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This qualitative case study examines how English teachers perceive and 
enact practices for promoting learner autonomy in under-resourced senior 
high-school EFL contexts and identifies factors that enable or constrain 
those practices. Eleven English teachers in Lebak Regency, Indonesia, 
participated in in-depth interviews, and two of them additionally 
participated in classroom observations. Interview and observation data were 
analyzed thematically. The findings show that teachers promoted learner 
autonomy through inquiry and resource exploration, active and reflective 
participation, opportunities for students to make selected learning-related 
decisions, and collaborative group work and peer support. Teacher 
commitment emerged as an enabling condition, whereas teacher-perceived 
student dependence on teacher direction and limited teacher knowledge of 
autonomy-supportive assessment were identified as constraining 
conditions. The observation data provided contextual support for selected 
reported practices but were not treated as representative of all participants. 
The study suggests that learner autonomy in resource-constrained settings 
can be supported through purposeful pedagogical use of available digital, 
printed, local, and interpersonal resources. It also highlights learner 
autonomy as a gradually developed, pedagogically supported, and socially 
mediated process rather than as independence from teachers or peers. 
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INTRODUCTION  
Learner autonomy has become a central concern in second and foreign language education because it positions 
learners as active agents who can exercise increasing control over decisions related to their learning. Contemporary 
scholarship treats autonomy not as a fixed personality trait or as learning without a teacher, but as a 
multidimensional capacity involving willingness, ability, reflection, choice, self-regulation, and participation in 
decisions about learning (Littlewood, 1996; Oxford, 2015; Chong & Reinders, 2025). Earlier classroom-oriented 
work similarly emphasizes that autonomy develops through pedagogical conditions that enable learners to assume 
responsibility progressively rather than through the simple removal of teacher guidance (Crabbe, 1993; Dickinson, 
1995). This distinction is important in English as a Foreign Language (EFL) settings, where students often have 
limited opportunities to use English outside school and therefore continue to depend on classroom structures, 
teachers, and peers while learning to take greater responsibility. 

The development of learner autonomy is therefore closely connected to the role of the teacher. Autonomy-
supportive teaching involves creating opportunities for learners to make meaningful choices, identify and use 
learning resources, reflect on learning, participate in assessment, collaborate with others, and gradually assume 
responsibility within appropriately structured tasks. From this perspective, teacher support and learner autonomy 
are complementary rather than contradictory. The teacher remains a facilitator, resource person, and pedagogical 
designer who establishes conditions in which students can exercise greater agency (Littlewood, 1999; Ciekanski, 
2007). Research on teacher cognition also indicates that classroom practices are shaped by teachers’ beliefs, 
professional knowledge, prior experience, institutional expectations, and perceptions of what is feasible in their 
teaching contexts (Phipps & Borg, 2009). Consequently, understanding how teachers conceptualize and enact 
learner autonomy is essential for explaining why autonomy-supportive practices develop differently across 
educational settings. 

Empirical research has repeatedly identified a gap between teachers’ positive views of learner autonomy and 
the extent to which autonomy is implemented in classroom practice. Borg and Al-Busaidi (2012) found that 
teachers generally valued learner autonomy but identified contextual and learner-related constraints on its 
implementation. A larger study by Borg and Alshumaimeri (2019) similarly showed that teachers viewed learner 
autonomy as desirable while being less confident about its feasibility because of curricular, societal, institutional, 
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and learner-related factors. Recent work continues to show that teachers’ understandings of autonomy, their 
teaching competence, and professional development influence the practices through which autonomy is supported 
(Li, 2023). These studies suggest that learner autonomy cannot be adequately understood by examining learner 
characteristics alone; attention must also be given to what teachers actually do and to the contextual conditions 
that shape those practices. 

The context becomes particularly important in schools where learning resources are constrained. Much 
learner-autonomy research has been conducted in higher education, technology-rich settings, self-access 
environments, or contexts in which learners have relatively broad access to learning materials. Yet autonomy does 
not necessarily depend on abundant material resources. Kuchah and Smith (2011), for example, demonstrated that 
a pedagogy of autonomy can emerge in difficult circumstances through collaborative organization, locally feasible 
activities, negotiated responsibilities, and creative use of limited resources. Their work challenges the assumption 
that learner autonomy requires highly individualized or technology-intensive learning. It also suggests that 
resource constraints may shape the forms that autonomy-supportive pedagogy takes, making it necessary to 
examine how teachers adapt learning activities to the resources, classroom conditions, and learner characteristics 
available to them. 

This issue is highly relevant to Indonesian EFL education. Indonesian educational policy has increasingly 
emphasized student agency, responsibility, creativity, and active participation, including through the current 
curriculum orientation represented in Kurikulum Merdeka (Anggraena et al., 2025). Nevertheless, policy 
expectations do not automatically translate into autonomous classroom practice. Research with Indonesian 
secondary-school learners has shown that readiness for autonomy is uneven and that students may differ in their 
willingness and preparedness to participate in decisions about their learning (Cirocki et al., 2019). Studies in 
Indonesian EFL settings have also highlighted the continuing importance of teacher support and classroom design 
in creating opportunities for learners to take greater responsibility (Lengkanawati, 2017). Thus, the question is not 
simply whether autonomy is desirable, but how it can be enacted within the actual constraints of Indonesian school 
environments. 

Despite the expanding literature, three limitations remain particularly relevant to the present study. First, a 
substantial proportion of research on teacher beliefs and learner autonomy relies on questionnaires or teachers’ 
self-reported practices; fewer studies combine teachers’ accounts with classroom observation to examine how 
reported practices are enacted. Second, much of the teacher-focused literature has been conducted in tertiary or 
relatively well-resourced contexts (Borg & Al-Busaidi, 2012; Borg & Alshumaimeri, 2019), leaving less evidence 
from resource-constrained secondary-school settings. Third, studies often examine either teachers’ beliefs, 
autonomy-promoting practices, or barriers separately, whereas less attention has been given to how reported 
practices and enabling and constraining contextual conditions operate together within the same case. The broader 
review of learner-autonomy research by Chong and Reinders (2025) likewise underscores the conceptual and 
methodological diversity of the field and the need for context-sensitive evidence about how autonomy is 
operationalized in practice. 

Accordingly, this study addresses these gaps by examining English teachers’ reported and observed practices 
for promoting learner autonomy in under-resourced senior high-school contexts in Lebak Regency, Indonesia. In 
this study, “under-resourced” is treated as a context-specific operational condition characterized by limitations in 
English-language books or learning materials, the absence of free Wi-Fi access for students, and the absence of a 
language laboratory, rather than as a universal classification of school disadvantage. By combining interviews with 
classroom observations, the study seeks to identify not only what teachers report doing but also how selected 
autonomy-supportive practices are enacted in classroom settings. It further examines contextual conditions that 
teachers perceive as enabling or constraining these practices. The study therefore contributes a contextually 
grounded account of learner autonomy as a pedagogically supported and socially mediated process that may be 
developed even when material resources are limited. The study addresses the following research questions: 
1) How do teachers promote learner autonomy in an under-resourced school context? 
2) What factors enable or constrain teachers’ efforts to promote learner autonomy in an under-resourced school 

context?. 
 
METHOD  
Research Design 
This study employed a qualitative case study design to examine English teachers’ reported and enacted practices 
for promoting learner autonomy in under-resourced senior high-school contexts. The case-study approach was 
appropriate because the study sought to understand pedagogical practices as they occurred within their real 
educational settings and to interpret those practices in relation to the contextual conditions that enabled or 
constrained learner autonomy. The design also allowed evidence from teachers’ accounts and classroom 
observations to be considered together, thereby providing a contextualized understanding of both perceived and 
observed practices (Yin, 2014). 
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Research Context and Participants 
Eleven English teachers from senior high schools in Lebak Regency voluntarily participated in the study. All 
eleven teachers participated in the interviews, while two teachers additionally volunteered for classroom 
observation. For the purposes of this study, an under-resourced school was operationally identified by limitations 
in English-language books or learning materials, the absence of free Wi-Fi access for students, and the absence of 
a language laboratory. These criteria were used as context-specific operational indicators in this study rather than 
as a universal classification of under-resourced schools. 

Participants were anonymized using the codes Teacher 1, Teacher 2, and so forth. Participation was 
voluntary, and informed consent was obtained before data collection. These procedures were intended to protect 
participants’ confidentiality and their right to participate voluntarily. 

The participant group therefore comprised 11 English teachers, and all 11 contributed interview data to the 
study. Recruitment was voluntary, consistent with the procedure documented in the original manuscript; therefore, 
no stronger sampling label is claimed here. The adequacy of the 11-participant interview sample was considered 
in relation to the focused aim of the study, the specificity of the participant group, the relevance of participants' 
teaching experience to the phenomenon under investigation, and the depth of qualitative inquiry rather than 
statistical representativeness. This rationale is consistent with the concept of information power, which emphasizes 
that qualitative sample adequacy depends on the study aim, sample specificity, quality of dialogue, use of theory, 
and analytical strategy (Malterud et al., 2016). Within this case, the 11 interviews enabled comparison of recurring 
and contrasting teacher accounts, while classroom observations of two participants served as a supplementary 
source for examining how selected reported practices were enacted in classroom settings. 

Data Collection 
Data were generated through in-depth interviews and classroom observations. The interviews explored teachers’ 
perceptions of the practices they used to promote learner autonomy, together with the opportunities and challenges 
they encountered in under-resourced school settings. Classroom observations were used to document how 
autonomy-supportive practices were enacted during teaching and learning, including activities that provided 
students with opportunities to search for information, participate actively, make learning-related decisions, 
collaborate with peers, and assume responsibility for aspects of their learning. Using these two sources made it 
possible to compare teachers’ reported practices with practices observed in classroom contexts. 

All 11 teachers participated in in-depth interviews. The interviews focused on three domains derived from 
the research questions: (1) teachers' understandings and perceptions of learner autonomy, (2) teaching-learning 
practices used to provide students with responsibility and decision-making opportunities, and (3) contextual factors 
perceived to support or constrain autonomy in under-resourced school settings. Two of the 11 interviewed teachers 
additionally volunteered for classroom observation. The observations focused on the enactment of autonomy-
supportive practices, including opportunities for students to search for learning resources, ask and answer 
questions, make learning-related decisions, work collaboratively, provide peer support or feedback, and assume 
responsibility for classroom tasks. Thus, the interview dataset (n = 11) constituted the primary source for 
examining teachers' perceptions and reported practices, whereas the observation subset (n = 2) provided contextual 
evidence of selected classroom practices. 

Data Analysis 
Interview and observation data were analyzed using thematic analysis following Braun and Clarke’s (2006) six-
phase framework: (1) familiarization with the data, (2) generation of initial codes, (3) searching for candidate 
themes, (4) reviewing themes, (5) defining and naming themes, and (6) producing the report. Rather than treating 
these phases as rigidly linear, the analysis was understood as an iterative process in which the researcher could 
move between coding, theme development, and review as patterns were refined (Braun & Clarke, 2021). 

In the revised analytical description, interview and observation material was first examined for segments 
relevant to the two research questions. Initial codes captured reported or observed autonomy-supportive practices 
and contextual conditions that appeared to facilitate or constrain those practices. Related codes were then collated 
into candidate themes, which were reviewed against the available interview and observation evidence, refined for 
internal coherence and distinction from other themes, and assigned descriptive names. The final themes were 
organized to address (a) the practices used to promote learner autonomy and (b) the enabling and constraining 
factors associated with those practices. Representative interview excerpts and classroom-observation evidence 
were then selected to demonstrate how each theme was grounded in the dataset. 

Thematic analysis was applied across the complete interview dataset from the 11 teachers together with the 
available classroom-observation material from two participants. Coding focused on segments that addressed the 
research questions rather than on generating numerical frequencies. Codes were compared across the 11 interview 
accounts to identify recurring patterns as well as variations in how teachers described autonomy-supportive 
practices and contextual constraints. Observation material was then considered alongside the interview themes to 
examine whether selected practices were also evident in classroom enactment. The manuscript does not claim the 
use of qualitative-analysis software, a second independent coder, or inter-coder reliability because these 
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procedures are not documented in the available research record. This reporting choice is consistent with reflexive 
thematic analysis, in which methodological transparency and coherence between the research questions, coding 
process, theme development, and interpretation are more important than introducing reliability procedures that 
were not part of the original analysis (Braun & Clarke, 2021). 

Trustworthiness and Research Ethics 
The use of interviews together with classroom observations provided data-source triangulation by allowing 
reported practices to be considered alongside evidence of classroom enactment. In thematic research, transparent 
documentation of how data are coded, themes are developed, and interpretations are linked to evidence is important 
for demonstrating credibility and analytical traceability (Nowell et al., 2017). Accordingly, the revised reporting 
makes explicit the progression from the research questions to coding, theme development, and the use of 
representative evidence. Consistent participant codes were used to preserve confidentiality while allowing readers 
to trace evidence across the findings. 

Trustworthiness was supported primarily through data-source triangulation between the 11 teacher interviews 
and classroom observations of two members of the same participant group. The interviews provided cross-
participant evidence concerning perceived and reported practices, while the observations supplied contextual 
evidence regarding the enactment of selected practices. During reporting, themes were linked to representative 
participant quotations and observation evidence so that interpretations could be traced back to the dataset. All 11 
teachers participated voluntarily and provided informed consent, and participant identities were protected using 
the codes Teacher1 through Teacher11. The ethical procedures documented for this study therefore comprised 
voluntary participation, informed consent, confidentiality, and anonymization of participant identities. 
 
RESULTS  
The analysis of interviews with 11 English teachers, supplemented by classroom observations of two participants, 
generated two overarching sets of findings corresponding to the research questions. The first set concerns the 
practices teachers reported and, where observation data were available, enacted to promote learner autonomy. The 
second set concerns conditions that teachers perceived as enabling or constraining these practices. Interview data 
constitute the primary evidence across all themes, while observation data are used only as contextual support for 
selected classroom practices. To maintain analytical transparency, the findings below distinguish between 
teachers’ reported accounts and evidence documented during the observation subset. 

Table 1. Thematic Summary of Teachers’ Practices and Enabling/Constraining Factors in Promoting Learner 
Autonomy 

Research focus Theme Primary evidence Illustrative evidence 
Practices for 
promoting learner 
autonomy 

Inquiry and use of 
learning resources 

Interviews: 11 teachers; 
observation subset used as 
contextual support 

Teacher11 and Teacher4 interview 
accounts; classroom observation 
of independent resource searching 

Practices for 
promoting learner 
autonomy 

Active and 
reflective 
participation 

Interviews: 11 teachers; 
observation subset used 
where available 

Teacher2 interview account on 
peer feedback and reflection 

Practices for 
promoting learner 
autonomy 

Student 
participation in 
learning-related 
decisions 

Interview evidence from 
several teachers; 
observation subset used as 
contextual support 

Teacher2 and Teacher3 accounts 
of choices about seating, groups, 
resources, and roles 

Practices for 
promoting learner 
autonomy 

Collaborative group 
work and peer 
support 

Interview evidence; 
observation subset used as 
contextual support 

Teacher1, Teacher2, and Teacher3 
accounts of group work and peer 
assistance 

Enabling factor Teacher 
commitment to 
autonomy-
supportive practice 

Interview evidence across 
participants; observation 
subset used as contextual 
support 

Teacher1 and Teacher2 accounts 
illustrating persistence, guidance, 
and transfer of responsibility 

Constraining factor Teacher-perceived 
student dependence 
on teacher direction 

Teacher interviews and 
classroom-related accounts 

Teachers described students as 
often waiting for explanation or 
guidance before acting 
independently 

Constraining factor Limited knowledge 
of autonomy-
supportive 
assessment 

Most teacher interviews; 
observation subset used as 
contextual support 

Limited use of self-assessment, 
peer assessment, and learner 
reflection on progress 
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A. Practices Used to Promote Learner Autonomy in Under-Resourced Schools 
1. Inquiry and use of digital and non-digital learning resources 
Across the 11 interviews, teachers consistently described information-seeking activities as one way of shifting part 
of the learning responsibility from the teacher to students. Students were asked to locate information related to a 
topic by using textbooks, dictionaries, their immediate surroundings, and internet-based resources when access 
was possible. Teacher 11 described this practice as follows: “We give students a chance to find out the information 
related to the topic by themselves. Their autonomy will be seen when they are looking for the information they 
need. After that, we check and discuss it in the classroom.” This account illustrates a sequence in which students 
first search for information independently and subsequently receive teacher confirmation or clarification. 

Teacher 4 provided another example from descriptive-text instruction. Students were first directed to observe 
objects and plants in the school environment, identify the English names and characteristics of those objects, and 
then select one object as the basis for a descriptive text. This example shows that teachers did not equate learner 
autonomy solely with access to digital technology; locally available materials and the school environment were 
also used as learning resources. 

The classroom-observation subset provided contextual support for this pattern. In one observed activity, 
students preparing a talk show about plans after graduation were required to search for relevant language 
expressions, consult job-interview videos, examine grammar examples, and use online or printed dictionaries 
before requesting teacher confirmation. The observed practice was therefore consistent with interview accounts 
describing students as being expected to explore available resources before relying on direct teacher explanation. 

Resource limitations also shaped how these activities were organized. Interview accounts indicated that 
internet-based tasks at school were often completed collaboratively because free Wi-Fi was unavailable. Students 
sometimes pooled resources to obtain mobile data for information searching and task completion. Within the 
boundaries of the present data, this finding shows that limited digital infrastructure altered the mode of access to 
learning resources rather than eliminating information-seeking activities altogether. 

2. Opportunities for active and reflective participation 
The 11 teachers reported providing students with opportunities to participate actively through questioning, 
answering, expressing opinions, and responding to peers. Teacher 2 described a reflective speaking activity 
involving students from the English debate extracurricular program. After a student presented an opinion, 
classmates were invited to ask questions and identify strengths and weaknesses in the performance. Teacher2 
explained: “The purpose of asking students in the debate club to participate in speaking activities is to help them 
become accustomed to practicing English speaking. I also want them to recognize their strengths and weaknesses 
through feedback from their peers, so they can use that feedback to improve their performance. At the same time, 
it encourages the audience members to develop the confidence to evaluate and provide constructive feedback to 
their peers.” 

Teacher 2 also reported involving students in reflection on the classroom learning environment. 
Approximately every two months, seating arrangements were reconsidered, and students’ suggestions and 
preferences were included in the decision. In the teachers’ accounts, these practices provided students with 
opportunities not only to participate in classroom activities but also to articulate judgments about their own or their 
peers’ learning experiences. The evidence is therefore interpreted here as teacher-created opportunities for active 
participation and reflection rather than as direct measurement of changes in students’ autonomy. 

3. Student participation in learning-related decisions 
Several teachers reported allowing students to make decisions about selected aspects of classroom learning and 
management. Teacher 2, for example, involved students in choosing songs to be used as icebreakers and sought 
their views about seating arrangements. Teacher 3 reported allowing students to select group members and learning 
resources for a class assignment. In the reported talk-show task, students distributed roles within their groups, 
selected resources such as job-interview videos, and explored expressions that could be used during the 
performance. 

The observation subset provided supporting evidence that selected learning decisions were delegated to 
students in classroom activities. Rather than implying that students controlled all aspects of instruction, the data 
indicate a more limited and structured transfer of responsibility: teachers established the curricular task and general 
learning objectives, while students were given choices concerning resources, roles, group organization, or aspects 
of task implementation. This distinction is important because the evidence supports opportunities for learner 
decision-making within teacher-defined instructional boundaries. 

4. Collaborative group work and peer support 
Group work and peer assistance were repeatedly described as practical strategies for supporting learner 
participation in classrooms with varying levels of English proficiency. Teacher1 summarized the perceived value 
of peer learning by stating, “Learning from friends seems to be more effective than learning from teachers.” 
Teacher2 similarly reported using peer tutoring, explaining, “I ask my smart students to help their friends.” These 
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accounts suggest that teachers used peer interaction to distribute learning support beyond direct teacher 
explanation. 

The classroom-observation subset also documented structured collaborative activities. In one reading 
activity, students worked in groups assigned to different paragraphs of a text. Each group developed questions for 
another group and responded to questions based on its assigned paragraph. In another classroom activity described 
in the dataset, students collaboratively prepared and performed a talk show, including a question-and-answer 
session. Teacher 3 explained that students developed their own concepts around the assigned theme and shared 
their knowledge with classmates before the teacher provided additional explanation or clarification. Taken 
together, the interview and observation evidence indicates that collaboration was used not simply to divide tasks 
but to create opportunities for students to explain, question, assist, and learn from peers. 

B. Enabling and Constraining Factors in the Promotion of Learner Autonomy 
1. Teacher commitment as an enabling condition 
Teacher commitment emerged from the interview data as an enabling condition for sustaining autonomy-
supportive practices despite limited resources. In the teachers’ accounts, commitment was reflected in persistence 
in providing students with opportunities to make decisions, solve problems, reflect, and attempt tasks before 
receiving direct assistance. It was also reflected in teachers’ willingness to adapt instructional strategies while 
maintaining the intended learning objectives. 

Teacher1 described the importance of remaining consistent with learning goals while adjusting instruction 
when a particular strategy did not correspond to students’ needs. The dataset also contains examples of teachers 
withholding immediate answers and instead giving analogies, prompts, or guidance that encouraged students to 
search for expressions or solutions themselves. Evidence from the observation subset similarly showed teachers 
providing structured opportunities for students to take responsibility for parts of classroom tasks. These findings 
characterize teacher commitment as sustained pedagogical effort to create repeated opportunities for learner 
responsibility, rather than as a personality trait measured independently in this study. 

2. Teacher-perceived student dependence on teacher direction as a constraining condition 
Teachers also described a persistent expectation among some students that the teacher should explain material, 
provide examples, and determine the steps required to complete learning tasks. Because students were not 
interviewed in this study, this theme is reported as a teacher-perceived pattern rather than as a direct statement of 
students’ own conceptions of learning. According to the teachers’ accounts, some students tended to wait for 
explanation or guidance before attempting to understand material, locate alternative resources, or solve learning 
difficulties independently. 

From the teachers’ perspective, this dependence increased the pedagogical effort required to transfer 
responsibility gradually from teacher to learner. The finding therefore identifies a tension between teachers’ 
attempts to provide opportunities for autonomous action and their perception that some students remained 
accustomed to teacher-directed learning. No claim is made here that this pattern represents all students or that it 
was independently verified through student interviews. 

3. Limited knowledge of autonomy-supportive assessment as a constraining condition 
Most teachers reported uncertainty about how learner autonomy could be identified and assessed and about how 
assessment activities could themselves be designed to support greater learner responsibility. Their accounts 
suggested limited familiarity with observable indicators of learner independence and with assessment approaches 
that involve students directly in judging or monitoring their own learning. 

The available classroom-observation evidence was consistent with this reported limitation. Assessment 
activities were largely teacher-directed, while explicit opportunities for self-assessment, peer assessment, or 
systematic reflection on learning progress were comparatively limited. On the basis of these data, the constraint is 
best characterized as limited teacher knowledge and use of autonomy-supportive assessment practices, rather than 
as evidence that such practices were entirely absent. 

Overall pattern of the findings 
Across the 11 teacher interviews, the findings show a recurring pattern in which learner autonomy was promoted 
through structured opportunities for students to search for resources, participate and reflect, make selected 
learning-related decisions, and collaborate with peers. The two classroom observations provided contextual 
support for selected reported practices but were not treated as representative of all 11 teachers. At the same time, 
teachers identified three conditions that shaped these practices: sustained teacher commitment as an enabling 
condition, teacher-perceived student dependence on teacher direction as a constraint, and limited knowledge of 
autonomy-supportive assessment as another constraint. These findings answer the two research questions while 
remaining within the evidentiary boundaries of teacher interviews and the limited observation subset. 
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DISCUSSION  
The findings show that learner autonomy in under-resourced EFL classrooms was promoted through a combination 
of inquiry and resource exploration, active and reflective participation, opportunities for students to make learning-
related decisions, and collaborative group work. At the same time, the extent to which these practices could be 
sustained was shaped by teacher commitment, teachers’ perceptions of students’ dependence on teacher direction, 
and teachers’ limited knowledge of autonomy-supportive assessment. Taken together, these findings suggest that 
learner autonomy in resource-constrained settings is not best understood as students learning independently from 
teachers or peers. Rather, it appears as a gradually developed capacity that is enabled when teachers deliberately 
redistribute selected forms of responsibility while continuing to provide structure, guidance, and access to learning 
resources. 

A central finding concerns teachers’ use of inquiry-oriented activities and multiple learning resources. 
Participants described encouraging students to search for information in textbooks, dictionaries, their immediate 
surroundings, and internet-based sources before seeking teacher confirmation. In an under-resourced context, this 
pattern is particularly important because it shows that autonomy-supportive pedagogy does not require unrestricted 
access to sophisticated technologies. What matters is whether students are given meaningful opportunities to 
locate, select, and use resources for a learning purpose. This interpretation is consistent with research showing that 
learner autonomy can be fostered through resource-based and technology-supported approaches when technology 
is integrated as a means for learner control rather than as an end in itself (Ding & Shen, 2019; Tsai, 2021; Pyo & 
Lee, 2025). Recent evidence from Indonesia likewise indicates that resource, technology, learner, classroom, and 
teacher approaches can operate together in the development of EFL learner autonomy (Rahmasari et al., 2025). 

The present findings extend this literature by showing how resource use can be adapted when access itself is 
constrained. The reported practice of students working together when internet access was limited illustrates a form 
of pedagogical adaptation in which scarcity did not simply function as a barrier; it also shaped how learners and 
teachers organized participation. This should not be interpreted as suggesting that inadequate infrastructure is 
educationally desirable. Rather, the evidence indicates that teachers can design tasks that preserve opportunities 
for agency even when material conditions are less than ideal. In this sense, the contribution of the study lies not in 
claiming that resources are unimportant, but in showing that the autonomy-supportive value of a learning 
environment depends partly on how available resources are pedagogically organized. 

The findings on active and reflective participation further indicate that learner autonomy was supported 
through opportunities to ask and answer questions, express opinions, evaluate peers’ performances, and reflect on 
aspects of classroom learning. These practices shift some cognitive and evaluative responsibility from the teacher 
to students. Such a shift corresponds with the broader conception of autonomy-supportive teaching, in which 
teachers attempt to understand students’ perspectives, provide meaningful choices, minimize unnecessary control, 
and create conditions in which students can act with a greater sense of volition (Reeve, 2006; Reeve & Cheon, 
2021). Experimental EFL research similarly demonstrates that autonomy-supportive teaching can strengthen 
learner autonomy by increasing perceived choice, competence, intrinsic motivation, and involvement in decision-
making (Alrabai, 2021). 

However, the findings also indicate that autonomy support in these classrooms was not equivalent to the 
withdrawal of teacher guidance. The teachers continued to structure tasks, provide prompts, clarify 
misconceptions, and intervene when students needed assistance. This combination is pedagogically significant. 
Autonomy-supportive teaching is most effective when student choice is accompanied by appropriate structure 
rather than when learners are left to manage complex tasks without support (Reeve, 2006; Reeve & Cheon, 2021). 
More recent intervention research also shows that teachers can learn autonomy-supportive practices such as 
perspective taking, supporting students’ interests, communicating value, and reducing controlling instruction 
(Reeve & Cheon, 2024). Thus, the practices observed in this study are better interpreted as a gradual transfer of 
responsibility than as a binary movement from teacher control to complete student independence. 

Student participation in learning-related decisions represents another important dimension of this gradual 
transfer. Teachers reported involving students in choices concerning group membership, learning resources, 
classroom arrangements, activity formats, and roles within collaborative tasks. Although these decisions may 
appear relatively small, they provide repeated opportunities for students to experience ownership and to recognize 
that their preferences can influence the learning process. This finding is consistent with autonomy-supportive 
teaching research, which emphasizes the role of meaningful choice and student voice in fostering self-determined 
engagement (Reeve & Cheon, 2021; Cheon et al., 2023). In the Indonesian context, teacher support for autonomy, 
competence, and relatedness has also been positively associated with students’ autonomous motivation, although 
the relative strength of autonomy support may vary according to cultural and classroom conditions (Maulana et 
al., 2016). 

This contextual point is particularly relevant to the present study because the teachers described students 
whom they perceived as accustomed to teacher-directed learning. The findings should therefore not be interpreted 
as demonstrating, from students’ own perspectives, that students held teacher-centered conceptions; students were 
not interviewed in this study. Rather, the interviews reveal a recurrent teacher perception that some students 
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expected teachers to explain content, provide examples, and determine the steps of learning. Such perceptions help 
explain why teachers may regard the transfer of responsibility as a gradual process. Research on autonomy support 
in EFL contexts similarly shows that teachers often face tensions between the pedagogical value of autonomy and 
learners’ prior expectations, motivation, or readiness to assume greater responsibility (Işık & Balçıkanlı, 2020). 
The implication is that learner autonomy should be cultivated progressively through repeated opportunities for 
decision-making, reflection, and guided responsibility rather than assumed to emerge simply because students are 
given freedom. 

Collaborative group work and peer support were also prominent in the findings. At first glance, collaboration 
may seem conceptually different from autonomy if autonomy is equated with individual independence. The present 
findings instead support a relational interpretation: students can exercise agency while working with others, 
sharing resources, negotiating roles, explaining material, asking questions, and providing peer support. 
Collaborative activity can therefore reduce exclusive dependence on the teacher without requiring students to learn 
in isolation. This is consistent with work showing that peer interaction and collaborative learning can support 
autonomy by distributing sources of knowledge and responsibility across learners. The finding is also aligned with 
evidence that peer assessment can reduce dependence on the teacher and strengthen learners’ confidence, although 
not every dimension of autonomy necessarily improves through peer assessment alone (Shen et al., 2020). 

The role of teacher commitment emerged as the principal enabling condition across these practices. In this 
study, commitment was reflected in teachers’ persistence in creating opportunities for decision-making, inquiry, 
reflection, collaboration, and problem solving despite contextual constraints. This finding suggests that learner 
autonomy is partly dependent on teachers’ willingness to maintain an autonomy-supportive orientation over time. 
The importance of this orientation is consistent with the wider autonomy-support literature showing that teachers 
can learn and refine autonomy-supportive practices and that such practices are associated with beneficial 
motivational, behavioral, and classroom outcomes (Reeve & Cheon, 2021; Cheon et al., 2023; Reeve & Cheon, 
2024). In under-resourced settings, commitment may be especially consequential because teachers must often 
adapt tasks to the resources that are actually available rather than rely on ideal instructional conditions. 

At the same time, teacher commitment alone appears insufficient. A notable constraining factor was teachers’ 
limited knowledge of assessment practices that could support learner autonomy. Participants indicated uncertainty 
about how student independence could be identified and assessed, while the available observation evidence 
suggested that assessment remained largely teacher directed. This creates an important tension: classroom 
activities may provide students with choice and responsibility, but if assessment remains predominantly controlled 
by teachers, opportunities for learners to monitor, judge, and regulate their own progress remain restricted. 
Empirical evidence indicates that peer assessment can contribute to learner autonomy by decreasing teacher 
dependence and enhancing confidence (Shen et al., 2020). Accordingly, autonomy-supportive assessment should 
be viewed not merely as a method for assigning scores but as a learning process through which students can 
interpret criteria, evaluate performance, use feedback, and reflect on subsequent learning decisions. 

Technology should also be interpreted cautiously in relation to these findings. The teachers used digital 
resources, but the study does not support the conclusion that technology itself produced autonomy. Previous 
studies demonstrate that technology-enhanced, flipped, mobile-assisted, and online environments can facilitate 
learner autonomy when learners are required to make decisions, manage learning activities, use resources 
strategically, and reflect on progress (Ding & Shen, 2019; Tsai, 2021; Pyo & Lee, 2025). In the present study, 
similar autonomy-supportive processes occurred through both digital and non-digital resources. The implication 
is that the pedagogical design surrounding technology is more important than the mere availability of devices or 
internet access. This distinction is particularly relevant in under-resourced schools, where technological access 
may be uneven and where an overemphasis on technology could obscure feasible non-digital routes to learner 
agency. 

Overall, the findings contribute to the learner-autonomy literature in three ways. First, they show that learner 
autonomy can be promoted in materially constrained school settings through pedagogical adaptation, including the 
purposeful use of local, printed, interpersonal, and digital resources. Second, they suggest that autonomy in these 
classrooms is socially supported rather than purely individual: student agency was developed through interaction 
with teachers and peers, structured group work, peer support, and negotiated classroom decisions. Third, the 
findings reveal a mismatch between autonomy-supportive classroom activities and the less developed use of 
autonomy-supportive assessment. This mismatch suggests that strengthening learner autonomy requires coherence 
across instruction, participation, and assessment rather than the isolated use of individual strategies. 

These contributions should nevertheless be interpreted within the boundaries of the study. The primary 
evidence consisted of interviews with 11 teachers, while classroom observations involved only two members of 
the participant group. Moreover, claims about students’ conceptions are based on teachers’ accounts and limited 
classroom evidence rather than direct student interviews. Consequently, the findings illuminate how teachers 
understand and enact learner-autonomy support in this particular under-resourced context; they do not establish 
how students themselves interpret these practices or demonstrate causal effects on measured levels of learner 
autonomy. Future research could therefore combine teacher and student perspectives, use longitudinal classroom 
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observations, and examine changes in learner autonomy following sustained autonomy-supportive instruction and 
assessment. 
 
CONCLUSION  
This study shows that English teachers in under-resourced senior high-school contexts can create opportunities for 
learner autonomy through inquiry and resource exploration, active and reflective participation, involvement in 
selected learning-related decisions, and collaborative group work. Across the 11 teacher interviews, these practices 
were described as ways of gradually transferring selected responsibilities to students while teachers continued to 
provide structure, guidance, and clarification. The two classroom observations provided contextual support for 
selected practices but were not treated as representative of all participating teachers. 

The findings further indicate that the promotion of learner autonomy in resource-constrained settings is 
shaped by both enabling and constraining conditions. Teacher commitment emerged as an important enabling 
condition because teachers described sustained efforts to adapt activities, provide choices, and encourage students 
to attempt tasks before receiving direct assistance. At the same time, teachers perceived some students as remaining 
dependent on teacher direction, while limited teacher knowledge of autonomy-supportive assessment restricted 
opportunities for students to monitor, evaluate, and reflect on their own learning. Because students were not 
interviewed directly, the finding concerning student dependence should be understood as a teacher-perceived 
pattern rather than as a direct representation of students’ own conceptions. 

Within the boundaries of this qualitative case study, the findings suggest that learner autonomy does not 
necessarily depend on abundant technological or material resources. Rather, autonomy-supportive opportunities 
may be created when teachers make purposeful use of available digital, printed, local, and interpersonal resources 
and design tasks that allow students to participate, make choices, collaborate, and assume increasing responsibility. 
The study therefore highlights learner autonomy as a pedagogically supported and socially mediated process rather 
than as individual independence from teachers or peers. Future research should therefore incorporate student 
voices, extend observations across a larger number of classrooms and schools, and employ longitudinal or mixed-
method designs to examine how sustained autonomy-supportive instruction and assessment influence the 
development of learner autonomy in resource-constrained EFL contexts. 

 
REFERENCE  
Ahmadianzadeh, B., Seifoori, Z., & Tamjid, N. H. (2018). Exploring EFL teachers’ beliefs about and practices of 

learner autonomy across experience and licensure. Innovation in Language Learning and Teaching. 
https://doi.org/10.1080/17501229.2018.1501694  

Alrabai, F. (2021). The influence of autonomy-supportive teaching on EFL students’ classroom autonomy: An 
experimental intervention. Frontiers in Psychology, 12, 728657. https://doi.org/10.3389/fpsyg.2021.728657  

Anggraena, Y., Ginanto, D., Kesuma, A., & Setiyowati, D. (2025). Panduan pembelajaran dan asesmen pendidikan 
anak usia dini, jenjang pendidikan dasar, dan jenjang pendidikan menengah. Badan Standar, Kurikulum, dan 
Asesmen Pendidikan. 

Basri, F. (2020). Factors influencing learner autonomy and autonomy support in a faculty of education. Teaching 
in Higher Education. https://doi.org/10.1080/13562517.2020.1798921  

Benson, P. (1997). The philosophy and politics of learner autonomy. In P. Benson & P. Voller (Eds.), Autonomy 
and independence in language learning (pp. 18–34). Longman. https://doi.org/10.4324/9781315842172  

Borg, S., & Al-Busaidi, S. (2012). Teachers’ beliefs and practices regarding learner autonomy. ELT Journal, 66(3), 
283–292. https://doi.org/10.1093/elt/ccr065  

Borg, S., & Alshumaimeri, Y. (2019). Language learner autonomy in a tertiary context: Teachers’ beliefs and 
practices. Language Teaching Research, 23(1), 9–38. https://doi.org/10.1177/1362168817725759  

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology, 3(2), 
77–101. https://doi.org/10.1191/1478088706qp063oa  

Braun, V., & Clarke, V. (2021). One size fits all? What counts as quality practice in (reflexive) thematic analysis? 
Qualitative Research in Psychology, 18(3), 328–352. https://doi.org/10.1080/14780887.2020.1769238  

Cheon, S. H., Reeve, J., & Marsh, H. W. (2023). Autonomy-supportive teaching enhances prosocial and reduces 
antisocial behavior via classroom climate and psychological needs: A multilevel randomized control 
intervention. Journal of Sport and Exercise Psychology, 45(1), 26–40. https://doi.org/10.1123/jsep.2021-
0337  

Chong, S. W., & Reinders, H. (2025). Autonomy of English language learners: A scoping review of research and 
practice. Language Teaching Research, 29(2), 607–632. https://doi.org/10.1177/13621688221075812  

Ciekanski, M. (2007). Fostering learner autonomy: Power and reciprocity in the relationship between language 
learner and language learning adviser. Cambridge Journal of Education, 37(1), 111–127. 
https://doi.org/10.1080/03057640601179442  



Teachers’ Perceptions and Practices in Promoting Learner Autonomy in Under-Resourced EFL Schools… 
Nunung Nurhayati, Christine Manara, Bambang Kaswanti Purwo 

Vol 4, No 4, 2026 
 

 
JUPITER | 498  

Cirocki, A., Anam, S., & Retnaningdyah, P. (2019). Readiness for autonomy in English language learning: The 
case of Indonesian high school students. Iranian Journal of Language Teaching Research, 7(2), 1–18. 
https://doi.org/10.30466/ijltr.2019.120695  

Crabbe, D. (1993). Fostering autonomy from within the classroom: The teacher’s responsibility. System, 21(4), 
443–452. https://doi.org/10.1016/0346-251X(93)90056-M  

Dickinson, L. (1995). Autonomy and motivation: A literature review. System, 23(2), 165–174. 
https://doi.org/10.1016/0346-251X(95)00005-5  

Ding, Y., & Shen, H. (2022). Delving into learner autonomy in an EFL MOOC in China: A case study. Computer 
Assisted Language Learning, 35(3), 247–269. https://doi.org/10.1080/09588221.2019.1681464  

Frelin, A., & Fransson, G. (2017). Four components that sustain teachers’ commitment to students: A relational 
and temporal model. Reflective Practice. https://doi.org/10.1080/14623943.2017.1307722  

Gqontshi, U. (2019). Learning dynamics in the 21st century: Challenges of an under-resourced high school in rural 
South Africa. 

Haque, M., Jaashan, H. M., & Hasan, Z. (2023). Revisiting Saudi EFL learners’ autonomy: A quantitative study. 
Innovation in Language Learning and Teaching. https://doi.org/10.1080/17501229.2023.2166512  

Henriksen, D., Cain, W., & Mishra, P. (2018). Everyone designs: Learner autonomy through creative, reflective, 
and iterative practice mindsets. Journal of Formative Design in Learning, 2(2), 69–81. 
https://doi.org/10.1007/s41686-018-0024-6  

Işık, T., & Balçıkanlı, C. (2020). EFL teachers’ autonomy supportive practices for out-of-class language learning. 
IAFOR Journal of Education, 8(4). https://doi.org/10.22492/ije.8.4.04  

Kuchah, K., & Smith, R. (2011). Pedagogy of autonomy for difficult circumstances: From practice to principles. 
Innovation in Language Learning and Teaching, 5(2), 119–140. 
https://doi.org/10.1080/17501229.2011.577529  

Lengkanawati, N. S. (2017). Learner autonomy in the Indonesian EFL settings. Indonesian Journal of Applied 
Linguistics, 6(2), 222–231. https://doi.org/10.17509/ijal.v6i2.4847  

Li, X. (2023). Developing EFL teachers’ beliefs and practices in relation to learner autonomy through online 
teacher development workshops. SAGE Open, 13(4). https://doi.org/10.1177/21582440231202883  

Littlewood, W. (1996). ‘Autonomy’: An anatomy and a framework. System, 24(4), 427–435. 
https://doi.org/10.1016/S0346-251X(96)00039-5  

Littlewood, W. (1999). Defining and developing autonomy in East Asian contexts. Applied Linguistics, 20(1), 71–
94. https://doi.org/10.1093/applin/20.1.71  

Malterud, K., Siersma, V. D., & Guassora, A. D. (2016). Sample size in qualitative interview studies: Guided by 
information power. Qualitative Health Research, 26(13), 1753–1760. 
https://doi.org/10.1177/1049732315617444  

Maulana, R., Helms-Lorenz, M., Irnidayanti, Y., & van de Grift, W. (2016). Autonomous motivation in the 
Indonesian classroom: Relationship with teacher support through the lens of self-determination theory. The 
Asia-Pacific Education Researcher, 25, 441–451. https://doi.org/10.1007/s40299-016-0282-5  

Mohammed, R. Q., & Hussin, Q. (2023). The role of self- and peer-assessment tools in promoting learners’ 
autonomy. Journal of Al-Farahidi’s Arts, 15(52), 490–499. https://doi.org/10.51990/jaa.15.52.3.26  

Mulyani, E. R., Suherdi, D., & Sundayana, W. (2020). Indonesian Islamic senior high school students’ English 
learning conceptions and strategies. Indonesian Journal of Applied Linguistics, 9(3), 572–579. 
https://doi.org/10.17509/ijal.v9i3.23207  

Nowell, L. S., Norris, J. M., White, D. E., & Moules, N. J. (2017). Thematic analysis: Striving to meet the 
trustworthiness criteria. International Journal of Qualitative Methods, 16, 1–13. 
https://doi.org/10.1177/1609406917733847  

Oxford, R. L. (2015). Expanded perspectives on autonomous learners. Innovation in Language Learning and 
Teaching, 9(1), 58–71. https://doi.org/10.1080/17501229.2014.995765  

Peng, Y., Lou, K., & Xiong, T. (2024). Understanding teacher professional commitment from a positive 
psychology perspective: A case from Myanmar’s Chinese language teachers. The Modern Language Journal, 
108, 222–242. https://doi.org/10.1111/modl.12908  

Phipps, S., & Borg, S. (2009). Exploring tensions between teachers’ grammar teaching beliefs and practices. 
System, 37(3), 380–390. https://doi.org/10.1016/j.system.2009.03.002  

Pyo, J., & Lee, C. H. (2025). Developing learner autonomy and EFL listening skills through mobile-assisted 
blended learning. Innovation in Language Learning and Teaching, 19(5), 465–480. 
https://doi.org/10.1080/17501229.2024.2372068  

Rahmasari, B. S., Munir, A., & Nugroho, H. A. (2025). Fostering learner autonomy in EFL reading: A study of 
strategy-based instruction at two Indonesian universities. Cogent Education, 12(1), 2477367. 
https://doi.org/10.1080/2331186X.2025.2477367  

Reeve, J. (2006). Teachers as facilitators: What autonomy-supportive teachers do and why their students benefit. 
The Elementary School Journal, 106(3), 225–236. https://doi.org/10.1086/501484  



Teachers’ Perceptions and Practices in Promoting Learner Autonomy in Under-Resourced EFL Schools… 
Nunung Nurhayati, Christine Manara, Bambang Kaswanti Purwo 

Vol 4, No 4, 2026 
 

 
JUPITER | 499  

Reeve, J., & Cheon, S. H. (2021). Autonomy-supportive teaching: Its malleability, benefits, and potential to 
improve educational practice. Educational Psychologist, 56(1), 54–77. 
https://doi.org/10.1080/00461520.2020.1862657  

Reeve, J., & Cheon, S. H. (2024). Learning how to become an autonomy-supportive teacher begins with 
perspective taking: A randomized control trial and model test. Teaching and Teacher Education, 148, 104702. 
https://doi.org/10.1016/j.tate.2024.104702  

Shahnozaxon, X. (2026). Self-assessment as a tool for promoting learner autonomy in EFL classrooms. European 
International Journal of Pedagogics, 6(6), 12–15. https://doi.org/10.55640/eijp-06-06-03  

Shen, B., Bai, B., & Xue, W. (2020). The effects of peer assessment on learner autonomy: An empirical study in 
a Chinese college English writing class. Studies in Educational Evaluation, 64, 100821. 
https://doi.org/10.1016/j.stueduc.2019.100821  

Shih, H.-J. J. (2021). The use of individual and collaborative learning logs and their impact on the development of 
learner autonomy in the EFL classroom in Taiwan. Innovation in Language Learning and Teaching, 15(3), 
195–209. https://doi.org/10.1080/17501229.2020.1737703  

Stefanou, C. R., Perencevich, K. C., DiCintio, M., & Turner, J. C. (2004). Supporting autonomy in the classroom: 
Ways teachers encourage student decision making and ownership. Educational Psychologist, 39(2), 97–110. 
https://doi.org/10.1207/s15326985ep3902_2  

Thanh, N. (2020). Promoting learner autonomy through self-assessment and reflection. VNU Journal of Foreign 
Studies, 35(6), 146–153. https://doi.org/10.25073/2525-2445/vnufs.4483  

Tsai, Y.-R. (2021). Promotion of learner autonomy within the framework of a flipped EFL instructional model: 
Perception and perspectives. Computer Assisted Language Learning, 34(7), 979–1011. 
https://doi.org/10.1080/09588221.2019.1650779  

Wang, G., Strong, M., Zhang, S., & Liu, K. (2021). Preservice teacher professional commitment: A conceptual 
model and literature review. Teaching and Teacher Education, 104, 103373. 
https://doi.org/10.1016/j.tate.2021.103373  

Werang, B. R., Asaloei, S. I., Leba, S. M. R., Uspayanti, R., & Angelinawati, D. (2024). Teacher teaching 
commitment and performance and its impact on student academic performance: A survey study. Ianna 
Journal of Interdisciplinary Studies, 6(2), 277–294. 

Yin, R. K. (2014). Case study research: Design and methods (5th ed.). SAGE Publications. 
 

*Nunung Nurhayati (Corresponding Author) 
Universitas Setia Budhi Rangkasbitung,  
Jl. Komp. Pendidikan Jl. Budi Utomo No.22L, Muara Ciujung Timur, Kec. Rangkasbitung, Kabupaten Lebak, 
Banten 42314, Indonesia 
Email: nunung.nurhayati@usbr.ac.id 
 
Christine Manara 
Universitas Katolik Indonesia Atma Jaya, 
Jl. Jend. Sudirman No.51, RT.4/RW.4, Karet Semanggi, Kecamatan Setiabudi, Kota Jakarta Selatan, Daerah 
Khusus Ibukota Jakarta 12930, Indonesia 
Email: Christine.manara@atmajaya.ac.id  
 
Bambang Kaswanti Purwo 
Universitas Katolik Indonesia Atma Jaya, 
Jl. Jend. Sudirman No.51, RT.4/RW.4, Karet Semanggi, Kecamatan Setiabudi, Kota Jakarta Selatan, Daerah 
Khusus Ibukota Jakarta 12930, Indonesia 
Email: bkaswanti@atmajaya.ac.id  

 
 
 
 
 
 
 
  


