studied setting take a number of actions, steps or

practices.
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Data from CALL laboratory were also collected by participant
observation. It was decided that in order to construct a rich, coherent and
useful interpretation of assessment with the classroom, it was important for
the researcher to ‘notice’ the whole story of reflective practice. This would
allow her to become familiar with the context of learning with in the selected
sample for the particular reflective teaching practice.

As a highly structured observation, two different observational
checklists were employed. The first was designed to emphasize certain
points before the action plan and the second was designed to record the
situation after the action plan. The two checklists aimed to focus on specific
features or conditions related to the target phenomenon and to result in
numerical data.
3.8.2.1.1.  Observational Checklist before the Action Plan

As a coding system, a checklist has been prepared before the observed
sessions to capture aspects of teaching, learning and classroom activities
before the researcher’s application of the reflective action plan. This
checklist is developed to focus on specific features that may answer the third
research question.

After defining the problem of learners’ autonomy in CALL laboratory,
the teacher as a reflective practitioner wanted to examine her practices
especially those related to fostering autonomy. Based on the criteria
proposed by Mynard and Sorflaten (2003a) in order to categorize the
activities and experiences used inside and outside the classroom to initiate
autonomous learning, this checklist aims to assess the teacher’s practices in
terms of

e Giving learners the opportunity to direct their own learning.

e Providing them with activities that develop their self-initiation.

e Making them responsible learners able to evaluate their own
learning.

Actually, this checklist is prepared to describe learners’ activities to

check the degree to which they are encouraged to be autonomous; however,
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it also aims to discover the missing points and the weaknesses in the
teacher’s practice. The teacher wanted to critically examine her practices to
promote EFL learners’ autonomy in CALL laboratory.

The checklist contains a number of statements where a range of
responses has been proposed for each one forming a scale of 1-4. In that, 4
shows the highest and 1 shows the lowest frequency of the observed
opportunities.

‘Very seldom’ = 1, ‘Occasionally’ = 2, ‘Quite often’ = 3, ‘Very often’ = 4.

The participant observer marked the learners’ offered opportunities
and encouragement to direct their learning (see appendix 3). The following
is an example in which the observer determines the frequency of instructing
learners to set learning goals throughout tasks and experiences in CALL

environment.

Very seldom | Occasionally | Quite often | Very often

Encouraging learners to set their v
own learning goals.

Table 3.4. A Checklist for the Teacher’s Role in Fostering Autonomy
To sum up, this checklist has several purposes. It serves first to record

the situation before the teacher’s reflective practice. Second, the results
analysis of this observational checklist would provide the researcher with the
necessary data to reflect for an action plan to deal with the problem of
autonomy in CALL laboratory.
3.8.2.1.2.  Observational Checklist after the Action Plan

As it has been mentioned previously throughout the second chapter,
autonomy is a necessary condition for successful foreign language learning.
It has been defined differently by several educationalists. Nonetheless, they
all agree that whether being an ability, capacity or competence, autonomy is
something that needs to be fostered in the class due to cognitive,
metacognitive, affective and social factors.

After collecting data about the teaching/learning situations in CALL

laboratory through journal writing and participant observation as part of the
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reflective practice, the researcher has found that learners were unable to
direct their own learning. This fact necessitated a reflection for action to deal
with the problem. As a result, OPG software has been adopted to change the
situation.

OPG is featured by the integrative qualities of CALL that are supposed
to bring about valuable changes in learners’ autonomy. Consequently, this
observational checklist intends to; first, assess the usefulness of OPG as an
adopted action plan. Second, it aims to validate the fourth hypothesis (see
Appendix 4). The following is a statement from the checklist to notice the

effects of OPG on the cognitive factors for increased autonomy.

Very Occasionally | Quite Very often
seldom often
OPG attracts learners attracts v

learners attention.

Table 3.4. A Checklist for Learners’ Attention in OPG Activities

Overall, this checklist is designed to describe learners’ actions and
behavious to denote OPG efficiency for increased autonomy.
3.8.2.2. Peer Observation

In teaching, peer observation entails a teacher observes another
teacher carrying out a task, takes notes on how the task is being done and
later on discusses it with the observed teacher (Richards and Lockhart,
1996).

Prior to the application of OPG as a reflective action plan, the
researcher has invited some colleagues to observe one or more sessions to
describe the teachers’ performance in CALL laboratory and the degree to
which learners are autonomous. Thus, the observers are requested to take
notes about a number of questions they have already discussed before,
including

% How could you describe my performance in supporting

autonomous CALL?

% How would you describe the role I play in my class?

% How would you describe my learners’ roles in the class?
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The observers visit their partner’s class and complete the observation
writing a narrative in an agreed form answering the discussed questions
based on the events that happen during the observed lessons (see Appendix
5).

This type of observation has been selected to document the teacher’s
and learners’ activities, actions and attitudes from other points of view. It
helps the researcher’s to reflect and critically examine her practices for the
sake of establishing an autonomous CALL environment.

It has to be mentioned at this level that the ethical issues were
considered throughout the previously mentioned observations and the
students were informed that they were observed. Thus, the observations
were overt and the observers have explained the purpose behind their
observations before they start documenting the events.

3.8.3. Journal

For collecting qualitative data, the researcher can use a range of
methods that are used more extensively in qualitative research. Creswell
(2012) assumes that documents are valuable sources of qualitative
information. These documents include personal journals to record
information about a site or a sample in an investigation. The journal allows
the researcher to reexamine, with noteworthy intelligibility, the committed
practices.

Action research entails carrying out personal journals by which
researchers record their progress and reflections about their practices. In
this manner, Cohen et al. acknowledge the use of journal notes in action
research to “record issues, ideas, difficulties etc. that arise during the field
work” (2007: 313). Similarly, Given (2008) considers journals as written or
recorded accounts of emotions, introspection and self-reflection.

There are several types of journals that can be used in action research.
Reflective journal is the one employed by the teacher-researcher in the
present study. It has been purposefully used to arrest ideas, judgments,

reflections, intuitions, emotional state, responses to lesson events or what
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Burns (2010) describes as ‘stream of-consciousness’. The entry timing of this
type takes place immediately after the lesson events but most importantly
after deep thinking about what happened. The general questions that the
reflective journal answers are:

e What are my reactions to what has happened?

e What are my interpretations of the events?

¢ What understandings can I devote to these events?

As part of the methodology used, the researcher has adopted the
practice of writing semi-structured reflective journal throughout the first
semester process of research to reflect critically not only on the teaching
method, attitudes, decision-making and management skills but to gain a
profound understanding of the teaching situation by answering the main
questions raised by this type of journals.
3.8.3.1. Journal Merits and Demerits

Journal writing is employed in the present research work as a
classroom investigation procedure to reflect on the teacher’s reactions to the
events that take place in CALL laboratory. Generally, it is widely recognized
in reflective teaching practices. Loughran (1996) anticipates that journal
writing helps student teachers develop an understanding about teaching and
learning. He further mentions journal writing as a research tool for
reflection and a number of its merits including:

e Journal writing helps teachers to reflect on their teaching

experiences.

e It provides teachers with the opportunity to learn from their actions

and practices.

e It helps the writer to look back on/forward to an issue for reflection.

e It illustrates the thinking, planning and reactions that relate to

teaching and the learning of the class.

e It helps the teacher to search areas of inquiry in ways that may not

be possible with in the time limits of a course
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Ghaye (2011), on the other hand, has identified four most common
problems while keeping a written journal:

e The problem of procrastination. This issue occurs when teachers
treat journal writing as unfitting.

e The problem of unreflective entries. There are no measures
while attempting to record the events.

e The problem of decreased enthusiasm. To encourage students’
learning, teachers need to be engaged and arrested.

e Unwillingness to reflect. Reflecting on practices is not only a
cognitive but also an affective, moral and ethical process that
requires a careful consideration of what has been written.

Journaling is opted for to help the researcher check her practices and
notice patterns that may be unnoticed. However, its use has been
surrounded by contemplation and cautionary measures.
3.8.3.2. Teacher’s Journal: Getting Started

As an action researcher, the teacher has spent a good deal of time
reflecting and thinking about her own practice for certain purposes. One
amongst the purposes is to prove the usefulness of reflective practices in
developing teachers’ performance to support autonomous learning. This is
certainly, what has been hypothesized previously for the second research
question. The teacher’s reflections are often recorded in journals at the end
of each session. In this sense, the teacher’s journal is used to address the
second research question.

Through semi-structured reflective journal, the researcher attempted
to foster reflection and self-examination. The entries are recorded in a
sample prepared in advance by the researcher using the computer (see
Appendix 2). The next table clearly illustrates how the recorded accounts of

the teaching experiences are entered in the sample.
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Teacher’s Aim
Responses
& s Check and
O s notice  classroom
& s problems.
& e Look back
e, on/forward to a
5 defined problem

for the sake of
reflection

Evaluate the

O e teacher’s practices

& e in perplexing
situations.

& e Develop an

e understanding

. about teaching.

Table 3.3. Journal Sample

Based on this pre-prepared sample, the researcher wrote her accounts
of the teaching experience in CALL laboratory.

Throughout the first semester of the academic year 2016-2017, the
researcher recorded her teaching practices with the concerned sample. After
each oral comprehension/expression course, the teacher-researcher has
devoted 15 to 20 minutes to jot down her answers to the defined questions.
At the end of the first semester, the teacher analyzed the journal entries as a
basis for reflection for action that resulted in the use of OPG Software as an
action plan to deal with the problem of learners’ autonomy in CALL

laboratory.
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3.8.4. Teachers’ Interview

Interviewing is a well-known qualitative data attainment method that
offers the investigator with a rich and personalized information. Interviews
entail the interviewer’s (researcher) presentation of an oral question
followed by an oral verbal response replied by the interviewee (Kothari,
2004).

Interviews can be conducted in several ways, such as group interviews,
telephone interviews and email interview. For the present investigation, the
researcher has selected one-to-one interview in which the interviewer asks
and records answers from only one respondent at a time. In this vein, Kvale

states,

The typical qualitative interview is a one-to-one professional
conversation that has a structure and a purpose to obtain
descriptions of the life world of the interviewee with respect to
interpreting the meaning of the described phenomenon (qtd. in
Dornyei, 2007: 134)

Depending on the degree of structure in the process, one-to-one
interviews involve three main types, including structured, semi-structured
and unstructured. A structured interview, which requires the use of a
number of questions that are prepared in advance and administered to all
the respondents in the same order and format, is designed for teachers who
observed the researcher’s courses in CALL laboratory. After observing a
number of sessions and completing field notes, the researcher interviewed
teachers to collect supplementary data suitable to provide answers to the
third research question and thus test the rationality of its proposed
hypotheses. Therefore, the main objectives set out to this interview are

1. To deal with the teachers’ viewpoints concerning the use of
reflective practices in developing new applies in EFL classrooms.
2. To ask teachers if they make use of reflective teaching to deal with

the problem of learners’ autonomy in CALL laboratories.
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3. To highlight the teachers’ expectations from using reflective
practices in their classrooms.

4. To end up the research by exhibiting the attained results for
critical discussion.

After selecting the structured format of the interview, the researcher
has carefully considered a sequence of stages starting primarily with the
ethical considerations and principally the informed consent. Though the
interviewed teachers know the researcher’s aims and objectives since they
have already observed her session, but they were asked for permission to be
part of the study through interviewing.

Secondly, an interview guide, that contains a number of questions of
diverse types, has been arranged. Table 3.5. summarizes the different forms
and functions of the interview items.

Factual Questions Demographic characteristics
(e.g., age, sex),

Level of education

Teaching experience

Close-ended Dichotomous questions which
Questions entail a ‘yes’/'no’ response.

Types of Rating scale in which degrees
. of response are offered in
Questlons choices to a given question or
statement.

Multiple choice questions in
which a range of alternative
responses is prescribed

Open-ended A free expression, of an
Questions opinion based on the
respondents' own words

Table 3.5. The Different Types of Interview Items.
Accordingly, closed questions are fast and easy to respond as they offer
prescribed alternatives. These questions are also easy to code and useful for
gathering quantitative data. On the contrary, open-ended questions are
difficult to code as they provide the participants with the opportunity to
express their own explanations and clarifications, and suggest new

problems. In this sense, diverse responses may be offered which makes it a
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hard task for the researcher to code and interpret them. Thus, the data they
provide are of qualitative nature. It has to be mentioned at this level that the
nature of the questions, their wording and order are responsible factors for
the validity and reliability of the collected data

The first two items of the interview have been designed to get factual
information and help the interviewees to relax and open up. The following
questions are mainly content items selected to seek for the interviewees’
opinions, evaluations and performance. Finally, the closing question has
been carefully planned to allow the interviewed teachers to have a final say
(see appendix 6).

Considerably, the researcher has selected note taking as a recording
tool, hence a space has been left after each question to take down the
interviewees’ responses.

3.9. CONCLUSION

Notwithstanding the challenging requirements of the technology-
supported learning environment, it has been observed and regretted that
adult learners of English as a foreign language rarely hold control over their
learning and sill have difficulties that hinder their autonomous learning.
Hence, it was thought that the adoption of an action plan as a reflective
practice might promote learner autonomy. Therefore, in this chapter, the
researcher as a teacher has adopted OPG Software as a result of reflection for
action to help EFL learners of Naama University Centre develop a sense of

responsibility that would allow them to direct their own learning.

This chapter embodies the main steps followed by the researcher while
collecting primary data. It introduces the main motives that led to the use of
action research in addition to a full description of the adopted action plan.
Moreover, specific procedures that are necessary for the adoption of OPG are
presented and the sample used to find out satisfactory answers to the research

questions is introduced.
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Then, the researcher has moved to listing the research instruments used
to gather quantitative and qualitative data, namely journal writing,
participant and peer observation, interview and questionnaire. Furthermore,
detailed descriptions of the employed instruments have been provided in

addition to the aim behind their use.

The following chapter will analyse and discuss the findings of each
research instrument in addition to the interpretation of the main results

according to the research questions and hypotheses formerly raised.
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4.1. INTRODUCTION

The previous chapter presented the action research design, which
involved a number of stages, including planning, observation, action and
reflection along with a number of research instruments, namely reflective
journals, participant and peer observation, teachers’ interview and learner
autonomy questionnaire. The main results obtained from the five data
attainment methods are going to be systematically analyzed, discussed and
interpreted in this chapter in hope to provide fruitful responses to the raised

questions.

The present chapter stands for the practical part of the study that
encompasses the joint use of both quantitative and qualitative data analysis
methods. Therefore, the results analysis will be reported in the present
chapter in which the investigator attempts to analyze and interpret the
findings. It summarizes the main results and discusses the research questions

raised at the onset of this investigation.

The researcher emphasized the idea of how subjects behaved or
performed before and after adopting the reflective action plan, displaying
learners’ autonomy either through descriptive statistics of checklists and
questionnaire results or language based analysis of reflective journals, peer

observation and teachers’ interview.

The present action research aimed at investigating the efficiency of
teacher’s reflective practice in endorsing learners’ autonomy in the
environment of CALL. Five data collection methods were used to inquire four
research instruments. The following table displays the way the researcher

devoted research instruments to research questions.

Research Questions Research Instruments

Do EFL learners inevitably benefit Learner Autonomy Scale (Pre-test)

from the autonomy-supporting
feature of CALL?
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Can reflective teaching practices be | Pre-action Plan Checklist
useful in developing teachers’

performance to support autonomous _
CALL? Peer Observation

Reflective Journal

Which reflective practices best Peer observation
promote EFL learners’ autonomy in
CALL laboratory?

Reflective Journal

Teachers’ Interview

What are the characteristics of the | Post-Action Plan Checklist

action plan that promote learners

autonomy in CALL environment?
Table 4.1. Inquiry Process

Learner Autonomy Scale (Post-test)

Accordingly, each research question will be studied along with the
analysis of its designed instrument in an attempt to draw clear conclusions.
Essentially, the findings will be analyzed in three main stages following the

chronology of the teacher’s reflective practice.
4.2. METHODS TO DATA ANALYSIS

As it was mentioned, the present study is an action research opted for to
find out the correlations between reflective teaching, CALL and autonomous
learning. In order to make a sense of the research results, the researcher needs
to be acquainted with the language and data analysis procedures to critically
interpret the gathered data. As Dornyei (2003) points out, accumulating the
compulsory data is ‘half the battle’; hence, investigators need to tackle the

other half that involves the analysis of these data.

Indeed, data analysis is a research procedure that entails organizing,
simplifying, transforming and summarizing those data. Cooper and Schindler
identify the process of data analysis as, “editing and reducing accumulated
data to a manageable size, developing summaries, looking for patterns, and

applying statistical techniques” (qtd. in Jonker and Pennink, 2010: 142).

Since the selected data attainment instruments were -carefully
premeditated to result in quantitative and qualitative information, the

analysis of these data will be quantitative and qualitative as well in hope to
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control the diverse sets of data. This mixture is generally considered to carry

out an analytic-deductive research design.
4.2.1. Qualitative Data Analysis

Qualitative data analysis is, in general, a simple process that entails a
complete comprehension of the gathered data for the sake of deducing
responses to the research questions. Dawson defines it as, “a very personal
process, with few rigid rules and procedures” (2009: 116). Furthermore, he

outlines three necessary procedures to analyze data qualitatively:

% Reflecting on the data throughout the process of assembling.
% Mediating the value of the collected data.
% Interpreting and deducing data to facilitate the readers’ comprehension

of the studied phenomenon.

In this vein, Dornyei (2007) stated that qualitative data analysis is a
language-based analysis since the qualitative results are converted into
textual forms. In fact, results from qualitative research instruments are of an
inductive and explanatory nature that is referred to as ‘interpretative’ or
‘heuristic’. The rational for using the qualitative approach in this investigation
is to describe and portray patterns of learners’ self-directedness in CALL

laboratory and understand the teacher’s role in promoting those patterns.

Qualitative data analysis is used in this action research for analyzing the
results of reflective journals, peer-observation and teachers’ interview. The
qualitative analysis will allow the researcher to closely examine her
performance in promoting autonomous CALL and thus develop other

practices to cope with learners’ autonomy.
4.2.2.  Quantitative Data Analysis

Quantitative research is often associated with large scales, but can also
be used with small scales. It is suitable for case studies, action research,

correlational and experimental researches. It intends to explain phenomena
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by gathering numerical data that are then analyzed using mathematically
based methods.

Quantitative data analysis is employed in the present research work to
provide an objective overview of the obtained data. Given (2008) ascertained
that quantitative data analysis is convenient in enhancing the validity,
credibility, honesty and transferability of the findings. It includes the
employment of a number of mathematical procedures, termed as statistics

Dornyei (2007).

Statistics are of two types: descriptive and inferential. Descriptive
statistics, as its name implies, it describes and presents the gathered data. Its
purpose is to review and expose the attained data in numbers and figures.
According to Burns (2010), reporting data through descriptive statistics can

be done through two different ways:

e Measures of central tendency, in which one measure is given to
the range of quantitative results in three different ways:
o The mean that is the average score.
o The mode that is the score obtained by the greatest number
of people.
o The median that is the score obtained by the middle
participant in a categorized group of people.

e Measures of dispersion or variability, in which a measure is given
to show how numbers disperse across a set of data. dispersion can
be shown through:

o The variance that is a measure of how far scores are from
the mean.

o The standard deviation (SD) that is a measure shows the
dispersal or range of scores. SD represents the average of

the distance of each score from the mean.

Inferential statistics, in contrast, intend to generalize from a sample to

the entire population (Given, 2008). This type includes hypothesis testing,
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difference testing and correlations. Based on the objective of reviewing a
thorough picture of the studied phenomenon, the two types of statistics were

considered.

Nevertheless, analyzing quantitative data through mathematically based
methods entails a number of procedures that embrace arranging the collected
data, reporting the findings then deliberating them. Hence, the researcher has
followed a number of connected stages planned by Creswell (2012) while
dealing with the observational checklists used in classroom observation, the
closed questions mentioned in the interview and learner autonomy

questionnaire.

v" Phase one, named as coding, involves organizing the data for analysis
and assigning numeric scores to the data. Kothari defines it as,
“assigning numerals or other symbols to answers so that responses can
be put into a limited number of categories or classes” (2004: 123).

v" Phase two entails the use of both descriptive and inferential statistics
for analyzing data. Descriptive analysis encompasses calculating
percentages and scores, whereas inferential analysis entails making
inferences from the studied sample to wider population. In fact,
investigators have suggested three inference modes.

o Abduction: suggesting a hypothesis after reviewing
observational data.

o Induction: testing the suggested hypothesis.

o Deduction: is the one that is selected for the present study. It
involves suggesting a hypothesis based on a specific theory,
selecting a representative sample, gathering quantitative
information, testing the suggested hypothesis then
generalizing.

v' Stage three includes reporting the statistical results in tables, charts
and passages that offer exhaustive explanations after each table or

chart.
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v' Stage four takes account of data interpretation with reference to the

literature review.

In the present action research, the quantitative approach is utilized to
analyze learner autonomy questionnaire, observational checklists and some
questions of the interview. After the process of qualitative data coding, the
researcher purposefully established associations between the different types
of data, for the sake of finding reliable answers to the research questions.
Therefore, the qualitative data will be listed in relation to the obtained

quantitative results.

Indeed, action researchers have to generate a coherent story from all the
gathered data to elucidate the research procedure. Thus, the following table

reviews the timeline of this inquiry.

Learner autonomy The onset and end of the academic
questionnaire year
Reflective journal Throughout all the first semester
Pre-action plan checklist Throughout the first semester
Peer-observation Throughout the first semester
Post-action plan checklist Throughout the second semester
Teachers’ interview The end of the academic year

Table 4.2 Action Research Procedure

It is worth reminding that the researcher has opted for Kemmis and
Mctaggart (1988) model of action research. However, the analysis of the
obtained data will be reviewed moving principally through three main stages
including: the pre-reflection phase, which stands for the planning phase. The
reflection phase corresponds to the action phase, and the post-reflection

phase stands for the observation and reflection phases of the model.

4.3. ANALYSIS OF THE PRE-REFLECTION PHASE RESULTS
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The essential assumption underlying this thesis is that any event that
occurs in educational settings can be employed to cultivate a profounder
understanding of the teaching operation. A classroom teacher may fail to
manage a certain event; however, it can be used as a basis for critical
reflection. The low autonomy level in CALL laboratory has long perturbed the
teacher-researcher who decided to use her contemplations of and reactions to
learners’ dependence. Thus, several methods have been employed to gather
full information about learners’ lack of self-direction in order to develop
strategies for intervention. In this chapter, a number of methods is used to

investigate classroom teaching and learning.

As a planning phase, the pre-reflection stage sought to identify the
learners’ level of autonomy in CALL laboratory through administering learner
autonomy scale as a pre-test. Accordingly, the data obtained from learner
autonomy scale will be presented first, and then interpreted to test the first

proposed hypothesis.

Prior to analysis, a description of the classrooms sessions before the
adopted action plan including both teacher’s and students’ performance in
CALL laboratory would be of crucial importance to allow a better

understanding of the presented data.
4.3.1. CALL Sessions During the First Semester

The provided language laboratories are platforms designed especially to
teach interactive activities. In the language laboratory, the teacher can control
all the learners’ computers distantly including turning on/off, restarting,
accessing to all software programs and thus controlling the learners’

performance and outcomes.

For the development of the students’ oral comprehension and expression
skills, the teacher-researcher has designated a number of CALL resources for
enhancing listening comprehension, speech-making and oral
communication. Throughout the first semester, the teacher repeatedly

provided explanations and illustrations notifying the students that they will

134



CHAPTER FOUR Research Results Analysis and Interpretation

receive some lectures to develop their listening and speaking skills by means
of CALL programs such as Windows Media Player and Word Processors.
Then, they have to demonstrate comprehension and communicate through a

number of activities.

Regarding the listening skill, the teacher-researcher selected some
learning experiences in which pieces of recorded speech and videos are sent
to the students’ personal computers via video steaming. Once they receive the
recording from their teacher, learners open it using video steaming. They can
listen and watch the video or recording using their headphones and screens.
In this way, each learner can listen and play back the material, the act that
can enhance autonomous learning. The students are required to listen and
comprehend the material delivered to them and discuss with their teacher
and peers. Accordingly, the used CALL materials are screens, headphones and

mice as Hardware devices and Windows Media Player as a Software.

Concerning the speaking skill, the teacher asked the students to prepare
a free talk using Microsoft Office PowerPoint and present it in front of their
peers using the Data Show. The presentations have to be prepared in advance;
however, before engaging students in this experience, the teacher has
described the entire process in details, dealing especially with the main steps
of planning an effective presentation that has to embrace pictures, graphics,
sounds and videos. In the laboratory, the presentations have to include a talk
explaining the main slides followed by a discussion that included the audience
(i.e., teacher and students) comments and questions. In this way, CALL
materials are used for PowerPoint presentations only and the audience have

no practice of these materials.

The teacher-researcher has followed this methodology all through the
first semester, and it is the methodology she used to work with before. The
teacher selects an audio/video material being paired with comprehension
tasks for the oral comprehension course. Whereas, for the oral expression

course, she asks students to use multimedia computing as a basis for free talk
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presentations. To put it in a nutshell, the only CALL Software programs used
in oral expression courses are Windows Media Player and Microsoft Office

PowerPoint.

4.3.2.  Learner Autonomy Questionnaire (Pre-Test)

Questionnaires are convenient methods of collecting data about affective
extents of teaching and learning, as thoughts, attitudes, motivation, and
preferences, which then enable a teacher-researcher to gather an enormous

amount of relative data in a short period of time (Richards and Lockhart,

1996).

As a quantitative data attainment method, learner autonomy
questionnaire is composed of a number of Likert scale items (see Appendix
1). Following steps reviewed in section (4.2.2.), in the coding phase, each item
is assigned a number as identification. Response options, in addition, are
given numbers for scoring purposes. In this sense, the coding frame of the
scale responses is: ‘strongly disagree’ = 1, ‘disagree’ = 2, ‘neutral’ = 3, ‘agree’=

4, ‘strongly agree’ = 5.
» Learners’ Performance

The scale first part contains twelve items carefully designed to identify
learners’ capacities and competences that may denote their autonomy within

the classroom setting. The following table summarizes the main results

achieved.
Item Statement Mean

1 I can use the computer on my own. 2,85
2 | Ilearn English better in CALL laboratory. 3,11
3  Ienjoylearning English in CALL laboratory. 3

4  Learning in the laboratory sustain my interests. 2,56
5 I am often engaged in CALL activities. 2,85
6  Ifeel that I am effective in CALL laboratory. 2,11
7 Ilike trying new things in CALL laboratory. 1,66
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8 | CALL assignments increases my willingness to continue 2,05

learning.
9 Ilearn better when working with colleagues 3,43
10 | I often help my colleagues to overcome obstacles 1,5
11 CALL atmosphere is energizing. 3
12  CALL assignments develop my reflective thinking. 3,5

Table 4.3. The Mean of Learners’ Performance Pre-Test Scores

The following bar graph clearly presents the learners’ performance

scores
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Bar Graph 4.1. Distributing Learners’ Performance Pre-Test Scores.

The mean of the total learners’ scores is 2,71, and the standard

deviation is 0, 71 as it is shown in table 4.4.

Mean Standard Variance
Deviation
Learners 2,71 0,71 0,50

Performance

Table 4.4. Central Tendency and Variability for Leaners’ Performance

Pre-Test Scores.

The table demonstrates that learners’ performance in CALL laboratory

at the beginning of the first semester is under the average. In this concern, the
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SD defines the way the realized scores are dispersed around the mean of the
target group. When the SD is low, the scores are closed to the mean and the
group is homogeneous. However, when the SD is high, the score are far from
the mean and the group is heterogeneous. The results displayed in the table

demonstrate the homogeneity of the studied group.
» Self-Direction Test

Based on the cognitive perspective to autonomous learning, the second
part of the scale consists of twelve statements. It intends to test and examine
learners’ ability to direct their own learning in addition to the extent to which
they are afforded with responsibilities to take part in the planning,

monitoring, and evaluation of the learning experiences.

Item Statement Mean
1 | I usually set my own goals for each session. 2,11
I like activities in which I can learn on my own. 2,33
3 | I useother CALL resources rather than the ones available | 2,26
in the laboratory on my own.
4 | I check new words by looking them up in e-dictionaries. 3,5
5 | I'would like to select the materials for my CALL lessons. 2,36
6 | I use my own way to do CALL assignments. 1,66
7 | I would like to participate in the decisions of what to do 2,46
in the lesson.
The teacher should give me regular tests. 1,56
I know my weakness and go for it. 1,9
10 | If I cannot understand during the session, I can learn 2,11
working myself.
11 | If I have missed a session, I am responsible for it. 2,26
12 | I have my own way of assessing my performance. 1,53

Table 4.5. The Mean of Learners’ Self-Direction Pre-Test Scores

These scores are visually demonstrated in the following bar graph
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In this sense, the mean of the total learners’ scores in the self-direction

test is 2,17, and the standard deviation is 0,58 as it is presented in table 4.6.

Mean Standard Variance
deviation
Self-Direction | 2,17 0,58 0,34

Test

Table 4.6. Statistical Description of Learners’ Self-Direction Pre-Test

Scores

This table demonstrates that learners’ Self-Direction capacities in CALL

laboratory are below the average.
» Role of Class Teacher

Ultimately, the last ten statements were about the importance of the role
of the teacher in CALL laboratory. This part addresses the feature of learner-

centeredness, and the results are presented as follows.
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Item Statement Mean
1 I feel embarrassed when I experience a new activity. 3,5
2 I cannot do an activity if the teacher does not explain it 3,53

several times.
3 I learn better, when the teacher explains several times. 4,43
4 I feel confident when the teacher is beside me while 3,93
doing assignments.
5 I can learn only with the help of my teacher. 4,06
6 My teacher has always to guide me. 4,03
7 I learn better only when the teacher gives me feedback 4,13
8 I seek for my teacher’s help only in private and not in 4,73
front of my classmates.
9 I like the assignments where I can work with others. 2,4
10 I hesitate to take decisions alone. 3,56

Table 4.7. The Mean of Learners’ Ratings of the Role of Class Teacher

in the Pre-Test

Bar graph 4.3 illustrates the distribution of ratings over learners’ views

of the importance of class teacher in the learning environment.

Leaners' Scores

S

w

N

[Eny

JITITTTIT

Bar Graph 4.3. Distribution of Learners’ Ratings of the Importance of

Class Teacher in the Pre-Test
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The mean, the standard deviation and the variance of the total students’
ratings of the role of class teacher in CALL environment are displayed in table

4.8.

Mean Standard Variance
Deviation
The Role of Class 3,83 0,63 0,40

Teacher

Table 4.8. Measures of Learners’ Ratings of the role of Class Teacher in the
Pre-Test

These results demonstrate that when it comes to the role of the teacher
in the laboratory, learners show dependence and reliance that are apparent in

their scores.

Accordingly, the overall autonomy mean is 2,90 which determine a low
level of autonomy in CALL environment. To summarize the findings, the
following pie chart illustrates the learners’ autonomy mean in classroom

performance, self-direction test and reliance on class teacher.

Autonomy Mean

3,83 2,71. . S LTS

2:17 e e T e e

Pie Chart 4.1. The Overall Autonomy Pre-Test Mean
4.3.3. Data Interpretation

According to the presented scores, one may deduce that learners’
autonomy be it due to cognitive, metacognitive, affective or social factors is
generally rated as low in CALL laboratory before the teacher’s critical

reflection on her practices. The presented statistics demonstrate that learners’
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general beliefs about themselves are below the average. The majority of
learners rely on their teacher to accomplish CALL assignments. They also
show decreased cognitive and metacognitive abilities to hold and have control
over their learning. They avoid to be noticed by their peers as they lack
necessary competences that make them self-confident learners. All these
beliefs are assumed to be reasons why learners did not benefit from the

autonomy-supporting feature of CALL.

Therefore, the present findings confirm the low level of learners’
autonomy in CALL laboratory that was hypothesized for the first research
question. Learners’ abilities to direct their learning seem to be weak as a low
mean was scored 2,17. As far as classroom performance is concerned, the
mean of the students’ scores was 2,71 which points out a below average of
taking charge of CALL assignments. As for the importance of class teacher,
the result of 3,83 as a mean indicates the teacher centeredness over the
learner-centeredness. Learners depend on the teacher’s support and without

which they cannot continue learning.

As a critical thinker, the teacher reflected on a possible explanation that
may elucidate the learners’ dependency. As a result, the assigned activities
along with the teacher’s methodology that do not provide learners’ with any
opportunity to take roles and be responsible practitioners would be an
interpretation of their low level of self-direction. Thus, the allocated leaning
experiences that do not benefit from CALL qualities are answerable for the

learners’ dependence on their teacher.
4.4. THE REFLECTION PHASE RESULTS ANALYSIS

The desired goal of the present thesis is make use of reflective teaching
practices in order to have students develop a level of self-direction in CALL
laboratories. Reflective practices can be seen as learning tools from one’s own
experience. In this Manner, Raya and Vieira state that promoting learners’
autonomy requires teacher inquiry and reflective practice, accordingly they

assume, “Reflective inquiry can be promoted in a variety of ways, for example
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through participant observation, reflective dialogue and records,
questionnaires and interviews, self/co-assessment, portfolios and journals”
(2014: 46).

Throughout this thesis, a number of practices have been incorporated as
part of the teacher’s reflection for action. Observation, in general, be it
participant or non-participant and journal entry are used as reflective
practices for the sake of collecting information about teaching. After the
questionnaire administration, the teacher as participant observer has
completed the pre-action plan checklist during eight consecutive classroom
sessions. Meanwhile, the researcher invited a number of peer teachers to
observe her practices in CALL laboratory in order to have data of diverse
sources. Afterwards, the teacher started keeping reflective journals as another
reflective practice. A total of 15 entries for 2 groups were written in the first
semester before the teacher’s intervention.

Therefore, the data obtained from the three practices of reflective
teaching are going to be analyzed in this section following the order of their
conduction. In this sense, the findings of the pre-action plan observation
checklist will be reviewed first, followed by the peer observation results, then

an examination of the journal entries’ results is going to be presented lastly.
4.4.1. Pre-action Observation Checklist Results

After defining the problem of autonomy in learners’ performance, an
observational checklist was conducted by the researcher to explore the
missing points in the classroom activities that are responsible for the learners’
lack of responsibility, self-initiation and decision-making.

While teaching, the checklist guided the teacher as a participant observer
to note the frequency of the observed autonomy supporting opportunities for
the sake of reflection. Accordingly, Loughran (2005: 8) states, “a valuable
extension to ‘guided reflection’ is the observation of one’s own teaching”.
Thus, the obtained results from this checklist are going to be used to bring

back the teacher-researcher’s practices, think about it and lastly evaluate it.
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As a first analyzing step, a coding frame that identifies the denotation of

the scores for each statement is accumulated. Thus, each alternative response

option is assigned a number as identification. In this manner, the coding

frame of the statements’ responses is

‘Very seldom’ = 1, ‘Occasionally’ = 2, ‘Quite often’ = 3, ‘Very often’ = 4.

N that is the number of scores in a set, in this case is 8. Table 4.9 reflects

the mean, median and mode for the frequency of the observed autonomy

related factors and opportunities.

~

oR Wb

Statements

Offering choices.

Giving encouragements.

Providing hints.

Offering rationales.

Encouraging learners to set their own learning
goal.

Generating a self-access facility in the
classroom

Encouraging learners to develop critical
thinking skills

Encouraging learners to create extension into
learning experiences.

Encouraging learners to predict how well they

are progressing.

10.Instigating self-assessment

11. Encouraging cooperative work.

12. Fostering peer assessment

13. Students’ listening

14. Students’ talk

15. Being responsive to students questions

16. Encouraging learners to use CALL materials

outside the classroom.

Mean

1,37
3
1,62
1,62

1,25

1,75

1,75

1, 62

1,37

1,5

1,75

1,12

1,87

3,62

1,25

Mode

1

NN W

= A N W

Median

1

NN W

= B~ N W
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Table 4.9. The Teacher’s Observed Autonomy-Related Opportunities

The mean scores are visually presented in Bar Graph 4.4.

-

o -
4
3,62
3,5
3 3
3
2,5
=
© 1,87
g 2 162 1,62 1,75 1, 75
1,5 53 1,25
1
0,5 ‘
0
1 2 14 15 16

Statements

Bar Graph 4.4. The Mean of the Observed Autonomy Related
Opportunities

The statistics above demonstrate that the most frequent opportunities
are giving encouragements (3), students listening time (3) and being
responsive to students engendered enquiries (3,62). However, the
frequencies of the autonomy supporting factors as offering choices (1,37),
encouraging learners to set their own learning goals (1,25), generating a self-
access facility in the classroom (1,75) and instigating self-assessment (1,5) are
all below the average. These numbers point out that the low autonomy level
assessed in leaner autonomy scale (used as a pre-test) is due to the lack of
classroom encouragement to set goals and the offered opportunities to hold
responsibility over learning.

To sum up, the pre-test and checklist results have all demonstrated a low
autonomy level resulting mostly from the accessible learning experiences. The
teacher’s practices in CALL laboratory do not provide learners any space to
make choices, set their own goals, develop critical thinking skills, create
extension into tasks and activities, assess their learning, learn socially or even

talk and express.
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As a reflective practitioner, the teacher asked the questions of, why do I
teach this way? After reflecting on this question, the teacher realized that
placing the students in CALL environment is not enough for developing their
autonomy, but she has to act in a certain manner.

The attained results indicated a problem that necessitates the teacher’s
thinking about her actions to search for the paramount trail that leads to
improved learning. After reflection, the state of doubt and uncertainty lays in
the methodology used and the selected materials. Henceforth, reflective
practice is advantageous to consider all the existing components that form the
content and the context of learning. Consistent with the second proposed
hypothesis, this conclusion demonstrates the efficiency of reflective practice
in recognizing the missing points underlying the learners’ low autonomy level
in CALL laboratory.

4.4.2.  Peer Observation Results

Peer observation is a form of partnership by which teachers observe each
other’s practice to develop understandings about one’s own teaching
performance and promote reflection. Throughout this research work, peer
observation is used as a reflective practice to identify weaknesses in order to

develop an action plan for further improvement.

After inviting the observers randomly from the English pedagogic staff
at Naama University Center, four teachers have accepted the researchers’
invitation for observation. The invited teachers have conducted seven
observations. Each teacher has observed two different sessions; whereas one
teacher has done only one observation that was synchronized with another
observation. The researcher has given them a printed designed form
containing the specific aspects of performance to be observed in order to

record their feedback (see Appendix 5).

Immediately after the observed sessions, the observers have given the
designed form to the researcher. In fact, the designed form consists of three

parts. The first part contains general information about the observation
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including name of the instructor, the observers’ coding frame (as
identification each observer is assigned a number i.e., Observer 1, Observer 2,
Observer 3, Observer 4), date, time of class and the number of the attendant
students. These information allowed the researcher to analyze each observers’

feedback alone.

The second part of the designed form comprises three questions about
the aspects of practice to be observed. Each question is going to be analyzed

separately according to each observer.

» How could you describe my performance in supporting autonomous
CALL?

The observers’ evaluations of the teacher’s performance in supporting
autonomous CALL were largely converged. After observing two different
sessions, observer 1 noted that the teacher’s selection of the learning
experiences did not support self-directed learning or offer opportunities to
make choices. Furthermore, the chosen activities were inappropriate to the
autonomy supporting quality of CALL, as they did not entail the use of the

available materials and resources.

Observer 2, throughout two observed sessions, noticed the limited use of
CALL resources and the inclusion of ordinary activities that did not
necessitate CALL laboratory. It has been also noted that the offered
experiences were unfitting to CALL environment and did not promote critical

thinking skills.

After conducting two observations, observer 3 evaluated the teacher’s
performance in promoting autonomy in CALL environment as unsuitable due
to the nature of the presented activities that did not effectively use CALL
materials to support self-directed learning. Observer 2 has also noted the
teacher’s continuous help and assistance that did not advocate autonomous

learning.
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In one observation, observer 4 noticed that the teacher presented a well-
organized course through CALL facilities; nonetheless, the students did not
utilize CALL materials for practice. It has been also marked in this
observation that the teacher did not encourage the students’ access to the

available CALL resources.
» How would you describe the role I play in my class?

The role the teacher plays in the classroom can identify the degree to
which learners are autonomous. The observers’ descriptions of the teacher’s
role in CALL environment demonstrated a teacher-centered classroom.
Observer 1 portrayed the teacher as an authoritative who follows an arranged
lesson plan, provides knowledge and monitors the learning process. In the
two observation forms, Observer 1 remarked that the teacher was responsive
to the students’ continuous questions through modeling, demonstrating,

providing feedback and re-teaching when necessary.

Observer 2 described the teacher as the sage on the stage who gives
directions, explains several times and guides every student. Observer 2 has
also noticed that the teacher was reactive to leaners commands but did not
encourage setting goals and peer assessment, which are the two ideals that

can foster autonomous learning.

Observer 3, in the two observed sessions, marked the teachers’ provision
of directions and illustrations. However, the written responses to the
teacher’s role in CALL environment revealed that the teacher did not provide
rationale, foster responsibilities or encourage self-directed learning. Along
with observer 3, observer 4 confirmed the teacher’s role in monitoring and
illustrating most of the class time. Observer 4 added that the teacher did not
offer choices for the students to select and take charge of their own learning.
Moreover, both observer 3 and 4 mentioned that the act of keeping

opportunities to use CALL materials all the time was missing.

» How would you describe my learners’roles in the class?
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The changing requirements of modern education have redefined
teachers and learners roles. Learners are no more deliberated as passive
receivers of knowledge conveyed by teachers. Instead, learners need to be
given responsibilities to take charge of their own learning. After describing
the teacher’s role in CALL laboratory, the observers have given their
viewpoints concerning the learners’ roles. They were all agree on the point
that learners did not hold any responsibility to make decisions and control

their own learning.

Observer 1 defined learners as passive and reliant who cannot learn
without assistance. In the second observation, observer 1 stated clearly that
learners were dependent. They did not seek for alternatives and continuously
asked for help. Similarly, observer 2 perceived learners as passive and unable
to direct their own learning. Observer 3, in turn, marked inactive learners who
did not act independently at all. Additionally, both observers 3 and 4 noted
that learners used only the required CALL resources though insufficient and

not all the available ones, as they were not encouraged to.

In the last part of the observation form, the observers were given the
opportunity to have a final say about the key areas of strengths and
weaknesses in the teacher’s performance. For the areas of strengths, the
observers documented different notes. Observer 1, for instance, noted that the
strengths in the teacher’s performance are providing feedback and
encouraging learning in general. Observer 2 noted that the teacher managed
the use of CALL materials. Similarly, observer 3 remarked in the two
observation forms the teacher’s well management of CALL laboratory.
Observer 4, however, tackled a different area that is cooperation with other

teachers through peer-observation.

The weaknesses in the teacher’s performance, on the other hand, were
analogous. The observers viewed that the observed teacher did not benefit
from CALL qualities for increased autonomy due to different reasons.

Observers 1 and 3 mentioned that the teacher’s selected experiences that did
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not provide learners with opportunities to practice independently or make
choices. In the same area, observer 2 noted that the teacher did not set
expectation for achievement in accordance with abilities, whereas observer 4
renowned that the problem in the teacher’s performance is the inappropriate

selection of the assigned activities.

According to the literature, promoting autonomous learning is done by
supplying learners with opportunities to make decisions and choices. Using
CALL materials, teachers can effectively lead students to realize the trail to
learning on their own. However, the data obtained from peer-observation
have further validated the observational checklist results. The observers’
evaluation of the teacher’s practices in CALL laboratory confirmed that the
teacher’s methodology in selecting assignments, distributing roles, and
providing opportunities is the reason that underlined the learners’ low

autonomy level.

The observers have noted many areas of weaknesses in which the teacher
did not select the right assignments that help students to use CALL materials
for making choices or decisions, setting goals, reflecting critically and thus
being responsible for their own learning. The positive point documented in
the teachers’ observations was the teacher’s management of CALL materials.
In this sense, peer-observation is a useful reflective practice for recognizing
strengths and dealing with weaknesses and thus the second hypothesis is

confirmed.

Moreover, peer-observation results indicated that the teacher’s
methodology was not accurate to benefit from the autonomy supportive
feature of CALL. Henceforth, a reflection for action is required for the
development of the teacher’s performance. Accordingly, peer-observation is a
supportive practice to create an action plan that develops learners’ autonomy

in CALL laboratory, which proves once again the third proposed hypothesis.
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4.4.3.  Analysis of the Reflective Journal

As part of the teacher-researcher’s reflective practice to promote EFL
learners’ autonomy in CALL laboratory, journal entry was used to collect
various understandings of the teaching situation before the adopted action

plan.

The journal entries were classified according to weeks, and then read
several times for critical reflection. At this level, the researcher is going to
analyze the journals chronologically according to the time of their entry. This
is to check the accounted problems, the teacher’s reactions and
interpretations of these problems in order to evaluate learners’ autonomy

before the teacher’s intervention.

After collecting observational data, the researcher started keeping
journals as another reflective practice. Fifteen (15) entries were kept in the
first semester to seek for an explanation to the students’ low autonomy level.
Qualitatively analyzed, some entries were grouped together when repeated
ideas and patterns were considered to avoid repetition and facilitate data

introduction.

In the first two entries, the teacher researcher noticed the problem of

boredom and lack of attention in the laboratory, she documented in an entry

It is the eighth session; the students are familiar with the materials
at hand but not motivated to learn. They use the materials for
listening then they keep silent and take off the headphones

immediately as if unwilling to listen again.

As a reaction to the noticed problem, the teacher wondered: what may
be the reason? To interpret the situation, she decided that students are
unused to CALL laboratory and need more practice. The developed
understanding from the situation revealed that students need more

encouragement and assistance to perform successfully in CALL lab.
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In the following two entries, the researcher noted another affective
problem similar to the students’ lack of attention and interest that is
willingness to learn, discover and create in a claimed to be the suitable

environment. As a reaction to this problem, the teacher noted

A teacher’s job is more than presenting an organized course. I feel
that I am supposed to provide more assistance, invite my students
to seek for help whenever they need it and encourage them to

practice more in the laboratory.

The researcher’s interpretations to documented events revealed that
assistance might be helpful in acquainting the students more with assigned
experiences. Thus, encouraging students to ask for assistance may be a
solution to the problem of students’ lack of motivation and willingness. In this
sense, the nonexistence of the affective factors such as willingness is

answerable to the students’ lack of autonomy in CALL laboratory.

After engaging in the strategy of assistance giving, the teacher-
researcher reported the same problems in the following four entries, but with
a reduced amount. She reported that the students started to ask and show a
level of interest. This interest soon became problem as the researcher realized
that they seek but for help. Afterwards, the researcher reported as a problem

in one of the entries

I tend to be over assistant to students, which is not always good.
After listening to the recording or while presenting through CALL
facilities, my students ask too many questions and sometimes the

same questions are repeated several times.

The teacher-researcher reacted that the over assistance has made the
situation worse. The students became dependent and reliant to the point they
enquire before any action. This fact put the teacher in a perplexing situation.
As an understanding, the researcher pointed out that the strategy she used

did not work because it did not consider other autonomy related factors.
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Engagement is another problem that was reported in three entries. The

researcher noted in one entry,

I feel that my class was not really involved. The problem of
engagement was apparent especially in oral expression courses
where only one or two students present and the others listen for
later discussion. Moreover, my students show low levels of

engagement whenever I do not provide assistance.

The teacher’s reaction to this problem indicated that she was not always
responsive to all the inquirers due to time constraints, as she has to move from
a step to another. As an interpretation, she documented that students were
not comprehensive that the lesson has to be completed for a better
understanding. They complained, thus they lost their engagement. The
teacher’s understanding of the situation revealed that engagement is an
important cognitive factor to autonomous learning when lost students would

not be able to participate actively and creatively in the process of learning.

As the teacher started to engage regularly in writing journals, she started
to realize a profound understanding of the teaching situation from learners’
performance. The teacher’s practices in CALL laboratory were responsible for
many of the identified problems in the journal entries. Self-regulation, or the
capacity to develop strategies for learning and problem solving, is a
metacognitive process that was highly acknowledged for autonomous
learning was documented as a problem in two entries. The teacher reacted
that learners were not given any responsibility to make choices relevant to
their learning styles, preferences and needs. In these entries, the teacher’s
interpretation of the situation exposed that she has to seek for rather different
learning experiences consistent with the environment of CALL in order to
benefit from its premises. The understanding she gained from the situation
revealed that alternative experiences that give more roles to learners have to

be introduced.
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In the rest entries, the teacher-researcher reported only one problem
that is the students’ dependence on their teacher. Seeking constantly for help
and showing low levels of interests and engagement have long perturbed the
teacher who was always trying to move the laboratory out of passive learning

modes to highly engaged learning. She noted as a reaction in one of the entries

I think my biggest area that needs improvement is fostering
autonomous learning. Something has to be transformed in the
laboratory for better learning. Because, during my practicum I have
realized that solving a problem requires more than a reflection in or

on action.

The reported interpretations in these entries displayed the teacher’s
ineffective methodology in CALL laboratory due to the number of the
encountered problems. As understandings, the teacher-researcher stressed
the significance of reflecting for action in order to develop a strategy for

change.

The following table summarizes all the defined problems in the 15
entries, the teacher’s reactions to these problems, her interpretation and the

gained understanding from each situation.
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Table 4.10 Summary of the Reflective Journal Entries

While reflecting on these entries, the teacher-researcher recognized the
importance of reflective writing in developing a better understanding of her
own teaching practices, which in turn helped her in the conceptualization of
herself as a teacher. The assembled data displayed the teacher’s attempts to
cope continually with the encountered problems. However, dealing with one
problem at a time as a result of a reflection on action was unused to develop
autonomous learning. Each time other problems appear in the following

entries.
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Moreover, the entries analysis demonstrated the ineffectiveness of the
teaching method in CALL laboratory as it did not give learners more roles to
take responsibility, make choices and develop strategies. Henceforth, the
teacher’s reflection for action is recommended to convert the shape of
learning in CALL environment. As a result, keeping journals as a reflective
practice is said to be useful in ascertaining both strengths and weaknesses.

Hence, this result proves the second proposed hypothesis for another time.

At the end of the first semester, the teacher thought of a possible method
that may aid both the teacher and the students to profit more from the
technology at hand. As an outcome of the teacher’s reflection for action, OPG
Software was adopted as an action plan to deal with the problem of learners’
autonomy in CALL laboratory. In the second semester, OPG was used in the
listening/speaking modular courses as a strategy for change aiming at

developing learners’ autonomy.

In order to manage and control the effects of OPG as an action plan,
learners’ autonomy was assessed by using an observational checklist
conducted during the second semester and learner autonomy scale as a post-

test at the end of the investigation.
4.5. ANALYSIS OF THE POST-REFLECTION PHASE RESULTS

The present stage aims at assessing learners’ progress after the reflective
practices that were hopefully opted for a course of action to enhance learners’

autonomy in CALL laboratory.

Throughout the post reflection phase, it was thought to carry out an
observational checklist to examine the efficiency of OPG for increased
autonomy. Then, learner autonomy questionnaire was administered as a
post-test to cross check the observation results. Finally, the teacher-
researcher end up her inquiry by making the achieved results accessible to

others for critical reflection through interviewing.
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4.5.1. Post-Action Plan Observation Checklist

After using a number of reflective practices and taking on OPG Software
as a result of reflection for action, an observational checklist was conducted
to observe its effects on learners’ self-direction, self-access, self-assessment,

critical reflection and independent action.

The teacher started the observation conduction two weeks after OPG
implementation. The teacher intended to give learners the opportunity to

experience and explore the new material at hand.

The checklist contains twelve statements with four alternative responses.
In this sense, the coding frame that identifies the statements alternative

responses is
‘Very seldom’ = 1, ‘Occasionally’ = 2, ‘Quite often’ = 3, ‘Very often’ = 4.

N is the number of the scores in a set. In this case, N is 8. In addition,

each statement is assigned a number as identification.

Aiming at summarizing the relative occurrences of learners’ behaviours
and actions in the classroom, the designed checklist sought to address a
number of autonomy related constructs. Thus, the frequency of the observed
autonomy related factors and opportunities while learning through OPG is

displayed in table 4.11 in terms of the measures of central tendency.
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Mean Mode Median

1. Learners’ are actively engaged. 3,5 4 3,5

2. OPG attracts learners’ attention. 3,25 3 3

3. Learners’ are interested. 3,62 4 4

4. Learners act independently. 3,37 3 3

5. Learners make choices. 3 3 3

6. OPG engenders self-access facility in the 4 4 4
classroom

7. OPG develops learners’ critical thinking 3 3 3
skills

8. OPG helps learners to create extension 2,25 2 2
into learning experiences.

9. OPG helps learners to estimate how well 4 4 4
they are progressing.

10.0PG initiates self-assessment 3,87 4 4

11. OPG promotes cooperative work. 2,12 2 2

12. Students seek for help 1,37 1 1

Table 4.11. Autonomy-Related Opportunities while Learning through OPG

Bar graph 4.5 presents the mean of the frequency of OPG offered

autonomy related opportunities throughout eight observed sessions.
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Bar Graph 4.5. The Mean of OPG Offered Autonomy Supporting
Opportunities.

158



CHAPTER FOUR Research Results Analysis and Interpretation

The exposed statistics reveal that the frequencies of the autonomy
related factors and opportunities are above the average. Thus, OPG has
brought significant changes in learners’ performance.

As the first component in the checklist, engagement is above the average
with a mean of 3,5. According to Mann (2001), perceiving learning
experiences as relevant and significant will profoundly rise engagement with
the learning, and subsequently act as a powerful motivator. Engagement with
learning is crucial in developing learner autonomy. Henceforth, when
properly used, CALL facilities are supposed to promote autonomous learning.

Autonomous learning, in turn, requires metacognitive awareness as a
necessary factor. According to Schmidt (1995), awareness is a form of
consciousness and there are four types of consciousness, among which is
consciousness as attention. He claimed that paying attention is characteristic
of autonomous language learning. Throughout the observed sessions, it has
been noticed that OPG has attracted learners’ attention with a mean of 3,25.
Besides attention, assessing what has been leant and monitoring learning
progress are other metacognitive factors that were scored above the average.
Thus, the implemented action plan has offered learners with opportunities to
estimate the progress of their performance and develop their self-assessment
skill.

As an affective factor, learners’ interest was given considerable
importance in the observation checklist due to its importance for autonomous
learning. According to the reviewed literature, Deci recognizes autonomy as a
basic need that must be satisfied to achieve a sense of self-determination.
Considerably, autonomous learning occurs when individuals embrace the
activity with a sense of interest. Little (1991) postulated that independent
action focuses on individuals’ interests and needs. In the studied setting, OPG
has been found effective in supporting affective autonomy in terms of creating
interesting experiences with a mean of 3,62 which met almost all students

needs and promoted independent action as statistically presented above the

average 3,37.

159



CHAPTER FOUR Research Results Analysis and Interpretation

According to the cognitive based definitions, autonomy is about making
choices and thinking critically; thus, for autonomy to be developed, students
need to make informed decisions and develop critical qualities about their
own learning. Throughout the eight observed sessions, the means of both
students’ informed choices and development of critical thinking skills were
above the average.

As for self-access, the score 4 as the mean was very high. CALL
laboratory is supposed to be the environment in which learners learn
independently without the support of a teacher. The limited activities
presented throughout the first semester prevented the students from this
advantage of self-access. The implementation of OPG in the second semester
has given learners more possibilities to experience a self-access facility in the
classroom.

The presented statistics demonstrated that OPG offered opportunities
for creating extension into learning experiences and promoting cooperative
work were average. The observed cooperation between students was for
solving technical problems only. A possible justification may be the nature of
OPG activities that support individualized learning through interaction with
the computer itself.

Seeking for help or the problem that irritated the teacher all through the
first semester was scored below the average 1,37 as students were given the
chance to take charge of their own learning through planning, selecting,
monitoring and assessing.

After analyzing the results, the researcher noticed that OPG has had a
strong influence on the class atmosphere as a whole and autonomy related
factors as well. The students have shown high levels of interest, attention,
engagement, awareness and self-regulation in almost all the observed
sessions.

Accordingly, the teacher’s action plan has made learners more involved
in the learning process; they were actively engaged, they were motivated, they

were self-assessors, they were monitors, and they were generally more
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autonomous learners. Thus, it offered cognitive, metacognitive, affective and
social autonomy support in CALL laboratory. This result, firmly confirms the

last proposed hypothesis.
4.5.2.  Learner Autonomy Questionnaire (Post-Test)

At the end of the second semester, and in order to establish a fine
comparison between learners’ autonomy before the teacher’s reflective
practices and after, learners’ autonomy scale was carried out as a post-test.
Thus, the researcher’s aim was to crosscheck the potential advantages of
reflective teaching practices on developing learners’ autonomy in CALL

laboratory.

It is worth reminding that the questionnaire is composed of three parts
and each part contains a number of statements addressing the four factors to

autonomous learning.
v’ Learners’ Performance

The following table displays the main results achieved after the teacher’s

adopted action plan.

Item Statement Mean
1 I can use the computer on my own. 4,56
2 I learn English better in CALL laboratory. 4,5
3  Ienjoylearning English in CALL laboratory. 4,85
4  Learning in the laboratory sustain my interests. 4,66
5  Iam often engaged in CALL activities. 4,85
6  Ifeel that I am effective in CALL laboratory. 3,85
7 Ilike trying new things in CALL laboratory. 3,95
8 | CALL assignments increases my willingness to continue 4,5

learning.
9 Ilearn better when working with colleagues 3,11
10 | I often help my colleagues to overcome obstacles 3,5
11 CALL atmosphere is energizing. 4,5
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12  CALL assignments develop my reflective thinking. 4,56
Table 4.12. The Mean of Learners’ Performance Scores at the End of the
Study

The mean of the total learners’ scores is 4,28, the standard deviation is

0,54 and the variance is 0,30 as it is presented in the following table.

Mean Standard Variance
Deviation
Learners 4,28 0,54 0,30

Performance

Table 4.13. Central Tendency and Variability Statistics for Leaners’

Performance Post-Test Scores.

The statistics in the table reveal that the scores of learners’ performance
in CALL laboratory at the end of the study are above the average and the group

is homogeneous.

The following bar graph displays a clear comparison between the mean

of learners’ performance scores at the onset and the end of the academic year.

4,5

3,5

2,5

1,5

0,5

0
11

B The onset of the study 2,85 3,11 2,56 2,85 2,11 1,66 2,95 3,43 1,5
B The end of the study 4,56 4,5 4,85 4,66 4,85 3,85 395 45 3,11 35 45 4,56
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B The onset of the study ~ EW The end of the study

Bar Graph 4.6. Learners’ Performance Scores at the Onset and the End of

the Study
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In a visual picture, the bar graph shows that the mean of learners’
performance scores at the end of the study is higher than the mean of their
performance scores at the onset of the study. At this level, one may consider
that the adopted action plan was successful in enhancing learners’
performance to act autonomously. In addition, comparing the standard
deviation and the variance achieved from learners’ performance scores of the
pre-test to those achieved from the post-test shows that the second values of
the standard deviation and the variance are lower which indicates a better
achievement after the teacher’s adopted action plan. In addition, learners’

scores are not far from the mean and thus the group is homogeneous.

Rather than observing two sets of scores, T-test formula is another
method that can be used to analyze learners’ scores. Indeed, there are two

types of t-tests:

1. Independent-samples t-tests: is a type used to compare the scores of
two different groups.
2. Paired-samples t-tests: is a type used to compare two sets of scores

obtained from one group (Dornyei, 2007).

For the present investigation, the researcher has opted for paired-

samples t-test formula to compare the pre-test and post test scores.

. x1 — x2
JVarl n Var?2
N1 N2

X1 stands for the mean of the pre-test scores

X2 stands for the mean of the post-test scores
Var1 stands for the variance of the pre-test scores
Var2 stands for the variance of the post-test scores

N stands for the number of the students
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2,72 — 4,28
t= =—-12,07
Jo,so N 0,30
60 60

Obviously, the t-test outcome reflects a negative value. This fact
indicates that learners’ performance scores of the pre-test are lower than their
scores of the post-test. The t-test result clearly shows the development of

learners’ performance after the teacher’s reflective practices.

Eta squared is probably the simplest formula that can be used to measure

the strength of an investigational effect.

2 _ 2
t _ (-12,07) = 0,71

Eta squared = t2+(N-1)  (=12,07)2 +(60—-1)

According to Dornyei (2007), eta squared is the most common effect size
indictor. He states, “the usual interpretation of eta squared is that .01 = small
effect, .06 = moderate effect, and .14 = large effect” (217: 2007). In the current

context eta squared is 0,71 which means that the effect size is large.
v’ Self-Direction Test

The second part of the scale intends to test learners’ self-direction in
CALL laboratory. The following table summarizes the main results achieved

after the teacher’s adopted action plan.

Item Statement Mean
1 | I usually set my own goals for each session. 4,11
I like activities in which I can learn on my own. 4,46
3 | I useother CALL resources rather than the ones available | 3,36
in the laboratory on my own.
4 | I check new words by looking them up in e-dictionaries. 4,9
5 | I'would like to select the materials for my CALL lessons. 4,11
6 | I use my own way to do CALL assignments. 4,46
=7 | I would like to participate in the decisions of what to do 4,33

in the lesson.
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The teacher should give me regular tests. 2,56
I know my weakness and go for it. 4,26
10 | If I cannot understand during the session, I can learn 3,66

working myself.

11 | If T have missed a session, I am responsible for it. 3,9

12 | I have my own way of assessing my performance. 3,56

Table 4.14. The Mean of Learners’ Self-Direction Post-Test Scores

These results are visually presented in comparison with the pre-test

4,9
4,46
411 4,33 4,26
366 2
3,36 , 3,56
3,
2,56
2,4

2,2 2,3 y Bt =

1,6 1,5 : 1,5
3 4 5 6 7 8 9 10 11 12

M Pre-Test Scores M Post-Test Scores

results.

Bar Graph 4.7. The Mean of Learners’ Self-Direction in the Pre and Post-

Test Scores

Bar graph 4.7 displays large differences between learners’ self-direction

scores in the post-test and their scores of the pre-test.

Table 4.15 presents the mean of the total learners’ scores, the variance
and the standard deviation of the self-direction post-test, in addition to t-test

and eta-squared outcomes to compare the pre-test and post-test results.

165



CHAPTER FOUR Research Results Analysis and Interpretation
Mean Standard Variance T-test Eta-

Deviation squared
Self-direction | 3,97 0,60 0,37 -18 0,84

test

Table 4.15. Central Tendency, Variability and Comparison Statistics for

Learners’ Self-direction Test Scores.

The outcomes in table 4.15 reveal that learners’ capacity to direct their

own learning is above the average. The low SD signifies that learners’ scores

are close to the mean, and thus the group is homogeneous. In addition, the t-

test negative value and the eta squared high outcome confirm the

development in learners’ self-direction capacities after the teacher’s reflective

practices.

v Role of Class Teacher

The pre-test scores revealed the supremacy of teacher centeredness over

learner centeredness. The post-test results are presented as follows.

Item
1

2

=

®w 3 & O

10

Statement
I feel embarrassed when I experience a new activity.
I cannot do an activity if the teacher does not explain it
several times.
I learn better, when the teacher explains several times.
I feel confident when the teacher is beside me while
doing assignments.
I can learn only with the help of my teacher.
My teacher has always to guide me.
I learn better only when the teacher gives me feedback
I seek for my teacher’s help only in private and not in
front of my classmates.
I like the assignments where I can work with others.

I hesitate to take decisions alone.

Mean

1,93
1,43

1,53
2,13

1,06
1,03
1,53
1,06

2,43
2,06
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Table 4.16. The Mean of Learners’ Ratings of the Role of Class Teacher in
the Post-Test

Bar graph 4.8 presents a comparison of the distribution of ratings over

learners’ views of the role of class teacher in the pre and post-test.
Role of Class Teacher

4,5

3,5
2,5
1,5
0,5
0
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M Pre-test Scores M Post-test Scores
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Bar Graph 4.8. Distributing Learners’ Ratings of the Importance of Class
Teacher in the Pre and Post-Test

The displayed results reveal that learners’ rankings of the role of class
teacher in the post-test are lower than the pre-test. These rankings

demonstrate learners’ readiness for self-direction and independent action.

Table 4.17 introduces central tendency and variability measures for the
role of class teacher in the post-test. Furthermore, the table presents both t-
test and eta-squared outcomes to compare the two sets of scores in the pre

and post-test.

Mean Standard Variance T-test Eta-

Deviation squared

Role of class 1,61 0,48 0,24 22,2 0,89

teacher

Table 4.17. Central Tendency, Variability and Comparison Statistics for the

Role of Class Teacher Scores.
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The results presented in table 4.17 demonstrate that the mean of the total
learners’ scores in the role of class teacher is under the average, which reveals
a reduction in the teacher’s role and an expansion in the learners’ taken
responsibilities. The t-test positive value designates that the role of class
teacher scores of the pre-test are higher than the post test scores. This value
expresses the diminution of the teacher’s roles in CALL laboratory after the
adopted action plan. Eta-squared, in addition, confirms the strength of the

action plan effect.

To sum up, the presented statistics reveal that learners’ autonomy is
largely rated as high in CALL laboratory after the teacher’s reflective
practices. The obtained data indicate that learners’ beliefs about themselves
are above the average. The majority of learners show increased cognitive and
metacognitive abilities to direct their own learning without relying on their
teacher. They also expressed high interests and willingness to accomplish

CALL assignments.

Accordingly, the exposed scores approve the usefulness of the adopted
action plan in developing EFL learners’ autonomy in CALL laboratory and

thus, the last proposed hypothesis is confirmed.
4.5.3.  Teachers’ Interview

The results of the interview; which intended to collect in-depth
information about the utility of reflective teaching practices to develop
teachers’ performance for increased learners’ autonomy in CALL laboratory
and expose the achieved results for critical evaluation; have been also subject
to discussion. As it has been mentioned in the previous chapter, the interview
that the teacher-researcher had with teachers was structured in its format,

i.e., the researcher has relied on a pre-prepared plan (see Appendix6).

The interview was conducted with 5 teachers who were previously
invited for peer observation except one respondent who did not conduct any
observation but asked to be interviewed. Considerably, the interview

questions have resulted in a considerable amount of information that are
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presented as follows. Indeed, each respondent is assigned a number as a

coding frame for identification (R1, R2, R3, R4, and R5)

The first two questions were factual aiming at gaining information about
the teachers’ experience in teaching English in general and in CALL

laboratories in particular. The following table sums up the findings.

R1 R2 R3 R4 R5

English teaching experience 4 years 5years 5years 11years 20 years

English teaching experience 4years 4years 5years 6years 8years
in CALL laboratories

Table 4. 18. Respondents’ English Teaching Experience

This shows that the majority of the respondents are novice teachers.
However, one teacher has a long teaching experience of 20 years and 8 years

of utilizing CALL laboratories.

The third question that aimed at inquiring the encountered issues in

CALL laboratories revealed a variety of problems including

e Technical problems in the students’ personal computers.

e The drop out of the ICT module that previously helped a lot in
developing the students’ technical skills.

e The lack of internet access that was rarely available in CALL

laboratories.

These problems, according to teachers, are said to have a tough negative
effect on learners’ interests, willingness and attention to complete learning

tasks.

The fourth question tackles directly the problem of learners’ autonomy
that irritated the teacher researcher in order to cross check if it is a common
issue in CALL laboratories. The results revealed that almost all teachers
consider learners’ autonomy as an inexplicable problem in CALL
environments that are supposed to support learners’ abilities to take

responsibilities and direct their own learning. In the same line of thought, R4
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and Rj5 assumed that learner autonomy is not a problem that is encountered
at the university level only, but a big issue that is common from the middle
and secondary schools. R5 added that learners became familiar with act of
being spoon-fed, thus CALL laboratories as settings of innovation and change

cannot bring immediate changes in learners’ autonomy.

In an attempt to find out solutions to learners’ low autonomy level, the
following question revealed that some teachers, mainly R4 and Rj5, rely on
collaborative group work to address the social factors to autonomous
learning. Whereas, R1, R2 and R3 prefer to select learning experiences that
reflect learners’ interests and attract their attention to engage in research

using the materials at hand.

About the practice of reflection to find out a solution to the problem of
autonomy, the teachers replied that they usually reflect on their practices to
promote autonomous learning. Their responses to the seventh question
revealed that they acknowledge critical reflection on teaching practices for

increased autonomous learning.

Concerning the eighth question that asked about the way teachers
practice reflection, the answers demonstrated that R2 and R3 reflect in action
as they think during action to cope with the encountered problem. They
postulated that they do not make use of any data-gathering tool. In contrast,
R1 and R4 replied that they use journaling as a tool to record their reflections.
They stated that after each action they rest for a moment to evaluate how it
worked. This way is known as reflection on action. Lastly, R5 preferred to
reflect for future action to deal with problems and considered peer
observation as the most objective data-gathering tool for reflection as it does

not reveal the practitioners own impressions about actions.

About the role of critical discussion to improve their teaching
performance, teachers responded that they do not meet their colleagues
frequently except before exams, and during this period they do not discuss

their teaching practices. In this sense, they did not provide clear view about
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the role of critical discussion for developing their performance. Nonetheless,
R5 expressed that collaboration between teachers is of vital significance and
she always invite colleagues to visit her classes. This respondent added that
she used to be observed then interviewed by inspectors in middle and

secondary schools.

After enquiring the use of reflective practice to develop teachers’
performance for increased learner autonomy, the researcher exhibited the
results of her reflective practice for sharing and discussion. As a response to
the first sub-question, the respondents revealed positive attitudes towards
reflective practices. They considered reflection with the use of data gathering
tools as useful in defining reasons standing behind any perplexing situation.
Therefore, almost all the respondents appreciated reflective practices in CALL
laboratories to develop plans of action applicable to the encountered

problems.

Noticeably, there was a general agreement in the respondents’ answers
of the second sub-question. They all deliberated the usefulness of reflective
teaching practices in supporting autonomous CALL on account of the exposed
results. The respondents, moreover, treasured the researcher’s planning of
action research supported by critical reflection and data-gathering tools in
developing an action plan that brought significant changes in learners’

autonomy.

Regarding their readiness to engage in the same reflective practices to
support their learners’ autonomy, the respondents did not show great
willingness. R2 and R3 postulated that it is a time consuming process and if
they have to reflect for an action plan, one tool would be enough. R1 and R4
stated that they can apply the same action plan to support their learners’
autonomy, but to engage in such a long journey is in some way a demanding
task. R5, in contrast, considered the teachers’ reflective thinking as an

important practice in all educational settings and demonstrated her readiness
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to inquire her teaching practices using a variety of tools but insisted on the

efficiency of collaborative inquiry.

The closing question of the interview aimed at allowing the respondents
to review their expectations from reflective teaching practices to promote
autonomous CALL, especially after consulting the researcher’s achieved
results. The answers revealed that the autonomy-supporting premise of CALL
environment is not always achieved, thus EFL instructors have to reflect on
their practices to identify the standing problems and subsequently deal with
them. R2 and R3 stated that they reflect on their practices either intentionally
or unintentionally to deal with the problem of learners’ autonomy in CALL
laboratory. They added that these reflections sometimes resulted in
unexperienced solutions as they were not carefully planned. Therefore, they
both recommended peer observation as a reflective practice to diagnose their

weaknesses.

In the same line of thought, R1, R4 and R5 contended that reflective
thinking is a dynamic practice that can result in supportive solutions to deal
with the problem of autonomy in CALL laboratory. They agreed on the design
of careful reflective process supported by reflective journaling to develop

consistent plans of action.

To sum up, the interview results indicated that the respondents, who are
university English teachers, have a relatively short experience of teaching
English using CALL laboratories. They consider journaling and peer
observation as supportive tools to reflect on their practices. Accordingly, the
data they provided fit well with the third proposed hypothesis, which
acknowledged the use of observation and journaling as reflective teaching

practices to support autonomous CALL.

4.6. DATA ELUCIDATION AND SUMMARY OF THE MAIN
FINDINGS

According to the achieved results, the present section aims at

summarizing and drawing conclusions to this investigation. Thus, an
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interpretation of the main results obtained from the research instruments is
supposed to provide answers to the research questions and conforms or
informs the suggestions expressed in the hypotheses. Indeed, the researcher
has used descriptive statistics along with deduction that is an inference mode

to test the hypotheses and generalize the results.

The first research question intended to explore the generalizability of the
autonomy-supporting feature of CALL laboratories; learner autonomy scale
was used to investigate such a benefit before the teacher’s intervention. The
scale contains three main parts addressing the four factors emphasized in the
major definitions and theoretical perspectives to autonomous learning. The
aim was to explore learners’ autonomy and assess the degree to which CALL

supports them to act independently.

The first part, learners’ performance, planned to investigate learners’
capacities and competences in CALL laboratory. The results indicated that the
mean of the total learners’ scores was 2,71, thus, learners’ performance in
CALL laboratory at the onset of the study was under the average. Self-
direction test in the second part of the scale anticipated to test learners’ ability
to control their own learning and take responsibilities. The mean of the total
learners’ scores in the self-direction test was 2,17. This outcome demonstrated
that learners’ self-direction capacities were below the average. Eventually, the
last part of the scale named as role of class teacher intended to assess qualities
of learner centeredness in CALL laboratory. The outcomes revealed high

dependence and reliance on class teacher.

The findings denoted that learners’ autonomy was generally rated as low
in CALL laboratory at the onset of the study. In this sense, placing EFL
learners in computer-assisted laboratories may not necessarily develop their
autonomy. Consequently, in terms of supporting individualization and self-
direction, language laboratories are not fundamentally useful in making
language learning autonomous. This firmly confirms what was supposed in

the first hypothesis.
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The second research question was examined through pre-action plan
checklist conducted by the researcher, reflective journal and peer
observation. The results revealed that the teaching methodology was not
fitting to benefit from the autonomy-supporting feature of CALL. The teacher
did not provide learners any opportunity to make choices, set goals, reflect
critically and assess their progress.

The teacher-researcher’s observation of her practices indicated a low
autonomy level resulting from the limited learning experiences. The teacher’s
reflection on the checklist results supposed that the problem of learners’
autonomy was triggered by lack of the offered opportunities to hold
responsibilities over learning. In this sense, participant observation is
convenient in recognizing weaknesses in one’s own practices.

Looking from the peer observers’ angle, the observed teacher did not
provide leaners with the suitable assignments to use CALL materials for
independent action, self-access, decision-making, and thus be responsible
learners. Henceforth, peer observation is a supportive tool to reflect critically
and positively deal with weakness in one’s own teaching practice.

The teacher’s reflective writings revealed many problems that
established a handicap to the development of leaner autonomy. The
accumulated data demonstrated the teacher’s attempts to deal frequently
with the faced problems that necessitated a reflection for action. Thus,
reflective writings are helpful in developing a better understanding of the
teaching situation.

These findings lead the researcher to assume that reflective teaching
practices are efficient because of the following benefits. First, teachers can
identify areas of weakness in their performance. Autonomous language
learning can be promoted methodically in the classroom, thus, teachers’
critical reflection is supportive to deal with the identified weaknesses. Second,
reflective practice allows teachers to recognize and develop the strengths in
their performance. Third, reflective practice can assist teachers’ professional

development.
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As far as the last hypothesis is concerned, it was found that the use of
reflective journaling along with peer and participant observation was
favorable to reflect for action in order to develop EFL learners’ autonomy in
CALL laboratory. The results achieved revealed that autonomous CALL
requires more than a student in front of a machine, but a student-computer
interaction through giving more roles, choices and responsibilities to access,
assess and set goals. The teacher’s reflection on the attained data resulted in
the adoption of OPG as an action plan. It should be noted that these results
corroborate the fourth hypothesis.

The main results related to the post reflection phase demonstrated the
success of the adopted action plan in promoting EFL learners autonomy in
CALL laboratory. The findings of the post-action plan observation checklist
revealed valuable changes in leaners’ autonomy when learning through OPG.
CALL environment has been found supportable, flexible, open and positive;
in which learners were using computers on their own and the teacher’s role
was only to offer guidance. OPG activities were more likely to promote
interests, attention, willingness and engagement, and thus autonomous
learning.

Further, the results of the autonomy scale administered as a post-test
revealed considerable differences in learners’ scores. In order to examine
statistically these differences, the t-test and the eta-squared formulas were
employed to measure the strength of the action plan effect. For the scale’s first
part, the results displayed that the t-test outcome -12,07 reflected a negative
value which indicated that learners’ performance scores of the pre-test were
lower than the post test scores. In addition, the eta-squared outcome 0,71
revealed a large effect. Moreover, comparison statistics for learners’ self-
direction test scores showed a negative t-test outcome -18 and high eta-
squared value 0,81. As far as the last part of the scale is concerned, the role of
class teacher statistics pointed out a decrease in the teacher’s role and a
growth in the learners’ occupied responsibilities. The t-test outcome reflected

a positive value 22,2 which demonstrated that the role of class teacher pre-
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test scores were higher than the post test scores. Additionally, the eta-squared
value 0,89 confirmed the strength of the action plan effect.

Finally, the main research findings displayed the importance of reflective
teaching practice to deal with perplexing situations in EFL classrooms. These
findings disclosed that when the teacher reflects constantly on encountered
problems, the quality of teaching is more likely to be developed. Autonomy in
CALL laboratory has been found as a problem that can be dealt with through
teachers’ reflective practice either at a technical or organizational level.
Eventually, one may deduce that autonomous CALL can be achieved through

teachers’ reflective practice.
4.7. CONCLUSION

This chapter attempted to present, analyze and discuss the main results
of the diverse data attainment methods. The presented findings highlighted
the importance of reflective teaching practice to cope with the problem of
autonomy in CALL laboratory. Reflective teachers are more likely to discover
the reasons underlying a puzzling situation as learner autonomy. As a result,

they tend develop an action plan to support autonomous CALL.

Therefore, EFL teachers are called for incorporating reflective practice
to promote their learners’ autonomy in CALL laboratory through developing
action plans, such as OPG Software, that give learners more roles to practice,
allow them to make choices and direct their own learning. EFL teachers
should engage in reflective practice through reflective writing, peer
observation and interviewing to discover the areas of strength and weakness
in their performance. They can reflect at a technical level on the selected
techniques, learning resources and ways of assessing learners’ performance
in CALL environment. They may also collaborate with peers to consider the
disputes that may affect autonomous CALL. In CALL laboratory, they should
select autonomy supporting learning experiences that are available in many

lab-based language software programs.
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Finally, autonomy can be affected by cognitive, metacognitive, affective
and social factors; hence, EFL teachers have to design interesting activities
that offer more opportunities for all learners to engage individually and
socially in the learning process. This chapter, indeed, provided a clear idea
about the significance of reflective teaching practice in developing teachers’
performance for increased learners’ autonomy, thus, allowed the researcher
to propose some practical ideas and pedagogical implications for teachers to

be reflective practitioners in their classrooms.
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5.1 INTRODUCTION

In the light of the realized findings presented in the preceding chapter, a
sum of implications arise to mind. Therefore, this chapter is planned for EFL
teachers who wish to be reflective practitioners and classroom inquirers with the
aim of building an autonomy supporting classroom environment. Accordingly,
it introduces some preparatory recommendations needed to develop learners’
autonomy in CALL laboratory. Additionally, this chapter attempts to set the
stage to construct a lab-based course supporting self-direction and decision-

making in terms of a number of stages.

Primarily, the requirement of teachers as researchers with an overall
opinion about learners’ needs and roles will be discussed. In fact, a teacher as a
reflective practitioner should be attentive about his learners’ needs in general,
and autonomy ones in particular. In this manner, s/he would be able to develop
the convenient learning experiences in order to achieve high levels of learners’

autonomous performance.

Reflective teaching practice is considered as being crucial due to the
realization that teachers’ thinking about their own practices aids them to
recognize the strengths and weaknesses of their actions in the classroom. In
hope to present a number of proposals that recommend the practice of reflective
teaching, the present chapter attempts to introduce a comprehensible outline to

reflective practice for developing autonomous CALL.

Secondly, based on the analysis of the attained data, a set of
recommendations for the use of CALL to support EFL learners’ autonomy,
besides, the fitting conditions that are necessary to achieve its intended outcome
have been suggested. In this way, teachers have to reflect on plans of action
mediating the autonomy supporting factors, including the cognitive,
metacognitive, social and affective factors.

Furthermore, the researcher has also proposed some practices to develop
research plans. Additionally, strategies for sharing are introduced to make the

teachers’ professional knowledge accessible to others for critical discussion.
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5.2 IMPLICATIONS FOR AUTONOMOUS CALL

As already presented in the third chapter, the English department at
Naama University Center is equipped with two language laboratories designed
especially to teach oral comprehension and expression. As autonomy-
supporting environments, it is presumed that the presented course is outlined
to enthuse learners’ willingness, interests and needs, and provide them enough
space to act independently, make informed decisions and evaluate progress.

By incorporating an action plan to support learners’ autonomy in CALL
laboratory as a result of reflection for action, the studied sample has been found
as dynamic, attention-grasping and offering learners with advanced authentic
ways of developing their listening and speaking skills. The results of the present
study have proved the significance of reflective teaching practice to promote EFL
learners’ autonomy in CALL laboratory and therefore validated the value of
teacher’ reflection on their practices to deal with encountered problems.

Nonetheless, the attained results obtained from the data gathering tools
used as part of the teacher’s reflective practice have also indicated a number of
factors and conditions that have to be taken into consideration in CALL
environment to result in autonomous learning. In this sense, teachers need to
understand these factors in order to provide learners with the required support
to act autonomously.

The researcher has identified three necessary factors for an autonomy-
supporting environment including course design, factors mediating
autonomous learning and the development of learners’ computer literacy.

5.2.1. Course Design

Course design along with the teaching methodology used have to be
consistent with technology at hand, in a sense that teachers have to develop
courses that allow learners to practice on their own with the available materials.
As a matter of fact, Yalden (1987) considered the teaching methodology as an
integral part of course design, and both have to be carefully considered.

Hutchinson and Waters (1987: 65) have defined the notion of course design as,
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“an integrated series of teaching learning experiences whose ultimate aim is to
lead learners to a particular state of knowledge” (qtd. in Graves, 1996:3).
Actually, CALL components are extensively recognized as efficient
resources in EFL classes. Though Algerian universities are provided with
language labs, their use is still limited due to the ordinary traditional course
designs allocated in these laboratories. Yet, the application of CALL components
are constantly developing; thus, teachers are in need of developing courses
dependable on the environment and the ultimate goal of the modular course.
In fact, researchers often assign meaning to course design for increased
learner autonomy. For example, Cotterall (1995) claimed that most EFL
teachers believe in learner autonomy, but simultaneously exclude learners from
decisions about planning, pacing and evaluating classroom tasks. As a result,
learners do not perceive any link between classroom tasks and the target skill to
be developed. In this vein, Cotterall (1995) proposed five major implications for

designing an autonomy supporting language course.

Learner/teacher
dialogue

Learning a
language study
theme

Self-access
Center

Student record Classroom tasks
booklet and materials

Figure 5.1. Autonomy-Supporting Course Design Principles (Adapted
from Cotterall 1995)
The first principle, learner/teacher dialogue, entails continuous
communication between the teacher and learners; which allows for setting and
clarifying goals, assess and discuss progress and lastly giving advice. The second

principle, learning a language study theme, aims at raising learners’ awareness
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about how a language is learnt and the significance of autonomy for the success
of such a process. Considering the third principle, the design of classroom tasks
and materials, an autonomy-based course needs to incorporate experiences that
learners can replicate on their own in real world situations and encourage
learners to self-regulate their language learning. Student record booklet, the
fourth element, encourages learners’ critical reflection on their learning
experiences and at the same time provides space to record thoughts for
discussion in the teacher/ learner dialogue. The last implication, the use of self-
access centers (language labs), entails offering opportunities, tasks and
materials for learners to have a self-access facility.

Soon after, Cotterall (2000) suggested five other implications that are
closely allied to the previous ones to design an autonomy-based course
including,

1. Learner goals

2. Language learning process
3. Tasks

4. Learner strategies

5. Reflection on learning.

According to Cotterall (2000), a course that supports autonomous learning
has to give learners the opportunity to identify and set learning goals according
to their needs. In fact, identifying what to learn and planning how to learn it are
said to be characteristics of the autonomous learner. However, the effective
planning of the learning process requires the learners’ awareness of the language
learning process. Additionally, the designed course has to include tasks that
reproduce authentic communicative situations. These tasks, essentially, have to
encompass a number of learning strategies from which learners can select the
ones that suit their styles and preferences. Basically, all these implications entail
reflection on learning that has to be regularly endorsed during the course.

Rendering Cotterall’s (1995, 2000) implications, autonomy in CALL
laboratory should not be attached to old course designs. Therefore, a new

pedagogical model has to be approved to support active self-directed learning
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and develop critical thinking abilities. CALL materials should be incorporated
as integral components to develop the skills required for the learner to be
autonomous in the laboratory.

According to Shucart et al., (2008) CALL is deliberated to be a technology-
based approach to autonomous learning. Thus, teachers should be enough
aware that the designed course has to consider a number of factors and
variables. Noticeably, research has offered considerable implications for the
design of an autonomy supporting lab course. In this vein, Chan and Kim (2004)
stated,

Any foreign language curriculum that aims to promote autonomy must

focus on putting learners in control of their linguistic and learning

processes. It must therefore be process-oriented and take into account
learners’ individual needs, preferences, learning processes and

proficiency (qtd. in Zhang, 2008:201)

Therefore, in order to appreciate what methodology for autonomy entails,
teachers have to consider how CALL applications accommodate learners’ needs,
competences and preferences. Levy et al. (2011) contended that a high-quality
innovative foreign language course requires from teachers to develop new skills
in CALL material design so that it facilitates and encourages learners to take up
the endeavor of foreign language learning.

An autonomous course design accords with the structure of many of
multimedia programs available in the market due to the space it offers for self-
access learning. Commercial software industries of publishers are constantly
offering interactive CD-ROMs, accompanying websites to textbooks or merely
involving CD-ROMs within textbooks. Beatty (2010) considers these offers as
more sophisticated than collections of audio-files or listening scripts followed
by comprehension questions.

Certain software packages can offer a complete curriculum for language
learning. TELL ME MORE, as an example, is a language learning software that
can be used by learners individually and language teachers in schools and

universities. It is an integrative CALL software that emphases reading, writing,
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listening and speaking with more than 750 hours of practice. It encompasses
multimedia video, digitized sound and speech recognition technology that
recognizes what the user says, assesses his/her pronunciation and corrects the
encountered mistakes. The educational and computer community has
recognized TELL ME MORE as an alternative to traditional language learning
modes.

The Internet is among the principal new technologies that can support self-
directed learning (Littlemore, 2001; Warschauer, Turbee, & Roberts, 1996).
Thus, one of the practical possibilities of designing an autonomy-supporting
course may include wed based CALL activities such as the use of MP4 podcast
files that can be transferred to a personal audio player. In fact, podcasts can
cover a wide range of areas in foreign language teaching including listening,
speaking and pronunciation in addition to developing learner autonomy. It can
be defined as audio file that can be subscribed to or downloaded by listeners
through RSS (Really Simple Syndication) feed that is a method of publishing
information to the internet, usually audio materials in MP3 or MP4 format that
can be listened to on an iPod or a desk computer. Podcasting provides a self-
access facility as the learner listens to the audio and simultaneously reads the
corresponding text that rolls in sync enabling them to notice and correct their
mistakes. Thus, it also provides learners with the opportunity for reflection and
self-assessment.

There are many commercial English podcasts available on the net that can
offer exposure to the vocabulary and expressions used in real life situations.
Examples of web sites include,

= http://lkey.podomatic.com/

= http://www.englishpod.com/

= http://businessenglishpod.com/

Using podcasting, a teacher may ask learners to listen to podcasts and take
notes of the new or the desired expressions viewed in the course. Since the
teacher has already discussed these expressions in the laboratory, learners will

find it easy to relate them to what they listened to. Teachers may also create
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podcasts and upload audio files for learners to develop a self-access facility in
and out of the laboratory. This strategy of course design would pave the way for
incorporating innovative pedagogy in CALL laboratory. Little (2005) noted that
podcasts are important for the development of listening comprehension,
pronunciation and learner autonomy, and that the opportunity for self-
assessment enhances the learner cognitive and metacognitive skills.
5.2.2. Factors Mediating Autonomous Learning

The second factor for developing autonomous CALL is to consider the four
factors mediating autonomous learning. EFL learners have a number of needs
for an effective autonomous language learning, including linguistic, cognitive,
metacognitive, affective and social.

» At the linguistic level, there should be language data and opportunities for
learners to practice in order to learn the language. Thus, sequencing
instructed materials, offering comprehensible input and encouraging
practice will necessary enhance the learning process. CALL offers a great
deal on the linguistic side, including multimedia resources as video, audio
and graphics, in addition to the software packages that provide structured
material designs.

» On the metacognitive level, learners perform better when recognizing
their learning styles, being aware of their objectives through the material
to be learnt, and defining their way to assess their progress towards their
own learning goals. In this sense, autonomy is a capacity that results from
the practice of self-directed learning, or the learning in which learners
define their own objectives, govern their progress and evaluate learning.
Scharle and Szabo (2000) designate three phases for the development of
learner autonomy:

e Raising awareness is the first stage for calling the learners’ internal
processes to the conscious state of their thinking.

e Changing attitudes is the second stage that entails the shift from the
old patterns of behaviour attained from the practice of skills learned

in the previous stage.
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e Transferring roles is the final target achieved when the learner can
lastly take charge of his/her own learning.

> At the cognitive level, autonomy entails abilities and attitudes that

individuals own and develop at different levels. Thus, the teachers

support is needed to assist learners’ autonomy through the teaching

process. Murray (2005) argued that teaching through technology needs

to be wisely scaffolded, that is constructing to autonomy. CALL activities

may be designed to develop a range of skills and attitudes, including

motivation, self-determination and decision-making. Hence, the

activities can be designed to address both linguistic purposes and learner

development. Arguably, software activities can help learners to link past

with present information that supports self-assessment and reflective
thinking.

> At the psychological and social levels, it is important to consider that

autonomous learning requires a supportive and collaborative

environment. CALL provides a wealth of resources that stimulate

learners’ interests, develop their willingness and offer a space for social
learning.

Henceforth, achieving learner autonomy in CALL laboratory is not an easy
task. It requires an initial thought and planning, and a continuing commitment
to managing the changing EFL learners’ needs and goals.

5.2.3. Developing Learners’ Computer Literacy

The obtained data presented in the previous chapter indicated that CALL,
when carefully planned and considered, is useful in engaging learners in the
learning process, motivating them to accomplish tasks and promoting
autonomous learning. Nonetheless, the marginalization of ICT modular course
from the Licence Caneva has negatively affected learners’ performance in CALL
laboratory.

Throughout the first semester, learners came across a variety of problems
and difficulties caused by their weak computer literacy skills (i.e., the ability to

use the computer hardware and software components competently, for example
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mastering the use of the key board, replaying audio files or saving and storing
documents). Yet, learners’ skill to use software and hardware components is said
to be a necessary condition for CALL to result in autonomous learning. In this
vein, Moreno claims, “Developing computer skills frequently motivates students
to want to produce high-quality work” (2010: 373).

Decision makers as one of the most significant actors in educational
settings have to confirm that EFL learners have at least the compulsory
computer skills that permit them to learn effectively before assigning them to
CALL courses. Therefore, it is crucial to teach learners the required technical
skills in genuine settings, i.e., settings that comprise the major CALL materials.
In this manner, the investigator proposes a variety of skills that need to be
developed to learn in CALL laboratory effectively.

v" Monitoring the use of CALL hardware components.

v Networking effectively through the computer.

v Gaining control over information Storage and retrieval.

v' Mastering the main software packages, e.g., Microsoft Word and
PowerPoint, video/audio players and internet applications.

The aforementioned skills are among the various factors that may
constitute a handicap to the autonomy-supporting feature of CALL.
Accordingly, when learners are enough trained to learn in language laboratories,
the benefit of autonomous CALL can be reached.

Indeed, there are other skills that can be developed by the language teacher
during sessions through a number of strategies in order to promote the learning
of language items successfully and productively in CALL laboratory. In view of
that, the acquaintance that should exist between learners and CALL devices is a
basic condition that can be supplied in the laboratory through:

% Explaining the use of each computer device before employment.

% Allotting introductory sessions to new designed software packages.
% Permitting research and exploration throughout sessions.

% Directing learners’ attention to the unfamiliar possibilities and

options.
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Moreover, critical reflection and decision-making are significant qualities
of autonomous learners, and among the skills that can be fostered throughout
CALL activities by the teacher as he/she

% Presents a sequence of problems or questions that provoke reflection.

% Assigns activities that allow making decisions about the learning of a
specific subject matter.

% Presents multiple data sources that allow learners to make decisions and
explore alternative solutions.

To sum it up, developing learners’ computer literacy skills is a necessary
condition for the success of CALL. Therefore, prior to placing learners in CALL
laboratories, training courses should be held to expand their knowledge in using
computers.

5.3. BECOMING REFLECTIVE TEACHERS: Phase one

The ways teachers teach are, certainly, influenced by a number of
disciplines including, what they teach, which level they teach and where they
teach. Teaching in CALL laboratory, as an example, is an innovative and
intellectually demanding process that requires teachers’ reflection. The attained
data proved the usefulness of reflective teaching practice at informing the way
of teaching in CALL laboratory.

Therefore, this section is the first step that is designed for those who teach
in language labs and are interested in developing their practices to promote
autonomous learning. It deliberately brings together a number of principles for
effective teaching and autonomous learning in CALL laboratory with the
discussion of practical recommendations in the form of reflective activities
involving, evaluating the potentials of the methodology used in CALL
laboratory, defining roles in the educational setting and analyzing learners’
needs. These activities, indeed, underpin the purposes of this section that are to
argue for reflective practice to inform the teachers’ performance.

5.3.1. Evaluating the teaching methodology used
Recently, foreign language education in the Algerian universities has been

supported by language laboratories for the purpose of making language learning
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innovative, authentic and effective. Nevertheless, CALL as innovative pedagogy
cannot be effective without defining an appropriate teaching methodology that
is assistant with its changing resources and a variety of appreciate intents for its
application in addition to well- defined plans for evaluating the adopted
methodology and its effects on the defined objectives.

Learner autonomy, that is generally given a great worth in the Algerian
higher educational system, is considered as significant factor that contributes a
lot to the success of foreign language learning. Therefore, any pedagogical tool
purposefully planned to result in improved learning can be judged to result in
improved learner autonomy. In this sense, autonomy and learning are
dependable concepts; thus, similar principles may be used to evaluate the
effectiveness of the teaching methodology used in promoting both of them.

For the assessment of the utilized methodology in CALL laboratory, the
researcher puts forth a set of criteria for teachers to evaluate whether the
designed objectives, the selected materials, the assigned activities and the
addressed skills do actually support learners’ learning or not. These criteria are
suggested in a linear manner to facilitate teachers’ reflection on practice.

> An evaluation of the consistency of CALL materials with the designed
objectives is the first suggested criterion. Teachers have to continuously
evaluate whether the selected resources fit well with the considered
course goals. For instance, if a listening comprehension experience is
designed to develop learners’ listening skill and support autonomous
learning, learners’ needs to be given opportunities to control their own
personal computers which are required to be supported by the internet,
e-dictionaries, e-books and audio creators.

» As far as second criterion is concerned, teachers are recommended to
assess the efficiency of CALL resources in presenting the selected
material. In this manner, an evaluation of the way CALL materials are
used in teaching is suggested to decide how its interventions brought

about qualitative changes in teaching.
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» Thirdly, a careful consideration needs to be put on the assigned
activities that are crucial for learners’ engagement. Accordingly,
Salaberry (2001) argues that the potential of technology resources in
learning is strongly allied to the premeditated activities involved
(Zhang and Barbar, 2008).

> In the fourth criterion, the investigator suggests that teachers need to
critically examine the use of each CALL material in terms of its
effectiveness in developing both linguistic and non-linguistic goals. For
example, speaking as a linguistic goal can be taught through a variety
of software packages and hardware components. The degree to which
these materials develop speaking needs to be examined in learners’

performance.

To sum up, the aforementioned criteria are clarified in the following

graphical presentation that presents them in a cycle.
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Figure 5.2. The Cycle of Evaluating CALL Teaching Methodology

Teaching through CALL should be carefully planned to best meet up the

designed educational goals. Therefore, evaluating the impending potential of the
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adopted teaching methodology on the achievement of the academic goals is vital

to critically examine its main advantages and drawbacks.

5.3.2.  Defining Roles

It is generally assumed that technology supported environments alter the
roles played by learners. It is also pointed out that self-directed learning entails
a parallel refinement in the teachers’ roles. This section suggests the role of the
learning counselor that the teacher has to hold in an autonomy-supporting
environment, and the responsibilities that this role involves.

Ellis and McClintock (1990) defined the term ‘role’ as the part occupied by
a participant in any act of communication. Wright (1987) stressed that some
roles are principally considered by the work individuals undertake, while other
roles are primarily reflected by the nature of the interpersonal affiliations they
entail. The role of the teacher; for instance, is mainly an occupational role,
determined by the nature of educational settings and of teaching itself (Richards
and Lockhart, 1996).

The teachers’ definition of their own and their learners’ roles in the
educational setting plays a vital role in the way they teach. Indeed, teachers
recognize their roles in diverse ways depending on the kinds of institutions
where they teach, the teaching methods they use, their goals in the classroom,
and the materials provided for them.

In CALL laboratories, learners are considered as being able to have more
active and participatory role than in traditional learning environments.
Nonetheless, learners’ roles cannot be redefined without an equivalent change
in teachers’ roles. It is this aspect of defining roles that will be considered in this
section, that is, the roles and responsibilities of the teacher within self-directed
learning environments. Thus, teachers often need to consider two questions:

e What are our roles as teachers?
e What are our learners’ roles?

Actually, defining roles is a vital process in relation to reflective teaching

due to the changes affecting learning environments. In this sense, teachers have

to plan the roles they execute in their classrooms, the responsibilities these roles

192



CHAPTER FIVE Supporting Autonomous CALL through Reflective Teaching Practice

generate for learners, and how they contribute to their teaching styles. Brindley

(1984) assumed that teachers who approve autonomous learning have to

consider that it is the role of the teacher to support self-directed learning by

affording activities that allow for a self-access facility. In this manner, a number

of recommendations can be suggested for teachers who wish to develop an

autonomy supporting CALL.

>

Course designer: The teacher has to develop his own course plan that
supports self-directed learning.

Material developer: The teacher has to use the technology at hand to
develop his own instructed materials that offer learners roles to play
and afford them more responsibilities.

Tutor: An autonomy supporting CALL course requires from teachers
to offer guidance and give directions to all learners in order to feel
supported and helped.

Needs analyst: The teacher has to constantly consider learners’ needs
in order to develop the suitable courses.

Empowerer: It is recommended in this role that the teacher takes little
control over the course giving learners the opportunity to make
decisions over the content of leaning (what they learn?) and the
context of learning (how they want to learn it).

Motivator: Affective factors are crucial for autonomous learning, thus
teachers are recommended to increase learners’ self-confidence and
interests that would result in a motivating environment.

Researcher: Conducting research related to teaching and learning in
CALL laboratory is greatly suggested for teachers to recognize their
strengths and weaknesses, and deal with their learners’ interests and

preferences.

When teachers assume these roles, learners would be given more chances

to develop self-regulation skills, take responsibilities and make decisions.
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5.3.3.  Analyzing Learners’ Needs

One of the basic recommendations of developing autonomous CALL is that
a sound lesson plan and assignment design should be based on an analysis of
learners’ needs. The notion of needs analysis refers to the procedures employed
to accumulate data about learners’ needs. In fact, other terms have been
proposed for needs such as necessities, demands wants, lacks, deficiencies, goals
and objectives.

Jordan (1997) considered needs analysis as the starting point for
developing not only syllabuses, courses and materials but also all kind of
teaching and learning that takes place in the classrooms. In this sense, Graves
(2000:98) postulated,

Needs assessment is a systematic and ongoing process of gathering

information about students’ needs and preferences, interpreting the

information, and then making course decisions based on the
interpretations in order to meet the needs.

As a process, needs analysis may be used for a variety of purposes, thus it
is necessary to decide exactly for which purposes it intends. For instance,
Richards (2001) advocated needs analysis to

v Define the language skills learners need to perform a particular role.

v’ Assess if an existing course effectively addresses learners needs and
potentials.

v’ Define which learners from a group require more training in specific
language skills.

v' Define learners’ problems and deficiencies.

Therefore, defining purposes is the starting point that is recommended by
the reflective practitioner for a needs analysis to develop learners’ autonomy in
CALL laboratory. Accordingly, the purposes might be:

e To collect data about the problems learners are experiencing.
e To identify learners’ cognitive and metacognitive abilities.
e To find out what skills a learner needs to perform the defined

roles.
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e To determine what learners need for cognitive, metacognitive,
affective and social autonomy support.

After defining why the analysis is being undertaken, the analyst has to
decide up on the approach to needs analysis and the methods of data gathering.
Indeed, there is a variety of diverse approaches to needs analysis. Jordan (1997)
presented these approaches according to their appearance. Primarily, target-
situation analysis is an approach developed by Munby (1978) whose main
concern is communicative syllabus design. This model emphasizes the variables
that affect communication needs. Present-situation analysis is another
approach devised by Richterich and Chancerel (1977/80). This approach
determines learners’ level of language development at the onset of the language
course. Alternatively, learning-centered approach is rather a different model to
needs analysis advocated by Hutchinson and Waters (1987). By learning-
centered, they infer to learning as being a process of cooperation between
individuals and the society that entails teaching, syllabus, methods and
materials. Hutchinson and Waters consider a number of questions to analyze
leaning needs:

» Why are learners taking the course?
» How do learners learn?

» What resources are available?

» Who are learners?

» Where will the course take place?

Hutchinson and Waters (1987) speculated about needs in terms of
‘necessities’, ‘lacks’ and ‘wants’. As for necessities, they infer to what learners
have to know in order to function successfully in the target situation. Lacks refer
to the breach between learners’ knowledge and the target proficiency. Lastly,
wants refer to students’ personal interests and needs to feel safe, confident, and
recognized, and are considered as crucial for the success of a foreign language
course. Strategy analysis is another model appeared in the 1980s focuses largely
on the methodology used to introduce language programs after observing

learners’ styles and strategies. Finally, means analysis is another established
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approach that centers around the study of the local situation (including teachers,
teaching methods, students and facilities) to examine the way of carrying out a
language course. It uses the available factors as a basis for strategy and course
implementation.

Of the five cited approaches, learning-centered and means analysis are the
ones that might be recommended for promoting learners autonomy in CALL
laboratory. As the researcher emphasizes autonomy, learning centered
approach might be adopted for the selection of teaching and learning topics and
activities based on learners’ needs and interests, in addition, means analysis
might be used to study the local situation to adapt language courses to the
available facilities.

As for data collection, a variety of instruments can be used in conducting
needs analysis including questionnaires, tests on learners’ performance,
interviews, observations, diaries and reports. Nonetheless, the teacher is not the
only person who can assess learners’ needs. Learners themselves can be partners
in the ongoing process of gathering data about their needs and thus be partners
in courses decision making. In view of that, encouraging learners to write about
their needs, interests and beliefs through diaries or journals is supposed to
result in improved levels of cognitive engagement and motivation in learning
which in turn maintain learners’ critical reflection and create opportunities for
cognitive autonomy support.

Noticeably, it is important for teachers to be reflective and research-based
practitioners to respond to learners’ changeable needs. When needs analysis is
recognized as a permanent part of the teaching process, learners’ preferences,
interests and deficiencies will be always taken into consideration while
designing courses and selecting appropriate methods and techniques.

5.4. CREATING CONDITIONS FOR AUTONOMOUS CALL: Phase
Two

Autonomy is a defining force for an effective language learning process that

can be methodically promoted by the teacher. If they are reflective, EFL teachers

can examine their teaching methodology, try different methods and evaluate
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their effects on learners’ performance. The results of the present study indicated
that critical reflection is effective in developing learners’ autonomy in language
laboratory that has long irritated the teacher-researcher.

After suggesting a number of pedagogical implications to support
autonomous CALL and proposing some areas that require critical thinking to
develop practice, the researcher moves to the learner and what may improve
his/her autonomy in CALL laboratory. As a second phase, the researcher
suggests the creation of an environment that considers the four autonomy
related factors. Thus, a number of conditions that may result in cognitive,
metacognitive, affective and social autonomy support is overviewed in the
following sub-sections.

5.4.1. Promoting Learners’ Self-Determination

According to the cognitive autonomy definitions, learner autonomy is
supported only when the learner develops the abilities of self-awareness and
self-determination. In fact, the self-determination theory advocated by Deci and
Ryan recommended the individual’s gratification of three basic needs including
autonomy, competence and relatedness to feel self-determined. According to
Seifert and Sutton (2009), being self-determined, learners can pay attention and
engage in activities that they perceive as valuable and attractive.

Deci and Ryan (2000) postulated that the teacher could methodically
enhance learners’ self-determination through creating conditions that help
learners meet the three underlined personal needs without allowing the
classroom control and orders interfere to impede their gratification. For
instance, autonomy is promoted when learners are offered with responsibility
and affiliation, reach a level of competence and feel related to others while
undertaking tasks. In this case, teachers can assign learning experiences that
support these requirements in order to have learners with high levels of
autonomy that is considered as key to learning not only for the self-
determination theory, but it is also one of the basic principles of the

constructivist approach to learning.
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Certainly, developing learners’ self-determination would provide learners’
the capacity to complete learning tasks and engage in their work. Therefore, it
would be advantageous to instigate a sense of self-determination in the learner
by creating opportunities that allow learners to handle responsibility for making
choices. In this manner, the following are some strategies that can teachers use
to improve learners’ self-determination in CALL environment.

» Offering learners with opportunities to take responsibilities for solving
problems, discuss content of learning, make decisions about what they
want to learn and define the areas in which they feel lacking. Such
opportunities allow collaboration in the classroom and enhance learners
need to feel autonomous as their suggestions guide classroom practices.
In fact, giving learners roles to practice in the process of planning
classroom activities is supposed to offer cognitive autonomy support.

> Raising learners’ awareness about their roles in CALL laboratory. As an
innovative pedagogy, CALL offers learners with possibilities for self-
directed learning, which assists them to be active participants in the
classroom. In this sense, learners need to recognize that the teacher is
not the controller who margins their contributions and limits their
choices, but a tutor who guides the learning process and provides
support.

» Fostering learners’ needs to feel competent. Learners’ limited computer
literacy and lack of self-confidence coming from passive learning modes
may make them consider CALL activities as complex and hard to solve.
For that reason, teachers have to establish high expectations to
encourage learners’ positive thinking and initiate their ability to achieve
success.

» Addressing learners’ needs for relatedness and belongingness. Feeling
related is considered as a cognitive factor to autonomous learning. When
learners’ feel alienated from classroom practices as responsibilities,
decisions and choices due to the nature of the assigned learning

experiences, their sense of relatedness disappear as they feel disengaged
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and margined from classroom decisions. Thus, senses of relatedness and
affiliation should be considered by the teacher trough

o Giving learners opportunities for decision-making.

o Encouraging learners to express their needs.

o Welcoming learners’ suggestions and opinions.

o Perceiving learners’ comments as important.

o Assigning cooperative activities.

o Establishing an atmosphere that is supportive, open and

positive.

The recommended strategies for promoting learners’ self-determination
reveal that leaners’ personal needs have to be given equal consideration to the
design of instructional activities.

5.4.2.  Supplying Self-Regulation Skills

As a metacognitive factor to autonomous learning, self-regulation refers to
the learners’ development of certain critical qualities about learning involving
the planning, monitoring and evaluating both process and content of learning.
Supplying learners with opportunities to develop such qualities is supposed to
result in self-directed learning in CALL laboratory.

Accordingly, self-regulation skills can be supplied by addressing learners’
goal setting, decision-making, observation and self-assessment.

Setting goals entails identifying both objectives and content of learning.
This skill helps learners in directing their actions towards progress. In this
manner, Salkind (2008:164) agreed, “Successful learners think about and set
goals for what they want to achieve, which helps them target and direct their use
of learning strategies and methods”. Therefore, helping learners set effective
goals is important for developing their self-regulation. Scaffolding, for instance,
may be useful to define learners’ weaknesses and offer the required support to
set their own learning goals.

As for the development of learners’ capacity to take informed decisions,
teachers’ need to assign experiences that contain a considerable amount of

choices from which learners select what to learn. Self-regulated learners are able
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to take responsibilities to select what to learn (Eggen and Kauchak, 2010).
Teachers, in this case, may use CALL authoring programs, which enable them
to generate simple software packages using their own instructed materials.
These programs, in fact, offer a do-it-yourself approach to CALL. The recently
developed CALL authoring programs are simplified to be used by teachers who
are not skillful in computer programing. They comprise a number of
applications which may aid language teachers create exercises to address diverse
linguistic goals including comprehending, writing, grammar and vocabulary
acquisition. Examples of these authoring packages include Camsoft and Wida
software.

As a metacognitive strategy, monitoring refers to the process of observing
the learning process for evaluation. It can be supplied through offering learners
with active roles in the process of presenting the instructed material and the
establishment of a supportive atmosphere. For Raya and Vieira (2015:55),

Pedagogy for autonomy involves the creation of an atmosphere of

freedom that allows learners and teacher to explore possibilities

cooperatively, to find out what is relevant and meaningful for them.

This will contribute to the cultivation of an independent mind,

encouraging learners to participate in meaningful educational

experiences, explore ways in which they can profit from them and
monitor their progress toward their goals

According to Schunk (2012), learners construct knowledge by observing
asking, answering, commenting, solving and proposing. Thus, when they
monitor what they learn, learners are said to be self-regulated. In this respect,
teachers have to replace their personal interests with learners selected
objectives. Schunk et al. (2008) and Stipek (2002) postulated that the goals
selected by learners themselves are more effective than those imposed by others
(Eggen and Kauchak, 2010). As a suggested strategy, teachers may offer learners
with Encyclopedia-type programs or any other information-based software that

permit them to realize their own selected goals, then during the presentation
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process, ask learners to use those programs to answer or interfere to add more

information when required. Examples of these programs include

» Did@browser that is a tool designed to enable learners monitor their

own learning through asking metacognitive questions to activate
their awareness.

iSTART is an online application that may be used within self-access
learning to guide learners’ use of the internet for educational
purposes. Using iSTART, learners read or listen to a virtual trainer

explaining strategies to improve comprehension of learning.

After helping learners to define their own learning goals and monitor their

practices, teachers are required to offer them self-assessment opportunities in

order to reach a level of self-regulation. Definitely, assessing one’s own

performance entails critical thinking qualities that allow comparing one’s own

answer to a question with estimates. Consequently, it is necessary for teachers

to move learners from the simple recall of details to complex response modes

that necessitate awareness, reasoning and problem solving. As strategies to

encourage learners’ self-assessment, teachers may

Use language-based software packages that contain specific sections
designed especially to facilitate critical thinking, problem solving
and self-assessment, as well as offer practice on basic language skills,
including OPG.

Create websites for learners to determine how well suited they may
be for CALL experiences. For instance, Beetham (2002) suggests
that learners may be offered with opportunities to perform self-
assessment through the use of online logs or diaries (Donnelly and
McSweeney, 2009).

Design self-assessment questionnaires on academic skills that intent
to lay the foundations for self-directed learning. Answering these
questionnaires, learners are fortified to set goals, determine

progress, and then plan action for development of areas of weakness.
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Subsequently, autonomous learners control their own learning through
metacognitive skills such as critical thinking, target setting and self-assessment.
With a pedagogy as autonomy supporting as CALL, the teacher should not be
the only one setting goals, monitoring learning and assessing progress. Teachers
have to give learners some responsibility to evaluate progress and content of
learning. Thus, in this sub-section, the researcher has offered a set of strategies
to construct self-regulated learners in CALL laboratory.

5.4.3.  Developing Learners’ Willingness to Learn

Natural willingness to learn and progress is an affective factor to
autonomous learning and a characteristic of intrinsically motivated learners.
Simultaneously, Deci (2000) considers autonomy as a basic human need for
intrinsic motivation that is a behaviour resulting from curiosity, engagement,
satisfaction of an inner drive and interest in learning. In this regard, willingness
to act autonomously is evident when learners ask questions, look for
information, experiment, think and evaluate progress. As a result, affective and
the metacognitive factors to autonomous learning are said to be interrelated and
the same strategies may be used to develop both.

In CALL environment, learners’ natural willingness to act autonomously
can be promoted by addressing intrinsic motivational constructs including
enthusiasm, curiosity, engagement and interests when designing learning
experiences.

Vital to the development of learners natural willingness and tendency to
learn and progress are enthusiasm and excitement. Henceforth, teachers need
to

e Consider the enthusiastic characteristic of CALL experiences that
should comprise a large volume of visual stimulation, sounds and
feedback. Zaphiris and Zacharia (2006) found numerous studies of
foreign language learning in technology-supported environments
that revealed the success of sound, text and video combination in
exiting learners internal drives as they present a real context closed

to reality.
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Create problem-solving situations that provoke learners’ critical
thinking using CALL authoring packages. For example, designing a
listening comprehension course that entails answering interactive
multiple-choice questions after listening to the audio recording. To
promote enthusiasm and excitement, in this case, teachers need to
assign either corrective or diagnostic feedback supplemented by

sound stimulation.

As for learners’ interests, Renninger, Hidi and Krapp stressed that learners’

curiosity and ability to direct energy towards learning are realized when the

instructed material reflects their personal interests (Moreno, 2010). Therefore,

addressing learners’ personal interests and what may stimulate their curiosity

to experience and explore are vital to the development of their autonomy. As

strategies, teachers can consider learners’ interests and stimulate their curiosity

through

Adjusting CALL experiences to learners’ interests. Using the learning
centered approach to needs analysis; teachers may identify learners’
needs and interests before designing courses.

Designing podcasts talking about topics that reflect learners’
interests and needs, and offer assistance to language use by
suggesting alternative expressions, new vocabulary and supporting
comprehension of the speaking context.

Creating a problem-solving environment that presents authentic
problems to arouse learners’ curiosity. For instance, using CALL
authoring programs, teachers design gap-filling exercises flourished
by feedback and sound stimulation to complete a dialogue for
speaking performance with the computer, which offers a model
dialogue at the end.

Designing paradoxical assignments that poses contradictory
questions in the form of timed activities performed against the

computer or learners against each other to increase mental effort and
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challenge in the laboratory. This category of assignments is
recommended to elicit higher rates of curiosity and engagement.

e Engaging learners in Project-Based Learning processes as co-
researchers and instilling them with a sense of the significance of the
research. Generally, a project can be defined as a thorough
investigation of a real world topic. In this concern, Frei et al.
(2007:124) contended that

Students who are engaged in project-based learning take on
challenging, interesting tasks. They use the appropriate tools,
often-technological ones. During the project, they engage in
discussing, analyzing, problem solving, and drawing
conclusions in groups and individually.
Project-Based Learning is anticipated to develop learners’
natural willingness and tendency as they select topics they are

interested in.

A teacher who seeks to support learners’ autonomy in CALL laboratory
must consider all the affective factors while selecting the content of learning.
The compilation of all these strategies is expected to make EFL learning in
language laboratories interesting, enthusiastic and engaging. However, while
stimulating learners’ interests, enthusiasm and curiosity, teachers should
consider that these strategies might not be fitting with all learners. Hence, they
need to use the data they collect from their needs analysis studies to reflect on
the utility of each strategy. Additionally, it is of central importance to collaborate

with other peers to afford more support for learning and autonomy.
5.4.4.  Supporting Collaborative Learning

Learner autonomy, the ability or capacity associated with self-
determination, self-regulation, willingness and social support to handle
responsibility for exploring and acquiring new knowledge; is considered by ELT
researchers as a major element for successful foreign language learning. For that

reason, a number of learner-related factors to support autonomy in CALL

204



CHAPTER FIVE Supporting Autonomous CALL through Reflective Teaching Practice

laboratory is presented. Prominently, for the social autonomy support, the
researcher recommends the creation of a collaborative learning environment, as

collaboration is generally perceived as being beneficial to learners.

Although used interchangeably by some authors as Kohonen (1992), there
are those who have drawn differences between the terms collaborative and
cooperative. Nunan (1992), for instance, views collaboration as a learning
experience where learners hold more control over the planning of their own

learning while cooperative learning is simply a model of teaching.

Accordingly, Salkind (2008) presents collaborative learning as a pedagogy
that changes traditional learning expectations by engaging learners in an active
learning process that promotes critical thinking, problem-solving, group work,
negotiation, belongingness, using technology, and taking responsibility for

learning.

In this vein, collaborative learning is a process in which a number of
learners engage together to complete a task. This process entails learners’
willingness to listen to each other’s ideas, suggestions and viewpoints for
discussion to make decisions about the task completion. In CALL laboratory,
collaboration takes place with a task or a problem-solving situation that
encourages communication that may be oral, written or electronic to make joint

decisions.

Collaborative CALL is largely supported by the constructivist learning
theory. Collaboration offers learners with opportunities to negotiate meaning as
they struggle to build new meanings and extend prevailing ones. The teacher’s
role in such a learning environment is to present opportunities for exploring and
experiencing, and stimulate reflective thinking through assigning collaborative

peer activities. In this vein, Beatty (2010: 108) assumes

Collaboration is among the most useful ways in which learners
acquire language at the computer. When two or more learners sit at

a computer and discuss process and content in the target language,
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they often engage in scaffolded learning, helping each other

improve their language.

Similarly, Stevens (1992) states that the computer in group or pair work
often brainstorms learners to find the outcome of interactional sequences, and
in part offers opportunities to discuss discoveries with peers and the teacher.
Discussion, in this case, is rich as it includes learner-learner discussion, learner-
teacher discussion and learner-computer discussion. Though dissimilar, all the

three offer opportunities for negotiating meaning.

For organizing collaborative working groups in CALL laboratory, the
researcher recommends Hamm and Adams (1992) structure that entails five

major elements:

1. Assigning students to mixed-ability teams
Establishing positive interdependence
Teaching cooperative social skills

Insuring individual accountability

AR Sl L

Helping groups process information
Hamm and Adams (1992: 95)

Hamm and Adams (1992) Structure gives the teacher a prominent role
in arranging collaborative working groups. The structure considers first
learners’ competency levels and stresses the establishment of groups with
learners of diverse levels. Second, Hamm and Adams (1992) speculated
about the establishment of learners’ interdependence that he has classified

as

% Goal interdependence. Elevating each individual’s knowledge
about how to complete the task.
% Task interdependence. Identifying the group goal.

% Resource interdependence. Defining the materials to be used.
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% Role interdependence. Specifying each learner’s role in the group.

Establishing the probability that every member of the group is

responsible for explaining how the task is completed.

Third, collaboration at computers requires the teacher’s development

of learners’ social skills including cooperation, communication and

negotiation of meaning. Fourth, the teacher has to ensure learners’ ability to

be responsible members of the group. As a last element, Hamm

recommended teachers’ support to aid groups acquire and develop

knowledge.

Though directed by learners’ themselves, collaborative learning can be

teacher-initiated. Thus, teachers can encourage learners to engage in

collaborative CALL experiences through

>

Arranging small working groups in front of one computer to
complete a task or a series of tasks.

Supporting collaboration and cooperation inside and outside of
CALL laboratory and providing learners with a smooth learning
environment.

Encouraging the learners’ use of e-mail for sharing information
or discussing activities they are involved in.

Permitting the use of social networking (e.g., Facebook,
Instagram, and Twitter) for broader communication and
collaboration.

In case of Wi-Fi wired CALL environment, teachers can
integrate weblogs and wikis to encourage peer-review and
collaborative writing.

Integrating podcasts intro courses to encourage collaboration
and dialogue, and thus develop critical reflection in learners.
Designing websites to post documents and allow learners share
projects and presentations, and collaborate with peers and the

teacher.
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Overall, engaging learners in collaborative activities by allowing them to
work in pairs or groups is supposed to offer social support to learner autonomy.
Nevertheless, to guarantee the efficacy of such activities, teachers should stress
the mutual respect between learners, the significance of exchanging ideas,

scaffolding and collaboration.

Dynamic collaboration requires mutual engagement and willingness for
problem solving, rather than just communication or meaning negotiation.
Collaboration in CALL environment entails that learners hold a sense of others’
acceptance, understanding of their own and their peers’ roles, comprehension

of the assigned task, in addition to other necessary context information.

To sum up, the following figure represents a synopsis of the researcher’s
reflections that are presented in terms of strategies and techniques for teachers
to foster some of the autonomy-related conditions that are necessary for

learners to direct and control their own learning in CALL laboratory.
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~
«Offer learners' with opportunities to take responsibilities
+Raise learners' awareness about their roles in CALL
p : 1 «Foster learners' need to feel competent
R RSl . Addess learners' need relatedness and belongingness
determination
v
, ™
«Enhance learners' goal setting
_ «Develop learners' capacity to take informed decisions
o «Support learners' self-monitoring
Supplying self- . 1o
it Supply self-assessment posibilities
. vy
+Assign enthusiastic CALL experiences
+Create problem-solving situations
«Adjust CALL experiences to learners' interests and needs
~

«Engage learners in collaborative working projects

«Encourage the use of email and social networking for broader
collaboration

ST L Integrate podcasts into courses to encourage meaning negotiation

collaborative h X , >
learning Design websites to share projects and presentations )

Figure 5.3. Strategies to Offer Cognitive, Metacognitive, Affective, Social
Autonomy Support in CALL

5.5. DEVELOPING A RESEARCH PLAN: Phase Three

Research is a systematic enquiry that can be conducted to improve teaching
and learning. As processes, teaching, learning and research share some common
principles. They all aim at enhanced metacognition to acquaint and direct
action, and the efficiency of each can be clarified in terms of the degree to which

action is cultivated and reflected up on by individual metacognition.

With research-based insights, compassion for teachers, humor, and

practical examples, Teach, Reflect, Learn provides a road map
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for teachers’ journey to success, helping them past the bumps
they’ll inevitably experience along the way and empowering teachers to,

as they write, ‘always strive to be a better you.
(Bryan Goodwin qtd. in Hall and Simeral 2015: i)

Reflective practice can be considered as a research process by which
practitioners use their reflections to amplify strengths and recognize
weaknesses. Therefore, making inquiry part of the teaching practice is the third
phase to be followed by reflective teachers to evaluate the effects of their applied
strategies and techniques on learners’ performance. Researching implemented
teaching strategies and techniques can result in findings that would not have
become realized without a systematic study, and these findings ultimately lead
to new refinements in teaching practice. Thus, it is extremely valuable to develop

a detailed plan for research.

Generally, the teacher’s research that focuses on teaching concerns within
a learning environment is termed by Carr and Kemmis (1986) as action
research, which is considered as a form of action learning and self-study as well.
Kember’s (2000) work deliberated action research as a methodological rough
practice of action learning that is based on developing understanding from
experience (Campbell and Norton, 2007). This approach to educational enquiry
engages teachers in the planning, data gathering, and interpretation of data
around a specific focus. Typically, once a focus is selected, the next step in the
journey is developing a plan for the research and choosing data collection
methods. Hubbard and Power (1999) proposed that teacher-researchers design
a research plan, described as, “a detailed outline completed before the research

study begins” (qtd. in Dana and Yendol-Hoppey 2014: 134).

Nonetheless, developing a research plan in an educational setting is more
than gathering data. It is to make a link between the gathered data and
comprehending them. When the collected data is reflected up on, different
concepts raise. Reflective notes in a journal entry hope to consider these

concepts to save them. Sometimes they are part of an action research as it is in
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the present study: the researcher recorded reflective notes answering specific
questions. For the development of a research plan evaluating the effects of the
teaching strategies and techniques for cognitive, metacognitive, social and
affective autonomy-support; the researcher suggests a number of stages. The

following figure represents the suggested stages in a cycle or spiral.

Refining : ; Selecting a

practice target
Relating the
Reflecting target to
on-/for- research
action questions

and methods

Attaining
data from
different
perspectives

W ot

Figure 5.4. A Typical Research Plan Cycle

The suggested cycles of research plan shown in figure 5.4, portray action
research as a continuous spiral of cycles, which may be repeated until the

teacher-researcher achieve the satisfactory outcome.

e Stage one: After identifying the research focus, divide it into small
targets, then transform each target to a “how do I ...?” action research

question.
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Research Targets

How do I...? Research questions

I want to assess my learners’

autonomy in CALL laboratory.

How do I assess my learners’

autonomy in CALL laboratory?

I want to evaluate the effects of my
teaching techniques and strategies on

my learners’ autonomy.

How do I evaluate the effects of my
teaching techniques and strategies on

my learners’ autonomy?

I want to find other ways to support

my learners’ autonomy in CALL

How do I find other ways to support

my learners’ autonomy in CALL

laboratory.

laboratory?

Table 5.1. The First Procedure in Developing a Research Plan

e Stage two: associate the underlined research targets and questions to

research methods. Teachers as researchers could set out this step as

follows:

Research Targets

How do I...? Research

questions

Underpinning

methods

I want to assess my learners’
autonomy in CALL
laboratory.

How do I assess my learners’
autonomy in CALL
laboratory?

Tests/observation.

I want to evaluate the effects
of my teaching techniques
and strategies on my
learners’ autonomy.

How do I evaluate the effects
of my teaching techniques
and strategies on my
learners’ autonomy?

Welcoming peer-
observers/interviewing
learners.

I want to find other ways to
support my  learners’
autonomy in CALL
laboratory.

How do I find other ways to
support my  learners’
autonomy in CALL
laboratory?

Invite learners’
participation through
journaling or diaries
writing/collaborate
with colleagues.

Table 5.2. The Second Procedure in Developing a Research plan

Following these procedures offers teachers an explanatory background

that gives them direction and rationale. This background shows clearly why the

research is conducted and what teachers hope to achieve from.

e Stage three: setting the research targets, questions and underpinning

methods, teachers as action researchers need to gather a representative
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amount of data from different perspectives using any of the methods
described in chapter three. Noticeably, teachers are recommended to
gather data with a careful consideration to their designed question. For
instance, when they try to answer, “How do I assess my learners’
autonomy in CALL laboratory?” they have to seek for data that represent
learners’ autonomy in action, or possibly, what could be the reasons for
the low/high autonomy level? Teachers need to look for details that may
be turned into evidence. In research about how do I evaluate the effects of
my teaching techniques and strategies on my learners’ autonomy? A
teacher-researcher may receive a note taking from a peer-observer, which
shows how authoring packages are not well designed to allow self-
assessment. Teachers could also highlight entries from learners’ diaries
that they need to design weblogs for posting documents and broader
communication to allow self-access learning. Consequently, teachers
should collect representative data from diverse sources to analyze the
situation and reflect on the way they responded to the situation. They are
trying to comprehend the effects of their teaching strategies and
techniques, as the basis of action designed for the sake of improvement.
In this manner, Dana and Yendol-Hoppey stress, “By employing multiple
strategies, you are able to build a strong case for your findings by pointing
out the ways different data sources led you to the same conclusions”
(2014: 134).

e Stage four: making judgments about the collected data. Teachers in
language laboratories are expected to monitor their practices as they try
to promote learner autonomy, in relation with other participants. Thus,
they need reflections on and for action to make judgments about whether
or not their teaching techniques and strategies are contributing to learner
autonomy. These two types of reflection are recommended as they offer
reflective practitioners with opportunities to think critically after the

action is completed. As they evaluate their practice in relation to their
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learners’ performance, teachers need to assume whether or not they reach
their designed objectives.

e Stage five: refining practice in the light of the judgments. In the light of
what they have found, teachers have to either continue working or change
their ideas and practices. If they find that their teaching strategies and
techniques are practically suitable in terms of learners’ autonomy, they
will almost certainly continue teaching like this as long as it remains
suitable. This state may not resist for a long time because technology
introduces innovations all the time and learners’ needs and interests
change as well. This is, arguably, one of the delights of being reflective
practitioner because teachers need to continuously think and research
their practice. One research target leads to another, and one question can
set the stage for new questions as teachers persistently reflect. Nothing
rests static. Reflective teachers as action researchers need to continuously
change their high standards. This research process is supposed to aid
teachers consider and change their practices, and engage in an ongoing
cycle of action and reflection. Researching one target can result in a new
insight. This insight leads to a new action, and the action can initiate new
learning. It is an ongoing process that helps teachers realize the areas of
strength and weakness in their performance, and establish new insights
for new practices. Teachers, this way, create future actions based on their
present. The following is an example that shows how a leading question

develops into cycles, and how this research question changes its emphasis.
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/ owdo I evilite W
my practice fiar
increased | Lty

autonomy i { ,"!.]_,L
laboratary?

Figure 5.5. The Development of a Research Cycle to Subsequent Cycles

This section has put forward practical stages about planning to investigate
an educational emphasis. It has set out a possible research plan, and suggested
what teachers need to do in terms of the practical aspects of each stage. The
section has also recommended that the design of a research plan is necessary for

teachers as reflective practitioners to account for what they do.

By planning research as part of their daily practice in CALL laboratory,
teachers evaluate their methodology for increased learner autonomy; show how
their present practice is the best they can perform; and use it as a basis to
consider, refine or develop their future practices. Thus, they may account for
further cycles to improve the situation, or negotiate the findings with colleagues

as part of their ongoing professional development.
5.6. MAKING YOUR INQUIRY PUBLIC: Final Phase

Throughout this chapter, the researcher tried to consider all the possible
elements to make it seem easy to not only start, but also go on through the

processes of reflective practice and action research to maintain an autonomy
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supporting CALL. Becoming reflective; creating conditions for autonomous
CALL; developing a research plan and integrating research into practice through
collecting data, analyzing them and drawing conclusions. The last suggested
element would be making the research public through sharing the working

journey with colleagues to assess the quality of teaching and inquiry.

In this vein, Strong-Wilson (2006) supported the notion of public
discussion as part of the reflective and research processes. In case researchers
decide to engage in additional spirals of action research to expand the studied
emphasis, they share their research findings with others as part of their ongoing
professional development (adapted from Kemmis and McTaggart, 1988).
Besides, Altrichter et al. (2005) considered public discussion as the last and
most important stage of action research as it offers teachers with the
opportunity to reflect-on-practice, which refine initial understandings and

promote additional interpretations.

Reflective teaching demonstrates the teachers’ self-awareness to recognize
the strengths of their own practice. Pollard (1997) argues that effective reflection
on teaching requires a set of components including research conduction,
collaboration with peers and readiness to share and engage in reflective

dialogue.

Therefore, sharing the research results with colleagues is strongly
recommended to evaluate teachers’ abilities to become proficient action
researchers. Accordingly, Lieberman and Wood (2002) contended that teachers
who investigate their practice and share what they find with their colleagues

have great self-confidence, understanding of teaching and critical thinking.
5.6.1.  The Importance of Sharing the Research Results

When shared with colleagues and broader population, the research
findings are claimed to demonstrate in a general manner how much teachers
learn and grow. There is also the benefit of recognizing how much more there is
still to realize for becoming a good teacher. In addition, it serves as a strategy to

bring changes to others’ practice.
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As teachers engage in the process of sharing enquiry findings, their
reflective practice is, considerably, made public for discussion and debate, and
the process of teaching becomes accessible to others. Thus, sharing enquiry
results is significant for teacher-researchers, learners, colleagues and the
teaching profession as a whole. For teacher-researchers and colleagues, the
process of sharing helps clarifying the way teachers think about their work as
they question, discuss and debate their own practice. They extend thinking and
create new knowledge when experimenting each other’s pedagogies in their
individual classes. The sharing process can cause changes in learners’ learning
as they are investigated to develop teachers’ practice (Dana and Yendol-Hoppey,
2014). For instance, when a group of learners who were having difficulty fitting
into the pedagogy of CALL laboratory because they did not qualify in traditional
pedagogies. Teachers’ inquiry investigated the group and found that the
traditional pedagogies were not fitting in CALL laboratory. Making the research
results public, teachers and colleagues discuss facts and advocate new

pedagogies for change.

As a result, this act of sharing enlightens teachers practice, addresses the
development of learners’ performance and contributes to educational reform.

Kincheloe (1991:14) states,

The plethora of small changes made by critical teacher researchers
around the world in individual classrooms may bring about far more
authentic educational reform than the grandiose policies formulated

in state or national capitals

In this line of thought, Altrichter et al. (2005) outlined a number of
advantages of sharing teachers’ knowledge resulting from action research
projects. First, they claimed that public reporting protects teachers’ gained
knowledge from being forgotten in two senses of the word: by sharing and
discussing researches teachers fix it profoundly in their memories, in addition
they make it accessible to others. As a second advantage, making experience

public enhances the teachers’ reflection on action. By public discussion, teachers
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exhibit willingness to reflect deeply about their practice as they comment on and
criticize each other’s practice. Thirdly, teachers’ public discussion of action
research results may bring change to educational policy by dint of rational
argument. Fourth, by sharing their research results teachers encounter the
requests of the teaching responsibility as the necessity to include innovative
methodologies in technology supported environments. As a fifth advantage, the
act of sharing gives teachers an active role in teacher professional development
and personalize teacher education. The sixth advantage is the development of
the teachers’ self-confidence as they hold willingness to discuss both strengths
and weaknesses. Lastly, teacher-researchers’ experience sharing improves the
reputation of the teaching profession, which may be widely criticized by parents
and media, as teachers’ contribute to the establishment of professional

knowledge based on participating in public debate.

In CALL laboratory, the professional teacher is advised to collaborate with
peers to discuss research results, share pedagogies, explore ways to overcome
obstacles, try alternative resources for various learning situations and
investigate autonomy supporting strategies to bring learners to a profounder
cognitive engagement, metacognitive awareness, motivation to explore and

experiment and collaboration.
5.6.2.  Strategies for Sharing

There are many strategies that teachers can use to make their inquiry
public. Teachers can share the findings of their researches with local peers,
supervisors and other professionals in regular seminars through interviews and
reflective questioning to gain feedback. They may meet together monthly to
collaborate and share ideas, attainments and experiments, and to bring these

back to their own classrooms.

In fact, reflective questioning is defined by Lee and Barnett (1994:17) as, “a
technique in which one person prepares and asks questions that are designed to
provide opportunities for the respondent to explore his knowledge, skills,

experiences, attitudes, beliefs and values”. Incorporating reflective questioning,
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teachers need to form study groups to discuss their own inquiry results and
other related inquiries. This way helps respondents explore their own thinking,
evaluate performance and make judgments. Reflective questioning is based on
role-play, participants’ self-awareness and willingness to question the results of
their work. Through reflective questioning, participants receive feedback on
their inquiry results from each other to critically reflect on what and how they

teach, which in turn helps them to refine and expand their skills.

Other strategies to make inquiry results public are PowerPoint
presentations and posters in seminar style discussions. Using these strategies,
teachers can organize workshops and invite colleagues to present orally
background information about the research topic including problem, rationale,
design, and concluding contemplations. As a last step, teacher-inquirers
welcome debate and discussion to exchange feedback in order to support
reflection and develop knowledge. In this context, Burn (2010) advocates
workshop presentations to share action researches and interact with colleagues

who did not participate in the research.

Audiovisual methods presented in weblogs have recently proved to be a
popular way of sharing due to the marked number of viewers that they gain.
Podcasting, as an example, may be suggested as a strategy for sharing research
results with colleagues, learners and parents. Teacher-researchers can create
podcasts that offer oral description of the problem or the emphasis they have
investigated, the process of data collection, and the drawn conclusions. To get
more comments on the podcast, teachers can end up their speech by asking the
audience what they would do in this situation to seek for more solutions and

collect feedback.

Written reports or documents are said to be common strategies for
distributing action research results. They may not be useful for discussing
teachers’ findings, as they do not offer any option for giving feedback, but they

may be used to make the research results public. Indeed, written documents can
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take the form of short articles published in magazines or journals, or expanded

to chapters edited books.
5.6.3. Generalizability and Transferability

Among the various premises of sharing inquiry results, there is the benefit
of bringing the others experiences to one’s own context to refine methodologies
and develop practice. This benefit can be considered as an outcome of
generalizing research results and transferring them from one situation to other
similar situations. Generalizability can be defined as the extension of research
findings from a studied sample to a large population. According to Chalhoub-

Deville et al.

Generalizability refers to the extent to which research results can
justifiably be applied to a situation beyond the research setting. What
are the characteristics of the domain, e.g., the learners and tasks, to
which the results apply? The characteristics of the learners under
investigation and the larger group to which we want to generalize or
transfer our results are issues to consider when discussing

generalizability. (2006: 3)

Whereas transferability refers to the connections made by readers of a
research work to compare the focus or problem of a research work and their own
experience with that problem. The two processes are not exclusive as
generalizability depends on the transferability of the research findings. Barnes

et al. view transferability as,

A process performed by readers of research. Readers note the specifics
of the research situation and compare them to the specifics of an
environment or situation with which they are familiar. If there are
enough similarities between the two situations, readers may be able to
infer that the results of the research would be the same or similar in
their own situation. In other words, they “transfer” the results of a

study to another context. (qtd. in Dana and Yendol-Hoppey 2014: 217)
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Hence, as teachers share the results of their action researches with
colleagues, it is significant for them to discuss the details of their teaching
practices and research plans. The significance of this discussion lies in two
facets: they try to understand the degree to which the findings are applicable to
other populations that is referred to as generalizability, and they seek to
recognize the ways a colleague’s action research may inform their practice that
is termed as transferability. Therefore, teachers need to assess the implications
of generalizability and transferability of other teachers’ action research before
bringing their findings to their classrooms and practices. For instance, when
assessing the transferability of the other’s inquiry results, teachers may ask the
question of what are the similarities and the differences between my teaching
situation and the teacher-researchers’ situation? To offer an answer to this
question, teacher-researchers must supply a very detailed written or oral

description of their teaching situation and research plan.

To sum up, teachers who intend to generalize the research findings of their
colleagues have to consider all the possible variables involved in the study
including the emphasis of the study, the characteristics of the selected sample
and the methods used for data collection. Furthermore, if teachers want to
transfer the results of their peers’ action researches to their situation, they have
to discuss with researchers and reflect carefully on the circumstances

surrounding the conduction of the research.
5.7. CONCLUSION

As far as this chapter is concerned, the investigator has tried to, hopefully,
suggest and recommend a set of implications that may promote EFL learners’
autonomy in CALL laboratory addressing the main weaknesses identified
throughout the conduction of this study, and to supply the autonomy supporting

factors that are required for autonomous CALL.

Therefore, a number of recommendations were proposed in terms of stages
that teachers have to follow for maintaining autonomous CALL. The first

recommended stage calls teachers to become reflective about their practice
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including the methodology used, and their learners’ roles and needs in the
laboratory. As a second stage, a number of strategies reflecting the four factors

mediating autonomous learning was put forward to enhance autonomous CALL.

Making inquiry and reflection part of the teaching practice occupies the
third stage that reflective teachers have to follow in order to evaluate the effects
of the suggested strategies on learners’ autonomy. Throughout this section, the

researcher has proposed a number of steps to develop a typical research plan.

As a final phase, the researcher suggests public discussion or presentation
to share the research results with the concerned community. Typically, sharing
the research results aims at developing the three types of reflective practice at
all levels, and making teacher-research experiences accessible to other teaching

practitioners.
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6.1. SUMMARY OF THE STUDY

Autonomy in learning can be defined as learners’ readiness to direct and
control their own actions in service of their interests, needs and goals. This may
be considered as an ability, capacity, competence or responsibility. Autonomy is
a dynamic factor by which learners acquire language skills and adjust their
thoughts, attitudes and actions. Despite the significance of autonomy to
learners’ functioning and prosperity, capacity or competence to direct and

control learning is not well addressed in EFL classrooms.

In fact, learner autonomy involves factors that promote self-awareness and
self-determination; foster the planning, monitoring and evaluating of learning
experiences; sustain interest and desire to learn; and develop willingness to
cooperate with others. In the EFL context, learner autonomy is an observable
and assessable skill that not only learners bring to the classroom but also
teachers can develop, promote and support using various resource and
innovative pedagogies. Recently, developing learner autonomy in the area of
language education can be accomplished through the strategic use of CALL
resources to promote self-direction, self-determination, self-regulation,
willingness and self-directed learning. Nevertheless, strategic use of CALL for
increased learner autonomy requires teachers’ critical reflection to constantly

refine and develop practice to address learners’ interests, needs and goals.

Accordingly, the factors mediating autonomous learning, teachers’
reflective practice and CALL pedagogy are the three major concepts that have
been used in this research work to illustrate the significance of teachers’ critical
reflection for developing autonomy supporting strategies in CALL laboratory.
Research problems raised in this study revolve around why innovation and
change in the learning environment should be accompanied by changes in the
teaching methodology used and how can teachers’ reflective practice assist and

support learners’ autonomy.

This investigation represents theoretical and practical frameworks to

portray the role of critical reflection in innovative language learning
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environments, and its copiousness of accurately pioneering and creative
strategies supporting learner autonomy in language laboratories. Researches in
CALL environment have shown its efficiency in supporting learner autonomy
and at the same time argued that the majority of teachers recognize the role of
CALL in maintaining learner autonomy. However, without incorporating
innovative pedagogies, teachers may be at a loss as to how to support learner

autonomy while simultaneously accomplishing more linguistic goals.

The main issues here are that many EFL learners encounter the problem of
autonomy in CALL laboratory and teachers are not reflective about their
teaching methodologies to meet the requirements of the new environment. In a
long term, reflective practice can make teachers become more aware about their
performance as to what to adjust to solve the problem of learner autonomy.
These preliminary reflections constituted a strong motive to conduct the present
inquiry.

Therefore, the present investigation is an action research on first year EFL
learners at Naama university center; targeting primarily at arguing for the
significance of reflective teaching practice to solve the problem of learner
autonomy in CALL laboratory. To inquire this claim, six chapters were devoted.
The first is an introductory one aiming at setting out basic elements for this
investigation to methodologically plan the research framework; stating the
rationale of the study; the designed objectives; and the research questions and
hypotheses. It also highlighted the limitations and the delimitations of the

investigation at hand.

The following chapter, named critical review of relevant literature, tried to
cope with the main key concepts used in this research work. In addition, it
underlined similar studies undertaken in the same scope of research. Indeed,
emphasis was placed on the key concepts and their interaction with each other
to form theoretical and conceptual approach to reflective teaching practice in
service of adjusting innovative pedagogies in CALL laboratory to deal with the

problem of learner autonomy.
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In the third chapter, the researcher has first offered a brief description of
the ELT situation in Algerian higher education. This chapter, considerably,
explained the research methodology adopted to conduct this study. As for the
sample population, the researcher selected randomly 60 first year EFL learners
and 5 teachers from the English section of Naama university center. Further, the
researcher has made use of four data collection methods. Learner autonomy
questionnaire administered at the onset and the final phase of the action
research. Classroom observation in terms of two checklists conducted by the
teacher-researcher in two different phases of the action research, and note
taking conducted by peer teachers to identify weaknesses in the teacher’s
performance. Journal entry was also used as a reflective practice to collect more
insight for the development of the action plan. Additionally, teachers’ interview
was incorporated to share the inquiry results with colleagues and discuss the

utility of reflective practice to develop teachers’ performance.

The fourth chapter targeted to analyze and interpret the collected data,
displayed the obtained results chronologically following the order of the action
research phases. Throughout the analysis of the different research methods
employed, the researcher has tried to answer the research questions raised at
the onset of the study. The fifth chapter aimed at providing practical suggestions
and recommendations for supporting learner autonomy in CALL laboratory
through reflective teaching practice. Eventually, this final chapter attempted to
sum up the present investigation and draw the probable deductions from this
action research, and raise other questions that may be investigated in further

studies.
6.2. RESEARCH DESIGN PROCEDURE

The present investigation is an action research on first year EFL learners at
Naama university center during the academic year 2016-2017. It is based on the
teacher’s reflective practice to develop an action plan for supporting learner

autonomy in CALL laboratory. The sample population is composed of 60
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learners and 5 teachers. The teacher researcher incorporated the following data

attainment methods.

e Learner autonomy scale administered at the onset of the study to assess
learners’ level of autonomy, and at the end to evaluate the autonomy
supporting factors of the adopted action plan.

e Participant observation prior and after the adopted action plan.

e Peer-observation throughout the first semester.

e Reflective journaling throughout the first semester.

e Teachers’ interview at the end of the investigation.
6.3. RESULTS ACHIEVED AND CONCLUSIONS

Expectantly, the raised research questions have been answered, and
fascinating insights were achieved as well. It was realized that CALL
environment does not necessarily improve learners’ autonomy. It has been
found that EFL teachers’ reflective practice supported by inquiry plays a major
role in the development of their performance to meet learners’ interests, needs
and goals in CALL laboratory. Learners with defined roles and goals have high
opportunities to be responsible and direct their own learning. Moreover,
reflecting on CALL experiences that elicit high levels of self-determination, self-
awareness and self-regulation drive learners to act autonomously. Henceforth,
positive effects result from teachers’ reflective practice, i.e., throughout this
action research, it was found that there is a development in teacher-researcher’s
performance to sustain leaner autonomy in CALL laboratory. Reflecting on
strengths and weaknesses leads to alternative methodologies, which lead to

developed learner autonomy. The inquiry results can be summed up as follows:

% As for learner autonomy questionnaire, the results of the paired-samples
t-test formula indicated the development of EFL learners’ autonomy after
the teacher’s reflective practice. The scale is composed of three main

parts:
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K/
L4

0

L X4

0

» The t-test result of the scale’s first part reflects a negative value:
-12,07, which means that learners’ scores of the pre-test are lower
than their scores of the post-test.

> The t-test result of the self-direction test is -18, which denotes the
development of learners’ scores in the post-test.

> The t-test result of the scale’s last part (role of class teacher) reflects
positive value: 22,2, which demonstrates the diminution of the
teacher’s role after the adopted action plan.

> The eta squared results of the scale’s three parts have also denoted

the large effect size of the adopted action plan.

The analysis of learner autonomy questionnaire revealed that learners’
autonomy in CALL laboratory was largely supported and promoted

due to the teacher’s reflective practice.

After reflecting on peer-observation results and the journal entries, the
teacher recognized several weaknesses in her performance that
necessitate a refinement in the teaching methodology used including the
distribution of roles in the laboratory, the designed courses and the
assigned activities.

Through peer observation, it was found that the teacher’s performance to
promote learner autonomy in CALL laboratory was incompatible, as the
designed courses did not offer opportunities self-directed learning.

The teacher-researcher’s reflection on the journal entries revealed the
importance of reflective writing for the development of a better
understanding of the teaching situation. The entries demonstrated the
inappropriateness of the teaching methodology in CALL laboratory and
directed attention towards the importance of reflection for action to
advance a strategy for adjustment.

Participant observation results have shown that the adoption of OPG
software as a result of reflection for action has brought significant changes

in learners’ autonomy. High levels of interest, attention, engagement, self-
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awareness and self-regulation were rated as high in almost all the
observed sessions.

% The findings of the present investigation implied that EFL teachers may
support their learners’ autonomy in CALL laboratory by continuous
reflection to adjust materials and activities that are consistent to learners’
interests, needs and goals, and simultaneously respond to the quickly
changing nature of CALL resources.

6.4. RECOMMENDATIONS

The findings have demonstrated that language teachers using CALL
laboratories are called for reflective practice to promote their learners’
autonomy through creating a supportive environment that encourages them to
take responsibilities, make decisions and hold influential roles. EFL teachers
should reflect to develop strategies that address the four factors mediating
autonomous learning. They may assist learners to be aware self-determined and
self-regulated. They can also help learners plan, monitor and evaluate progress
and content of learning. For the social autonomy support, teachers may create
opportunities for collaborative learning. After the development of such
strategies, teachers are recommended to design a research plan to assess the

efficiency of their developed strategies on learners’ autonomy.

Furthermore, the teacher-researcher’s reflective practice, and the results
obtained from this research work, signposted that there is an exigent
requirement for sharing research results with peer teachers. In this context, a
number of suggestions and recommendations have been proposed to make
teachers’ inquiry results public with a view to constantly develop and update
teaching methodologies to overcome problems as learner autonomy in CALL

laboratory.
6.5. SUGGESTIONS FOR FURTHER RESEARCH

Apart from the accomplished findings, there were some limitations to be
recognized in the current investigation. To cite some, and because of the limited

contact with peer teachers, peer observations were limited to two sessions and
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less. There were three teachers who observed two sessions and one teacher
observed only one, and others did not come as they live far from Naama and
their working days are different from the researcher’s ones. Further, the same
problem was faced while conducting the interview to discuss the utility of
reflective practice in dealing with the problem of autonomy in CALL laboratory
and share the achieved results. Small number of teachers participated in the

interview, which effected the generalizability of the results.

Additionally, learner autonomy is said to be a non-linguistic skill; thus, it
seems inevitable to assess it. Learners, to a certain level, may report positive
results about themselves that do not reflect the real situation. Indeed, learner
autonomy was assessed through learner autonomy scale and participant
observation checklist; however, it would be wiser if it had been assessed by other

teachers or examiners at the onset of the study.

Beyond the current investigation, there are some areas of inquiry in
technology-supported language education that are still carrying out constant
research to follow the inventions technology is introducing every day. These
areas would provide more insight about CALL applications to develop learner

autonomy and, hence, open the door for farther research.

The realized findings from the present action research represent,
considerably, interesting new opportunities for inquiry within the areas of
reflective teaching practice, language laboratory and learner autonomy.
Henceforth, it seems significant the results of the present investigation, that may
be deliberated as a prelude for further research based on the encountered
limitations and shortcomings. Based on the research process as a whole, the
researcher is stimulated to propose the teachers’ organization of regular
meetings to discuss learners’ interests, needs and goals; teaching problems;
research areas in EFL classes; and make research results subject to discussion

and critical reflection.
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Appendix 1

Learner Autonomy Questionnaire

The present questionnaire is designed as part of a research work to explore

and measure the level of EFL students’ autonomy while learning in CALL

(Computer Assisted Language Learning) laboratory. Therefore, you are kindly

requested to read carefully each statement answer and respond by putting a tick

(V) or a cross (x) on the appropriate answer.

N.B. There is no correct or incorrect answer. Your answers will be used for

research aims.

Thanks for your collaboration

Age: ..........

Sex: Male [ ] Female [ |

Part one: Learners’ Performance

Statement Strongly = Agree Neutral Disagree

Agree

1. I can use the computer on my
own.

2. I learn English better in CALL
laboratory.

3. Ienjoylearning English in CALL
laboratory.

4. Learning in the laboratory
sustain my interests.

5. I am often engaged in CALL
activities.

6. Ifeel that I am effective in CALL
laboratory.

7. 1 like trying new things in
CALL laboratory.

Strongly
Disagree
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8. CALL assignments increases
my willingness to continue
learning.

9. I learn better when working
with colleagues.

10.1 often help my colleagues to
overcome obstacles.

11. CALL atmosphere is
energizing.

12. CALL assignments develop
my reflective thinking.

Part two

13.1 usually set my own goals for
each session.

14.1 like activities in which I can
learn on my own.

15.1 use other CALL resources on
my own.

16.1 check new words by looking
them up in e-dictionaries.

17.1 would like to select the
materials for my CALL
lessons.

18.1 use my own way to do CALL
assignments.

19.1 would like to participate in
the decisions of what to do in
the lesson.

20. The teacher should give me
regular tests.

21. [ know my weakness and go
for it.

: Self-Direction Test
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22.If I cannot understand during
the session, I can learn
working myself.

23.If I have missed a session, I
am responsible for it.

24.1 have my own way of
assessing my performance.

Part three: Importance of Class Teacher

25. I feel embarrassed when I
experience a new activity.

26. I cannot do an activity if the
teacher does not explain it
several times.

27.1 learn better, when the
teacher  explains several
times.

28. I feel confident when the
teacher is beside me while
doing assignments.

29. I can learn only with the help
of my teacher.

30. My teacher has always to
guide me.

31. I learn better only when the
teacher gives me feedback.

32. I seek for my teacher’s help
only in private and not in
front of my classmates.

33. Ilike the assignments where
I can work with others.

263



Appendix 1

34. I hesitate to take decisions
alone.
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Teacher’s Aim
Responses

O e Check and

& e, notice  classroom

® e problems.

O e Look back

® e, on/forward to a

® e, defined problem for
the sake of
reflection

O s Evaluate the

O e, teacher’s practices

& e in perplexing
situations.

L Develop an

O e understanding

o about teaching.
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APPENDIX 2

Checklist Number 1

General Information

AN A o

SR SN

10.
11.
12.
13.
14.
15.

Observer: Yaiche Wahida

Setting: 10:00 am; 06.11.2016; Naama University Center; Department of
Foreign Languages; English Section; Laboratory 1.

Observation: 1st

Observed things: autonomy related factors/opportunities.

Lesson start: 10:00 am

Lesson end: 11:28

Very Occasionally Quite Very

seldom often often
Offering choices. v
Giving encouragements. v
Providing hints. v
Offering rationales. v
Encouraging learners to set their v
own learning goal.
Generating a self-access facility in v
the classroom
Encouraging learners to develop v
critical thinking skills
Encouraging learners to create v
extension into learning experiences.
Encouraging learners to predict v
how well they are progressing.
Instigating self-assessment 4
Encouraging cooperative work. 4
Fostering peer assessment 4
Students’ listening v
Students’ talk v
Being responsive to students v

questions
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16. Encouraging learners to use CALL v

materials outside the classroom.

Checklist Number 2
General Information

1. Observer: Yaiche Wahida
2. Setting: 11:30 am; 08.11.2016; Naama University Center; Department of

Foreign Languages; English Section; Laboratory 1.

3. Observation: 2nd
4. Objective: Autonomy related factors and opportunities.
5. Lesson start: 11:30 am
6. Lesson end: 13:02
Very Occasionally Quite Very
seldom often often
1. Offering choices. v
2. Giving encouragements. v
3. Providing hints. v
4. Offering rationales. v
5. Encouraging learners to set their v

own learning goal.

6. Generating a self-access facility in v
the classroom

7. Encouraging learners to develop 4
critical thinking skills

8. Encouraging learners to create v
extension into learning experiences.

9. Encouraging learners to predict 4

how well they are progressing.

10. Instigating self-assessment v
11. Encouraging cooperative work. v
12. Fostering peer assessment v
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13. Students’ listening v

14. Students’ talk v

15. Being responsive to students v
questions

16. Encouraging learners to use CALL v

materials outside the classroom.

Checklist Number 3
General Information

1. Observer: Yaiche Wahida
2. Setting: 10:00 am; 13.11.2016; Naama University Center; Department of

Foreign Languages; English Section; Laboratory 1.

3. Observation: 31
4. Objective: Autonomy related factors and opportunities.
5. Lesson start: 10:01 am
6. Lesson end: 11:30
Very Occasionally Quite Very
seldom often often
1. Offering choices. v
2. Giving encouragements. v
3. Providing hints. v
4. Offering rationales. v
5. Encouraging learners to set their v
own learning goal.
6. Generating a self-access facility in v
the classroom
7. Encouraging learners to develop v
critical thinking skills
8. Encouraging learners to create 4
extension into learning experiences.
9. Encouraging learners to predict v

how well they are progressing.
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10. Instigating self-assessment 4

11. Encouraging cooperative work. v

12. Fostering peer assessment 4

13. Students’ listening v
14. Students’ talk v

15. Being responsive to students v
questions
16. Encouraging learners to use CALL v

materials outside the classroom.

Checklist Number 4
General Information

1. Observer: Yaiche Wahida
2. Setting: 11:30 am; 15.11.2016; Naama University Center; Department of

Foreign Languages; English Section; Laboratory 1.

3. Observation: 4th
4. Objective: Autonomy related factors and opportunities.
5. Lesson start: 11:35 am
6. Lesson end: 13:06
Very Occasionally Quite Very
seldom often often
1. Offering choices. v
2. Giving encouragements. v
3. Providing hints. v
4. Offering rationales. v
5. Encouraging learners to set their v
own learning goal.
6. Generating a self-access facility in v
the classroom
7. Encouraging learners to develop v

critical thinking skills
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8. Encouraging learners to create v
extension into learning experiences.
9. Encouraging learners to predict v

how well they are progressing.

10. Instigating self-assessment v

11. Encouraging cooperative work. v

12. Fostering peer assessment 4

13. Students’ listening v

14. Students’ talk v

15. Being responsive to students v

questions
16. Encouraging learners to use CALL v

materials outside the classroom.

Checklist Number 5
General Information

1. Observer: Yaiche Wahida
2. Setting: 10:00 am; 20.11.2016; Naama University Center; Department of

Foreign Languages; English Section; Laboratory 1.

3. Observation: 5th
4. Objective: Autonomy related factors and opportunities.
5. Lesson start: 10:00 am
6. Lesson end: 11:36
Very Occasionally Quite Very
seldom often often
1. Offering choices. v
2. Giving encouragements. v
3. Providing hints. v
4. Offering rationales. v
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5. Encouraging learners to set their v
own learning goal.

6. Generating a self-access facility in v
the classroom

7. Encouraging learners to develop v
critical thinking skills

8. Encouraging learners to create v
extension into learning experiences.

9. Encouraging learners to predict v
how well they are progressing.

10. Instigating self-assessment v

11. Encouraging cooperative work. v

12. Fostering peer assessment v

13. Students’ listening v
14. Students’ talk v

15. Being responsive to students v
questions
16. Encouraging learners to use CALL v

materials outside the classroom.

Checklist Number 6
General Information

1. Observer: Yaiche Wahida

2. Setting: 11:30 am; 22.11.2016; Naama University Center; Department
of Foreign Languages; English Section; Laboratory 1.

Observation: 6th

Objective: Autonomy related factors and opportunities.

Lesson start: 11:30 am

SANIC AN I

Lesson end: 13:00
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Very Occasionally Quite Very
seldom often often

1. Offering choices. v

2. Giving encouragements. v
3. Providing hints. v

4. Offering rationales. v

5. Encouraging learners to set their v
own learning goal.

6. Generating a self-access facility in v
the classroom

7. Encouraging learners to develop v
critical thinking skills

8. Encouraging learners to create 4
extension into learning experiences.

9. Encouraging learners to predict v
how well they are progressing.

10. Instigating self-assessment v

11. Encouraging cooperative work. v

12. Fostering peer assessment v

13. Students’ listening v
14. Students’ talk v

15. Being responsive to students v
questions
16. Encouraging learners to use CALL v

materials outside the classroom.

Checklist Number 7

General Information
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1. Observer: Yaiche Wahida
2. Setting: 11:30 am; 29.11.2016; Naama University Center; Department

of Foreign Languages; English Section; Laboratory 1.

3. Observation: 7th

4. Objective: Autonomy related factors and opportunities.

5. Lesson start: 11:36 am

6. Lesson end: 13:02

Very Occasionally Quite Very
seldom often often

1. Offering choices. v
2. Giving encouragements. v
3. Providing hints. 4
4. Offering rationales. v
5. Encouraging learners to set their v

own learning goal.
6. Generating a self-access facility in v

the classroom
7. Encouraging learners to develop v

critical thinking skills
8. Encouraging learners to create v

extension into learning experiences.
9. Encouraging learners to predict v

how well they are progressing.
10. Instigating self-assessment 4
11. Encouraging cooperative work. v
12. Fostering peer assessment v
13. Students’ listening v
14. Students’ talk v
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15. Being responsive to students v
questions
16. Encouraging learners to use CALL v

materials outside the classroom.

Checklist Number 8
General Information

1. Observer: Yaiche Wahida
2. Setting: 10:00 am; 04.12.2016; Naama University Center; Department of

Foreign Languages; English Section; Laboratory 1.

3. Observation: 8th
4. Objective: Autonomy related factors and opportunities.
5. Lesson start: 10:05 am
6. Lesson end: 11:35
Very Occasionally Quite Very
seldom often often
1. Offering choices. v
2. Giving encouragements. v
3. Providing hints. v
4. Offering rationales. v
5. Encouraging learners to set their v
own learning goal.
6. Generating a self-access facility in v
the classroom
7. Encouraging learners to develop v
critical thinking skills
8. Encouraging learners to create v
extension into learning experiences.
9. Encouraging learners to predict v

how well they are progressing.
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10. Instigating self-assessment v

11. Encouraging cooperative work. v

12. Fostering peer assessment v

13. Students’ listening v
14. Students’ talk v

15. Being responsive to students v
questions
16. Encouraging learners to use CALL v

materials outside the classroom.
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Checklist Number 1

General Information

1. Observer: Yaiche Wahida

2. Setting: 10:00 am; 12.02.2017; Naama University Center; Department of
Foreign Languages; English Section; Laboratory 1.

3. Observation: 15t

4. Observed things: autonomy related factors/opportunities while learning
through OPG.

5. Lesson start: 10:00 am
6. Lesson end: 13:00

Very Occasionally Quite Very
seldom often often

1. Learners’ are actively engaged. v
2. OPG attracts learners’ attention. v
Learners’ are interested. v
Learners act independently. v

Learners make choices. v

A

OPG engenders self-access facility v
in the classroom
7. OPG develops learners’ critical v
thinking skills
8. OPG helps learners to create v
extension into learning experiences.
9. OPG helps learners to estimate how v
well they are progressing.

10. OPG initiates self-assessment v
11. OPG promotes cooperative work. v

12. Students seek for help v
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Checklist Number 2

General Information

1. Observer: Yaiche Wahida

2. Setting: 11:30 am; 14.02.2017; Naama University Center; Department
of Foreign Languages; English Section; Laboratory 1.

3. Observation: 2nd

4. Objective: autonomy related factors/opportunities while learning
through OPG.

5. Lesson start: 11:30 am

6. Lesson end: 14:30

Very Occasionally Quite Very

seldom often often
1. Learners’are actively engaged. v
2. OPG attracts learners’ attention. v
3. Learners’ are interested. v
4. Learners act independently. v
5. Learners make choices. v
6. OPG engenders self-access v
facility in the classroom
7. OPG develops learners’ critical v
thinking skills
8. OPG helps learners to create v
extension into learning
experiences.
9. OPG helps learners to estimate v
how well they are progressing.
10. OPG initiates self-assessment v
11. OPG  promotes cooperative v
work.
12. Students seek for help v
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Checklist Number 3

General Information

1. Observer: Yaiche Wahida

2. Setting: 10:00 am; 19.02.2017; Naama University Center; Department
of Foreign Languages; English Section; Laboratory 1.

3. Observation: 31

4. Objective: autonomy related factors/opportunities while learning
through OPG.

5. Lesson start: 10:01 am

6. Lesson end: 13:00

Very Occasionally Quite Very
seldom often often

1. Learners’ are actively engaged. v
2. OPG attracts learners’ attention. v
Learners’ are interested. v

Learners act independently.

<

Learners make choices. v

S

OPG engenders self-access v

facility in the classroom

7. OPG develops learners’ critical v
thinking skills

8. OPG helps learners to create v
extension into learning
experiences.

9. OPG helps learners to estimate v

how well they are progressing.

10. OPG initiates self-assessment v

11. OPG  promotes cooperative v
work.

12. Students seek for help v
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Checklist Number 4

General Information

Observer: Yaiche Wahida

of Foreign Languages; English Section; Laboratory 1.

. Observation: 4th

. Setting: 11:30 am; 21.02.2017; Naama University Center; Department

4. Objective: Autonomy related factors and opportunities while learning

AN

10.

11.

through OPG.

Lesson start: 11:35 am

. Lesson end: 14:30

Learners’ are actively engaged.
OPG attracts learners’ attention.
Learners’ are interested.
Learners act independently.
Learners make choices.

OPG engenders self-access
facility in the classroom
OPG develops learners’ critical

thinking skills

OPG helps learners to create
extension into learning
experiences.

OPG helps learners to estimate
how well they are progressing.

OPG initiates self-assessment

OPG promotes cooperative

work.

12. Students seek for help

Occasionally Quite
often

v
v

Very
often
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Checklist Number 5
General Information

1. Observer: Yaiche Wahida

2. Setting: 10:00 am; 26.02.2017; Naama University Center; Department
of Foreign Languages; English Section; Laboratory 1.

3. Observation: 5th

4. Objective: Autonomy related factors and opportunities while learning
through OPG.

5. Lesson start: 10:00 am

6. Lesson end: 13:00

Very Occasionally Quite Very

seldom often often
1. Learners’ are actively engaged. v
2. OPG attracts learners’ attention. 4
3. Learners’ are interested. v
4. Learners act independently. v
5. Learners make choices. v
6. OPG engenders self-access v
facility in the classroom
7. OPG develops learners’ critical v
thinking skills
8. OPG helps learners to create v
extension into learning
experiences.
9. OPG helps learners to estimate v
how well they are progressing.
10. OPG initiates self-assessment v
11. OPG  promotes cooperative v
work.
12. Students seek for help v
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Checklist Number 6
General Information

1. Observer: Yaiche Wahida

2. Setting: 11:30 am; 07.03.2017; Naama University Center; Department
of Foreign Languages; English Section; Laboratory 1.

3. Observation: 6th

4. Objective: Autonomy related factors and opportunities while learning
through OPG.

5. Lesson start: 11:30 am

6. Lesson end: 14:30

Very Occasionally Quite Very

seldom often often
1. Learners’ are actively engaged. v
2. OPG attracts learners’ attention. v
3. Learners’ are interested. v
4. Learners act independently. v
5. Learners make choices. v
6. OPG engenders self-access v
facility in the classroom
7. OPG develops learners’ critical v
thinking skills
8. OPG helps learners to create v
extension into learning
experiences.
9. OPG helps learners to estimate v
how well they are progressing.
10. OPG initiates self-assessment v
11. OPG  promotes cooperative v
work.
12. Students seek for help v
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Checklist Number 7
General Information

1. Observer: Yaiche Wahida

2. Setting: 10:00 am; 09.04.2017; Naama University Center; Department
of Foreign Languages; English Section; Laboratory 1.

3. Observation: 7th

4. Objective: Autonomy related factors and opportunities while learning
through OPG.

5. Lesson start: 10:00 am

6. Lesson end: 13:00

Very Occasionally Quite Very

seldom often often
1. Learners’ are actively engaged. v
2. OPG attracts learners’ attention. v
3. Learners’ are interested. v
4. Learners act independently. v
5. Learners make choices. v
6. OPG engenders self-access v
facility in the classroom
7. OPG develops learners’ critical v
thinking skills
8. OPG helps learners to create v
extension into learning
experiences.
9. OPG helps learners to estimate v
how well they are progressing.
10. OPG initiates self-assessment v
11. OPG  promotes cooperative v
work.
12. Students seek for help v

282



APPENDIX 3

Checklist Number 8
General Information

1. Observer: Yaiche Wahida

2. Setting: 10:00 am; 11.04.2017; Naama University Center; Department of
Foreign Languages; English Section; Laboratory 1.

3. Observation: 8th

4. Objective: Autonomy related factors and opportunities while learning
through OPG.

5. Lesson start: 10:00 am

6. Lesson end: 13:00

Very Occasionally Quite Very

seldom often often
1. Learners’ are actively engaged. v
2. OPG attracts learners’ attention. v
3. Learners’ are interested. v
4. Learners act independently. v
5. Learners make choices. v
6. OPG engenders self-access v
facility in the classroom
7. OPG develops learners’ critical v
thinking skills
8. OPG helps learners to create v
extension into learning
experiences.
9. OPG helps learners to estimate v
how well they are progressing.
10. OPG initiates self-assessment v
11. OPG  promotes cooperative v
work.
12. Students seek for help v
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Peer observation

Instructor: Wahida Yaiche Observer: 1 Date: 13/11/16
Lecture Listening Time of Class: 10 am  Number of students: 30
Comprehension

Specific aims of the observation

% How could you describe my |e Does notmake uses of all the
available materials and resources.

e Chooses activities that do not

autonomous CALL? support self-directed learning.

e Chooses activities irrelevant for
making choices.

performance in supporting

%+ How would you describe the role |e Source of knowledge.
I play in my class? e Models, demonstrates, and
provides feedback.
e Monitors learners’ learning
e Re-teaches when necessary

% How would you describe my | e Passive reliant learners
learners’ roles in the class? e Listen without demonstrating
comprehension.
e Dependent and cannot learn
without assistance.

Strengths and weaknesses in the teacher’s performance

Key areas of strength Key areas of Weakness
v Providing feedback v You did not give Learners
v Encouraging learning opportunities to practice
independently
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Peer observation

Instructor: Wahida Yaiche @ Observer: 1

Date: 20/11/2016

Lecture: listening Time of Class: 10 am  Number of students: 28

comprehension

Specific aims of the observation

% How could you describe my
performance in supporting

autonomous CALL?

e Chooses activities inappropriate
to the autonomy supporting
quality of CALL.

¢ Does not use all the available
resources

% How would you describe the role
I play in my class?

e Authoritative teacher.
e Does not inform learners of the

objective of the lesson.

e Responsive to learner’s

continuous questions.

e Follows an arranged lesson plan

% How would you describe my

learners’ roles in the class?

e Dependent and continuously

asking for help.

e Do not ask for alternatives.
e Passive listeners and not

reflective.

Strengths and weaknesses in the teacher’s performance

Key areas of strength

Key areas of Weakness

v Providing clarification and
demonstrations.
v' Providing encouragements

v" You do not provide learners
choices and rationales
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Peer observation

Instructor: Wahida Yaiche

Lecture: oral expression

Specific aims of the observation

Observer: 2

Time of Class: 11:30

Date: 15/11/2016

Number of students:27

% How could you describe my
performance in supporting

autonomous CALL?

e Presents the speaking topic
e Chooses activities unfitting to

e Does not benefit from all the

clearly.
CALL environment.

available materials.

% How would you describe the role
I play in my class?

Talks too much
Explains several times
Reactive to learners’ commands.

Does not encourage peer
assessment.

% How would you describe my

learners’ roles in the class?

e Listen and rarely participate.
e They always ask for help
e They do not provide hints.

Strengths and weaknesses in the teacher’s performance

Key areas of strength

Key areas of Weakness

v' Managing the use of CALL
materials.

v Opportunities to benefit from
CALL laboratory premises are
missing.
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Peer observation

Instructor: Wahida Yaiche

Lecture: oral expression

Specific aims of the observation

Observer: 2

Time of Class: 11:30

Date: 22/11/2016

Number of students:27

% How could you describe my
performance in supporting

autonomous CALL?

e Uses CALL resources in a limited
manner.

¢ Includes ordinary activities that
do not necessitate CALL
materials.

¢ Incorporates experiences that do

not promote critical thinking
skills.

% How would you describe the role
I play in my class?

e The sage on the stage who has to
give directions and guide every
student.

¢ You did not encourage learners
to set goals

% How would you describe my

learners’ roles in the class?

e Passive and unable to direct their
learning.

e They do not have any
responsibility to take charge of
their learning.

Strengths and weaknesses in the teacher’s performance

Key areas of strength

Key areas of Weakness

e Managing the use of CALL
materials.

e You did not set expectations for
students’ achievement in
accordance with abilities.
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Peer observation

Instructor: Wahida Yaiche

Lecture: oral
Comprehension

Specific aims of the observation

Observer: 3

Date: 04/12/2016

Time of Class: 10 am  Number of students:30

% How could you describe my
performance in supporting

autonomous CALL?

e Presents a listening course
following a well-organized lesson
plan.

e Selects experiences that do not
advocate autonomous learning.

% How would you describe the role
I play in my class?

e Provides examples and
illustrations.

e Does not provide rationale.

e Does not encourage self-directed
learning.

e Does not foster responsibilities.

% How would you describe my

learners’ roles in the class?

e Inactive learners who do not hold
any ability to take decisions.

e They do not act independently at
all.

Strengths and weaknesses in the teacher’s performance

Key areas of strength

Key areas of Weakness

e The teacher manages the
laboratory as a whole.

e The teacher does not manages

the creation of an autonomous
CALL.
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Peer observation

Instructor: Wahida Yaiche

Lecture: oral expression

Specific aims of the observation

Observer: 3

Time of Class: 11:30

Date: 06/12/2016

Number of students:30

% How could you describe my
performance in supporting

autonomous CALL?

e The effective use of CALL materials
to support self-directed learning is
always missing.

e The teacher continuously gives
directions and guidance.

% How would you describe the role
I play in my class?

e Uses assignments that do not
reflect the autonomy-supporting
feature of CALL.

¢ Does not offer opportunities for
self-direction.

% How would you describe my

learners’ roles in the class?

e Discuss the presented topic with
the teacher and use the required
materials.

e They do not have access to other
materials, as they are not
encouraged to.

Strengths and weaknesses in the teacher’s performance

Key areas of strength

Key areas of Weakness

e Encourages participation from
all students

e Does not benefit from CALL
qualities.
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Peer observation

Instructor: Wahida Yaiche

Lecture: oral
Comprehension

Specific aims of the observation

Observer: 4

Date: 04/12/2016

Time of Class: 10 am  Number of students:30

% How could you describe my
performance in supporting

autonomous CALL?

e Presents the planned course using
CALL materials but the students
do not practice through CALL
materials.

¢ Does not encourage access to
CALL materials.

% How would you describe the role
I play in my class?

eTalks, monitors and illustrates
most of the class time.

e Does not provide choices.

e Does not encourage the students’
use of CALL materials all the time

% How would you describe my

learners’ roles in the class?

¢ Passive listeners who always seek
for help.

e Use CALL materials in a limited
manner.

Strengths and weaknesses in the teacher’s performance

Key areas of strength

Key areas of Weakness

e Cooperates and shares ideas
with other teachers.

e The selection of the assigned
activities.
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Appendix 6
Teacher’s Interview
Dear teacher,

This interview seeks to collect information about the use of reflective
practices in CALL laboratories to develop new applies for increased learners’
autonomy. It is, also, an attempt to exhibit the achieved findings for critical
discussion. Thus, you are kindly invited to answer the following questions

sincerely for they are significant for the success of this work.

KEXKRKAEXRKKXXRKRXXK

1. For how long have you been teaching English?

2. For how long have you been teaching English in CALL laboratories?

3. Have you ever come across difficulties when teaching the language
through computers?

4. Have you faced the problem of learners’ autonomy in CALL laboratory?

5. What do you do to deal with your learners’ low autonomy level?

6. Have you ever reflected on your teaching practices while facing the
problem of learners’ autonomy?

7. Do you think that reflecting critically on your practices may develop your
learners’ autonomy?

8. How do you practice the act of reflection?

9. Do you think asking about the relevant and the irrelevant of your teaching
practice from your colleagues can improve your teaching performance?

10.As a reflective teacher, I have used participant observation, peer
observation and journaling along with action research to develop an
action plan dealing with the problem of autonomy in CALL laboratory.
The adopted action plan resulted in positive effects. Then, the researcher
showed the achieved result of each tool alone and asked:

a. What do you think of the results achieved?
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b. Do consider reflective practices as useful in developing
autonomous CALL?
c. Would you engage in the same reflective practices to develop your
learners’ autonomy?
11. If you are asked to review your expectations from reflective teaching
practices to promote autonomous CALL, what would you say?

Thank you for your collaboration
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Résumeé

L’autonomie et I'indépendance d’apprentissage chez I'apprenant de la langue est
I'un des plus fondamentaux facteurs dans le processus de ’acquisition de la
langue. Ainsi, pour instaurer 'autonomie chez un apprenant, il est différentes
modalités et stratégies a savoir notamment : ’'apprentissage de la langue assisté
par ordinateur désormais CALL : «Computer Assisted Language Learning » qui
demeure une démarche moderne de création et de consolidation de ’autonomie.
C’est dans cette optique que notre recherche s’inscrit et vise par-la a fournir une
étude argumentée a propos de lefficience de I'enseignement réflexif pour
développer la performance des enseignants afin de résoudre le probleme de
lautonomie dans les classes d’anglais en prenant comme référence le cas des
étudiants d’Anglais a Centre Universitaire de Naama. Elle vise aussi a diriger
lattention des enseignants vers une pensée critique pour gérer les situations
complexes dans les classes d’anglais en général et au sein des laboratoires des
langues en particulier.

Mots clés : apprentissage de langue assisté par ordinateur, 'autonomie de
lapprenant, enseignement réflexif, la pensée critique.

Summary

As an area of scientific inquiry, autonomy plays a significant role in promoting
foreign language learning. Thus, various methods are employed for the sake of
promoting learner autonomy. Computer Assisted Language Learning (CALL) is
one of the most innovative methods that can be used to enhance autonomous
learning in the area of language education. The present investigation proposes
theoretical and practical frameworks to incorporate reflective teaching practice
to deal with leaners autonomy in CALL laboratory. It revolves around
investigating the significance of reflective practice to develop EFL teachers’
performance for increased leaners’ autonomy. It strives, then, to direct EFL
teachers’ attention towards critical reflection to manage puzzling situations in
EFL classes in general, and CALL environment in particular.

Key words: CALL, autonomous learning, reflective teaching practice, critical
reflection.
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The increasing significance of English as a global means of communication,
the progress of technological learning tools and the educational reforms are
considered as key contributors to the new advancements in English language
teaching methodology. Indeed, EFL teaching is a complex and demanding
process where the teacher plays an ever-significant role especially in today’s
classrooms where technology is claimed to be an innovative pedagogical
solution to promote foreign language learning. However, among the most
intensive problems that may learners face is autonomy. Fortunately, it is
specifically proposed that computer technology can be used to enhance learners’
autonomy in the area of language education to promote learning and reinforce
students to perform in a self-directed manner. Accordingly, teacher’s reflective

practice in the classroom is recommended.

In this concern, Autonomy is an area of interest in educational psychology
that refers to the students’ degree of independence and capacity to take charge
of both the strategy and content of learning. It is defined by Rivers and Golonka
as, “the active, independent management of learning by the learner” (2009:
255). It can be also discussed under the labels of self-regulation, learning-how-

to-learn, learner independence, self-directed learning or self-access learning.

One of the claimed outcomes of CALL programs is the ability for students
to learn at their own pace in their own time. CALL programs are designed to give
teachers the role of facilitators rather than spoon feeders or knowledge
providers. This role fits well with the constructivist view of learning which
stressed offering students with more opportunities to handle responsibility for
their own learning (Murray, 2007). Nonetheless, the provision of technological
tools such as computer devices in educational institutions should be
accompanied by changes in the forms in which instructed materials are
presented to profit from the role of CALL in promoting learners’ autonomy.
Therefore, a sound attention has been drawn towards the importance of

reflective teaching in CALL laboratories.



Recently, research has thrown substantial attention to the significance of
reflective teaching practices at a large extent. Typically, reflective teaching
practice on, in and for action can be undertaken using various tools, including
observation, journaling, and reflective interviewing. Throughout the process of
data collection, teachers can critically analyse and evaluate their teaching

methodology to effectively use technology for increased learner autonomy.

Considerably, learners’ autonomy is a crucial part of successful language
acquisition. Its significance in foreign language learning has been widely
investigated in several books and articles. Johnson K. and Johnson H. assumes
that learners’ autonomy is based on the environmental conditions that are
responsible for the individualization of instruction and the enhancement of
patterns of self-directed learning (1999). Thus, the dynamics of critical teachers’
reflection to support autonomous EFL learning through CALL have been placed
at the heart of research for the present thesis. Such a puzzling discussion
between CALL, autonomy and reflective teaching constitutes a motive towards
conducting this investigation. It struggles, then, to raise the problem of
autonomy in CALL laboratories, use a number of reflective teaching practices
for teachers’ self and peer evaluation, for the sake of introducing a valuable

contribution to the development English language teaching profession.

As an applied discipline, educational psychology attempts to cope with the
complexity of human learning and account for students’ characteristics in
classroom settings. It had a considerable significance in approaching the fast
growing challenges that education has faced in the 21t century using
psychological theories, procedures and research (Eloff and Eberohn, 2004).
Moreover, this area of scientific inquiry gives considerable attention to
individual differences in the learning environment such as autonomy, which is
currently said to be one of the major areas of study in the field of educational

psychology (Larson, 2009).

Autonomy acts as a crucial variant that may determine successful language

learning, it has been the subject of many studies in the field of language



education. In political philosophy, Raz defines autonomy as, “the free choice of
goals and relations as an essential ingredient of personal well-being” (qtd. in
Benson, 2007: 732). Accordingly, personal autonomy has long been recognised
as an objective of educational systems that aims to mature individuals with free
and critical involvement in the society where they live. As far as personal
autonomy is concerned, autonomy in learning is particularly concerned with
learners’ active involvement in the process of their individual learning. This
involvement is considered as important not only to the improvement of personal

autonomy but beneficial to the process of learning as well.

In this concern, the concept of autonomy in language learning relies to the
student-centered educational thought of thinkers like Dewey (1916), Freire
(1970), Illich (1971), and Rogers (1969); in research on adult self-directed
learning conducted by authors as Brookfield (1986), Candy (1991), Knowles
(1975), and Tough (1971); and by writers in the psychology of learning such as
Kelly (1963), Barnes (1976), Kolb (1984), and Vygotsky (1978). In the field of
language learning, the idea of leaner autonomy was first introduced in the 1970s
in the context of the Council of Europe’s Modern Languages Project, which was
designed to offer learners with prospects for lifelong foreign language learning.
Since then, autonomy has gained increasing attention in the field of foreign
language education, and a considerable amount of books, collections of papers,
and journals have been introduced by writers such as Barfield & Nix, 2003;
Benson, 2001; Benson & Toogood, 2002; Benson & Voller, 1997; Brookes &
Grundy, 1988; Cotterall & Crabbe, 1999; Dam, 1995; Dickinson, 1987; Dickinson
& Wenden, 1995; Holec, 1988; Little, 1991; Palfreyman & Smith, 2003 (Benson,

2007).

Consequently, Thomas (2009) contended that autonomy in learning is said
to be a skill that cannot be developed naturally but that needs to be maintained
by the learning environment. In a recent study, Benson (2001) proposed a clear
taxonomy that reviews a variety of approaches and conditions, which can be
applied to foster students’ autonomy; among which is a technology based

environment that emphasizes independent interaction with technological



devices such as computers. In the same line of thought, Erben et al. believe that,
“technology-enhanced classrooms have been found to promote discovery

learning, learner autonomy, and learner-centeredness” (2009: 81).

As a form of technology supported learning, CALL is also deliberated as an
approach in language learning in which computers are used to present learning
materials to language students, or where computers are employed as tools to aid
language learning. Besides, CALL is assumed to offer opportunities for learner’s
self-direction of the EFL learning process. One of the claimed benefits of CALL
Programs is that learners are given the chance to work at their own pace (Zhang,
2012). It has been also argued by Pritchard (2007) that the variant of autonomy
in language learning is improved through the employment of computers. In
another study, Law et al., (2003) stated that computer based activities are said
to develop in the learner a sense of autonomy and self-direction of the learning

process.

In the magister study conducted in 2013, the researcher has investigated
the usefulness of CALL in higher education as a means to promote motivation
of second year undergraduate EFL learners at the University of Tlemcen. The
main findings obtained from this investigation demonstrated that most of the
EFL learners show, to some extent, increased motivation when learning English
using computers. The relevance of autonomy to motivation, which has been
highlighted in the self-determination theory, has stimulated the researcher to
investigate students’ autonomy and capacity to take charge of learning that may
be enhanced by the environmental conditions CALL provides. The gathered
data revealed that the effectiveness of CALL in promoting learners autonomy is
totally dependent on the teacher’s managerial skills including the teacher’s
ability to teach through computers, create an enjoyable classroom atmosphere,
provide supportive environmental conditions and manage the learners’

behaviours, movement and interaction in such challenging environment.

The accumulated data which have shown that the teacher is the corner

stone playing a vital role in the mission of CALL have encouraged the researcher



to continue within the same study which was only a prelude for further research
focusing on the variable of autonomy rather than motivation. Consequently, the
main objective of this study is to test the usefulness of one of the proposed
recommendations that may result in an autonomous CALL. In this manner, it
has been recommended that reflective teaching is one of the practices that the
teacher can take up for helping the learner to be active, responsible and self-

directed using the computer successfully for the acquisition of the four skills.

Since the time of Dewey, the act of one’s thinking about his/her practice
has been referred to as reflection and within the field of education there has been
a trend towards developing reflective practitioners. According to Loughran
(2005), reflection is obvious to the successful process of teaching. He further
claims that Dewey’s (1933) work of How We Think has contributed a lot to the
continually received attention that reflective practice has gained in the field of

education.

Dewey (1933) states that reflection is useful in helping teachers to make use
of their artful skills to view problems from different perspectives, create a
meaningful learning environment, guide and direct the learning process, and

thus help learners make sense of the presented information (Loughran, 2005).

The reflective approach to teaching can be maintained through critical self-
evaluation as a source for making decisions, planning and action. It is a means
by which teachers accumulate information about teaching, assess their
attitudes, beliefs, assumptions, and teaching practices; and utilize these
information as groundwork for critical reflection about teaching. The latter can

also be used as a means for professional development (Richards and Lockhart,

1996). In this vein, McEntee says

Reflective teaching is peeling back the layers of our own daily work,
looking under the surface of our own teaching, making a conscious
attempt to see our teaching selves as students see us, or as an

observer in our classrooms would. It also means looking at the



wider contexts that affect our teaching—issues of social justice, of

school structure, of leadership (2003: xiii)

In the same line of thought, Bartlett (1990) and Wallace (1991) contended
that critical reflection could elicit a profound understanding of the teaching
situation by asking questions about how and why things are the way they are in
the educational setting. It entails an examination of the teaching experience as
a means for assessment and decision-making and a basis for adjustment
(Richards and Lockhart, 1996).

Consequently, various studies have been carried out for the sake of
investigating the use of computer technology for self-directed language learning.
Recently, Hayta and Yaprak (2013) have found in their investigation entitled
“Learner Autonomy and Computer Technology as a Facilitator of Autonomous
Language Learning” that learners show a considerable amount of autonomous
learning activities when using technology. The relevance of teacher’s reflection
to autonomous foreign language learning has been also highlighted in countless
studies. Little (1995) argues that discussions of the objectives, course content,
the way by which this content is presented, learning experiences and the
evaluation of learners’ outcomes are significant to promote EFL leaners

autonomy in the classroom.

Yin and Chuk (2004) found that critical reflective practice has positive
effects on learners’ autonomy. They further claimed that both teacher and
learners become more autonomous and the quality of discussions in the

classroom is enriched.

As a result, the present study is, then, a practical action research, which is
based on the assumption that the teacher’s reflective practice in CALL
laboratory is advantageous to maintain self-directed learning. It attempts to
reach the conclusion about whether learners’ capabilities to take responsibility
of their own learning in CALL environment are being set in stone or are

changeable after teacher’s reflection about her practices.



1.1. STATEMENT OF THE PROBLEM

The effective teacher is the one who realizes that successful learning
requires from learners to be autonomous. This can be attained through giving
learners the opportunity to practice on their own. In such view, the teacher’s role
in CALL environment is absolutely different from that of the classical
environment. S/He has to take the role of the facilitator who provides
opportunities to learners, so that they will be empowered to learn. As CALL
researchers’ Murray and Christison said, the teacher becomes “the guide on the

side” rather than “the sage on the stage”. (2010:50).

Nowadays’ EFL learners have unprecedented possibilities to acquire the
four basic language skills, namely listening, speaking, reading and writing, in
multimedia CALL environment. As many universities in Algeria, Naama
University center has also benefited from multimedia CALL environments in

which two (2) well equipped laboratories are provided for EFL learners.

Nonetheless, the provision of technological tools such as computer devices
in educational institutions should be accompanied by changes in the forms in
which instructed materials are presented to profit from the role of CALL in
promoting learners’ autonomy, and it is not the case in the university center of
Naama. Teachers are excited to use computer laboratories to deliver the
instructed materials especially the listening and speaking activities; however,
they are still using traditional teaching and learning strategies in such
autonomy-supporting atmosphere where the learners are totally dependent on

their teachers with no hand on their learning process.

This could be probably due to various reasons including, lack of training,
faulty methodology, insufficient knowledge, and/or inappropriate classroom
management. Therefore, the mission undertaken by teachers to transform their
teaching practices is not bereft of issues. There are countless obstacles that come
from many directions. It is in this context that reflective teaching may be

significant as a dynamic mechanism to overturn the teaching and learning



strategies in order that CALL will be advantageous in promoting EFL learners’

autonomy.

After a period of teaching EFL learners the module of oral
comprehension/expression in CALL laboratories, the teacher (researcher)
found out many difficulties related to learners’ autonomy. It was an observable
issue during the majority of sessions in which most of learners were relying on
the teacher’s help. Many techniques were taken on by the teacher-researcher but
with no value. This disappointment pushed the teacher to feel frustrated and not
happy with herself as a teacher. For this reason, the teacher decided to adopt
reflective practice in her teaching through CALL.

Reflective teaching practices such as observation on self and other
colleagues, weekly journals, students’ surveys and reflective interviews are
suggested to be among the various tools that teachers can use to destroy any
obstacle by critically analysing and evaluating their teaching styles to become

effective users of technology in teaching for increased learner autonomy.

Based on the analysis of the significant role of reflection in teaching English
as a foreign language and the autonomy-supporting feature of CALL, the main
objective sets out to this research work is to assess the role of reflective teaching
in promoting EFL learners autonomy in CALL labs focusing on the question of
how may reflective teaching practice be useful for CALL to enhance EFL

learners’ autonomy?

1.2. THEORETICAL AND PRACTICAL APPROACH

Research and investigation have been enriched in the field of foreign
language education throughout this demanding and challenging age of
globalization. This is evident in the development of the professional activity of
education that is reflected in the constantly growing number of books, journals,
symposiums and conferences related to the raised issue of the present research

work.



The investigation at hand is, then, based on practical action research, which
includes the joint use of different research approaches and procedures. In that
sense, practical action research entails rich descriptions of the identified issue
and the planned change; introducing new instructional practices, collecting both
quantitative and qualitative data from multiple sources, and analyzing and
interpreting data for the generation of actionable knowledge. Thus, practical
action research may be used as a practice for change and improvement as it

merges between research and action. As believed by Lodico et al.

Action research is designed to enhance and improve current practice
within a specific classroom, school, or district. Typically, it is a type of
research undertaken by practitioners who have identified problems
they wish to solve or who would simply like to find ways to enhance

their own teaching or student learning, or both. (17: 2006)

Hence, within research in educational setting, a number of researchers
have advocated a particular methodology that will result in immediate benefits
for education. In this respect, Creswell (2012) believes that of all research
designs, action research may be the most applied and practical type of research
by which teachers as researchers explore a specific practical problem with the
purpose of developing a solution to that problem. Therefore, action research is
said to be a systematic procedure adopted by teachers to collect information and
improve the ways their classrooms operate, their teaching and their students’
learning. This study relies for the most part on a practical action research design
in which the researcher engages in a participatory self-reflective research, while

collecting both quantitative and qualitative data from diverse sources.

1.3. RESEARCH OBJECTIVES

The main objective behind writing this thesis is set out to demonstrate that
the individual difference of autonomy as an effective dimension of EFL learning
is clearly addressed in the environment of CALL and that it can be significantly
fostered through teacher’s critical reflection about her own teaching practices.

Unfortunately, very little is written about the relevance of reflective practice as



an applied focus responsible for the enhancement of EFL learners’ autonomy in
CALL laboratories.

In view of that, the aims of the present research work are deliberated to
investigate and analyze the teacher’s (researcher) practices in the environment
of CALL, the degree to which materials presented through CALL are autonomy
supporting and the factors that may encourage the learners’ self-directedness.
All these aims are premeditated to develop an action plan based on a summary
of findings, recommended actions, and the identification of the reasons
responsible for the learners’ low autonomy level and the teaching practices that
need to be consulted, informed and refined. Moreover, it intends to investigate
learners and peers’ perceptions of the developed action plan (that is OPG
Software) as part of the researcher’s (teacher) own ongoing professional

development. In a clearer picture, the objectives of this research work are:

v' To highlight factors influencing learners’ autonomy in CALL
laboratory.

v" To measure the extent to which teacher’s critical reflection is
advantageous to develop techniques and strategies that encourage
learners to act in a self-directed manner in the setting of CALL.

v To evaluate the teacher’s adopted action plan in order to find out if
OPG might be possible to enhance autonomous EFL learning by
modifying certain parameters of our instructional techniques

which, perhaps may activate learners’ self-directedness.

1.4. RESEARCH QUESTIONS AND HYPOTHESES

Therefore, with in the case of higher education, the goal of this research
work is to answer the following question of how may teacher’s reflection about
her actions in the environment of CALL be advantageous to maintain learners’
autonomy? Based on this research problematic, four sub-research questions

were raised as follows:



1)

2)

3)

4)

Do EFL learners inevitably benefit from the autonomy-supporting
feature of CALL?

Can reflective teaching practices be useful in developing teachers’
performance to support autonomous CALL?

Which reflective practices best promote EFL learners’ autonomy in
CALL laboratory?

What are the characteristics of the action plan that promote learners’

autonomy in CALL environment?

In order to investigate these questions the researcher puts forward the

following hypotheses:

1)

2)

3)

4)

No, EFL learners may be placed in CALL laboratories but they may
not necessarily be autonomous

Yes, reflective teaching practices can offer teachers an opportunity to
recognize and make use of their strengths, and positively deal with
their weaknesses.

For the creation of an autonomous CALL, EFL teachers need a
reflection for action on their performance using reflective journals
and peer observation in order to develop an action plan that develops
the degree to which learners are encouraged, self-initiated and given
responsibility to solve problems.

Reflective practice for autonomous CALL have to result in a plan of
action that embraces the cognitive, metacognitive, social and
affective factors to autonomous learning in addition to the

integrative qualities of CALL.

1.5. INITIAL LIMITATIONS AND DELIMITATIONS OF THE STUDY

It is worth reminding that this research work is a practical action research

aims at assessing the effectiveness of reflective teaching practice to promote

autonomous CALL. At this level, the researcher has identified two types of

limitations though the researcher has tried to deal with them. These limitations

might be summarized as follows:



e The participants who have been selected for this study are two
groups of thirty (30) EFL learners and ten (5) teachers. This fact may
have some impact on the generalizations of the results; however, it
opens the door for further research and further understandings of
teachers’ reflective practice and learners’ autonomy while dealing
with English in CALL environment.

e The amount of time devoted for the study is one year only, which may
not be enough for practical action research, and the results are
related to limited time-span.

Nonetheless, this research work has both benefits and shortcomings like
any other type of research, hence, greater depth and understanding is needed to
further elucidate the issue in question. Possible investigations based on large
samples and considerable amount of time may help reach the generalization of

the findings.

1.6. ORGANISATION OF THE THESIS

In order to probe the aforementioned hypotheses, six chapters are devoted
to this research work. The present chapter has, in fact, been dedicated to setting
the groundwork for the present investigation; its aim is to identify the rationale
for this study, its problematic, its objectives, its research questions and
hypotheses; it sheds light on previous related studies; and it also identifies a

number of limitations and delimitations of the present thesis.

The critical review of literature relevant to this research work is dealt with
in the second chapter. It discusses some key concepts utilized in this study,
including reflective teaching practice, CALL as a pedagogical tool in the EFL
context and autonomy as a psychological variable, which may be enhanced after

the teachers’ development of an action plan as a result of reflection.

The research design chapter offers the basis for a practical study in the
English Department at Naama university center. The researcher selects a
descriptive approach in this chapter that tries mainly to afford information (i.e.

descriptions and explanations) about the target setting and population. It also



portrays the methodology including the design of action research; the
procedures of data collection; and the instruments used for collecting data
including learner autonomy scale, participant observational checklists,

reflective journals, peer observation and teachers’ interview.

Analysing the collected data is an important part of any research project.
Based on the descriptions provided in the third chapter, chapter four is devoted
to the treatment of the obtained data both quantitatively and qualitatively in an
attempt to answer the asked questions set out at the beginning of this

investigation and to enhance the practicality and reliability of the results.

The fifth chapter suggests a set of reflections about techniques and
strategies used to better learners’ autonomy in CALL laboratories proposing a
state-of-the-art methodology related to designing an autonomy supporting lab-
based courses to EFL learners. It also aims at providing teachers with innovative
ways of encouraging learners’ self-directedness in a more relaxing, motivating
and non-threatening atmosphere for learning. In a number of stages, the
investigator has endeavored to introduce some suggestions and
recommendations that may help both educational institutions and CALL

teachers to come across or reduce the difficulties identified in the fourth chapter.

The final chapter of the current study provides a summary of the most
important findings and discusses the implications, in addition to proposing a

number of recommendations and suggestions for further research.
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DEVELOPING EFL LEARNERS’ LISTENING COMPREHENSION
THROUGH CALL FACILITIES
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Assistant Lecturer/ Salhi Ahmed University
Naama, ALGERIA
wahidasebbagh@ymail.com

ABSTRACT

Of the four skills that are generally acknowledged as fundamentals to learning a language,
listening is probably the least respected in the Algerian schools, as it is not recognized in
tests. Though undervalued, listening materials are currently accessible with accompanying
CDs and DVDs. However, the lack of computer assisted language laboratories in Algerian
middle and secondary schools effects the teaching and learning of English listening skill as
pupils are not exposed to authentic language situations. Consequently, EFL students at the
university level often fail to communicate in the target language. The present study, therefore,
is an action research primarily concerned with developing EFL learners’ listening
comprehension in the environment where computer facilities are used. Its main objective is
set out to determine the efficiency of CALL labs in enhancing learners’ listening skill. In
order to probe this objective, two research instruments were designed including tests and a
questionnaire administered to teachers attentively designed to investigate learners’ listening
difficulties in addition to the importance of using CALL materials. In fact, two tests have
been employed; a pre-test before the participants start studying listening through CALL and a
post-test while learning through CALL to document their performance in both situations. The
selected sample represents a group of thirty (30) first-year university learners randomly
chosen from the wider population. The main findings obtained from this investigation
demonstrated that most learners show a significant progress when learning listening using
computers.

Keywords: Listening skill, listening comprehension, CALL, multimedia computing.
INTRODUCTION

The history of foreign language teaching was characterized by controversies and debates. In
the past, listening was not recognized as the learning of a foreign language was based on
reading and translation. However, changes in the beliefs about how people learn have largely
influenced the foreign language methodology. Throughout the second half of the twentieth
century, audiolingualism appeared to produce learners who could communicate effectively in
the target language. It put the listening skill at the forefront of language teaching pedagogy.
The emphasis of this method was on listening to passages; mainly dialogues that contain
target grammatical structures, the students would rote practice the dialogues thereby learning
them.

In 1960, the method became very popular and the language laboratories began to surge. Soon
after, Terrell developed the natural approach based on Stephan Krashen monitor model in
which the listening skill was largely recognized. Krashen asserts that languages are acquired
when people comprehend messages that he called comprehensible input. The latter
hypothesis has also set the stage for James Asher’s method called total physical response that
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in turn placed listening before speaking. In this method, students are required to react
physically to the teacher’s orders in order to demonstrate comprehension. By the advent of
communicative language teaching, listening became more recognized as the approach
advocated the practice of natural language situations. Its main goal is to develop learners’
communicative competence, which is the ability to produce utterances appropriate to the
context of communication (Wilson, 2008). This approach recommends the use of audio-

recordings presenting slices of real life that would not only reflect students’ interests but also
respond more adequately to the technology supported classrooms.

Kohn (2009) largely acknowledges the role of technology in providing a pioneering potential
for modern approaches to language teaching and learning. Technology is mainly suggested to
support the communicative objectives of language teaching as it facilitates authentication
through multimedia resources. Indeed, the rapid emergence of technology in schools and at
home has intensely transformed the teachers’ methodology and the students’ learning styles.

In this manner, McClintock stated that, “the advent of computers and computer-literate
children produced many changes in the teaching and learning strategies used by educators.”
(gtd. in Moreno, 2010: 538). Consequently, multimedia computing (as its name indicates, it
integrates a variety of media such as text graphics, animation, video, sounds and photos in
one presentation), has become a new pedagogical tool in foreign language classrooms (Brett
and Gonzalez Lloret, 2009). As far as the listening skill is concerned, Hung (2010) argued
that videos are valuable resources that can afford the linguistic and cultural authenticity for
language teaching, especially listening comprehension and vocabulary acquisition.

LITERATURE REVIEW

The Listening Skill

The language four skills are categorized as receptive or productive. Speaking and writing are
productive skills whereas listening and reading are receptive skills. In addition, these skills
are so integrated. What a learner practice through the exercise of a certain skill is
strengthened through supplementary activities related to other skills. Throughout the process
of language learning, learners listen then speak which demonstrates the importance of the
listening skill in learning the speaking skill. Accordingly, Field (2008: 5) states, “listening is
arguably the more important since it is listening which enriches the learner’s spoken
competence with new syntactic, lexical, phonological and pragmatic information”.
Nonetheless, it is sometimes considered as a passive skill. In this vein, Nunan (2003)
contended that listening is a highly active and cognitive process that entails connecting the
received input to already known information, which means that while listening people are
“creating meaning”. Aural input, in this sense, is crucial in the promotion of listening, thus, it
has to be carefully scripted to learners containing target grammatical structures and/or target
vocabulary (Wilson, 2008). Listening, usually, happens in the real time, thus comprehension
has to take place immediately. It is the primary goal of listening; henceforth teachers have to
reflect on what should be done to help learners get meaning from a listening activity.

Listening Comprehension

Listening comprehension is a key competence EFL learners need to practice for making
successful communication. In fact, the term listening comprehension refers to the diverse
procedures of decoding the spoken language. These entail knowing speech sounds,
understanding the meaning of words and comprehending the syntax of statements. Field
(2008) discussed comprehension as the intent towards which listening strives. It is principally
the finale result of listening achieved by good listeners with slight apparent energy.
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Chastain (1988) has divided listening comprehension into four main components. The first
includes the capacity to differentiate between sounds, intonation patterns and the ability to
distinguish sound qualities in the foreign language and the same sounds in the native
language. Secondly, listening requires understanding the uttered massage as a whole. The
third component represents the listeners’ ability to embrace that message in the auditory
memory until it can be administered. The last component is comprehension that involves

constructing meaning through relating signals from contextual information to existing
knowledge.

Listening comprehension is, thus, difficult due to many causes. In their attempt to examine
listening difficulties, researchers have tended to employ two models: the bottom-up and the
top-down model. The former focused on decoding the smallest units as phonemes and
syllables to lead listeners to meaning. The latter model emphasized the use of the already
existing knowledge to predict meaning (Wilson, 2008).

Computer Assisted Language Learning (CALL)

Using computers for pedagogical determinations in general and in English language teaching
in particular is referred to as CALL that is an acronym stands for Computer Assisted
Language Learning. Brown defined it as “computer programs designed especially to teach
language.” (qtd. in Murray, 2007: 748). As a teaching method, CALL incorporates the
utilization of multimedia resources; communication tools including e-mail, chat rooms and
audio/video conferencing; in addition to specific software and applications planned
principally for language learning (Brett and Gonzalez Lloret, 2009). In this respect,
Warschauer considered CALL as an efficient method for carrying instructed materials by
arguing that it can reinforce learners, present innovative learning experiences and offer a
space for cooperative identity construction (Murray, 2007).

Following the foreign language pedagogical evolution, CALL has gone through a regular
progress from behavioural to cognitive and constructive theories of how languages are learnt.
Its first application was influenced by the behaviouristic principles. Thus, it was named as
behaviouristic CALL. Programmed instruction and drill-and-practice are programs that
appeared throughout this era to help students learn by receiving immediate feedback as a
stimulus to their responses. As a second phase, communicative CALL was a shift away from
behaviourism to afford learners with the authentic context to perform the target language.
Consequently, computer use has been developed to be a facilitative tool for language skill
practice and CALL activities were changed to incorporate CD-ROM technology in terms of
specific Software applications designed to reflect a highly authentic environment stimulated
by animation, sound, graphics and texts. The third phase of CALL named as integrative
aimed to integrate the four language skills into tasks and experiences. As explained by
Warschauer and Healey, “integrative CALL ...seeks both to integrate various skills (e.g.,
listening, speaking, reading, and writing) and also integrate technology more fully into the
language learning process” (qtd.in Donaldson and Haggstorm, 2006: 258). This stage
witnessed the development of multimedia computing that includes a combination of sound,
graphics, text, and video presented in one computerized program.

As for listening comprehension, CALL is claimed to provide a means for learners to get
access to authentic listening sources about any topic they are interested in. Teachers’ can take
advantage of CALL facilities as a basis for listening comprehension exercises. They can use
the computer for listening to digital audio recording of a radio broadcast or a related program.
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When an audio content is transported to a media player, listeners can listen at their own

suitability (Viswanathan, 2009).

METHODOLOGY
Problematic and Objectives
The lack of CALL laboratories in the Algerian middle and secondary schools has been
claimed to affect the aural skill performance. Pupils at these two stages are not exposed to
authentic listening situations. As a result, they often fail to communicate in the target
language. This fact has led to hypothesize that difficulties in recognizing sounds and words
in aural input can be resolved by the use of CALL lab. Therefore, the main objectives of this
investigation are set out to
e Investigate the effectiveness of CALL laboratories in Algerian universities.
e Explore the efficiency of CALL facilities in developing EFL learners listening skill.
e Draw the officials’ attention to the significance of CALL labs in schools.

Participants

This study was conducted in Salhi Ahmed University Center of Naama, Algeria. The subjects
involved in the study are thirty (30) first year EFL learners and fifteen (15) teacher. The
selected learners are aged between 18 and 22 years old. They are 12 male and 18 female
participants. They have studied English for seven before arriving at the university: four years
in the middle school and three years in the secondary school.

For the development of learners’ communicative skills, the English Section at Naama
University Center has provided computer assisted laboratories equipped with all the
multimedia resources required for the enhancement of oral comprehension and expression
skills. In the first academic year, EFL learners are presented to various modular courses of
oral comprehension and expression, written comprehension and expression, grammar,
phonetics and other subjects such as general linguistics, literature, civilization, research
methodology, social and human sciences in addition to French as a foreign language.

The selected teachers are 10 females and 5 males aged between 28 and 44 years old. They
make use of computers and multimedia resources such as the data show as integral parts of
the instructed listening materials in all most all lectures.

The selected sample was randomly chosen on the representativeness principle in a sense that
the attained data would be representative to the whole population under inquiry to generalize
from the findings.

Instrumentation
In order to collect the necessary amount of data, the following research instruments were
used.

Aural Test

For the sake of determining the participants’ level of oral comprehension and examining the
efficiency of CALL lab, the participants were required to do an aural test before and after
receiving lectures assisted by multimedia computing. The test was based on a radio
conversation between two native speakers of English. It contained simple questions that
required clear short answers. The test consisted of four exercises and each exercise contained
five items. The first exercise contained five closed questions based on learners’
comprehension. The second exercise comprised lists of words based on the difficulty degree.
The third exercise consisted of five statements to focus on intonation and stress placement. In
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the last exercise, learners were asked to filling a gapped passage containing five blanks.
These exercises were designed carefully to tackle the problematic areas in listening

comprehension that entail exhaustive practice. Thus, the test items were attributed to aspects
of listening that need a high level of cognitive engagement.

Questionnaire

The questionnaire includes twelve items of different types. These items were designed to
collect data from teachers of Naama University Center. Thus, the questionnaire addressed
first learners’ aural comprehension difficulties, the importance of using technology in class,
in addition to the teachers’ viewpoints regarding the effectiveness of CALL labs in learning
aural comprehension. It aims at assessing the role of CALL labs on handling the required
features of a valuable listening comprehension course. Besides, some items were devoted to
explore the role of effective teaching in learning the aural skill.

RESULTS

The main results obtained from the two data collection methods are going to be
systematically analyzed in this section. Firstly, aural skill test was designed in a form of pre-
test and post-test to measure the levels of learners’ performance before and after receiving
computer assisted listening comprehension courses. Secondly, a questionnaire was
administered to teachers to assess the role of CALL facilities in enhancing EFL learners’
aural skill.

Pre-aural Test

This test was given to the studied group before experiencing listening comprehension through
CALL. It aims to document the participants’ performance to compare it with their
performance in the post-test in order to assess the hypothesized progress.

Exercises Correct answers Incorrect answers No answer
1 | 36% 47% 17%
2 | 32% 48% 20%
3 | 40% 47% 13%
4 | 42% 48% 10%
Total | 37,5% 47,5% 15%

Table 1 Pre-test Results
The table shows the pre-test results of the studied group by presenting the total average of the
correct, incorrect and left answers. The percentages in the table reveal that the average of
learners correct answers was 37,5%, while the average of their incorrect responses was
47,5%. These results confirm that the studied group faced serious listening comprehension
difficulties to the extent that they left an average of 15% without any answer.

Post-aural Test
After experiencing learning listening comprehension in CALL lab, the same pre-aural test
was administered to the studied group.
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Exercises Correct answers Incorrect answers No answer
1 62% 30% 8%
2 64% 31% 5%
3 59% 34% 7%
4 68% 28% 4%
Total | 63,25% 30,75% 6%

Table 2 Post-test Results

The table demonstrates the results of learners’ performance in listening comprehension after
experiencing learning through CALL. The findings denote that the average of learners’
correct answers was 63,25%, the average of their incorrect answers was 30,75%, while the
average of the exercises that were left without any answer was 6%. Comparing these results
with the pre-test results, the researcher found that there is a progress in the studied group
performance. Therefore, the use of language labs has positive effects on learners’ aural skill,
which firmly confirms the research hypothesis.

Questionnaire

This instrument was administered to a group of EFL teachers. It intended to find about
learners aural difficulties, the effectiveness of CALL lab in enhancing the learners’ aural skill
and the role of effective teaching methods in language labs.

The first aim was assessed in the first four items. The results indicated that 90% of teachers
are strongly agree that EFL learners faced serious listening difficulties at the very beginning
of receiving instructed materials through CALL. On the listening difficulties, 65% of teachers
are agree on the fact that learners’ listening difficulties lied in the bottom-up strategy while
35% are agree on the top-down difficulty. However, almost 79% of teachers ensured that
learners’ listening difficulties have been decreased after studying in CALL labs.

Afterwards, six items were devoted to examine the second goal. Table 3 displays the main
findings that show the efficiency of CALL in the enhancement of the aural skill learning.

90%

80%
70%
60%
50%
40%
30%
20%
10%

0%

Learners' Learners' Enjoyment of Learners' Learners'
listening interests in listening tasks =~ engagement output after
comrehension listening in CALL in listening listening in
in CALL through CALL materials CALL
H High 63% 83% 85% 75% 63%
H Average 30% 10% 10% 8% 17%
M Low 7% 7% 5% 17% 20%

Table 3 The Effectiveness of CALL Materials in Developing Listening Comprehension

The analysis of teachers’ responses showed that CALL materials have high positive effects
on listening comprehension as it highly attract their attention and enhance their cognitive
engagement. In addition, listening through CALL develops learners’ output after listening.
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On the role of the effective methodology, the majority of teachers stressed that the teachers
and learners’ training to use CALL materials is of crucial importance for the success of

CALL intended benefits. They also agree on the availability of the needed materials and the
regular technical repair for effective CALL use.

DISCUSSION

The obtained data revealed that the studied group has shown a valuable progress in listening
comprehension after learning in CALL lab. The test results confirmed that learning in CALL
labs is influential. Learners’ performance has been enhanced after experiencing listening in
CALL lab; as it is shown by their scores in the post-test.

The questionnaire results demonstrated that learners’ listening comprehension was enhanced
while studying through CALL. This, indeed, entails learners’ interest in learning through
CALL, in addition to their task enjoyment and cognitive engagement. Teachers, essentially,
have demonstrated this fact, when 79% of them ascertained that their learners’ performance
in listening comprehension has been developed by CALL facilities.

As a result, this investigation achieved the researcher’s rational, explained the raised
problematic and confirmed the suggested hypothesis. The findings proved the importance of
using CALL labs in teaching English communicative skills.

CONCLUSIONS

This research paper has given an account to the benefits of CALL facilities in relation to the
realization of developed listening comprehension competence. After analyzing data, it was
obvious that the employment of CALL as a pedagogical tool was beneficial for aural
comprehension. Hence, it is suggested that CALL is a resourceful pedagogical method that
has to be employed in all educational institutions.

To conclude, this study has been undertaken in an attempt to highlight the value of CALL in
developing learners’ aural skill, thus, encouraging officials in middle and secondary schools
to provide computer technology to treat EFL learners’ listening difficulties as they reported
positive results when learning through CALL. Thus, this research is presumed to offer
valuable insights to teachers and administrators to use computers for the sake of teaching
English to Algerian learners.
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