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ABSTRACT
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The objectives of this study were to investigate 1) the level of teacher autonomy
perceived by English language teachers at an international university in Bangkok, Thailand,
and 2) to investigate the level of teacher autonomy constraints perceived by English language
teachers while working at an international university in Bangkok, Thailand.
This study was conducted with a quantitative descriptive research design using a
survey questionnaire to collect quantitative data as well as questions about respondents’
background. Open-response questions were used to obtain more additional data to support
quantitative findings. The sample of this study was 32 ELT teachers in an international
university. Lastly, the data obtained from questionnaire and open-response questions were
analyzed by using descriptive statistics and content analysis.
The findings revealed that, on average, the level of teacher autonomy perceived by
English language teachers was at moderate level (M=3.29, SD=1.02) in the seven dimensions
that are instructional materials, course content, curriculum, teaching methodology,
assessment, classroom management, and lesson planning. However, among them, high level
of teacher autonomy was found in domain of instructional material, teaching methodology,
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and classroom management. In addition, teacher autonomy constraints were also at moderate
level (M=3.04, SD=1.01).
Pedagogical implications from this research are that administrators and teachers can
make use of the findings of the study in trying to create more space for teacher autonomy
implementation based on the consideration of students’ learning outcomes, needs, and
interests for the sake of developing both teachers’ autonomous teaching and students’
autonomous learning and should try to figure out solutions about the process of
implementation of the curriculum and selecting teaching content which are the main factors
that determine the level teacher autonomy and its constraints in this study.
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CHAPTER I
INTRODUCTION
The first chapter aims to provide readers with a comprehensive foundation of the
study by describing the fundamental elements of the research. First, introduce the background
of the study, followed by the statement of the problem, which will explain why it is crucial to
study this topic. Subsequently, establish the context of the investigation by the research
questions, research objectives, theoretical framework, conceptual framework, the scope of the
study, the definition of terms, and the significance of the study.
Background of the Study
The background of the study provides an overview of contextual information on the
importance of teacher autonomy, teacher autonomy, teachers’ perception, English language
teaching in Thai education, the role of English language teachers in Thailand, and an
international university in Bangkok, Thailand.
The Importance of Teacher Autonomy
The role of teachers who can make successful and sustainable achievements in both
classroom and real-life situations is an essential factor in English language teaching and
learning. Moreover, teacher autonomy is increasingly accepted (Smith, 2008), and
independence has been vital, significantly, and globally attractive in language education since
the early 1980s (Benson, 2009). Thus, teacher autonomy is considered essential to opening
the door of innovation, creation, and continued development in language teaching and
learning. Therefore, studying teacher autonomy is crucial in developing a teacher’s
professional ability and self-efficacy in language teaching and learning.
Teacher Autonomy
Not much attention has been paid to teacher autonomy in the research of its notion in
English language education, while learner autonomy has gained much interest and
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investigation (Huang, a, 2007, 2010, 2013; Long, 2014; Sinclair, 2008; Teng, 2018; Xu,
2015). Primarily, there is little TA research in the Thai context in the English language
teaching and learning field when teacher autonomy study has been carried out in a foreign
context by many western scholars. Besides, there are numerous studies discussing teacher
autonomy concerning general, curriculum autonomy, and other teacher autonomy
dimensions, significantly placing teacher autonomy studies in the development of educational
environments (Brunetti, 2001; Friedman, 1999; Kuku & Taylor, 2002; Pearson & Hall, 1993;
Pearson & Moomaw, 2005). Friedman (1999), Ozturk (2011), and Pearson and Hall (1993)
stated that teacher autonomy-related studies focus on conceptualization in many works of
literature. Thus, it is rather complex to conclude a simple definition of teacher autonomy.
According to Huang (2005, a), teacher autonomy has three significant characteristics.
Firstly, teacher autonomy refers to the teacher’s willingness to autonomous teaching.
Teachers’ willingness consists of active, critical, and reflective attitudes toward their teaching
since teachers are responsible for developing their teaching conditions by overcoming factors
that obstruct language teaching. Secondly, teacher autonomy is regarded as a teacher’s
capacity, which means that teacher’s development of appropriate skills, knowledge, theory,
teaching methodologies, and strategic approaches are necessary components of teacher
autonomy. Finally, teacher autonomy is viewed as the teacher’s freedom. That means the
concept of teacher autonomy involves liberty in decision making, control, and power over
themselves and their teaching and learning environment. Later, Cirocki and Anam (2021)
stated that teacher autonomy is the ‘teacher’s capacity to willingly and freely engage in selfdirected teaching and life-long professional learning.’ Teachers can enhance their
proficiencies of teaching and learning regarding instructional materials, course content,
teaching methodology, assessment, classroom management, lesson planning, and curriculum
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to create attractive, effective, and sustainable teaching that affects students’ learning and
academic achievement.
Teachers’ Perception
Teachers’ perception, belief, and attitudes are essential for effective teaching. Teacher
perception impacts their teaching practice, and influences students’ learning. That is why
teachers’ perceptions, beliefs, and attitudes influence and affect how they teach, what they
teach, and their understanding of how to apply autonomy in their teaching practice. To add
this, Basturkmen (2012); Phipps and Borg (2007) revealed that teachers’ belief impacts
teacher classroom practice. Brog (2001) described teachers’ beliefs as pedagogical beliefs
relevant to their teaching. In addition, Brog (2003) specified the concept of teachers’ belief as
“teacher cognition, teachers’ knowledge, theories, attitudes, images, assumptions, metaphors,
conceptions, perspective about teaching, teachers, learning, students, subject matter,
curricula, materials, instructional activities, and self” (p. 81). Furthermore, as per Brog (2006,
2011), teachers’ beliefs or perceptions define what teachers know, think about, and believe.
Therefore, teachers’ belief or perception greatly influences their teaching practice. It is vital
to investigate and know teachers’ understanding, perception, or beliefs about teacher
autonomy. Teacher autonomy is an essential component for innovative, effective teaching
activities and making students autonomous.
English Language Teaching in Thai Education
Teaching and learning English in Thailand has played a significant role in language
education. Many pedagogical teaching approaches, e.g., English Language Teaching (ELT),
English as Foreign Language Learning (EFL), Teaching English to Speakers of Other
Languages (TESOL), and Communicative Language Teaching (CLT), are used in English
language classrooms, thus gaining more success for Thai students in learning English and
developing students’ English proficiencies in Thailand (Charttrakul, 2009; Charttrakul,
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Anchaleewittayakul, Sukkara, Chirasawadi, & Deesiri, 2011; Prasansaph, 2009). However,
the result of applying these methods was not satisfactory. Therefore, the Thai Ministry of
Education (MoE) announced the Common European Framework of Reference for Languages
or the CEFR (Council of Europe, 2001), which is a guideline for primary and secondary
school teachers for learning and teaching English management (English Language Institute,
2016). Consequently, CEFR significantly impacts English language teachers’ role in making
creative teaching and learning activities assessments and developing their English
proficiencies (Charttrakul & Damnet, 2021).
According to Wiriyachitra (2002), regarding the new curriculum change in Thai
Foreign language education, English was regarded as a compulsory foreign language subject
and students are required to take it starting from level 1 in primary education (6 years of age)
due to English being one of eight compulsory subjects that must be taken in the core and
elective courses. Besides, there are four divided levels that are level 1 (Preparatory level and
level 2 (Beginning level) in primary education, level 3 (Expending level) is in lower
secondary education, and level 4 (Expanding level) is in upper-secondary education.
Moreover, Baker and Jarunthawatchai (2017) asserted that Thai English language
education has emphasized especially on English proficiency of Thai learners. The new
national language policy in 2010 recognizes English as a crucial foreign language. The
Ministry of Education (MoE) urged the development of students’ English proficiency at all
levels (Baker & Jarunthawatcha, 2016). Besides, the commission of higher education of
Thailand announced a policy, expanded from the Thai National Education Act of 1999, to
upgrade English language standards in higher education in April 2016, and it demands all
universities in Thailand to develop English language proficiency levels of students (Baker &
Jarunthawatcha, 2016). According to that policy, each university needs to improve university
policy on the English language, ELT practices, and assess students’ English language
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proficiencies to facilitate students’ autonomous learning of the English language
(Commission of Higher Education, 2016). Thus, it seems clear that both teacher and learner’s
English proficiency needs to be developed in teaching and learning English in Thai
education.
The Role of English Language Teachers in Thailand
English language teachers are the essential factors; they play a crucial role in helping,
sustaining, and increasing the success of English language learners. The more teachers
become student-centered, the more knowledge of designing, creating, and innovating
teaching and learning materials can develop students’ self-learning, critical thinking, and
creative problem-solving skills (Chayaratheee & Waugh, 2006). Furthermore, the teachercentered approach has shifted to a learner-centered approach. Consequently, generating a
wide variety of creative teaching, learning, evaluation, and assessment strategies will
motivate, encourage, and develop students’ learning (Phungphol, 2005). Thus, the role of
teachers has altered to be knowledge providers, facilitators, and supporters of students’
learning. Teachers should be a scaffold bridge for students and encourage them to take charge
of their learning to promote life-long learning and become autonomous learners (Tongpoonpatanasorn, 2011). That is why EFL/ELT teachers need to upgrade their knowledge regarding
innovative teaching, develop their instruction, and improve students’ learning achievements
(Moeini, 2008; Watson Todd & Darasawang, 2020).
An International University in Bangkok, Thailand
This research was conducted at an Institute for English Language Education (IELE) at
an international university where teachers and students come from different countries. The
university has two campuses in Bangkok, Thailand, and offers various programs in English,
officially approved as a medium of instruction. Five courses are taught in the Thai language
but only for Thai-speaking students. Students whose native tongue is not Thai follow the
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same courses in English. Its mission is to provide scientific and humanistic knowledge
through research and interdisciplinary approaches, particularly in business education and
management science.
The IELE offers four core English language courses (English I, English II, English III,
and English IV) and a non-credit course (Foundation English). The IELE also provides an
induction program for all coming students. Highly qualified faculty members from more than
twenty countries run the IELE. It aims to provide competent teaching and learning,
emphasizing classroom-based action research. Furthermore, the IELE also provides
interactive learning activities and participation in multicultural environments to promote
diverse art and cultures.
As previously stated, therefore, what is the level of teacher autonomy and its
constraints perceived by the English language teachers working at IELE of an international
university in Bangkok, Thailand, is the current issue that needs ascertaining. Although there
is a lot of research on teacher autonomy in a foreign context, there is limited research on
teacher autonomy in the Thai context, both at the school and university levels. Thus, to fill
the gap, this study attempted to research the level of teacher autonomy perceived by English
language teachers working at the IELE of an international university in Bangkok, Thailand,
in research question 1 and the level of TA constraints in research question 2 in this study.
Rationale
As mentioned previously, teacher autonomy can effectively help students become
autonomous learners, and teachers play a significant role in students’ success and failure in
English language teaching. Thus, teachers need autonomy and explicit knowledge about TA
to strengthen their professional teaching and students’ achievement and reflect upon their
teaching practice (Little, 1995) to preserve and promote the level of their autonomy.
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According to Phothongsunan (2018), Thai universities should not disregard the issue
of teacher professional development. How teachers can best perform in teaching English and
what factors enhance their teaching and learning should be considered in second language
education in the Thai context (Phothongsunan, 2018). That means university language
teachers require autonomy or empowerment to upgrade their knowledge and expertise and to
“engage in self-directed teaching or professional action” (Little, 1995) to be lifelong learners
to catch up with the continuous changes in 21st-century teaching and learning. To add this,
Phothongsunan (2018) states that Thai universities play a significant role in developing EFL
teachers’ professional development. It seems that Thai EFL university teachers depend on the
university to get assistance in developing their profession. Thus, university administrators
need to be aware of how to support teachers’ needs for autonomous teaching.
Based on Fonghoi et al. (2019); Klingkerd (2015); Noom-ura (2013); Oeamoum and
Sriwichai (2020); Ulla and Winitkun (2018), Thai English language teachers call for a certain
amount of autonomy to expand their expertise related to new knowledge, teaching strategies,
teaching methods, teaching different English, and materials development. Jeh-Awae and
Wiriyakarun (2021) found that the Thai participant teachers in their study had some
constraints related to curriculum and instructional rules that affect teacher autonomy in
creating autonomous teaching and impact teachers’ freedom to choose authentic teaching
materials.
In the context of Thai EFL/ ELT, teachers confront some obstacles in their teaching,
such as limited space with the curriculum, lack of teacher autonomy, unclear knowledge
about teacher autonomy, inflexible prescribed curricula and materials, learners’ lack of
experience of autonomous learning, and learner reliance on the teacher, etc. (Akkakoson, S.
& Setobol, B. 2009; Akkakoson, 2016; Swatevacharkul, 2015; Swatevacharkul, 2006, 2010;
Punthumasen, 2007; Nonkukhetkhong, 2006; Noom-ura, 2013; Segovia & Hardison, 2009).
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Thus, in Thailand, autonomous teaching and learning remain a new model that teachers face
difficulties in while trying to effectively and successfully apply it in the classroom.
Therefore, teacher autonomy is essential for professional instruction, development, and
fostering students’ autonomous learning as teachers are regarded as providers and facilitators
of teaching and learning. Suppose teachers themselves do not know what autonomy is or do
not have teacher autonomy. In that case, there is less possibility to promote, foster, and
develop their autonomy and learners’ autonomous learning. Hence, it is significant to
discover the level of perceived teacher autonomy and its constraints.
Teachers face some constraints on teacher autonomy; for instance, restrictions to
perform autonomously by contracts, administrators, school regulations, curricula, students’
desires, demands, expectations, and so on (Ramos, 2006). He further mentions some
constraints such as ‘fear of change’ in which teachers are hesitant to change their teaching
circumstances as they are afraid of unknown difficulties and challenges. Besides, due to rules
and guidelines of teachers’ teaching act by educational authorities, governmental or
organizational institutions; teachers experience constraints, e.g., policies, regulations,
reforms, demands, testing, standardized practices, curricula, administrator’s needs, and
problem collaborating with colleagues. That limits teachers from performing autonomous
teaching.
Moreover, Au (2011), Bailey (2014), Schinkel (2010), and Smith and Kovacs (2011)
state that administrators and testing have some level of control over teachers’ teaching
practice, all of which limit the development of teacher autonomy. Likewise, some teachers
are given less management over the curriculum due to inflexible prescriptive policies that
undermine teachers’ motivation, job satisfaction, and innovative teaching (Chaudhari, 2012;
Ingersoll & Merrill, 2011; Ozturk, 2012). Therefore, constraints cause dissatisfaction and
lack of motivation for their career, leading to a decline in teachers’ professional development
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when teachers are deprived of control of what and how to teach (Javadi, 2014). Above and
beyond, Ramos (2006) points out that teacher attitudes can hinder teachers’ sense to increase
and grow professional development and go from strength to strength.
Hence, it is necessary to research the levels of teacher autonomy and TA constraints
perceived by ELT teachers working at IELE. In different courses, as teachers are required to
teach under team leaders or course supervisors, it is interesting and important to explore their
level of teacher autonomy and its constraints. To the best of this researcher’s knowledge,
there is little TA research in the Thai context at both the school and university level, although
there is a lot in the foreign context. Thus, to fill this gap, the researcher is interested in
researching the teacher autonomy and TA constraint levels perceived by English language
teachers working at IELE at an international university in Bangkok, Thailand. Studying the
level of teacher autonomy and its constraints perceived by English language teachers to
increase their autonomy would be beneficial to them in making their daily teaching activities
more professional. Additionally, it would offer some insight and facilitate ELT teachers’ role
by analyzing the definitions, characteristics, and concept of teacher autonomy.
Therefore, in this study, teacher autonomy perceived by international English
language teachers is assumed to be the understanding of their cognitions in which they apply
their perceptions of teacher autonomy through their teaching and learning.
Research Questions
In this study, an exploration into the research problems were answered by the
following questions:
1) What level of teacher autonomy is perceived by English language teachers at an
international university in Bangkok, Thailand?
2) What level of teacher autonomy constraints is perceived by English language
teachers when working in an international university in Bangkok, Thailand?
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Objectives of the Study
This research was conducted with the following objectives:
1) To explore the level of teacher autonomy perceived by English language teachers
at an international university in Bangkok, Thailand.
2) To explore the level of teacher autonomy constraints perceived by English
language teachers while working in an international university in Bangkok, Thailand.
Theoretical Framework
Many scholars across different educational fields have researched the notion of
teacher autonomy in several ways, one of which is concerning human psychological wellbeing or work performance in job settings. Numerous theories address the concept of teacher
autonomy in an implicit and exposed way. Thus, this study will adopt Cirocki and Anam’s
(2021) theory of teacher autonomy- as a teacher’s capacity to engage willingly and freely: (1)
self-directed teaching and (2) self-directed lifelong professional learning. This theory
assumes that teachers can be actively and professionally involved and decide and determine
their teaching and learning—furthermore, this theory categorically implies explicit contextual
factors of teacher autonomy. Therefore, this section discusses the theoretical perspectives of
relevant studies on teacher autonomy to better understand, especially in international English
language education, teacher autonomy with multi-faceted terms that have many definitions in
the literature.
Building on the definition by Cirocki and Anam (2021), teacher autonomy is a
teacher’s capacity to make teaching conditions more professional and develop relating to the
seven areas of teaching materials, content, lesson planning, methodology, assessment,
classroom management, and school curriculum. Moreover, TA is a teacher’s self-directed
lifelong professional learning to expand and grow teaching instruction and content
knowledge of the aforementioned seven aspects (Cirocki & Anam, 2021). This definition is
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relevant to Smith’s (2000) explanation of TA as “the ability to develop appropriate skills,
knowledge, and attitudes for oneself as a teacher, in cooperation with others” (p.89). Thus,
Cirocki and Anam’s theory tends to learn toward general autonomy of professional teaching,
collegial autonomy, and individual teachers’ autonomy of teaching practice (Frostenson,
2015).
Besides, there are two crucial elements to exercise autonomy: teachers’ willingness
and freedom to control their work to engage actively and participate in teaching and teacherlearning, which is teachers’ professional development (Cirocki & Anam, 2021). Thus,
Cirocki and Anam’s (2021) concept of TA tends to reconceptualize Smith’s (2003)
perspective of TA as a learner or teacher-learner autonomy and TA as a teacher’s capacity for
self-directed professional teaching and learning without any control by others (Smith &
Erdoğan, 2008; Little,1995; Tort-Moloney,1997; Benson, 2000; McGrath, 2000; Shaw,
2002).
The definition of Cirocki and Anam (2021) is slightly different from that of
Littlewood (1999); TA is a teacher’s capacity for independent decision making, which
includes having abilities and skills for action, and willingness, which involves motivation and
confidence to carry out choices. Cirocki and Anam’s (2021) theory is about capacity over
decisions that an individual teacher makes without interference. Thus, their approach will
likely focus on how a particular teacher is autonomous and self-determined. Teacher
autonomy is positively related to teachers’ attitudes and engagement in self-directed teaching
and learning.
Furthermore, Cirocki and Anam’s (2021) theory brings together teacher
professionalism and personality in teacher autonomy which concerns reflective, selfdetermining, lifelong learning practitioners with high professional autonomy (Surgrue 2011).
Besides, Cirocki and Anam’s (2021) theory broadens teacher autonomy to where teachers can
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willingly and freely extend their capacity for related teaching areas. Thus, teacher autonomy
to develop pedagogical knowledge, content understanding, adopting, or creating activities
based on learners’ needs and interests, technological skills, abilities, and knowledge is a vital
component in teacher autonomy to increase creative and practical development in teaching
and learning. Essentially, Cirocki and Anam’s (2021) theory could allow the researcher of the
present study to determine and assess the extent to which teachers are autonomous in their
teaching setting and how they perceive teacher autonomy.
Conceptual Framework
Figure 1.1
Teacher Autonomy Conceptual Framework

Teacher Autonomy
Teacher Capacity (Cirocki & Anam, 2021)
Self-directed lifelong professional learning

1.
2.
3.
4.
5.

Instructional Materials
Course Content Curriculum
Teaching Methodology
Assessment
Classroom Management
Lesson Planning

Constraints

Self-directed Teaching

1. Teaching Methodology
2. Course Content (curricula)
3. Lesson Planning
4. Classroom Management
5. Assessment

As seen from figure 1.1, teacher autonomy is teacher’s capacity to engage freely and
willingly in self-directed teaching and self-directed lifelong professional learning where
teachers can assess how to take control of pedagogical practice and learning in instructional
materials, teaching methodology, course content, assessment, classroom management, lesson
planning, and school curriculum (Cirocki & Anam, 2021). Teachers can develop teachers’
autonomy and professional teaching by practicing teacher education, and being analytically
and critically reflective, creative, innovative, cooperative, and decisive persons in teaching
areas mentioned above (Cirocki & Anam, 2021).
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First, flexible, and efficient instructional materials can exclude time and space and
cultivate learners’ learning skills, attitudes, and individual needs. Second, TA is teachers’
capacity to have control over their application of teaching methodologies and approaches that
promote life-long learning and improve their teaching. Third, TA is teachers’ capacity to
create space for autonomy in their implementation of course content and choosing activities.
Fourth, teachers need to develop their professional capacity and freedom to perform
autonomously in constructive and summative evaluation. Fifth, to enhance and increase
students’ autonomous learning, teachers need autonomy to successfully employ their capacity
and responsibility autonomously with a sense of willingness and choice concerning
classroom management and to create various activities in the classroom. Sixth, teacher
autonomy is necessary for teachers to ensure whether their lesson meets students’ diverse
needs, to modify and decide the structure of lesson and learning objectives for the
development of both teacher and learner skills, knowledge, and attitudes. Finally, teachers’
capacity to freely exercise their teaching practice plays an essential role in adapting
curriculum to develop teaching function so that content delivered meets students’ needs as
per their professional understanding of subject matter (Ciroki & Anam, 2021).
Given the conception of how important TA is in language teaching and learning, the
factors that constrain TA must not be overlooked. Thus, this present study examined the level
of teaching constraints of English at IELE, for example, constraints on teaching
methodology, course content (curriculum), lesson planning, classroom management, and
assessment.
First, teachers face constraints in selecting proper teaching approaches and various
materials to carry out teaching with freedom of choice. Besides, restrictions and constraints
can arise when teachers cannot apply different teaching instructions regarding students’
diverse learning conditions. Second, course content (curriculum) should consist of various
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skills and abilities that learners need, have interests, and desire in learning English.
Otherwise, teachers’ role in designing curriculum, syllabus, and lesson plan needs fostering
by providing teacher autonomy to facilitate individual students’ learning so that students can
become autonomous learners. However, teachers were rarely invited to participate in the
discussion of curriculum development, although teachers desire to be involved in making
decisions over curriculum objectives, course content, materials, and activities. Teachers are
constrained in designing, modifying, and promoting curriculum development.
Third, lesson planning is an inevitable activity that is important to achieve expected
objectives and help teachers prevent classroom difficulties when teaching. Thus, a teacher
must have the freedom to design lesson plans according to students’ needs and wants.
Therefore, it is necessary to investigate the level of constraints and obstacles in preparing
lesson plans effectively. Fourth, teachers may face some constraints to handle disciplines and
students’ engagement in classroom activities effectively. Finally, teaching cannot be
successful without an adequate assessment of students’ performances. In conclusion, some
teachers are restricted to apply different appropriate assessments with autonomous
approaches or methods to evaluate students’ performances.
Scope of the Study
The target area of this study is the Institute for English Language Education (IELE) at
only one international university. The population of this study consists of 32 full-time
lecturers of English language teachers who are working at an Institute for English Language
Education (IELE) of an international university. Participant’s gender and age were not
regarded as influential factors for sampling in this study.
Definition of Terms
Assessment – refers to the language test that teachers use to identify learners’ needs,
and document students’ progress, and a variety of ways of collecting information on
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learners’ language ability or achievement. or educational needs of students.
Curriculum – refers to the lessons and academic content taught in a school or in a
specific course or program.
Course Content- refers to any informational material that is required for teaching,
participation or understanding content, and any other material needed for learning.
Classroom Management – refers to the wide variety of skills and techniques that
teachers use to keep students organized, orderly, focused, attentive, on task, and academically
productive during a class.
Constraints- refer to something that restricts or limits teachers’ freedom in teaching
and learning in teaching methodology, course content (curriculum), lesson planning,
classroom management, and assessment. The level of constraints was measured by English
language teachers at IELE.
Instructional Materials – refers to the human, technological materials, and facilities
that can be used to ease, encourage, improve, and promote teaching and learning activities
during the instruction.
Lesson Planning – refers to the instructor’s road map of what students need to learn
and how it will be taught effectively during the class time.
Teaching Methodology – refers to a system of practices and procedures that a
teacher uses to teach.
English Language Teachers- refer to international teachers from different countries,
including native speakers and Thai teachers at IELE who teach English.
Teacher’s Perception- refers to teachers’ belief and attitudes about their professional
teaching and their students.

16
Teacher Autonomy
Teacher autonomy refers to a teacher’s capacity to willingly and freely engage in selfdirected teaching and self-directed lifelong professional learning of English. TA consists of
seven aspects: instructional materials, teaching methodology, course content, assessment,
classroom management, lesson planning, and curriculum. Questionnaires will measure the
level of teacher autonomy in those areas.
Significance of the Study
The purpose of this study is to explore the level of teacher autonomy and its
constraints perceived by ELT teachers at IELE. The findings of this study may aid teachers
and administrators in the understanding and promoting of the level of teacher autonomy and
to minimize constraints in English language teaching. Teachers may be able to better develop
and promote their teaching instruction professionally and autonomously throughout their
teaching career if they know their level of autonomy and its constraints. Furthermore,
administrators may promote teacher autonomy or equip teachers with autonomous teaching if
the administrators gain theoretical and practical knowledge of teacher autonomy and its
constraints. However, administrators and teachers should take significant consideration of the
consequence if the findings of this study might show a low or moderate level of teacher
autonomy to increase teacher’s teaching performance, students’ achievement, and university
improvement.
Drawing on the findings of the study, the level of teacher autonomy and its constraints
was at moderate level. It means that teachers are not fully provided autonomy to control their
teaching based on students’ needs and interests, and teachers face moderate level of
constraints in their teaching. Thus, school leaders or administrators should find a way to
develop teacher autonomy and to minimize the level of constraints to enhance teachers’
effectiveness, efficacy, autonomous teaching, and students’ autonomous learning in the
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classroom. Besides, it is significant to welcome teachers to take active roles in the
development of curriculum and provide flexibility in the process of curriculum
implementation. In terms of research in this field of teacher autonomy, the finding of this
study may pave the way for further research for those who are interested in doing teacher
autonomy research in the Thai educational context.
Chapter Summary
Chapter one consists of the background of the study, rationale, research question,
research objectives, theoretical framework, conceptual framework, scope of the study,
definitions of terms, significance of the study, and chapter summary.
The notion of teacher autonomy has been widely and interestingly researched.
Besides, researchers worldwide study TA in a way teachers are perceived in language
education, and its influence has spread to many countries, including Asia. However, there is
very few TA research in the Thai context compared with other Asian countries. This TA
concept has not received due attention among Thai English language teachers. Therefore, this
present study intends to explore teachers’ perceptions; it may be helpful to both teachers and
administrators at IELE of the international university in Bangkok, Thailand. This study may
shed light on the term teacher autonomy through the eyes of the teachers at IELE of an
international university in the Thai context and on future teacher autonomy-related studies in
Thailand.
Next, review of the literature and relevant concepts regarding the level of teacher
autonomy, teacher autonomy, and its constraints, relationship between TA and learner
autonomy, and related studies are discussed in chapter 2.

18
CHAPTER II
LITERATURE REVIEW
Chapter two begins with a general review of literature related to teacher autonomy in
English language teaching. The following sub-topics were defined: the level of teacher
autonomy, teacher’s perception, teacher autonomy, teacher autonomy as teacher’s capacity,
self-directed teaching, self-directed lifelong professional learning, the relationship between
teacher autonomy and learner autonomy, and factors that constrain teacher autonomy in
English language teaching and learning, and the final section will review the existing related
studies on perceptions of teacher autonomy in English language teaching and learning.
The Level of Teacher Autonomy
According to Frostenson (2015); Parker (2015); and Wermke and Forsberg (2017),
different levels of autonomy should be discussed separately and each of their relation to
promote subtle distinction. In addition, teacher autonomy is divided into three levels that are
1) the general autonomy of the teaching profession, 2) the collegial autonomy of the
individual school, and 3) the teachers’ individual autonomy of practice (Frostenson, 2015).
Furthermore, Wermke et al. (2019) provided similar fine distinction regarding the different
levels of teacher autonomy which are 1) professional level, 2) school level, and 3) classroom
level. To add to this, Frostenson (2015) defined the general level of autonomy as
‘organization of the school system, legislation, entry requirements, teacher education,
curricula, procedures and ideologies of control’ (p, 22).
Moreover, collegial level of autonomy is ‘teachers’ collective freedom to influence
and decide on practice at [the] local level’ (Frostenson, 2015, p. 23) and it is related to
teachers’ influence on schools’ decisions as such school curriculum, and organization of
actual teaching practice which affect their teaching (Frostenson, 2015; Wermke et al, 2018).
Thus, teachers’ collegial autonomy is likely to focus on teachers’ decision-making
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concerning teaching. Besides, Frostenson (2015) stated that individual levels of autonomy
refers to ‘the individual’s opportunity to influence the content, frames, and control of the
teaching practice’ (p, 24.). That means the individual level of autonomy includes individual
teachers’ freedom, and capacity to make decisions regarding their teaching like standardized
lesson plans within an update on the contextual frames (Forstenson, 2015; Wermke et al,
2018; Shamel et al, 2018).
Different levels of teacher autonomy can impact and restrict one another which means
that it is difficult for teachers to get full autonomy in all levels. For instance, decisions made
at the collegial level may have restrictions for the individual level of autonomy as teachers
are required to follow the collegial decisions (Forstenson, 2015). Nevertheless, if decisions
made at the collegial level of autonomy are in convergence with individual teachers’
perceptions, then the collegial level of autonomy may not directly conflict with the individual
level of autonomy (Forstenson, 2015). Thus, autonomy at all levels reflects teachers’ own
choices and decisions in educational practice in the classroom. Therefore, decisions regarding
teaching practice made by an individual teacher or college team or administrators may relate
to different level of teacher autonomy within school setting. The next section discusses about
teacher’s perception.
Teacher’s Perception
Teacher’s perception refers to “a belief or opinion, often held by many people and
based on how things seem.” Barcelos (2000) stated that language teachers’ perceptions
influence what they do in the classroom. It means that teachers’ perceptions are an important
part of their daily teaching practice including decision making process. Thus, teachers’
perceptions can be interpreted as teachers’ attitudes toward what have been done in their
teaching. Therefore, teacher’s perception can be explained as teacher’s thought, belief,
opinion, or attitude of teachers’ view about their professional teaching and their students. To
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add this, Heather and Carey (2009, cited in Xu, 2012) explained that teachers’ perception can
affect their pedagogical practice like how they plan and make a decision of what and how to
teach. Thus, teachers’ perception plays significant role in their pedagogical performances and
has influence on students’ behaviors. Besides, teachers’ positive attitudes and perception are
essential for effective teaching that affects their practice and influences the students’
performance. Thus, teacher’s perception of their professional teaching can help teachers get
better understanding about different teaching aspects, experiences, and responsibility.
Teacher Autonomy
The concept of teacher autonomy and the importance of teacher autonomy have been
interestingly emphasized and widely discussed over many years in foreign language
education. Teacher autonomy is explicated from a complex phenomenon with technical,
psychological, socio-cultural, and political-critical aspects (Benson, 1997; Oxford, 2003;
Parker, 2015; Erss, 2016). As per Huang and Benson (2013), the interest in autonomy in
foreign language education has grown over the last two decades until recently. In the 21st
century, teachers’ autonomy has been discussed as a significant point in language education.
Thus, many researchers have tried to describe the meaning of teacher autonomy by viewing
the concept of teacher autonomy from multidimensional perspectives.
Street and Licata (1989) described TA as teachers’ feelings of independence in which
they have access to make instructional decisions within the classroom without institutions’
control. According to Pearson and Hall (1993), teacher autonomy is teachers’ perception of
whether they control themselves and the work environment. In addition, Pearson and
Moomaw (2005) conceptualized TA as a teacher’s perception regarding how much influence
they have in a classroom and school matters. According to those definitions, it is assumed
that TA is a teacher’s feeling and perception of empowerment to what extent they control
how to teach and what they teach in their teaching condition. Hence, many scholars state that
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teachers’ job commitment, satisfaction, efficiency, and retention are related to teachers’
positive (Awadelkarim, 2021) perceptions of teacher autonomy (Day & Kington, 2008;
Parker, 2015; Skaalvik & Skaalvik, 2009; Yu-hong & Ting, 2012).
Benson (2001) added that TA is clarified from multidimensional capacity, which is
identified by “several forms for different individuals, and even for the same individual in
different contexts or at different times” (p.47). Based on Shaw (2002), external factors that
are policy and institutional factors, and internal factors such as teacher’s ability,
characteristics, the conception of language, and language teaching methodology could vary
the level of TA. As per Thavenius (1999), TA is teachers’ ability and willingness to develop
their teaching, become autonomous teachers, and help learners take responsibility for their
learning to become autonomous learners. Accordingly, teachers must reflect on their teaching
to make autonomous changes in teaching that help learners become autonomous in their way.
Besides, Dincer (2019) argued that TA is teachers’ freedom to control teaching and teachers’
active participation in making decisions about their professional development. Similarly,
Cirocki and Anam (2021) elaborated on TA as teachers’ capacity to freely and willingly
engage in self-directed teaching and self-directed lifelong professional learning. That means
TA depends on how teachers control, organize, reflect, and analyze their teaching process
with the capacity to update their pedagogical skills and teaching-related knowledge.
Based on Frostenson (2012), TA divides into three aspects- professional,
organizational, and individual autonomy. Regarding professional autonomy, it is the belief
that teachers’ influences over teacher education, curricula, assessment, content, ideological
and pedagogical control to make professional or autonomous decisions about what they teach
and how they teach to the students play a vital role in teaching. In contrast, a teacher’s control
over their teaching activities is assumed as the teacher’s autonomy (Frostenson, 2012).
Furthermore, organizational autonomy involves the autonomy of collegial, institutional,
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principal, and teaching staff over what individual teachers are supposed to do in that place
(Frostenson, 2012).
TA is examined variously, focusing on school policy, decision-making process,
instructors’ perspective, work environments, organizational climate, and curriculum (Hara,
2006; Friedman, 1999; Garvin, 2007; Pearson & Moomaw, 2006; LaCoe, 2006; Dymoke &
Harrison, 2006). According to that, choosing the textbook to follow, teaching strategies to
employ, and classroom rules to obey are considered teacher autonomy (Cakir & Balcikanli
2012). Some researchers simplified teacher autonomy as teachers’ capacity with ability,
freedom from control over teaching by others, attitudes, and willingness to engage in selfdirected behavior and to take charge of their teaching and learning (Little, 1995; TortMoloney 1997; Benson & Voller, 1997; Benson, 2000; Smith, 2003; Huang, 2005). Benson
(2010) and Parker (2015) stated that teacher autonomy is teachers’ freedom to develop and
apply their teaching practice more effectively to help learners meet their needs. Furthermore,
autonomous teachers positively perceive their workplace where a higher degree of autonomy
is provided, and teachers are competent and satisfied with their work (Parker, 2015; Wilches,
2007).
Moreover, according to Joyti Sehrawat (2014), teachers’ autonomy plays an essential
role in taking charge of, responsibility for, and controlling their teaching and learning, which
includes the ability and attitude to self-assess for the sake of learners. Thus, many scholars
utter that TA has significant impacts on and is associated with teachers’ motivation, freedom,
teachers’ psychological well-being, teaching performance, burnout or stress, job satisfaction,
empowerment, professional development, and students’ performance (Blase & Kirby, 2000;
Brunetti, 2001; Cedoline, 1981; Davis & Wilson, 2000; Dymoke & Harrison, 2006; Gnecco,
1983; Helgøy & Homme, 2007; Khmelkov, 2000; Afshar & Doosti, 2016; Jepson & Forrest,
2006; Michaelowa, 2002; Skaalvik & Skaalvik, 2009, 2011, 2014; Somech & Drach-Zahavy,
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2000). Among them, teachers’ job satisfaction, in which teachers’ reactions to their work or
teaching role, has been primarily discussed in the literature about TA (Skaalvik & Skaalvik,
2011). Since the teaching profession has an extremely high level of stress (Stoeber &
Rennert, 2008), teachers might be dissatisfied, burned out, and leave the job (Pearson and
Moomaw, 2005).
Therefore, teachers’ positive reaction to teaching, encouragement, support from
authorities, and capability to practice cognitive teaching strategies that allow students to
advance their knowledge or skill is crucial to developing teacher autonomy and effectiveness.
Then, assuming there is the influence of capacity on teachers, there remains a question of
how teachers’ capacity can best be autonomously employed in developing teachers’ teaching,
education practice, and profession. The following section discussed TA as teachers’ capacity
in English language teaching and learning.
Teacher Autonomy as Teacher’s Capacity
The term ‘ability’ has variant definitions such as ‘capacity,’ ‘take responsibility for,’
or ‘take control of,’ standing for ‘take charge of’ in autonomy-related literature (Benson
2006). Little (1995) stated that teacher autonomy is a teacher’s capacity for a strong sense of
personal responsibility and freedom for autonomous teaching. Smith (2003) categorized TA
into two areas - (1) teachers’ capacity for and freedom from control over self-directed
professional action pertaining to responsibility for teaching, and (2) self-directed professional
development. Consequently, teacher autonomy can best help teachers make teaching more
successful with a more comprehensive range of capacities. Likewise, teachers’ autonomy is
associated with teachers’ capacity for self-directed professional development and academic
freedom to control the teaching process (Xu, 2007). That means teachers’ capacity helps
teachers take more responsibility for their teaching and learning. Later, Smith and Erdogan
(2008) expanded TA as a teacher’s self-directed teaching and learning capacity, including
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freedom from control. Therefore, higher levels of TA and higher teachers’ professional
proficiencies are mutually dependent (Fachrurrazi, 2017). Hence, it is believed that TA is a
morale booster that makes teachers feel more capable, confident, creative, efficient, and
resourceful in language teaching and learning.
Moreover, Chuk (2010) broadened Huang’s definitions of TA as ‘teachers’
willingness, capacity, and freedom to take control of their teaching and teacher-learning
while collaborating with others across contexts.’ That means teacher autonomy is not
teachers’ isolation but cooperating with colleagues both in and outside the classroom.
Besides, Aoki (2000) stated that TA is teachers’ capacity, freedom, or responsibility to make
choices concerning their teaching. In addition, Little (2000) viewed that the exploitation of
professional skills autonomously should be given to teachers. Hence, Little (2000), Smith
(2003), and Benson (2010) described teacher autonomy as the ‘capacity to improve their
teaching through their efforts’ and ‘freedom to be able to teach in the way they want to
teach.’ To raise internal capacity for teacher autonomy, teachers need professional freedom to
some extent, and that part of professional freedom can be made wider by exercising the
capacity (McGrath, 2000; Benson & Huang, 2008). Kamali (2016) assumed that autonomous
teachers are recognized as motivated teachers who have the freedom and capacity to select
what to teach to make them feel happy and satisfied with their profession. Thus, a teacher’s
capacity and professional freedom to build freedom by dealing with constraints are regarded
as teacher autonomy (Benson, 2010 & Huang, 2008).
Besides, Littlewood (1996) defined TA as a teacher’s capacity with ability and skill
for action and independent decision making. Ingersoll (1996) stated that teachers’ capacity to
employ their autonomy impacts the positive effectiveness and success of school function in
which activities teachers can influence. In addition, teachers’ enthusiasm, willingness,
freedom, and capacity assist teachers in taking part in the process of critically reflecting on
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their teaching, continually increasing professional development, updating knowledge of
pedagogical practice, making themselves aware of the needs of their students, and promoting
TA as professional teachers (Atay, 2008; Banegas et al., 2013; Burns, 2014; Celik &
Dikilitas, 2015).
According to Cirocki and Anam (2021), TA is a teacher’s capacity to freely and
willingly engage in self-directed teaching and lifelong professional learning in English
Language Teaching. That means TA allows teachers to develop teaching-related skills,
proficiency, required knowledge, and attitudes that enhance teachers’ self-directed
professional development (Sehrawat, 2014). According to Fachrurrazi (2017), supporting and
recognizing teacher autonomy by organizational administrators can improve teachers’
professional expertise, so that teachers can enhance their capacity to execute their teaching
performance, pedagogical practices, assessment systems, classroom management, and
professional development. They will be autonomously and responsibly engaged in the
process of curriculum modification regarding the context. To elaborate on this, Cirocki and
Anam (2021) pointed out the areas: instructional materials, teaching methodology, course
content, assessment, classroom management, lesson planning, and school curriculum where
teachers can promote and foster teacher autonomy to put their capacity into the practice of
planning, delivering, and evaluating their pedagogical exercise to construct their teachinglearning process to be seductive, and successful with sustainable development.
Hence, Cirocki and Anam’s (2021) TA is the conceptual framework for this study.
The following section reviews the teacher’s self-directed teaching and self-directed lifelong
professional learning, including seven aspects of TA.
Teacher Self-directed Teaching
Teacher autonomy plays a significant role for teachers to self-direct themselves in
teaching methods, pedagogical approaches, assessment, and professional development
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participation in teacher education programs (Holec, 1981). Thus, Smith (2003) suggested that
teachers require ‘a capacity for self-directed teaching’ for deciding the initiatives they take in
their classrooms where they can apply their instruction by reflective and self-managing
processes’ (Little 2000; Aoki 2000, McGrath 2000, Thavenius 1999, Vieira, 1999, 2000).
Little (1995) described teacher autonomy as the “capacity to engage in self-directed teaching
or professional action.” From that perspective, teachers’ responsibility to keep themselves
and their teaching developed through self-learning, updating pedagogical skills and
knowledge, effective management, reflecting, and analyzing the teaching process is a
significant factor that makes teachers autonomous.
Drawing on Cirocki and Anam (2021), TA was researched in the spirit of two aspects:
(1) focus on teacher’s beliefs, practice, and attitudes for teacher’s professional attributes, and
(2) focus on working conditions in teacher education for improving the educational process to
the development of TA. Following this, when it comes to the word ‘professional attribute’, it
is related to teachers’ psychological and cognitive development of how teachers perceive,
feel, believe, value, and figure things out that play a crucial role in developing professional
knowledge, skill, and autonomy in their teaching career (Javadi, 2014; Long, 2014;
Esfandiari & Kamali, 2016; Roohani & Dayeri, 2019). Thus, Wilches (2007) suggested
careful consideration of teachers’ sense of competence, job satisfaction, working conditions,
and attitudes towards teaching and learning in teacher autonomy development.
Furthermore, according to Benson and Huang (2008), TA has been likely associated
with professional freedom in teacher education literature. The idea of TA is integrated with
self-directed professional development and the teacher’s commitment to fostering learner
autonomy in foreign language education. Besides, the teacher autonomy concept in foreign
language teaching has been identified chiefly depending upon the idea of a teacher’s
professional attribute related to the capacity for control over teaching, which is enhanced
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through teacher education and self-directed professional development (Benson & Huang,
2008).
McGrath (2000) similarly defined teacher autonomy as self-directed professional
development toward their teaching and freedom from control by others. Following his
clarification, teachers’ capability could be fostered by having freedom and control over their
professional development. Thus, Kadel (2020) explained that being a self-directed teacher is
one of the effective ways to become autonomous teachers who can best enhance their
professional teaching. Therefore, TA can be developed through interdependence and
collaboration. Teachers have the space to do independently, and with the aid of
knowledgeable and experienced assistance, they can help teachers become more autonomous.
Thus, to facilitate the development of teacher autonomy, self-directed teacher learning,
training, support, and professional guidance, teachers’ self-regulation, professional
competence, freedom, socially interactive, and collaborative work in the classroom setting is
required (Smith 2000, Savage 2000; Barfield et al. 2002; Little 1995, Tort-Moloney 1997;
Castle & Aichele, 1994; Wilches, 2007).
Likewise, Lacoe (2006), O’Hara (2006), and Rudolph (2006) argued that the level of
TA depends on how much autonomy teachers have in the practice of curriculum, pedagogy,
assessment, student behavior, classroom environment, and professional development. The
following section discussed teachers’ professional development or self-directed professional
lifelong learning in language education.
Teacher Self-directed Professional Lifelong Learning
Cirocki and Anam (2021) addressed that teacher autonomy is the teacher's capacity to
lead to self-directed learning. It helps teachers become autonomous in choosing and
participating in professional activities of teacher education, enhancing their pedagogical skills
and content knowledge development. To support this, Tort-Moloney (1997) asserted that TA
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is teachers’ capacity for self-directed professional development where teachers can enhance
pedagogical skills and the awareness of teaching practice. Benson (2000) stated that TA
controls freedom to teach and learn. Little (2000) furthermore described TA as “the ability to
develop appropriate skills, knowledge, and attitudes for oneself as a teacher, in cooperation
with others” (p.89). Drawing on this, a teacher as a learner is one of the teacher’s autonomies
involved in controlling the ongoing process of learning their subject matter on how to teach
(Benson & Huang, 2008). Thus, giving teachers a certain amount of autonomy can help them
develop their professional efficiencies in teaching and learning. To add to this, Dincer (2019)
argued that language teacher autonomy should be conceptualized as teachers’ professional
capacity to develop learner autonomy, and TA should also be recognized as teachers’
workplace. Teachers could exercise and build their capacity to establish TA both in and
outside the classroom (Khalil, 2018).
Drawing on Surgrue (2011), autonomous teachers are recognized as reflective, selfdetermining, lifelong learning practitioners with high professional autonomy. Besides,
teachers should have the opportunity and empowerment to be involved in the school or
district level decision-making process because TA does not only mean making professional
decisions about their teaching (Ozturk, 2011). That is why TA could effectively and
productively transform teachers into people who can make independent decisions, self-direct
in developing professional activities, and freely perform teaching without any control from
others. Based on Benson (1997), TA is a psychological capacity to self-direct one’s learning
and an act of taking control of the content and processes of one’s knowledge. Furthermore,
Huang and Benson (2013) defined the concept of capacity and control. Capacity is ‘what a
person has potential to do, rather than what they do,’ including ‘ability, desire, and freedom.’
At the same time, control means ‘having the power to make choices and act on them’ (p.9) in
learning management, cognitive process, and learning content.
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Additionally, TA consists of a ‘teacher’s capacity to make choices concerning one’s
teaching and learning (Aoki, 2002). Thus, one of the key elements in developing teachers’
capacity for self-directed learning is teachers’ reflection on their teaching (Munoz, 2009).
Furthermore, the capacity for necessary changes and integration choices related to teaching
materials, contents, methodology, curriculum, and assessment to reflect on the teaching and
teaching environment is another important element in creating autonomous behavior.
Teachers should also have the capacity and flexibility to reflect, innovate, and adopt a local
teaching environment to exercise their duties by cooperating with others or in an independent
way as some researchers viewed teacher autonomy like a workplace condition (Clement &
Vandenberghe, 2000) which is ‘the perception that teachers have regarding whether they
control themselves and their work environment’ (Pearson & Moomaw, 2005, p. 41).
Moreover, for the development of TA through internal capacity that can support fostering
freedom, a certain amount of teacher professional freedom is required (McGrath, 2000;
Benson & Huang, 2008) for language teachers to take charge of and explore their teaching
and learning in a given context.
Therefore, the next part describes areas related to instructional materials, course
content, classroom management, teaching methodology, assessment, lesson planning, and
school curriculum. Teachers can broadly promote their capacity and autonomy of
pedagogical practices, skills, and content knowledge as self-directed teachers and selfdirected professional lifelong learners (Cirocki & Anam, 2021).
Instructional Materials
Generally, it is believed that autonomous teaching materials can facilitate autonomous
learning for students. Drawing on Cooker (2015), students can become autonomous learners
by being provided autonomous learning materials that meet their learning needs. Thus,
teachers’ capacity to take responsibility and support learner autonomy and reflect on their
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teaching to engage in continuous learning that leads to professional development is essential
in self-directed professional education and understanding of English (Cirocki & Anam,
2021). Besides, Gwaltney (2012) revealed TA is “the degree to which teaching provides
substantial freedom, independence, power, and discretion to participate in scheduling,
selecting, and executing administrative, instructional, and socialization and sorting activities
both in the classroom and in the school organization at large” (p. 22).
According to their findings, Cirocki and Anam (2021) argued that teachers can make
creative and innovative teaching materials that help them achieve desired language teaching
and learning objectives. That parallels with some of the characteristics of teacher autonomy;
it is teachers’ capacity to take responsibility and control their teaching and learning. To have
freedom over their own choice and action, liberty to learn and teach, to reflect on their own
choices and decisions in-classroom educational processes, and teachers’ willingness,
capacity, and freedom to control their teaching and learning (Yolcu & Akar-Vural 2020;
Sehrawat, 2014; Öztürk, 2011; Huang, 2005; Little, 1995).
Course Content
Teachers’ role in preparing teaching content to achieve specific students’ outcomes is
a vital factor that promotes teachers’ capacity to critically engage in reflection of their
teaching to improve content knowledge. The findings of Cirocki and Anam (2021) stated that
teachers were responsible for teaching content and how to implement and contribute to their
teaching lessons in the classroom. That means teachers had a certain amount of teacher
autonomy related to teaching content. Contrary to this, Behroozi and Osam (2016) stated that
teachers had a low level of teacher autonomy in selecting materials, content, assessment, and
evaluation based on the results of their study. That means teachers had little say in decisionmaking and controlling these above areas.
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Thus, providing autonomy to teachers to develop content knowledge cannot be
denied; a pedagogical practice that meets students’ diverse needs, expands their capacity, and
significantly impacts language teaching and learning. In addition, Kadle (2020) mentioned
that teacher autonomy is essential for teachers for their professional growth. To follow this,
all successful teachers, by and large, are regarded as autonomous teachers who have the
ability or aptitude to function independent teaching, have responsibility for teaching, as well
as freedom of control over the teaching process. Not only that, but autonomous teachers also
have the willingness and commitment to participate in teacher education to broaden their
skills, knowledge, and attitudes to discover and produce new classroom ideas for practical
teaching activities (Kadle, 2020).
Classroom Management
The role of teachers with professional attributes in creating supportive and cohesive
classrooms for students is essential. Moreover, teacher professional development that
supports and helps teachers make classroom performance reach students’ academic
achievement is crucial in language education. Thus, Cirocki and Anam (2021) stated that
teachers need empowerment to take part freely and willingly in managing the classroom so
that teachers can best exercise their attributes to their teaching efficacy and teaching
profession that enhances their teaching and professional development. To elaborate on this,
Benson (2008) addressed that teacher autonomy has a connection with institutional and
classroom management within given curricula. Teachers should have the autonomy to
critically reflect on their teaching practice, impacting classroom teaching implementation.
Moreover, effective classroom management increases teachers’ and students’ success and
enhances students’ academic skills and competencies (Marzano et al., 2011).
By the findings of their study, Cirocki and Aman (2021) showed that although
participant teachers were provided lots of freedom in classroom management, they had
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limited knowledge about it, and most teachers, except some, assumed that exercising
disciplines in the classroom is all about classroom management. That is why teachers need
autonomy to broaden their knowledge about effective classroom management, make
autonomous decisions for teaching preparation and planning, establish positive and
productive classroom communities, make their teaching practice effective, and develop their
instruction (Dikilitas & Griffiths, 2017). Because a well-managed classroom highly impacts
teachers’ capacity to be effective teachers and students’ academic achievement.
Sehrawat (2014) argued that teachers’ academic freedom to make their teaching
methods and innovative classroom activities meet students’ diverse needs is necessary for
autonomous teaching endeavors. Besides, learners in every learning environment have
various requirements. If there is space, freedom, flexibility, and respect that students call for,
teachers also require those. Thus, teachers need to be autonomous to innovate learning in
different ways. To innovate creative and effective teaching methods, communication, and
activities that most suit and meet learners’ needs in the classroom, teachers should have the
freedom and capacity to develop teaching and learning processes.
Teaching Methodology
Drawing on Smith (2003), teachers acquire pedagogical skills to effectively apply
different teaching methods in the classroom, capacity for self-directed action and professional
development, and promote and foster learner autonomy. Thus, teachers need to have a strong
sense of personal responsibility to continuously reflect and analyze teaching and learning
with the capacity that leads teachers to self-directed teacher learning. According to Ramos
(2005), teachers’ perspective on their autonomy links closely with their own learning
experiences. Ramos (2005) depicted some university teachers’ views on teacher autonomy
that autonomous teachers can direct their actions and decisions toward their professional
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development goals. Autonomous teachers are knowledgeable about teaching approaches and
methodology and can keep up with trends in the teaching field.
Cirocki and Aman (2021) revealed in their findings that participants’ teachers are
encouraged to implement appropriate methods and approaches that are useful to their
teaching and use educational technology, theory, and practice that facilitate teaching and
learning. Additionally, teachers were allowed to apply extensive materials collected and
arranged from the coursebook to boot self-developed activities and students’ learning
(Cirocki & Anam, 2021). Drawing on that, teachers’ capacity and freedom to choose
appropriate teaching methods, strategies, and techniques to meet student needs is crucial for
language teachers. If teachers are denied some degree of autonomy, they face obstacles in
making instructional decisions and applying them (Boote, 2006).
Assessment
According to Cirocki and Anam (2021), teachers’ capacity supports teachers in
implementing pedagogical practice focusing on teaching, assessment, and professional
development. The autonomous teacher identifies as a person who has the ability and
willingness to help learners take responsibility for their learning (Thavenius, 1999). Some
teachers believe that autonomous teachers are responsible for fostering or facilitating learner
autonomy and analyzing students’ needs and progress to help them achieve better learning
skills (Ramos, 2005). LaCo (2006) elaborated that TA is the freedom or control over
curriculum, pedagogy, assessment, student discipline, classroom environment, and
professional development. Thus, teachers should have the freedom to make decisions in the
classroom context and assessment policy. Therefore, giving some degree of TA to teachers to
make assessment-related decisions is regarded as part of effective teachers’ skills.
Assessment, one of the effective strategies for promoting students’ learning, is essential for
the education process.
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Thus, teachers’ self-efficacy develops when teachers get some degree of autonomy to
make necessary decisions for their students and school (Arbabi & Mehdinezhad, 2016;
Angelle & Teague, 2014; Fairman & Mackenzie, 2015). Besides, teachers’ positive practice
in assessing their teaching and learning and its effect on their assessment practices has a
significant role in the development of TA (Varatharaj, Abdullah, & Ismail, 2015). Circoki
and Anam’s (2021) findings showed that teachers, especially female teachers, feel high-level
autonomy in instructional materials, school curriculum, assessment, teaching methodology,
and course content.
Therefore, it assumes that teachers had an allowance to use effective activities that
enhance students’ learning. Still, they were rarely invited to participate in curriculum-related
discussions of expected learning outcomes, consistent assessment procedures, and students’
learning experiences (Cirocki & Anam, 2021). They further reported that teachers want
access, invitation, and opportunities to attend ELT workshops autonomously to examine and
reflect on ‘assessing students’ ‘learner-centered pedagogies’ ‘formative assessment practice,’
and ‘technology-enhanced instruction’ (Cirocki & Anam, 2021). Hence, teaching and
learning effectiveness and success would be achieved by practicing TA that can provide the
highest level of emotional and cognitive control of the teaching process.
Lesson Planning
Teacher autonomy explains control over oneself and one’s work environment
(Pearson & Moomaw, 2006). Within the classroom environment, teacher autonomy is
integral to and significantly relates to the school’s success (Farris-Berg, 2014). According to
Williams (2003), teachers want to make decisions about their students, lesson planning, and
classroom and cooperate with administrators who treat teachers as experts in their subjects or
grades.
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Cirocki and Anam (2021) mentioned in their study that participant teachers are
satisfied with their lesson planning. Due to the new education policy change in late 2019,
Indonesian EFL teachers do not need to create extensive lesson plans according to a specific
format (Cirocki & Farrell, 2019). Apart from this, teachers make lesson plans, which are
short, explicit, and practical, that help students increase their learning abilities and also
smoothen the progress of their teaching under the new policy (Cirocki & Anam, 2021). Based
on that, autonomous lesson planning plays a vital role in successfully and effectively
employing independent teaching and cultivating students’ ability and motivation for
autonomous learning.
Curriculum
In literature, it is assumed that one of the sub-dimensions of teacher or teaching
autonomy is curriculum autonomy (Yildiz, Gunay, & Ozbilen, 2021). According to Schibeci
and Hickey (2003), teacher autonomy can bring teachers to the role of designing,
implementing, assessing curricula, and building bridges between students’ learning and their
achievement. Even so, Kennedy (2010) and Goodson (2014) stated that in Finland, there are
arguments about teachers’ involvement in the process of curriculum development for
increasing teachers’ control of curriculum, participation in curriculum reform, and perception
of curricula development’s objectives. Moreover, Benson (2010) researched teachers’
perception of autonomy with secondary teachers in Hong Kong. He mentioned that the
teachers were asked whether they wanted to be given autonomy to implement or create a unit
in their teacher preparation program. The result of the interview showed that teachers did not
want it. Teachers in Hong Kong rarely take empowerment to design curricula even though
they are well-trained and skilled, Benson (2010) added. However, teachers still desire to be
given more autonomy to select curricula beyond their classroom (Wright, 2018).
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According to the findings of their study, Cirocki and Anam (2021) revealed that
teachers had no role in the school curriculum process, causing disappointment. That means
teachers’ participation in curriculum development, modification, and evaluation related to
their teaching subject was overlooked. Their findings showed that allowance for teachers to
be involved in the discussion of the implementation of the school curriculum, assessment
procedures, and students’ learning experiences is rarely offered to teachers. Although
teachers have a strong desire to partake in the decision-making process, they were not invited
or encouraged to join such a discussion or seminar (Cirocki & Anam, 2021). That shows
dissimilarities to Ozturk’s (2011) statement that one of the main components of TA is
“planning and implementation of teaching, active participation in decision-making processes
of school administration and developing professional knowledge and skills” (p. 86).
However, Cirocki and Anam (2021) commented based on their findings that teachers, on the
whole, were given ‘a reasonable amount of freedom’ (p.12).
Therefore, administrators should encourage teachers to participate in the related
subject discussion, curriculum designing, modification, conferences, and workshops
organized by the school, university, or other organizations. By doing so, it will promote
teachers’ self-directed teaching and professional development. Thus, teachers need autonomy
to self-direct themselves to develop their professionalism. Hence, according to Schibeci and
Hickey (2003), if teachers could participate in the curriculum designing process, it would
promote teacher autonomy. Because if teacher autonomy develops, students’ autonomous
learning or learner autonomy also increases. Thus, the next section discusses the relationship
between TA and LA in teaching and learning English.
The Relationship between Teacher Autonomy and Learner Autonomy
Many studies focusing on teacher autonomy in language teaching contexts have been
made as teacher autonomy is considered one of the work-related aspects and the relationship
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between teacher and learner autonomy. In language teaching and learning, shifting control
from teacher to learner plays a significant role in achieving learner autonomy (Benson, 2001;
Candy, 1991; Voller, 1997). Thus, the teacher’s vital role in fostering learner autonomy in a
language education context relates to teacher autonomy. Nevertheless, some pointed out
certain connections between teacher and learner autonomy in language teaching and learning
(Shaw, 2002; Usma & Frodden, 2003; Little, 2007; Cotterall & Crabbe, 2008). Besides, some
researchers believed that the role of foreign language teachers in the development of learner
autonomy is significantly linked (Aoki, 2000, 2002; Dickinson, 1992; Pang, 2003; Xu, 2007).
Little (2000) defined teacher autonomy as the teacher’s ability and willingness to help
learners take responsibility for their learning. Thus, an autonomous teacher is a teacher who
reflects on her teaching role and can change it to help the learners become self-reliant and
independent enough to let them become self-sufficient. Little (2000) further explained that
learner autonomy depends upon teacher autonomy in two ways. First, it is difficult for
teachers to foster the growth of learner autonomy if teachers themselves do not know what an
autonomous learner is. Second, teachers must be able to exercise their teaching by
determining the teaching plan used in their classroom with similar reflection and selfmanagement as they apply to their learning.
Moreover, teachers need to have ‘freedom from control over teaching’ as Benson
(2000) stated, ‘In practice, . . . language teachers often work in situations where their capacity
to grant learners greater freedom in learning is severely constrained’ (p.115). Moreover,
learner autonomy develops within the space that the teacher can open up for it in their
interpretation of the broader constraints on the learners’ freedom of action in learning (Breen
& Mann 1997, Lamb 2000). In addition, to promote learner autonomy, teachers need to have
‘a capacity for self-directed teacher learning.’ ‘It is unreasonable to expect teachers to foster
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the growth of autonomy in their learners if they do not know what it is to be an autonomous
learner’ (Little 2000, Savage 2000, Smith 2000).
Thus, a teacher with the ability to encourage and make students aware of
understanding responsibility for and take charge of their learning to become autonomous is
essential. To support this, Turlois and Stefansdottir (2011) believed that students’ awareness
of their learning helps them become autonomous. Because ‘while students are encouraged to
develop their capacity and readiness to control their learning. They will eventually reach the
point where they will be able to acquire their independent learning skills, and consequently,
will begin to reflect on their own experiences’ (Brown, 2001, p. 89-90). Nevertheless, the
role of the teacher is essential for collaborating and interacting with students providing what
they need, scaffolding in learning, activity-based aids, and reflection in which students can
focus on and take responsibility for their learning in the language classroom.
Little (2007) further described some requirements for fostering learners’ autonomous
learning. “…teachers must learn how to produce and manage many varieties of target
language discourse required by the autonomous classroom” (p. 27). Since teacher autonomy
is “…one of the privileged conditions for promoting pedagogy for autonomy with language
learners” in foreign language teaching (Smith 2001, 2003; Smith & Erdog, 2008), Lamp
(2008) added three components considering all the elements’ capacity, freedom, reflection,
and political action in the relationship of teacher and learner autonomy.
1. The teacher learns how to (and has, or claims, the freedom) develop autonomously
as a professional through critical reflection
2. The teacher commits to empowering their learners by creating appropriate learning
spaces and developing their capacity for autonomy
3. The teacher introduces interventions that support the principles and values which
underpin their own and their learners’ autonomy (Lamp, 2008, p.24).
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Lamp (2008) mentioned that to link these components, teachers need to reflect on
how they were taught and had learned autonomously and apply its methods to their learners
to develop learner autonomy.
Smith (2003) described the relationship of ‘teacher-learner autonomy’ emphasizing
‘pedagogy for teacher-learner autonomy’ in which the teacher’s proper preparation and
engagement on pedagogy for autonomy with learners. Ling (2007) mentioned the role of the
teacher in promoting the learner is that the teacher should have “…an insight, a positive
attitude, a capacity for reflection in teaching, and a readiness to promote the learner to be
more independent and to take control over his/her teaching” (p. 96). On the other hand,
Benson (2001) added that students’ willingness has a connection to the development of
teacher autonomy and the teacher’s capacity or ability to adapt to the context of teaching and
learning.
According to Borg and Al-Busaidi (2012), however, some factors limit teachers from
promoting learner autonomy in language classrooms: limited space within the curriculum,
learners’ lack of previous experience of autonomous learning, lack of incentive among
learners, learner reliance on the teacher, restricted learners’ contact with English outside the
classroom, learners’ focus on passing tests, lack of relevant resources for teachers and
learners, limited learner proficiency in English, prescribed curricula and materials, lack of
teacher autonomy, and teachers’ limited expectations of what learners can achieve. Borg and
Al-Busaidi (2012) further suggested that teachers need to connect their English proficiency
and deal with learners’ attitudes, ability, knowledge, and motivation to develop learner
autonomy effectively. However, the fruitful development of learner autonomy depends upon
both teacher and learners’ beliefs and perspectives on their roles and responsibility in
teaching and learning (Lamb, 2008).
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With research on promoting and fostering learner autonomy in foreign language
teaching and learning, the role of teacher autonomy has gained significant interest because
the teacher and learner autonomy are dependent on each other (Aoki, 2002; Breen & Mann,
1997; Little, 1995). Swatevacharkul R (2014) researched Thai and Non-Thai teachers’
perspectives of learner autonomy at five private universities in Bangkok. She described in her
study that most teachers have no explicit knowledge of learner autonomy, which causes
problems in developing and putting LA into practice. Additionally, it is difficult for teachers
to foster and cultivate learner autonomy if they do not know what it is to be an autonomous
learner (Little, 2000). However, learner-centered teaching is encouraged and promoted, and
little research on autonomous learning or teacher and learner autonomy in Thai learning
culture (Tayjasanant & Suraratdecha, 2016).
Drawing on Nonkukhetkhong, Baldauf Jr, and Moni (2006), a learner-centered
approach is applied to advanced learners’ communicative competence and learner autonomy
in the language classroom. According to Belardo and Thienpermpool (2017), some Thai
university teachers who were respondents in the study perceive learner autonomy as “learner
autonomy is all about individual learning”, while some other teachers believe learner
autonomy is students’ freedom to choose their objectives and learning topics that are more
suitable for them in their learning process. On the other hand, a few teachers believe that
learner autonomy is out of classroom learning. Benson (2001) stated that teachers need to
give students opportunities to make choices and decisions about their education to support
this. Hence, students can take their learning responsibility and develop critical thinking skills
(Swatevacharkul R, 2014). Many researchers have emphasized Thai students’ lack of
necessary thinking skills (Adamson 2005; Chareonwongsak 2002; Kunchon 2012;
Thamraksa 2003).
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Thai university students in Rungwarapong’s study view a teacher as the person who
can direct them in their autonomous learning, which means students are not ready for learner
autonomy (Rungwaraphong, 2012). Thus, learner autonomy does not mean that there is no
teacher role anymore in the learning process because “learner autonomy is an achievement,
attaining interrelation between the learner and teacher (Ganza 2008, p.65). Duong and
Seepho (2014) stated that Thai university EFL teachers generally believe learner autonomy
means giving allowance and self-access to students. To make necessary decisions on their
learning to be independent learners, teachers view themselves as facilitators, counselors, and
resources in the role of autonomous learning.
Thus, teacher autonomy can be increased through teacher intervention, education, and
training programs, to direct the development and foster learner autonomy (Benson, 2011).
Language teachers’ role plays a crucial factor in facilitating and promoting the development
and fostering of learner autonomy (Aoki, 2000, 2002; Dickinson, 1992; Pang, 2003; Xu,
2007). Furthermore, power-sharing with students, encouraging and supporting them to make
choices and decisions on their learning, can create a positive learning environment (Benson,
2012; Cullen, Harris & Hill, 2012). To better understand the relationship between teacher
autonomy and learner autonomy, this section concludes with the ‘teacher autonomy triangle
table,’ which can help readers understand the interrelationships between teacher autonomy
and learner autonomy.
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Table 2.1
The Autonomy Triangle

A. ‘teacher-as-learner’ autonomy

B. ‘teacher-as-teacher’ autonomy

‘Learning how to teach’

‘Teaching how to learn.’

[the (student) teacher as a learner of teaching]

[the (student) teacher as a teacher of learning]

C. learner autonomy
‘Learning how to learn.’
[the school student as a learner of learning]

(Vieira, 2008, p. 200)
Vieira’s (2008) model is conductive and contributing to teacher educators for better
understanding of the relationship between teacher autonomy and learner autonomy. The term
in the table ‘teaching’ and ‘learning’ have extensive meaning that the expression “learning
how to learn” under “learner autonomy” seems to involve all those students as “learners of
learning” may learn to develop their autonomy (and not only learning strategies), (Vieira,
2008). Thus, fostering of learner autonomy depends on teacher autonomy and teacher
autonomy development.
The following section describes teacher autonomy constraints as language teachers’
autonomy also involves teaching constraints. That is why, having knowledge and knowing
about TA constraints is important so that teachers can utilize their autonomy successfully and
have insightful awareness and expertise to overcome those TA constraints in English
language teaching and learning.
Teacher Autonomy Constraints
As stated by Shaw (2002), four factors can influence teacher autonomy: policy factors
including external elements to school, institutional factors in which are internal components
to school, conceptions of language consisting of ideologies of standard usage of the language
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that constrains teacher’s freedom to make the right choices for learners, and language
teaching methodologies. Thus, a national curriculum or educational system and language
policy determined by the Ministry of Education can cause some constraints and restrictions in
exercising teacher autonomy. Huang (2009) added that educational policy, institutional rules,
and conventions – or institutional culture are some factors that affect teachers’ work.
According to Kumaravadivelu (2003), autonomous language teachers know “not only how to
teach but also how to act autonomously within the academic and administrative constraints
imposed by institutions, curricula, and textbooks” (p.33). Thus, Vieira (2003) addressed
teacher autonomy as “control over educational settings by mediating between constraints and
ideals” (p.222).
The decrease in teachers’ motivation for their teaching practice depends on their work
setting, controlled or given less autonomy. Teachers who control their teaching are
unmotivated and powerless (Roness, 2011; Wang & Zang, 2014). As Husband and Hunt
(2015) stated, one of the teachers’ concerns is that their role related to the curriculum has
become narrow. Therefore, some of the restrictions for autonomous teaching could be due to
contracts, administrators, school regulations, curricula, or students’ desires, limiting teachers’
capacity to develop and create authentic teaching.
Moreover, some researchers studied TA constraints focusing on some topics such as
curriculum, decision making, discipline, classroom control, motivation, personal problems,
lesson preparation, class participation, class management, instructional materials, evaluation,
emotional issues, students’ interests, and school adjustments (Laruan 2006; Cakir &
Balcikanli, 2012; Salviana, Muslem & Daud, 2021). Teachers face restrictions, limitations, or
constraints during their teaching practice. It can prevent teachers from actively engaging in
their teaching, making them exhausted sometimes, and even alienating teachers from their
teaching job. Hence, this study will also investigate the level of TA constraints encountered
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by teachers of English at IELE related to areas of teaching methodology, course content
(curriculum), lesson planning, classroom management, and assessment (Salviana et al., 2021;
Pearson & Moomaw, 2006) by adapting and adjusting their work.
Teaching Methodology Constraints
Drawing on Shi, Delahunty, and Gao (2018), teachers’ professional development
involves teachers’ professional activities that enhance teachers’ teaching practice, alternate
teachers’ learning, and develop students’ learning achievement. Moreover, teachers’
capacities, pedagogical knowledge, skills in selecting appropriate teaching approaches,
understating students’ needs and wants, and best relationships with students can develop
teachers’ teaching practice (Zhang, 2011). From their findings, Salviana et al. (2021) revealed
that participant teachers have inadequate knowledge of making practical and developed
lessons that best suit students’ levels. Thus, teachers’ capacities to make choices, modify
teaching instructions, develop their pedagogical knowledge skills, innovate teaching practice,
and effectively deliver lessons need to foster to overcome problems and constraints
encountered in the classroom. Therefore, promoting teacher autonomy as the quality
development of teachers’ teaching and learners’ learning depends on teachers’ efforts to
improve their teaching conditions.
Course Content (curriculum) Constraints
Lee (2014) stated that curriculum autonomy means teachers’ capacity to fill the
curriculum objectives and implementation gap. Thus, it assumes that teachers’ inclusion in
curriculum development and curriculum implementation flexibility are fundamental
components of teachers’ autonomy. Lee (2014) added that curriculum autonomy means
teachers’ capacity to apply their profession to adapt the intended curriculum. Besides,
Kennedy (2010) argued that teachers’ sense of control or ownership of curriculum can
increase the effectiveness of curriculum implementation. However, the role of teachers in
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freely adapting and adjusting curriculum depends on their perspective, and students’ needs
have not increased (Erss, Kalmus & Autio, 2016).
Moreover, Rubie-Davies et al. (2010) explained that some internal factors that impact
school improvements such as accountability, leadership, curriculum content, assessment,
community involvement, and teacher autonomy can be influenced by some other factors. On
the other hand, Wilches (2007) mentioned that the external factors constraining teacher
autonomy are: teaching load, lack of time, salary, excessive school paperwork, external
pressures, imposed educational policies, contrived collegiality, lack of collegial and
administrative support, and institutional centralized powered structures (p.17). Based on that,
teachers’ participation in curriculum development and design, utilizing alternative
pedagogies, school reform, teaching practice, and assessment is affected by those internal
factors (Wilches, 2007). Hence, it is vital to study how teachers are constrained in curriculum
implementation relating to classroom conduct standards, materials, and selection of activities
(Pearson & Moomaw, 2006). This study also examines the level of ELT teachers' TA
constraints in teaching methodology, course content (curriculum), lesson planning, classroom
management, and assessment. This chapter ends with the related studies of teacher autonomy
perceived by ELT teachers in English language teaching and learning.
Lesson Planning Constraints
Teachers should use different teaching methods, activities, and resources that best
facilitate their teaching and should always seek diverse teaching approaches and strategies to
meet different types of learners’ needs (Zhukova, 2018).
Thus, teachers need to be autonomous in making decisions over teaching and learning
goals, lesson activities, procedures, sequences of activities, and evaluations. Furthermore,
teachers need to realize factors that constrain their teaching practice instead of feeling
disempowered. Teachers need to be autonomous to control themselves to find spaces and
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opportunities for tactics in teaching and learning (Lamp, 2000; Vieira, 2003). Therefore, it is
vital to investigate the level of restriction teachers have and the factors that constrain
teachers’ capacities to make decisions related to lesson planning.
Classroom Management Constraints
Effective classroom management is an essential factor that needs careful
consideration for a language teaching classroom in the teaching profession. According to
Osakwe (2014), classroom management is teachers’ ability to cooperatively manage time,
space, teaching materials, resources, students’ roles, and behaviors to create a supportive and
enthusiastic learning environment. Therefore, it is crucial to study how teachers deal with the
constraints and how teachers’ attitudes, skills, desires, expectations, and positive actions are
involved in classroom management during their teaching practice.
Assessment Constraints
Effective and autonomy-supported teaching eliminates teaching and learning barriers.
Thus, teachers’ strategies, appropriate assessment tools, and effective classroom management
are essential factors for students’ achievement (Walberg & Paik, 2000). As per Mattarima
and Hamdan (2011), teachers face issues with authentic assessment in implementing the
school-based curriculum. In addition, accurate assessment is also viewed as performance
assessment, performance-based assessment, or direct assessment (Killen & Hattingh, 2004).
Thus, teachers’ use of various assessment tools in testing students’ knowledge and
understanding of what they are taught to ensure they can apply their knowledge in real-life
situations is essential in language teaching and learning. Moreover, teachers’ role in using a
formative assessment to evaluate students learning during a course and a summative
assessment to determine how students have learned at the end of the course is also significant
to the development of TA.
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In the evaluation process of students’ learning performance, continuous and ongoing
assessment is usually used to focus on school-based curriculum (Mattarima & Hamdan,
2011). Besides, that brings difficulties for teachers regarding which procedures and criteria to
measure students’ learning to find their authentic and objective results. According to Yuliastri
(2005-cited in Mattarima & Hamdan, 2011), alternative assessment, also called ‘performance
tests’ or ‘authentic assessment,’ is mainly recommended to assess students’ analytical
proficiencies in synthesizing and applying what they have learned in a subject. Because highlevel thinking skills are essential in real-life situations to ensure students are proficient and
construct knowledge. On the other hand, traditional or standardized assessment tests students’
memory and recognition of information about what they have learned (Mueller, 2005). Thus,
teachers might experience some constraints in applying different types of assessment of
students’ knowledge, thinking skills, and proficiencies, and teachers’ freedom and autonomy
might be taken away by the assessment system of the school or university.
Thus, this study only focused on exploring the level of teacher autonomy and its
constraints perceived by English language teachers while working at an international
university in Bangkok, Thailand.
Related Studies
This section reviews the literature of related studies on the perception of teacher
autonomy in language teaching. The importance of teachers’ success in the adequacy of
teaching and learning plays a crucial role in foreign language teaching and learning. Thus,
teacher autonomy is the core commission of higher success of language education and the
essential requirement of achieving powerful teaching in the classroom and increasing the role
of the teacher. Further, language teachers become vital factors to help and foster learners to
be autonomous and lifelong learners. Therefore, it is not surprising that teacher autonomy is
essential in promoting learner development.
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Khezerlou (2013) researched Iranian and Turkish EFL Teachers’ perceptions of
teacher autonomy. Their study aimed to explore teachers’ opinions on teacher autonomy in
‘choosing appropriate teaching methods, strategies, techniques, implementation of an
established curriculum, teacher’s involvement in the decision-making process, and teachers’
use of personal initiative in solving their teaching problems.’ They conducted the study with
218 Iranian and 142 Turkish EFL high school teachers. Survey questionnaires were used in
the study to collect the data from the participants. Their findings showed that Turkish
teachers have a greater perspective on teacher autonomy than Iranian teachers in pedagogical
curriculum, evaluation, decision making, and problem-solving. One of the significant facts
revealed in their finding is a less perceived autonomy in the male and master’s degree holder
teachers than in female bachelor’s degree holders. Further, they mentioned that teachers’ age
and background status had a significant relationship with teacher autonomy. According to
them, there is a higher and stronger sense of teacher autonomy in the decision-making
process.
Behroozi and Osam (2016) studied EFL teachers’ perspectives of autonomy. They
conducted the study with 120 Iranian English teachers working at a private language center.
Their study aimed to explore Iranian EFL teachers’ views of autonomy regarding curriculum
autonomy and general autonomy and the relationship between age, gender, education, and
experience. All teacher participants’ ages, degrees, and backgrounds differed, with some
holding a B.A. degree while some were Master’s and Ph.D. graduates. The survey
questionnaires used in their study was the teacher autonomy scale (TAS) adopted from
Pearson and Moomaw (2006). It was related to selecting materials and activities, instructional
planning, and sequencing in the case of ‘curriculum autonomy.’ In contrast, ‘general
autonomy’ includes standards of classroom conduct and personal decision-making on the job
(Pearson and Moomaw (2006).
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Their findings revealed that teacher autonomy in selecting materials, contents, skill,
evaluation, and assessment was low, based on participants’ responses. The results were not
related to participants’ age and years of experience, but they found a minimum correlation
that is very insignificant between educational degrees held. The finding of their study also
commented that teachers were regarded as class-performers and presenters with limited
opportunity to make significant decisions. The power is centralized in top-down approaches
by policymakers and administrators. Though the result of the study showed that teachers were
not autonomous, they further mentioned that there was a relatively higher autonomy that
teachers have in ‘general teaching autonomy’ such as classroom space management,
schedule, and setting behavior standards. Besides, the level of education had some impact on
curriculum autonomy.
Imangaiyev (2019) studied Kazakhstani teachers’ perceptions of teacher autonomy.
The study’s objectives were to investigate Kazakhstani teachers’ understanding of teacher
autonomy and its effects on their teaching practice and explore any significance between
teacher autonomy, job satisfaction, and motivation. A mixed-method research design was
applied to collect data. One hundred thirty-one teachers participated in the quantitative data
collection section, while interviews with nine teachers were conducted for qualitative data
collection. The finding of his study showed that participants had a limited understanding of
teacher autonomy. Teachers perceived teacher autonomy as ‘freedom to express one’s own
opinion, freedom to choose teaching methods, freedom from excessive paperwork.’ Overall,
the level of teacher autonomy found in all participants was reasonably high, and teachers
were moderately autonomous.
The result of the finding also revealed that teachers expected to be given more
autonomy over ‘making adjustments in the curriculum, freedom to select assessment systems
and taking part in decisions on school dress code for teachers.
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The study mentioned that the average value of teacher autonomy in private school
teachers was high compared to mainstream schoolteachers. In the case of the relationship
between teacher autonomy and job satisfaction, the result of his study interestingly found
more substantial relationships in private and charter schools. At the same time, there was a
weak and not statistically significant relationship in mainstream public schools. The finding
pointed out that, on the contrary, there was a weak and not statistically significant
relationship between teacher autonomy and motivation.
Bugra and Atay (2020) researched EFL teachers’ self-perceived beliefs on teacher
autonomy to examine EFL teachers’ perception of teacher autonomy and what teachers
know, define, and understand about teacher autonomy. Fourteen EFL teachers were
participants with different study backgrounds, and only two had B.A. and M.A. degrees,
while three had Ph.D. degrees, and nine were Ph.D. candidates. Based on the self-report of
participants of their study, the finding showed that some teachers had ideas about teacher
autonomy while others had broader perspectives. However, some teachers viewed themselves
as not fully autonomous teachers but had some perceptions about teachers’ autonomy. Their
study revealed that all teachers were aware of teacher autonomy, a crucial component in their
teaching condition though they had limited perceptions about teacher autonomy.
Chapter Summary
Chapter two reviews and covers the literature related to the areas of the present study.
First, teacher autonomy is a significant component of teachers’ success in the ELT classroom.
Second, teacher autonomy has been discussed, reflected, and defined from different points of
view over time in foreign language teaching and learning. Third, the study of teachers’
perception of teacher autonomy has received much attention in EFL/ELT. Fourth, according
to existing research, teacher autonomy needs to be developed more since teachers are still
facing and having some problems and constraints in implementing autonomous teaching and
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learning. Fifth, the role of teachers in exercising teacher autonomy with the capacity that
leads teachers to self-directed teaching and self-directed professional lifelong learning has
been viewed as an essential factor in English language teaching and learning.
Sixth, based on the definitions of teacher autonomy as “teachers’ capacity to willingly
and freely engage in self-directed teaching, and self-directed lifelong professional learning
where teachers plan, deliver and evaluate their pedagogical practice in seven areas:
instructional materials, course content, teaching methodology, assessment, classroom
management, lesson planning and school curriculum, this present study was conducted to
examine teacher autonomy perceived by teachers of English at IELE. Seventh, gaining a
better understanding of insightful knowledge of teacher autonomy and their perspective can
help teaching and learning succeed. Eighth, teachers are fully responsible for their teaching.
Making sure students take charge of their learning and helping them become autonomous are
also significant factors in English language teaching and learning. Lastly, reviewing related
studies shows few research on teacher autonomy in the Thai ELT context. At the same time,
there are a lot of reflections on teacher autonomy in a foreign context.
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CHAPTER III
RESEARCH METHODOLOGY
This chapter provides explicit information regarding the practicality of the proposed
research approach. As the title indicates, this chapter describes the research methodology of the
thesis. The researcher describes the research design, population, sample, research instrument,
data collection, data analysis, and summary of the research process.
Research Design
To satisfy the objective of the thesis, a quantitative descriptive research method was held
by utilizing a survey questionnaire and open-response questions to find out the level of teacher
autonomy and its constraints perceived by English language teachers. Drawing on Burns and
Grove (2009), quantitative descriptive research method explains a phenomenon by collecting

numerical data that are analyzed by using mathematically based methods. In addition,
quantitative descriptive study seeks to examine and describe the current situation of an identified
variable or phenomenon of targeted research area (Rhodes, 2015).
Population and Sample
According to the population of English teachers working at the Institute for English
Language Education (IELE) in the academic years 2022-2023 at an international university,
Bangkok, Thailand, the total number of ELT teachers is seventy-four. Sixty-nine full-time
lecturers and five assistant lecturers. This study only targeted sixty-nine full-time lecturers of
IELE. Data was collected via an online questionnaire hosted on Google Forms. The survey link
was sent to a population of about 69 teachers in this institute (IELE). However, the sample size
of teachers was 32 since that was the number of surveys that were completed and returned.
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This present research used the method of convenient sampling to develop the sample.
This method uses non-probability sampling techniques. This sampling allows researchers to
study the subjects of the population who are easily accessible and readily available to
researchers. Besides, this convenience sampling method has “easy accessibility, geographical
proximity, availability at a given time, or the willingness to participate” included in the study
(Etikan et al., 2015. p, 3). Next, the 32 respondents’ background information is presented.
Background Information
The question determines respondents’ characteristics regarding their age, gender,
nationality, years of teaching experience, academic qualification, and related major. The findings
of the questionnaire display the frequency and percentage of general background information as
shown in 3.1 to 3.6.
Table 3.1
General Information Regarding Age
Range of age (years)
20-25
26-30
31-35
36-40
41-45
46-50
50+

Frequency
0
2
2
4
3
3
18

Percentage
0
6.3
6.3
12.5
9.4
9.4
56.1

Table 3.1 shows that the age range is mostly over 50+ which is 56.1% of the 18
participants, whereas 26-30 (6.3%) and 31-35 (6.3%) years of age is the last frequency, while 3640 category accounts for 4 (12.5%) of the respondents. Besides, the age bracket of 41-45
accounted for 3 (9.4%), and 46-50 presented for 3 (9.4%) of the respondents, respectively. Next,
the findings on gender are reported in table 3.2.
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Table 3.2
General Information Regarding Gender
Gender
Male
Female

Frequency
14
18

Percentage
43.8
56.3

Table 3.2 indicates that among the respondents, 14 (41.9%), were male, whereas18
(56.3%) were female respondents, which is slightly higher than the number of males. Next is
identifying the respondents’ nationalities in table 3.3.
Table 3.3
General Information Regarding Nationality
Nationality
Thai
Myanmar
Indian
Filipino
USA
Austrian
French
World Citizen

Frequency
15
7
4
2
1
1
1
1

Percentage
48.4
22.6
12.9
6.5
3.2
3.2
3.2
3.2

Table 3.3 presents that most of the respondents, 15 (48.4%), were Thai teachers, whereas
7 (22.6%), a slightly smaller number, were Myanmar teachers. Moreover, the number of Indian
teachers is marginally higher, and the other number of Filipino, USA, Austrian, and French
teachers is small. Interestingly, one teacher who did not want to express nationality mentioned
him/herself as a “world citizen.” Next, the information about the years of teaching experiences is
exhibited in table 3.4.
Table 3.4
General Information Regarding Years of Teaching Experiences
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Years
1-4
5-9
10-14
15-19
20-24
25+

Frequency
1
5
3
4
4
15

Percentage
3.1
15.6
9.4
12.5
12.5
46.9

In table 3.4, the highest percentage is 46.9% in a group of teachers who have over 25
years of teaching experience, followed by the successive groups of 12.5%, 9.4%, and 3.1
respectively. Next, the data on the respondents’ education level and highest qualifications is
shown in table 3.5.
Table 3.5
General Information Regarding Education Level and Highest Qualification
Degree
Master
Doctorate

Frequency
26
6

Percentage
80.6
19.4

Table 3.5 indicates that the majority of teachers, 24 (75%), held master’s degrees,
whereas 6 (19.4%) of teachers were Ph.D., and 2 (6.5%) teachers were bachelor holders. Next,
the final general information about the respondents’ field of study is described in table 3.6.
Table 3.6
General Information Regarding Field of Study
Field of study
ELT
Education
Science
Others

Frequency
20
3
1
8

Percentage
62.5
9.4
3.2
24.9
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Table 3.6 shows that most of the teachers, 20 (62.5%) of all respondents studied ELT,
while 8 (24.9%) teachers did in other studies, and 3 (9.4%) teachers studied in education,
whereas 1 (3.2%) teacher was in science respectively.
Research Instruments
Quantitative research instruments were employed to collect data from English teachers in
this study. Thus, a 5-point Likert scale quantitative questionnaire was used to ask teachers about
their perception of the level of TA, and open-ended questions to support the findings. The
process of constructing the questionnaire is as follows: The survey was divided into three parts.
Part 1: Teachers’ background information
Part 2: Likert-scale questionnaires
Part 3: Open-ended response questions
Part 1: Teacher’s Background Information
This section is in part I of the survey which enquired about each of the participants’ age,
gender, nationality, teaching experience, highest qualification, and field of study.
Part 2: Likert-scale questionnaires
These questions served to answer research questions 1 and 2. Thus, questionnaires to
investigate the level of perceived teacher autonomy are adopted from the work of Cirocki and
Anam (2021). These questionnaires could best help the researcher of the present study to
measure the level of TA at IELE. These questionnaires have the exact meaning of inquiry about
TA as the current researcher intends to study. Thus, for this study’s research question 1, these
forty-nine questionnaires were adopted by adjusting some parts to suit the target participants of
this study.
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Table 3.7
Category of Survey Questionnaires on the level of teacher autonomy
Category

Number of questions

Instructional Materials

7 statements

Teaching Methodology

7 statements

Course Content

7 statements

Lesson Planning

7 statements

Assessment

7 statements

Curriculum

7 statements

Classroom Management

7 statements

As shown in table 3.7, English language teachers’ perception of the level of teacher
autonomy was measured using questionnaires consisting of seven dimensions.
The 5-point Likert Scale question measured English language teachers’ perceptions based
on an individual’s reaction to a statement. Each question consisted of a statement to better
capture the degree of perception.
Strongly agree=5, Agree=4, Neutral=3, Disagree=2, and strongly disagree=1.
Table 3.8
The Interpretation and Evaluation Criteria for Measuring the Level of Teacher Autonomy
Perceived by English Language Teachers
Likert Scale
Strongly Agree
Agree
Neutral
Disagree
Strongly Disagree

Score
5
4
3
2
1

Mean Score
4.20 - 5.00
3.40 – 4.19
2.60 – 3.39
1.80 – 2.59
1.00 – 1.79

Interpretation
Very High
High
Moderate
Low
Very Low

58

Besides, for research question 2, the questionnaires were adopted and adapted from
Salviana et al. (2021), and Pearson and Moomaw (2006) to examine the level of TA constraints.
These questionnaires can inquire what this present researcher wants to explore about the TA
constraints of English teachers at IELE. Hence, the current researcher adopted and adapted these
questionnaires. For instance, from Salviana et al. (2021), the present researcher, out of a total of
eighty items used in the original research, took only 20 questionnaires related to the five
dimensions of the level of TA constraints selected in this study, and ten items were adapted and
adjusted from Pearson and Moomaw (2006). However, twenty-five items remain after checking
IOC by the three ELT experts.
Table 3.9
Category of survey questionnaires on the level of teacher autonomy constraints
Category

Number of questions

Teaching Methodology Constraints

4 statements

Course Content (curriculum) Constraints

6 statements

Lesson Planning Constraints

6 statements

Classroom Management Constraints

4 statements

Assessment Constraints

5 statements

Teachers were asked to rate items as follows: ‘Strongly disagree-1’, ‘disagree-2’,
‘neutral-3’, ‘agree-4’, and ‘strongly agree-5.’ Moreover, it should be noted that TAC
questionnaire consisted of negative items. Thus, after selecting the negative items from the
variables, the researcher had to reverse those negative items score, for instance, 1 to 5, and 2 to 4
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as this study used Five-point Likert scale’s 1-strongly disagree and 5 strongly agree. However, 3netural remain the same value. The evaluation criteria for investigating the level of TA
constraints are as follows.
Table 3.10
The Interpretation and Evaluation Criteria for Measuring the Level of TA Constraints Perceived
by English Language Teachers
Likert Scale
Strongly Agree
Agree
Neutral
Disagree
Strongly Disagree

Score
5
4
3
2
1

Mean Score
4.20 - 5.00
3.40 – 4.19
2.60 – 3.39
1.80 – 2.59
1.00 – 1.79

Interpretation
Very High
High
Moderate
Low
Very Low

In addition, it should be noted that if the findings show ‘Very High’ and ‘High’, it means
that the level of TA constraints was very low which mean teachers have no constraints. If the
findings reveal ‘moderate level’, that means the level of TA constraints was considered as
‘moderate’ level. Likewise, if the findings demonstrate ‘Low’ and ‘Very Low’ level, it is
regarded as the level of TA constraints being at very high and high level which also means that
teachers have high or very high level of constraints in their teaching practice.
Part 3: Open-ended response questions
At the end of the questionnaires, open-response questions are provided as the present
researcher wanted to gain more insights about teachers’ perceptions on TA and TA constraints as
well as to assist the discussion of the findings. The exact number of teachers’ answers to openresponse questions was 23 since that was the number of teachers’ responses that were completed
and returned. Questions 1, 2, and 4 answer research question 1, and question 3 answers research
question 2.
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1. How do you define teacher autonomy? What metaphors do you use to describe teacher
autonomy? It will investigate teachers’ perspectives and understanding of their teacher
autonomy.
2. Are you aware of the importance of teacher autonomy in your English teaching and
learning context? Why/ Why not? It will examine teachers’ awareness of the importance of
teacher autonomy.
3. Can you identify your teaching constraints in your teaching profession regarding
teacher autonomy? It will explore the level of constraints encountered by teachers of English at
IELE.
4. Do you believe that you are an autonomous teacher? Why/Why not? It will observe
whether teachers of English at IELE are autonomous.
Reliability and Validity of the Questionnaires
An advantage of using pre-existing questions is that they are tested thoroughly before the
first use. (Hyman et al., 2006). Moreover, these pre-existing survey questionnaires can allow the
researcher to gain targeted information from participants. Thus, it is considered that adopting the
survey questionnaire is most suitable for and associated with what this current researcher wants
to investigate the level of teacher autonomy and its constraints perceived by teachers of English
in their teaching at IELE.
First, the questionnaires adopted from Cirocki and Anam (2021) to examine the level of
TA have reliability with the Cronbach’s alpha coefficient with an overall 0.80 (Cirocki & Anam,
2021). They conducted a study to measure Indonesian EFL teachers’ perception of teacher
autonomy. TA questionnaires was used with 185 Indonesian EFL secondary school teachers. It is
suitable to use these questionnaires with confidence to measure the level of TA in this present
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study. The reliability should be more than 0.70 based on Cronbach’s alpha coefficient suggestion
by George and Mallery (2003). For the content validation process, these questionnaires were
evaluated for accuracy by many invited experts in English language teaching (Cirocki & Anam,
2021). Therefore, these questionnaires can be employed without reinsuring this study’s content
validity and reliability. Thus, it is not necessary to find the reliability and validity of these
questionnaires again.
Second, regarding the questionnaire for research question 2, the questionnaire was
adopted from Salviana et al. (2021) and Pearson and Moonmaw (2006). For the level of teacher
autonomy constraints investigation, twenty items from Salviana et al. (2021) and ten from
Pearson and Moonmaw (2006) were adopted and adjusted. These thirty developed questionnaires
were sent to three experts in English language teaching to check the congruence between the
objectives and questionnaire statements for content validation. Next, calculate the obtained data
for the Index of Item-Objective Congruence (IOC) of each questionnaire statement and the
whole questionnaire.
The formula to calculate the I-0 index is shown below (Rovinelli and Hambleton, 1977).
I-O =
Where ∑R = Total scores from experts.
N= Number of experts.
Table 3.11
Content Validity Ratings
Yes

1

means the question matches with the objective

No

1

means the question is not matching with the objective

0

means the question is uncertain matching with the objective

Uncertain
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Overall, the content validity of questionnaires on teacher autonomy constraints
comprising thirty items was 0.73. In addition, it should be noted that after removing items 1, 2,
13, 14, 24, and 25, which were not accepted for the content validity, the content validity was of
25, including one new statement, 16 “I have the freedom to design the lesson plan” which was
added according to the suggestion of experts, items were 0.84 (See Appendix: G).
A try-out of the questionnaires was conducted before sending out the questionnaires.
Thus, TAC Questionnaires were administered to 21 teachers at one university in Bangkok,
Thailand, to find the reliability of the developed questionnaires. The questionnaire data were
analyzed using a statistical program to compute the Cronbach’s alpha (α) coefficient to find the
reliability of the questionnaire. The range of Cronbach’s alpha α coefficient reliability is 0 to 1.
The reliability of the questionnaires on teacher autonomy constraints of university ELT teachers
needs to be at least more than 0.70 based on the suggestion of Cronbach’s alpha coefficient by
George and Mallery (2003). For this study, the reliability of the questionnaires was 0.85, which
is good and acceptable (See Appendix -D).
Meanwhile, it should be noted that there were five main sections consisting of twentyfive items to explore the teacher autonomy constraints of English language teachers. Participants
were required to determine how each statement reflects the degree of teacher autonomy in their
teaching. Each statement was measured on a five-point Likert scale of 1-5, ranging from 1 for
‘strongly disagree’ to 5 for ‘strongly agree.’ Moreover, there were 16 negative-meaning
statements, i.e., no. 1,3,5,6,8,11,12,13,14,15,18,19,21,22,23, and 24. All the scores of these items
were converted; an asterisk indicated this while reporting the findings, as shown in Table (See
Appendix- F).
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Finally, the open-response questions are adapted and adjusted from Bugra and Atay
(2020) to investigate teachers’ understanding of the concept of TA and its constraints. For the
validity of the open-responses questionnaires, the open-responses questions were sent to the
same three experts who have expertise in ELT to judge the congruence between the objectives
and the open-response questions. The obtained data were utilized to calculate each question
statement’s Index of Item-Objective Congruence (IOC). Overall, the content validity of openresponse questions for students comprising four items is 1 (See Appendix- E).
Data Collection
The data collection process exploited both quantitative and qualitative data collection
methods. Below is the description of the procedure of data collection of both approaches.
To collect the data using questionnaires, the researcher goes through these steps. First, the
researcher contacted the director of the target institute to request permission and a letter
explaining the purpose of this study. Second, after the responsible administrators granted their
consent, questionnaires were sent via google form to the responsible director of the selected
institute to distribute questionnaires to the participants. Next, the survey and open-response
questionnaires were delivered to each respondent ELT teacher at the international university. The
teacher participants completed the questionnaires in their own free time. Thus, the survey
questionnaires were sent to the participants online because everyone in the current situation
needs to follow social distance due to the Covid-19 pandemic. Hence, both the researcher and
respondents can conveniently participate in this study. It will not take too much time for
participants to answer the questionnaire, especially since they could do it in their spare time, and
it also saves time for gathering data.
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Data Analysis
Quantitative Data Analysis
To answer research question 1: What level of teacher autonomy is perceived by English
language teachers at an international university in Bangkok, Thailand? It aims at investigating
ELT teachers’ perspectives on teacher autonomy. The collected data from the investigation of the
5-point Likert scale questionnaires were submitted to the statistical program to be analyzed
statically to find the mean scores (M) and standard deviation (SD). After computing the mean
score and SD of every domain, the mean scores of each domain are compared.
For research question 2: What level of teacher autonomy constraints are perceived by
English language teachers' autonomy working in an international university in Bangkok,
Thailand? To examine the problem that teachers are facing with their teaching, the quantitative
data were analyzed and computed to find the mean scores (M) and standard deviation (SD).
After finishing the collection of the questionnaire, the quantitative data scores of 5-points
Likert scale questionnaires were analyzed to find the mean score (M) and standard deviation
(SD). Then, the open-response questions were conducted. After that, the thematic content
analysis was applied to analyze the data obtained from open-ended questions. The data were then
categorized and quantified.
Data Analysis of Open-Response Questions
The following steps are applied to analyze the data of open-response questionnaires for
teachers of English at the IELE.
1. The thematic analysis approach was applied to determine keywords and fundamental
concepts of each respondent’s answer for data categorization.
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2. Then, the same concepts and keywords found in the data were categorized into the
corresponding group and computing percentages to gain the frequencies of each theme as a
quantification process.
After analyzing the open-response questions data, the results were categorized into
different themes. Moreover, the researcher and supervisor discussed reaching an agreement on
generated themes. Thus, the themes used for open-response questions data analysis were agreed
upon by both the advisor and researcher.
3. To ensure data reliability, intra-coder reliability will be employed. Intra-coder
reliability function is as follows:
4. Intra-coder reliability was found by finding the correlation of the two sets of scores by
Spearman’s correlation which was calculated to be 0. 505 (seen appendix I).
However, not all the teacher participants answered the open-response questions; only 24
filled-in completed and returned the open-response answers. These were selected for open-ended
response data analysis for intra-coder reliability consistency estimates. Hence, Spearman’s
correlation was computed. Nevertheless, some respondents did not answer all four open-response
questions; for instance, a teacher responded only to questions one and three, but not to questions
two and four, and so on.
Chapter Summary
In this chapter, the research design, an explanatory mixed-method design that includes
quantitative and qualitative research, was introduced, and discussed. The total population of this
study will be sixty-nine teachers of English at IELE, an international university in Bangkok. The
two main research tools used to collect the data are the 5-point Likert scale questionnaire and the
method of the open-response questions to measure the teacher autonomy perceived by university
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teachers of English. A convenient sampling method for a population is applied. The sample size
of teachers is 32.
Regarding the data collection procedure and analysis, a responsible person gave the
questionnaires and helped the researcher. Teachers completed the questionnaires based on their
own time. In conclusion, the chapter summary table 3.11 illustrates the research procedure
showing research objectives, subjects, research tools, and data analysis related to each research
objective.
Table 3.12
The Summary of Research Procedure
Research Objectives

1-To investigate the
level of teacher
autonomy of
university ELT
teachers in Bangkok,
Thailand.
2-To explore the
level of teacher
autonomy constraints
perceived by English
language teachers.

Source of Data or
Sample

32 ELT teachers

32 ELT teachers

Data Collection
Method or Research
Instrument
- The 5-point Likert
questionnaire on
Teacher autonomy
questionnaire
- Open-response
questionnaire.
- The 5-point Likert
questionnaire on
factors that
constrain teacher
autonomy
questionnaire.
- Open-response
questionnaire.

Method of Data
Analysis
-Descriptive Statistics
-Mean scores (M)
-Standard deviation
(SD)
-Thematic content
analysis
-Descriptive Statistics
-Mean scores (M)
-Standard deviation
(SD)
-Thematic content
analysis

67
CHAPTER IV
RESEARCH FINDINGS
This chapter includes the research results and findings based on two research questions
shared in the previous section. In the first part of this chapter, the researcher explains the general
background information. The second part shows the result of collected data on the participants’
perceptions about the level of teacher autonomy and is discussed as the primary data analysis of
the quantitative method. The discussion of the result of qualitative data from open-response
questions on teacher autonomy derived from the content analysis that supported the first
method’s weight. In the third part, data collected from the participants’ perceptions of the level
of teacher autonomy constraints revealed by their questionnaire responses are discussed. The
result of qualitative data received from open-response questions about TA constraints is
analyzed. The chapter concludes with an overall summary and interpretation of the study’s main
findings.
Two research questions determined this study.
1. What level of teacher autonomy is perceived by English language teachers at an
international university in Bangkok, Thailand?
2. What level of teacher autonomy constraints are perceived by English language
teachers while working in an international university in Bangkok, Thailand?
Findings of Research Objective One: The Level of Teacher Autonomy Perceived by English
Language Teachers
To answer the research question one: What level of teacher autonomy is perceived by
English language teachers at an international university in Bangkok, Thailand? The descriptive
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statistic was used to analyses quantitative data for computing mean scores and standard
deviation. As a result, the level of teacher autonomy is at moderate level (M=3.29, SD=1.02).
Table 4.1
Overall Mean of The Level of Teacher Autonomy
No
1
2
3
4
5
6
7

Domain
Instructional materials
Course content
Curriculum
Teaching methodology
Lesson planning
Assessment
Classroom management
Overall

N
32
32
32
32
32
32
32
32

Mean
3.44
3.17
2.81
3.88
3.10
3.13
3.53
3.29

SD
1.04
1.11
1.13
0.81
0.90
1.16
1.03
1.02

Interpretation
High
Moderate
Moderate
High
Moderate
Moderate
High
Moderate

The result of table 4.1 shows that the overall mean of seven domains of the level of
English language teachers’ autonomy (M) is 3.29. The total standard deviation (SD) is 1.02,
which means that English language teachers' level of teacher autonomy in this study is moderate
regarding the evaluation criteria. In general, respondents rated high in three domains that is
‘instructional material’ (M=4.44, SD=1.04), ‘teaching methodology’ (M=3.88, SD=0.81) and
‘classroom management’ (M=3.53, SD=1.03). Besides, the level of TA in ‘course content’
(M=3.17, SD=1.11), is a bit higher that autonomy in ‘curriculum’ (M=2.81, SD=1.13), ‘lesson
planning’ (M=3.10, SD=0.90), and ‘assessment’ (M=3.13, SD=1.16) which are at moderate level
respectively. The following Table 4.2 displays the results of each statement to explore the level
of teacher autonomy in instructional materials in more detail.
Table 4.2
Mean of Each Statement of The Level of Instructional Materials Autonomy
Domain
1

Instructional Material Autonomy
I am allowed to use supplementary materials to accelerate

Mean
4.38

SD
0.79

Interpretation
High
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Domain

2
3

4
5
6
7

Instructional Material Autonomy
student learning.
I am allowed to use diverse materials to maximize student
learning.
* I am not expected to use a specific coursebook routinely:
therefore, using a wide range of materials is advocated in my
school.
* I don’t have to follow specific criteria prepared by the
school while selecting coursebooks for my students
I can make decisions on instructional materials that I use to
support struggling learners
I am allowed to select instructional materials for my
teaching
I am invited to evaluate the appropriateness of pedagogical
materials supplied to/available in the school relevant to my
subject.
Overall

Mean

SD

Interpretation

4.25

0.80

High

2.94

1.21

Moderate

2.72

1.50

Moderate

3.78

1.00

High

3.16

1.13

Moderate

2.91

1.14

Moderate

3.44

1.04

Moderate

Table 4.2 illustrates teacher autonomy in instructional material was at a moderate level
(M=3.44, SD=1.04). Three items were rated at a high level. E.g., items (1) (M=4.38, SD=0.79);
(2) (M=4.25, SD=0.80); and (5) (M=3.78, SD=1.00). That means teachers receive a high level of
autonomy in these three areas where teachers can freely use supplementary and diverse materials
and make decisions autonomously regarding instructional materials. However, teachers agreed
with two items at a moderate level, which are (3) (M=2.94, SD=1.21); and (4) (M=2.72,
SD=1.50). It means that teachers had moderate autonomy since they had to use specific
coursebooks prescribed by the school and had to follow the standards or principles made by the
school for choosing coursebooks.
Table 4.3
Mean of Each Statement of The Level of Course Content Autonomy
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15
16
17
18
19
20
21

Domain
Course content autonomy
I can decide on the language skills I teach in my class
I can determine how content is sequenced/delivered in my
class.
I can choose the content for the lessons I teach
I have the freedom to set objectives for my teaching
I am expected to teach the content in the coursebook to
ensure my students’ progress.
* I don’t have to follow the content in the coursebook
strictly
Selecting activities/tasks for my lessons is my sole
responsibility
Overall

Mean
2.97
3.47

SD
1.09
1.19

Interpretation
Moderate
High

2.91
2.78
4.50

1.11
1.18
0.80

Moderate
Moderate
Very high

2.97

1.33

Moderate

3.00

1.16

Moderate

3.22

1.12

Moderate

According to table 4.3, teacher autonomy on course content rated at a moderate level
(M=3.22, SD=1.12). One statement deserved attention because the teachers highly agreed with it
in a particular item (19) (M=4.50, SD=0.80). It is assumed that teachers had to follow the
requirement of the school and had not much choice on course content. In general, the level of TA
in course content were found at a moderate level. Thus, in terms of the course content, teachers
experience some amount of autonomy in their course content decisions, but teachers required
more autonomy to adopt course content components, selecting and using textbook.
Table 4.4
Mean of Each Statement of The Level of Curriculum Autonomy

36

37
38
39

Domain
Curriculum autonomy
My school encourages me to suggest
changes/modifications to the curriculum to improve the
functioning of the school.
I am invited to contribute to discussions regarding the
implementation of the school curriculum.
I can propose changes to my school's teaching policies.
Curricular decisions regarding formative assessment and
its implementation in my classroom are within my
control.

Mean
2.97

SD
1.21

Interpretation
Moderate

2.97

1.50

Moderate

2.75
2.66

1.19
0.78

Moderate
Moderate
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Domain

40 * I am not expected to use the same teaching materials as
my colleagues to ensure consistency /uniformity across
all groups in the same grade.
41 I am invited to check whether the school curriculum
meets the needs of my students and enhances their choice
through partnerships that function through the efficient
and effective use of the resources available.
42 I am involved in the process of evaluating the school
curriculum; the process is not limited to the management
team.
Overall

Mean

SD

Interpretation

2.81

1.30

Moderate.

2.81

1.06

Moderate

2.75

1.34

Moderate

2.81

1.13

Moderate

Table 4.4 demonstrates that the level of teacher autonomy in the curriculum was at a
moderate level (M=2.81, SD=1.13). The following items that deserved attention are (39)
(M=2.66, SD=0.78); (40) (M=2.81, SD=1.30), and (42) (M=2.75, SD=1.34), followed by item
(41) (M=2.81, SD=1.06). The data indicate that the respondents expressed a slightly moderate
level of autonomy in curriculum. Based on the findings, it seems that teachers call for more voice
when implementing the curriculum in the classroom in accordance with the students’ needs and
interests. This might suggest that teachers have higher expectations of autonomy to adjust the
curriculum implementation based on their students’ profiles.
Table 4.5
Mean of Each Statement of the Level of Teaching Methodology Autonomy
Domain
Teaching methodology autonomy
8 l am allowed to employ methods and approaches to
teaching I find useful.
9 I have some say in the extent to which I use educational
technology in the teaching-learning process.
10 My school doesn’t expect me to use a traditional teaching
method where students sit in rows, and I take center
stage.

Mean
4.38

SD
0.55

Interpretation
High

3.87

0.83

High

3.31

1.03

Moderate
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Domain
11 I am allowed to deliver student-centered lessons where I
decide on developing skills and practices that promote
lifelong learning and independent problem-solving.
12 I have the freedom to use methodologies and
environments that engage students in active and
exploratory learning.
13 I am allowed to adopt an eclectic approach to teaching,
where I combine the best elements of different schools of
philosophy.
14 I have the freedom to use imaginative approaches to
make the teaching-learning process more interesting and
effective in my teaching.
Overall

Mean
3.88

SD
0.79

Interpretation
High

3.94

0.94

High

3.72

0.77

High

4.06

0.75

High

3.88

0.81

High

Regarding table 4.5, teacher autonomy in teaching methodology domain was rated high
level (M=3.88, SD=0.81). Every item was rated high except item 10 which was rated ‘moderate’.
The highest rated item was (8) (M=4.38, SD=0.55), whereas item (10) rated moderate (M=3.31,
SD=1.03). Thus, it shows that teachers have higher level of autonomy to stretch the methods,
techniques, and materials. It means that teachers can make decisions and change when they think
teaching methods and activities are not appropriate for the students. Based on the data, teachers
create space for autonomy and to extend teaching methods when there are techniques they do not
like or they believe that does not fit students learning.
Table 4.6
Mean of Each Statement of the Level of Lesson Planning Autonomy

22
23
24
25

Domain
Lesson planning autonomy
I can make modifications to the structure of the lesson
plan template in my school.
I have the freedom to include whatever information I want
in my lesson plan.
I can decide on the format of my lesson plans.
* I am not required to prepare my lesson plans in a
specific format.

Mean
3.28

SD
0.88

Interpretation
Moderate

3.28

0.85

Moderate

3.47
3.38

0.76
1.00

High
Moderate
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Domain
26 * I don’t have to follow strict guidelines set by the school
while completing my lesson plans.
27 I can choose to prepare lesson plans only for a specific
number of classes a week.
28 I have some say in the learning objectives for my lessons
and can identify these for myself.
Overall

Mean
2.66

SD
1.00

Interpretation
Moderate

2.78

0.97

Moderate

3.12

0.97

Moderate

3.13

0.91

Moderate

Table 4.6 shows that the level of teacher autonomy in lesson planning domain was at a
moderate level (M=3.13, SD=0.91). Only one item was found at a high level, that is (24)
(M=3.47, SD=0.76). Techers expressed that they had freedom to some extent to make lesson
plan, however they still needed to follow some requirement or guidelines set by the school when
implementing lesson plans. As a matter of fact, teachers who think that lesson plans made based
on the curriculum are inadequate in giving information of language skill need and inefficient for
students’ learning expressed that they use supplementary resources put in their lesson plans. That
means teachers felt they are moderately free and autonomous when they make lesson plan.
Table 4.7
Mean of Each Statement of The Level of Assessment Autonomy

29
30
31
32
33
34
35

Domain
Assessment autonomy
I have the freedom to promote self-assessment among my
students.
My school allows me to decide how many tests I must
administer in my classroom.
I have the freedom to design formative tasks to prepare my
students for summative assessment.
I can establish my criteria for assessing my students’
performance.
I have the freedom to promote peer assessment among my
students.
I can design my tests to check my students’ knowledge.
* My school doesn’t set assessment criteria that must be
adhered to whenever I assess my students.

Mean
3.56

SD
0.91

Interpretation
High

3.03

1.40

Moderate

3.34

0.93

Moderate

3.14

1.18

Moderate

3.06

1.13

Moderate

3.12
2.69

1.23
1.33

Moderate
Moderate
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Domain
Assessment autonomy
Overall

Mean
3.13

SD
1.16

Interpretation
Moderate

Table 4.7 reveals that the level of teacher autonomy in assessment, overall, was found at
a moderate level (M=3.13, SD=1.16). In contrast, one item (29) “I have the freedom to promote
self-assessment among my students” was ranked at a high level (M=3.56, SD=0.91). Despite
this, most items are rated at a moderate level by the teachers. Drawing on the findings, it could
be interpreted that following centralized assessment on their autonomy has no restrictive and
extending effect on their freedom of decision making on assessment. Thus, teachers are decisionmakers in the components of teaching and assessment rather than objectives and subjects in the
curriculum.
Table 4.8
Mean of Each Statement of the Level of Classroom Management Autonomy

43
44
45
46
47
48
49

Domain
Classroom management autonomy
* I am not required to follow a class reward system set by the
school to motivate students.
I have the freedom to use English all the time in the
classroom
I have the freedom to promote healthy competition among
my students
* My school doesn’t want students to sit in rows; I can use
other types of seating arrangements during my lessons.
I can establish classroom work procedures for all my lessons
I can set standards of behavior that my students must follow
in the classroom.
I have the freedom to decorate my classroom the way I want
Overall

Mean SD
2.72 1.02

Interpretation
Moderate

4.59

1.01

Very high

3.75

1.10

High

3.09

1.20

Moderate

3.84
4.06

0.88
0.66

High
High

2.72
3.53

1.35
1.03

Moderate
High

In table 4.8, teacher autonomy in classroom management domain was high (M=3.53,
SD=1.03). Teachers reported that they have high level of autonomy in managing classroom.
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Interestingly, overall, although teacher autonomy in classroom management is high, teachers
expect to have more voice to create opportunities for meaningful academic learning and foster
students’ social and emotional growth.
In conclusion, the quantitative findings on the perception of the level of teacher
autonomy reveal that teachers moderately and somewhat highly perceived the value of teacher
autonomy, teacher freedom, and teacher ability to develop their teaching profession and enhance
students’ achievement. However, teachers perceived that they had little to deal with the process
of selecting and implementing the curriculum, since every teacher had to ensure that all students
get the knowledge from the same content. Next, the results of research question 2 are presented.
Findings of Research Objective Two: The Level of Perceived Teacher Autonomy
Constraints
To answer research question 2, What is the level of teacher autonomy constraints
perceived by English language teachers while working in an international university in Bangkok,
Thailand? Descriptive statistics were carried out to analysis quantitative data for computing
mean scores and standard deviation. After analyzing the quantitative data, the findings showed
that the level of teacher autonomy constraints was at moderate level (m=3.04, SD=1.01).
They all were presented in tables 4.9 to 4.13 to reveal the overall mean values and
standard deviations of the five domains and the mean and standard deviations of each domain of
the participants’ perceptions of teacher autonomy. Tables 4.9 began with the teacher autonomy
constraints' overall mean values and standard deviations. After that, the finding of the
quantitative data and explain the result of content analysis of data obtained from open-response
questions were supported. Tables 4.12 began with the overall mean values and standard
deviations of the level of teacher autonomy constraints.
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Table 4.9
Overall Mean of the Level of Teacher Autonomy Constraints
No
1
2
3
4
5

Total
Teaching Methodology Constraints
Course Content (curriculum) Constraints
Lesson Planning Constraints
Classroom Management Constraint
Assessment Constraints
Overall

N
32
32
32
32
32
32

Mean
3.31
2.97
2.79
3.04
3.12
3.04

SD
1.04
1.02
1.06
0.95
0.98
1.01

Interpretation
Moderate
Moderate
Moderate
Moderate
Moderate
Moderate

The result of table 4.13 shows that the overall mean 3.04 (SD=1.01), which means that
the level of teacher autonomy constraints, is moderate. In general, respondents rated each domain
moderately. The following Table 4.10 displays the results of each statement to explore the level
of TA constraints in more detail.
Table 4.10
Mean of Each Statement of the Level of Teaching Methodology Constraints

1
2
3
4

Domain
Teaching Methodology constraint
* I have inadequate supplies of technological aids to assist
my teaching.
I can select the teaching methods and strategies I will use
with my students.
* I have insufficient freedom to create suitable and
interesting class activities and learning media in my class.
I can make my own decision about which teaching approach
I want to use.
Overall

Mean
2.84

SD
1.29

Interpretation
Moderate

3.78

0.87

High

2.78

1.26

Moderate

3.84

0.76

High

3.31

1.04

Moderate

As shown in table 4.10, the overall mean score of teaching methodology constraints is
3.31 (SD=1.04), which was interpreted as a moderate level. Drawing on the findings, teachers
had few constraints regarding teaching methodology. For instance, this is seen in item (2), “I can
select the teaching methods and strategies I will use with my students” (M=3.78, SD=0.87)
which showed that teachers had no constraints and were given high autonomy to apply selective
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teaching methods. Whereas item (4) (M=3.84, SD=0.76), revealed that teachers had no
constraints which means that they can make their own decision about which teaching methods
they want to use. Besides, item (3) (M=2.78, SD=1.26) indicates that teacher autonomy
constraints on that aspect are at a moderate level which interprets that teachers have a moderate
level of insufficient freedom to manage class activities and learning media in their class. The
following table 4.11 displays the results of each statement to discover TA constraints on course
content (curriculum) in more detail.
Table 4.11
Mean of Each Statement of the level of Course Content (curriculum) Constraints
Domain
Course content (curriculum) constraint
5 * Course content is highly structured and course content is
too loaded with too much to cover.
6 * Course content does not provide activities to meet the
needs of slow, average, or fast learners.
7 In my teaching, I use my own guidelines and procedures.
8 * In my situation, I have little say over the content and skills
that have been selected for my teaching.
9 Most parts of the content that I teach in my class are
determined by myself.
10 I can choose most parts of the materials used in my class.
Overall

Mean
3.06

SD
1.04

Interpretation
Moderate

3.06

1.01

Moderate

2.72
3.53

0.85
0.87

Moderate
High

2.75

1.16

Moderate

2.72
2.97

1.17
1.02

Moderate
Moderate

The results in table 4.11 indicate that teachers had moderate level constraints on course
content (curriculum) (M=2.97, SD=1.02). Based on the findings, teachers were not allowed to
select content and skills to teach independently. Looking at item (8), “In my situation, I have
little say over the content and skills selected for my teaching,” which is at a high level (M=3.53,
SD=0.87) which indicates that teachers had low level of autonomy and had high level
constraints. Next, the findings of lesson planning constraints are presented in table 4.12.
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Table 4.12
Mean of Each Statement of The Level of Lesson Planning Constraints

11

12
13

14
15
16

Domain
Lesson Planning constraint
*It is not easy to make lesson plans according to the
curriculum guidelines and design lesson plans related to
students’ interests and needs.
* I have insufficient lesson activities prepared due to lake of
resources and time for my teaching.
* I do not have the opportunity to choose my teaching and
learning materials to design lesson plans that best suit
diverse students’ education levels.
* I am not clear about the detail of the curriculum and
textbook to make lesson plans.
* I do not have enough support in terms of materials,
equipment, and resources from the school.
I have the freedom to design the lesson plan.
Overall

Mean
2.78

SD
1.03

Interpretation
Moderate

2.81

1.03

Moderate

2.88

0.94

Moderate

2.75

1.10

Moderate

2.75

1.16

Moderate

3.09
2.84

1.11
1.06

Moderate
Moderate

Table 4.12 points out that the level of teacher autonomy constraints on lesson planning
were low (M=2.84, SD=1.06), which can be interpreted as teachers having few constraints
regarding lesson planning. For instance, item (16), “I have the freedom to design the lesson plan”
(M=3.09, SD=1.11), was rated moderate, which means that teachers had a certain amount of
autonomy in making the lesson plan. Next, the data results on classroom management constraints
are demonstrated below in table 4.13.
Table 4.13
Mean of Each Statement of The Level of Classroom Management Constraints

17
18
19
20

Domain
Classroom Management constraint
I can manage a classroom independently by myself.
* I have little say over the scheduling of use of time in my
classroom.
* I have difficulty arranging the classroom to enhance
learning activities.
Standards of behavior in my classroom are set primarily by
myself.

Mean
4.22
2.88

SD
0.83
1.07

Interpretation
High
Moderate

2.72

1.14

Moderate

3.78

0.79

High
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Domain
Classroom Management constraint
Overall

Mean
3.04

SD
0.95

Interpretation
Moderate

As shown in table 4.13, the overall mean score of the level of classroom management
constraints was 3.04 (SD=0.95), which was a moderate level. To add this, item (17), “I can
manage a classroom independently by myself” (M=4.09, SD=99), and item (20), “Standards of
behaviors in my classroom are set primarily by myself” (M=3.78, SD=0.79) present that teachers
had no constraints to set standards of behaviors and disciplines in their classroom and teachers
had high level of autonomy to manage the classroom independently by themselves. In contrast,
item (19), “I have difficulty in arranging the classroom to enhance learning activities,” was rated
at a moderate level (M=2.72, SD=1.14) that can be regarded as teachers having not too many
difficulties in enhancing learning activities in the classroom. Finally, the findings of assessment
constraints are explained in table 4.14 below.
Table 4.14
Mean of Each Statement of The Level of Assessment Constraints

21
22
23
24
25

Domain
Assessment Constraint
* I have little say to use a variety of assessment methods to
evaluate students’ learning performances.
* I have little control over choosing appropriate activities to
assess students' learning.
* I have difficulty in constructing appropriate tests and
questions for evaluating students' learning.
I have difficulty making and administering different types of
tests.
My class's evaluation and assessment activities are selected
by people other than myself.
Overall

Mean
3.16

SD
1.01

Interpretation
Moderate

2.94

1.04

Moderate

2.88

0.90

Moderate

2.81

0.93

Moderate

3.81

1.03

High

3.12

0.98

Moderate

Drawing on table 4.14, the level of teacher autonomy constraints on assessment were
moderate (M=3.12, SD=0.98). Besides, most teachers reported that they had higher autonomy in
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choosing and selecting evaluation and assessment methods, which can be known by looking at
item (25) “The evaluation and assessment activities used in my class are selected by people other
than by myself” (M=3.81, SD=1.03). Thus, item (25) indicates that teachers had low level of
constraints on selecting evaluation and assessment activities. The rest of the items were rated
moderate which means teachers did not have many difficulties and constraints or neither were
given high level of autonomy in constructing and administering appropriate tests to evaluate and
assess students’ learning.
In conclusion, quantitative data findings on the level of teacher autonomy constraints
showed that teachers had a moderate level of constraints in their teaching. The following section
presents open-ended response data gained from open-response questions to support quantitative
data findings on the level of teacher autonomy.
Result of Open-Response Questions Data on The Level of Perceived Teacher Autonomy
The content analysis was used to analyze the qualitative data derived from open-response
questions to explore and distinguish the keywords and key concepts among the participants’
answers. Coding was applied to derive categories and emerging themes. There are three themes
that emerged from each open-response questions that can be seen in table 4.15.
Table 4.15
Emerged Themes from each opens-response question
NO

Theme

Theme 1

Teacher autonomy as teacher’s
freedom, capacity, and control
over teaching.

Theme 2

Awareness of the importance of
teacher autonomy.

Open-response Question
How do you define teacher autonomy? What
metaphors do you use to describe teacher
autonomy? Please, explain it in your own
words.
Are you aware of the importance of teacher
autonomy in your English teaching and
learning context? Why or why not?
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Theme 3

Belief that I am an autonomous
teacher.

Do you believe that you are an autonomous
teacher? Why or why not?

Theme 1: Teacher Autonomy as Teacher’s Freedom, Capacity, and Control Over Teaching
This first theme came out from the findings of open-response question one designed to
investigate teachers’ perception of teacher autonomy. The results of English language teachers’
answer to open-response questions concerning general perceptions or beliefs about teacher
autonomy were presented in table 4.16.
Question one asked, “How do you define teacher autonomy? What metaphors do you use
to describe teacher autonomy? Please explain it in your own words.”
However, it should be noted that most teachers, except one teacher, did not use or
mention metaphors to describe TA, so whether the metaphors support or are in line with the TA
definition was not discussed.
Table 4.16
Teacher Autonomy as Teacher’s Freedom, Capacity, and Control Over Teaching
Theme 1: Teacher autonomy as teacher’s
freedom, capacity, and control
Sub-theme 1: Teacher’s freedom
To innovate teaching with freedom
of choice.
Sub-theme 2: Teacher’s capacity
To create effective, innovative
teaching and help learners take
responsibility for their learning.
Sub-theme 3: Teacher’s control
To make a decision and be free
from being tightly controlled by the
school

Frequency Count

Percentage

13

56.5%

6

26.1%

4

17.4%

Teacher autonomy definition was categorized into three domains which are (1) teacher’s
freedom, (2) teacher’s capacity, and (3) teacher’s control over their teaching. According to the
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content analysis findings, most of the respondents agreed definition is teacher’s freedom with
56.5 %. In comparison, 25% of the respondents defined TA as ‘teacher’s capacity,’ followed by
‘teacher’s control’ with 17.4 percent. For better understanding and clarification, the explanation
of the findings which correspond to each definition is presented as follows.
Teacher’s Freedom
Regarding teacher autonomy, most of the respondents defined TA as teacher’s freedom
which is 56.5 percent of the participants in this study. There were some keywords considered in
the definition of TA as ‘teacher’s freedom.’ Likewise, it can also be referred to as freedom to
create a teaching moment for students to achieve teaching objectives, freedom to do whatever
you see fit in the scope prescribed, independence, being free as a bird, freedom of choice,
being somewhat free from constraints, the way, and content I choose, right to decide what and
how to teach, and being free to apply out own methods of teaching.
Furthermore, some respondents’ quotations and answers to open-response questions
were mentioned in the following, along with the excerpts presented as male and female
teachers to clarify the excerpts from open-response questions.
“Teacher autonomy is when the teacher is allowed or given the freedom to create
teaching moments for students to achieve teaching objectives.”
(Male Teacher#1)
“Teacher autonomy is a teacher's freedom in schools, especially how many degrees he
can make about what and how to teach to his students.”
(Male Teacher#2)
“I should have the freedom of choice in implementing the tasks assigned to me to meet
the needs of the learners entrusted to me.”
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(Female Teacher#1)
“The right to decide what to teach and how to teach is a teacher's tonic as it can help
him stay in his profession longer with the satisfaction derived from his job.”
(Male Teacher#3)
Teacher’s Capacity
The definition of teacher autonomy related to teacher’s capacity in which keywords
were teacher’s ability and readiness, teaching competencies, teacher’s capacity, and
proficiencies were considered of TA as ‘teacher’s capacity’ is ranked by 25.0% of the
respondents.
“Teacher autonomy refers to a language teacher’s capacity and proficiency to make his
students ace their acquisition and gain as much knowledge as possible. Regarding the
metaphors, teacher autonomy is a search engine where students can surf to gain any
understanding they would like to access, encourage them when they are discouraged and need
consultation, and entertain them when stressed”.
(Male Teacher#4)
“The essential elements of teaching competencies. Metaphors>> The mediocre teacher
tells. The good teacher explains. The superior teacher demonstrates. The great teacher
inspires”.
(Female Teacher#2)
“Teacher's ability and readiness to help her students take full responsibility for their
learning.”
(Female Teacher#3)
“Teacher autonomy is the teacher’s ability to design what goes on in his or her class.”
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(Female Teacher#4)
“Teacher autonomy is like being able to roam about inside a fence/pasture. The fence is
the prescribed curriculum, and as long as you are inside the fence, you can do what you want”.
(Male Teacher#5)
Teacher’s Control
Some respondents raised their perceptions about TA that teachers should not be tightly
pressured and controlled by the school and that autonomous teachers are the ones who can make
a decision that needs to be made regarding students’ needs. Some keywords such as their control
in teaching, authority to manage, and modification into students-oriented methods are
considered teacher autonomy as teacher’s control. The following are the quotes of some
definitions.
“The teacher has his/her control in teaching, choosing materials, and grading without
being pressured, micromanaged, or influenced, or tightly monitored by the school.”
(Female Teacher#5)
“Teacher autonomy means the teacher has an authority to manage his work and can
decide what he needs to do according to the needs of his students.”
(Female Teacher#6)
“It is a happy mix, wherein my superiors provide guidelines, but the actual execution
of the lesson plan is left to me, provided the course syllabus is completed within the
semester.”
(Female Teacher#7)
Overall, in terms of the definition of teacher autonomy by the respondents, teacher
autonomy is teachers’ freedom in teaching where they can innovate their education with
freedom of choice including implementation of different teaching methodologies that best
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suit students’ learning needs, teacher’s capacity to design effective teaching, helping students
to take responsibility for their learning, teachers as a facilitator of student learning, and
teachers’ control in freedom to choose materials, ability to adapt or adjust student-oriented
teaching methods, making a decision regarding their teaching based on students’ needs, and
freedom from being tightly controlled by the school.
Hence, this result is related to the findings of the quantitative questionnaire of this
present study. Consequently, theme 1 converged with the results of the questionnaires on
perceived teacher autonomy by English language teachers, as most teachers had adequate
knowledge about TA which can be assumed as a moderate level. In contrast, the quantitative
findings also show that teachers perceived autonomy is at a moderate level (M=3.29,
SD=1.02). Some constraints and limitations that teachers face in their teaching, for instance,
are that teachers’ involvement in the implementation and modification of course content or
curriculum process are limited.
Theme 2: Awareness of the Importance of Teacher Autonomy
The second theme emerged from the findings of open-response question 2, and 91.3 percent of
the participants revealed that they were aware of the importance of teacher autonomy in their
English language teaching.
The second question asked, “Are you aware of the importance of teacher autonomy in
your English teaching and learning context? Why/ Why not?”
The findings of teachers’ awareness of the importance of TA in teaching English were
presented. The following derived keywords and concepts were categorized by conducting
content analysis. The frequency count and percentage of respondents’ answers were presented in
table 4.17.
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Table 4.17
The Awareness of Importance of Teacher Autonomy
Theme 2: Awareness of the importance of teacher
autonomy
 Key to teaching success
Yes
 Freedom to choose teaching methods
 Teacher’s self-direction for teaching
No
 Not aware

Frequency Count
8
9
4
2

Percentage

91.3%
8.7%

As it shown in table 4.17, 91.3% reported that teachers were well aware of the
importance of teacher autonomy. Besides, the extract from the respondents’ answer and teachers’
awareness about the importance of teacher autonomy were described, analyzed, and categorized
into four areas as follows.
Key to Teaching Success
It is undeniable that teacher autonomy is necessary to make teaching a successful and
productive teaching environment, and teacher autonomy can directly affect and satisfy
students’ interests and needs. Moreover, teacher autonomy plays an essential role in promoting
and facilitating students to become autonomous and lifelong learners.
“Well aware; it is a key to teaching success.’’
(Female Teacher#1)
“Yes, to get a better outcome.”
(Female Teacher#2)
“Certainly, as it makes students reach the learning objectives.”
(Male Teacher#1)
“Yes, because language teaching is skill-based. Time must be used up for their practice
mainly.”
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(Male Teacher#2)
“Yes. It seems to play an important role in promoting student engagement, academic
growth, and lifelong learning.”
(Female Teacher#3)
“Yes, I am the one who understands my students most.”
(Female Teacher#4)
Freedom to Choose Teaching Methods
It is undeniable that teaching and learning cannot be successful and effective without
the freedom to choose the best teaching methods and materials and decide independently
regarding students’ diverse needs in the classroom. Thus, teacher autonomy is a fundamental
need of successful language teaching since teacher autonomy can help both teachers and
students become autonomous teachers and learners by providing various language knowledge
and promoting lifelong learning.
“Yes. The teacher has the freedom to choose the best teaching method suitable for
their students.”
(Female Teacher#5)
“Yes, because each group of students is different; hence, different approaches are
needed.”
(Female Teacher#6)
“Yes. It is my academic freedom.”
(Male Teacher#3)
“Yes, this is very important as the teacher should be allowed to control almost
everything in the class.”
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(Male Teacher#4)
“I am. I am not bored with teaching my classes as I can enjoy a certain degree of
freedom in how we impart knowledge to our learners. Too much restriction on how we teach
will only make us look like a robot.”
(Male Teacher#5)
“Yes, because I don't have much autonomy.”
(Male Teacher#6)
“Yes. We need to balance between exercising your full freedom to teach and meeting
with the course objective as well as fair evaluation as a whole”
(Female Teacher#7)
“Yes, I am. It is essential as every class and student is different. Hence, we need the
independence to apply different means and methods of teaching and application depending on
the class and students.”
(Female Teacher#8)
Teacher’s Self-Direction for Teaching
It is stimulatingly noted that some respondents answered that teacher autonomy could
lead teachers to self-directed teaching and learning, since autonomous teachers are believed as
the ones who can make decisions regarding their pedagogical practice and classroom
instruction and develop their education based on their awareness and understanding of
students’ needs and interests. Therefore, teacher autonomy is essential to make teaching
effective and ensure a teaching and learning environment that addresses students’ diverse
needs and achievements.
“Yes. If used correctly, teachers' self-direction can work wonders for their classes.”
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(Female Teacher#9)
“Yes, it is part of the learning literature.”
(Male Teacher#7)
“Yes, I am aware of the importance of teacher autonomy in my English class. The way
the teacher applies themselves to teaching depends on the level of the students in the class
interns of their language proficiency, based on which the teacher can choose the method &
technique of teaching and decide on the course.”
(Female Teacher#10)
“Yes. As an instructor, I am the one who knows the level and required skills of the
targeted group of students. Therefore, it is good to be independent in making decisions for the
group of the learners who are my students.”
(Female Teacher#11)
Not Aware of the importance of TA
Interestingly, a few respondents (8.7%) reported that they do not think about the
importance of teacher autonomy. They do not have teacher autonomy generally due to the
prescribed curriculum of the school.
“I do not think about it. Although many of the teaching activities I carry out are my
own decisions.”
(Male Teacher#8)
“Not exactly because the University has to describe the curriculum of each level.
Therefore, we have to follow. We cannot do whatever we like.”
(Female Teacher#12)
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In conclusion, the investigation results of teachers’ awareness of the importance of
teacher autonomy proved that most teachers had a well-knowledge of teacher autonomy, its
importance, and how it is applied in their teaching profession.
Theme 3: Belief That I am an Autonomous Teacher
The third theme emerged from the open-response question 4 which asked, “Do you
believe that you are an autonomous teacher? Why or why not?” and 69.6 % of the respondents
mentioned that they were autonomous teachers, whereas 30.4 percent of teachers were not.
The teachers’ perception presented whether they are autonomous teachers according to
the content analysis derived from keywords and key concepts from open-response question 4.
The frequency count and percentage of respondents’ answers were reported in table 4.18.
Table 4.18
Are you an autonomous teacher? Why or why not?
Theme 3: Beliefs that I am an autonomous teacher
Yes, since I have a certain amount of freedom in my
teaching
No, since I am expected to follow, to some extent, the
teaching guidelines of the school

Frequency Count
16
7

Percentage
69.6%
30.4%

As presented in table 4.18, most teachers were autonomous, but seven teachers, 30.4
percent, did report that they were not. For more clarification, some of the extracts from teachers
who said themselves as autonomous teachers were first mentioned below.
“To a certain extent, yes. I manage the implementation of my lessons within the given
time frame. I find extra materials to supplement the prescribed textbook. I am free to give
quizzes to evaluate formative learning.”
(Male Teacher#1)

91
“Yes, because I am confident, I have the freedom to plan and practice all teaching
activities.”
(Female Teacher#1)
“I would like to think so, as I always try to adapt my lessons to suit the needs of my
students.”
(Female Teacher#2)
“Fairly yes (as of now).”
(Female Teacher#3)
“Yes, apart from the content offered in the syllabus.”
(Male Teacher#2)
“In some aspects, yes, in others, we are all interconnected to a certain degree.”
(Male Teacher#3)
“Yes, I try my best to reach the course (I'm teaching)'s objectives despite some
constraints.”
(Male Teacher#4)
“Yes. Even though I have to follow the guideline from the department, I can still use
my ways to teach and for some assessment.”
(Female Teacher#4)
“Yes, to some extent.”
(Female Teacher#5)
“Partly, I would say.”
(Female Teacher#6)
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“Yes, I am, but within the limit of the course spectrum as I try to give as much time as
I can to the lesson.”
(Female Teacher#7)
“In some respects, then yes.”
(Male Teacher#5)
“Yes. It is because the success of language acquisition deals with the so-called full
proficiency a student can obtain after the acquisition is completed.”
(Male Teacher#6)
“Yes. Fairly speaking, I am given an autonomous decision in managing my way of
teaching as long as I can meet the deadline and assessments.”
(Female Teacher#8)
“Yes, as I go by the students’ needs in terms of time.”
(Female Teacher#9)
Overall, some teachers reported various limitations, although they were described as
autonomous teachers. Furthermore, some extracts from teachers who expressed themselves as
not independent teachers were presented.
“At this point, I will say I am not because of the reason mentioned in question 3.”
(Female Teacher#10)
“Not really, because we have to follow the requirements of the Department.”
(Female Teacher#11)
“No, because I don’t have enough freedom.”
(Male Teacher#7)

93
“I don’t think so. The subject matters in teaching the English language are neutral, and
it is aimed for their application in life.”
(Male Teacher#8)
“I am afraid not. I must follow strict guidelines and assessment criteria to ensure
fairness and transparency.”
(Female Teacher#12)
“Since we need to teach using a prescribed textbook, I cannot be called an autonomous
teacher by a hundred percent.”
(Male Teacher#9)
“If the team leaders gave me more freedom, I would believe that. But the fact is I don’t
have enough space to choose or even design the lesson plan. I still have to follow all the plans
from the team leaders. Just only a few things that I can create by myself.”
(Male Teacher#10)
According to some respondents’ answers, it is undeniable that some perceived a lack
of teacher autonomy and were controlled by the strict guidelines, prescribed textbook, and
assessment criteria, and had to follow the school's requirements.
In summary, most teachers (69.6%) of the participants stated that they were
autonomous. It is believed that they were given a certain degree of autonomy to create and
innovate their teaching effectively and successfully autonomously. However, the quantitat ive
findings show that the overall level of teacher autonomy is at a moderate level. Thus, it could
be interpreted that the qualitative results are in convergence with the findings of the
questionnaires on the level of teacher autonomy perceived by ELT teachers. Teachers with the
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capacity can make their teaching effective and successful by freely innovating, managing, and
controlling most parts of their teaching areas except for some aspects.
Teachers perceived TA as freedom of choice in teaching activities, the capacity to
freely decide related to the teaching profession, and control over teaching practice, including
selecting teaching methods, evaluation activities, and curriculum determination. Therefore,
teachers can tell whether they are autonomous or not if they reveal their self-perceived
beliefs, feelings, correct understanding, and experiences of teacher autonomy.
Results of Open-Response Questions Data on the Level of Teacher Autonomy Constraints
This section provides results from one open-response question to the twenty- teachers
who completed this part of the survey. Seven factors emerged as follows: These all factors
emerged from the findings of open-response question 3, “Can you identify your teaching
constraints in your teaching profession regarding teacher autonomy?” and respondents
mentioned difficulties and constraints in their teaching. All the findings are presented in table
4.19. Content analysis was used to find keywords and key concepts from respondents’ answers.
Coding was carried out to drive categorization and emerging factors. Moreover, some
respondents did not fill in all open-response questions, so only returned respondents’ answers
were selected for qualitative data analysis.
Table 4.19
Respondents’ Answers on Teacher Autonomy Constraints
Theme 1: Factors that constrain teacher autonomy
Course content (curriculum)
None (have no constraints)
Classroom management
Other constraints
Teaching methodology
Lesson planning
Assessment

Frequency Count
6
5
3
3
2
2
2

Percentage
26.1
21.8
13.0
13.0
8.7
8.7
8.7
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As shown in table 4.19, teacher autonomy constraints were categorized into seven
domains. Drawing on the results of content analysis, the most identified constraint by teachers
was “course content (curriculum)” with the rate of 26.1 percent, closely followed by “no
constraints” with 21.8 percent. For better understanding and clarifications, explanations
regarding the findings corresponding to each definition are as follows.
Factor 1: Teaching Methodology Constraints
The two respondents identified constraints that deal with teaching methodology, and
such keywords ‘teaching approach’ and ‘freedom of using teaching approaches’ are
considered in this category.
“The constraints are based on students’ interests and needs. A teacher should use any
approach that can eventually satisfy the students’ academic interests and needs.”
(Male Teacher#1)
“The constraints deal with the limitations of teaching aids, sufficient technological
devices provided in the university, and freedom of teaching approaches.”
(Male Teacher#2)
It was found that some teachers faced difficulties in choosing teaching methodologies
to improve their teaching and students’ learning in the classroom. Thus, it is believed that
teachers want to implement different teaching methods to enrich both teaching and learners’
learning. In terms of teaching methodology constraints, this qualitative finding was not
associated with the quantitative findings of this present study. Therefore, factor 1 was a
divergence from the results of both questionnaires on a moderate level of TA and TA
constraints.
Factor 2: Course Content (curriculum) Constraints
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The second factor emerged as essential for discussing the role of teachers in the
implementation of course content (curriculum). These results demonstrated that most teachers
display little to say and attention regarding curriculum application. For instance, teachers
desire to have a certain degree of autonomy to control course content. They are concerned
about students’ learning improvement when teachers are not given much allowance to modify
the content to be taught according to students’ needs and interests. Thus, some respondents’
definitions of their teaching constraints are related to ‘course content (curriculum) and such
keywords ‘choice of textbook’ ‘curriculum and course design’ ‘Highly structured and
centralized curriculum’ and ‘grammar points are unstructured’ etc. The following extracts are
the quotes of some definitions.
“Choice of textbook and lesson plans”
(Female Teacher#1)
“Curriculum”
(Male Teacher#3)
“Curriculum, course - design, and assessment methods which are set by the
management team in my department for each semester”
(Female Teacher#2)
“I wanted to skip teaching some certain grammar points because I find them
unstructured and disconnected with the student's reading and writing in that specific unit.
However, I can't do that because all grammar points are also the main assessment affecting
students' overall score.”
(Female Teacher#3)
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“Their structural knowledge of the language has not been taught correctly. So, it is a
hard time fixing it.”
(Male Teacher#4)
“Highly structured and centralized curriculum standardized across many teachers
teaching the same subject. Lack of technology to allow flexibility. There are rooms with fixed
seating either in rows or benches in a u-shape.”
(Male Teacher#5)
In conclusion, most teachers pay attention to the difficulties and constraints on course
content (curriculum) in their teaching. This may be explained that teachers are expected to be
given some say to expand their role in the application of curriculum that directly affects their
teaching and students’ learning and in productively navigating the curriculum. This could be
interpreted as teachers being issued highly structured curriculum materials with a clear set of
instructions and guidelines to be taught. It may be considered an inequitable and practical
approach when teachers want to acknowledge individual students’ real-life applications by fitting
the needs and demands of students. Thus, these results converge with the results of quantitative
questionnaires.
Factor 3: Lesson Planning Constraints
The third factor indicated that teachers’ effective and autonomous lesson planning
contributes tremendously to students’ progress in language learning. Two respondents defined
difficulties and constraints on lesson planning in their teaching. Following are the quotes of
their definitions.
“It is sometimes difficult to design the lesson plans and set assessment criteria to meet
the needs of diverse learners.”
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(Female Teacher#4)
“Too many students in one class / too many grammar lessons”
(Female Teacher#5)
Based on the findings, it could be concluded that few teachers want to make practical
lessons and classroom instructions that meet the needs of diverse students and help students
learn to ensure students experience academic success in language learning. However, drawing
on most teachers’ answers, there is not much limit to their roles in lesson planning. Thus, this
finding was not associated with the results of the questionnaires.
Factors 4: Classroom Management Constraints
Based on the content analysis results, some respondents identified their teaching
constraints as learning time in the classroom, ranked at 13.0 percent. Some keywords such as
‘less time’ and ‘time constraints’ were considered. Drawing on it, teachers find it challenging to
struggle to achieve their teaching goals and learning outcomes within a limited time in the
classroom. Respondents’ answers related to ‘time limitation’ from open-response questions were
described.
“Too many students in one class / too many grammar lessons”
(Female Teacher#5)
“Time is always a constraint. One can cover a lesson in as little time and simply breeze
through it or slow down and have a deeper treatment of the subject matter. The latter is
preferred, but not realistic.”
(Male Teacher#6)
“Less time to cover all that I want to”
(Female Teacher#6)
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“We work within a time limit, so it is sometimes difficult to apply the different
methods.”
(Female Teacher#7)
To sum up, teachers’ role in applying allocated time in the classroom might be
considered an essential, necessary condition that should be figured out. That can be explained
that teachers' desire to give adequate time to their teaching content and enough allotted time
used in the classroom is a real key to students’ achievement. However, this finding also a
divergence from the results of the questionnaires, which revealed that the level of classroom
management constraints was at a moderate level, compared to three teachers’ difficulties in
managing the classroom.
Factor 5: Assessment Constraints
The qualitative results revealed that few teachers have constraints on using
assessments. They want to set appropriate assessment criteria that meet the needs of diverse
learners based on their understanding, knowledge, and skill regarding evaluations and
students’ strengths and needs. Thus, the definition of teacher autonomy constraints related to
‘assessment and evaluation’ comes with ‘evaluations are too strict and harsh’ and ‘I’m not
allowed to evaluate as I want in their teaching’ is ranked 8.7 percent.
“In case of evaluation processes, expectations and requirements are too strict and
harsh. It can have a negative impact on the way that teachers instruct students.”
(Female Teacher#8)
“I am not allowed to evaluate the student’s ability the way I want. Team leaders
control me, and there were many times that I felt that I had to follow something that I
disagreed with.”
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(Male Teacher#7)
In summary, few teachers believed that they were limited in using different
assessments to evaluate students’ academic success, behavioral and functional strengths, and
needs. Thus, again, this factor 5 is not in convergence with the findings of questionnaires as
only a lower percentage of teachers mentioned their difficulties in assessment. In contrast,
quantitative results showed that the level of TA constraints on review was moderate.
Factor 6: Other constraints
Some teachers pointed out difficulties and constraints on other aspects of their
teaching, which four respondents defined. But they did not mention any specific constraints,
so they were indistinguishable. Thus, it was interpreted that these teachers’ perceptions
showed that they had other obstacles to teaching progress. Following are the quotes of their
definitions.
“Yes, there are many valid restraints placed in and over this profession.”
(Male Teacher#8)
“Yes, where to improve your teaching.”
(Female Teacher#9)
“There are several concrete limitations defined.”
(Male Teacher#9)
In conclusion, therefore, in terms of these teachers’ point of view, some difficulties
and valid constraints over their teaching profession barricaded them from developing their
teaching. Despite this, factor 6 was considered an argumentation of the questionnaires’
findings as their answers were divergent from the five features of constraints. Thus, these
‘other constraints’ are considered vague and unclear.
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Factor 7: Teaching with no constraints
Interestingly, some respondents expressed that they had no teaching constraints.
Following are their given reasons.
“None”
(Female Teacher#10)
“We are following an already well-planned course laid out for us.”
(Female Teacher#11)
“I have got no teaching constraints.”
(Female Teacher#12)
“Nothing. Whatever I have to teach, I do my best to the students.”
(Female Teacher#13)
“No comments here as we can teach flexibly what we are assigned to teach.”
(Male Teacher#10)
To conclude, the interpretation of this factor 7 suggests that some teachers have no
constraints as they practice and follow a well-planned course flexibly, which means that they
can take charge of their teaching. Thus, this finding was also divergent from the results of
quantitative findings, which revealed that the level of teacher autonomy constraints was
moderate.
These open-response questions findings show that most teachers (26.1%) had a minor
role in the free implementation of course content (curriculum). Still, some respondents had no
teaching constraints, slightly lower than 21.8 percent. Moreover, some respondents mentioned
classroom management, such as “too many students in one class” and “Rooms with fixed
seating, either in rows or benches in a u-shape.” However, a low-level percentage of
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respondents’ difficulties were not considered constraints since a small amount of the problems
have not had much negative impact on this study.
To sum up, some respondents faced different constraints in their teaching. Especially one
area where 26.1 percent of teachers are limited to involvement is course content or curriculum
implementation and modification, as teachers are not much invited to participate in that process.
Teachers had to follow and use the same content to teach as many students were sitting for the
same exams, which is the primary reason teachers did not have much autonomy to select and
choose diverse course content. Thus, based on the qualitative results, teacher autonomy
constraints are moderate, in convergence to the level of teacher autonomy perceived by ELT
teachers as teachers were given a certain degree of freedom in their teaching.
Regarding different teachers’ perspectives on TA constraints, there were diverse reasons
why most teachers had unlike constraints in their teaching practice. At the same time, three
respondents stated that there were teaching constraints but did not mention what exactly they
were, so ‘factor 6’ might be considered as an augmentation and vague from the five features of
TA constraints. In general, teachers mentioned that they had a moderate level of autonomy and
constraints regarding course content(curriculum). However, a slightly small number of
respondents (5 teachers out of 23) answered that they had no teaching constraints. Thus, factor 7
could be considered an augmentation of the findings of the questionnaires.
Chapter Summary
This chapter presented the data analysis findings responding to each research objective
and the results of the level of teacher autonomy, teacher autonomy constraint, and openresponses questions and the examples of teachers’ answers. The first research objective is to
identify ELT teachers' level of teacher autonomy at an international university. The second
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research objective is to identify the degree of ELT teacher autonomy constraints of ELT teachers
while working in an international university. In terms of investigating the teacher autonomy and
teacher autonomy constraint of ELT teachers at an international university in Bangkok, Thailand,
the quantitative result showed that, on average, teachers had moderate autonomy. To elaborate,
the examination of teacher autonomy revealed that most domains are at a moderate level except
for three domains, ‘Instructional Material’, Teaching Methodology’ and ‘Classroom
Management,’ which are at a high level.
Furthermore, regarding open-response questions findings, most of the respondents had
well-knowledge about TA, most teachers (71.9%) expressed themselves as ‘autonomous
teachers’ and almost all respondents (71.9%) had well-awareness of the importance of teacher
autonomy in their teaching profession. Drawing on open-response findings, four themes emerged
that is: theme 1: TA as teachers’ freedom, capacity, and control over teaching; theme 2: teachers’
awareness of the importance of TA; theme 3: belief that I am an autonomous teacher, and theme
4: factors that constrain TA.
The second research objective was to investigate the level of teacher autonomy
constraints faced by ELT teachers. In that case, the survey finding showed that the level of
teaching constraints was moderate (M=3.31, SD=1.04), which means that teachers had not many
teaching constraints; on the other hand, it also does not mean that teachers had no constraints in
their teaching conditions. Concerning teacher autonomy constraints, the result of the findings
showed that teachers had a slightly moderate level of constraints and difficulties that they are
facing in their teaching. For example, they had a minor role in implementing prescribed course
content (curriculum). Moreover, the open-response data findings revealed that teachers' level of
teacher autonomy constraints corresponds to the quantitative questionnaire findings. Overall, this

104
could be interpreted that the findings of the open-response questions supported the findings of
research question 2 in this study.
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CHAPTER V
SUMMARY, DISCUSSION, AND RECOMMENDATIONS
This is a conclusive chapter, including a summary, discussion of the findings, and
recommendation of this study for further research. Thus, this final chapter initially summarizes
the study, briefly describing research objectives, subjects, research design and instruments, the
procedure of data collection, and data analysis and findings of the study. Besides, the discussion
of the result with pedagogical implications were addressed and the recommendations were given
for teachers, administrators, and future research. The summary of the study marks the end of this
chapter and of the Thesis.
Summary of the Study
This study investigated the level of teacher autonomy and its constraints perceived by
ELT teachers working at an international university in Bangkok, Thailand. The subject of this
present study consisted of 32 ELT teachers working in an international university in Bangkok,
Thailand. The quantitative descriptive research method was used in this study. A cross sectional
survey employing quantitative Likert scale items and open-ended response questions, was
distributed to achieve these study objectives. It should be noted that the content validity of the 5Point Likert Scale questionnaire for investigating the level of teacher autonomy has 0.80.
Besides, the content validity of the 5-Point Likert Scale questionnaire for investigating the level
of teacher autonomy constraints was evaluated by three experts through checking the ItemObjective Congruence (IOC) of each statement, which indicated that the result of the content
validity was 0.84. The questionnaire was piloted by 21 teachers from an international university
who were not the main participants in this study. The pilot study results were calculated via
statistical program which showed that the reliability of this questionnaire was 0.85. In some
cases, some score on negative meaning statements were converted and an asterisk indicated
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when reporting the findings (See Appendix-F). After reliability of the questionnaire was
established, it was then distributed to the target population. Responses from the Likert-scale
questionnaire were analyzed to find mean scores and standard deviations (SD) by using
descriptive statistics analysis. Open-ended response questions were applied to support the
findings of quantitative data. Three experts validated the open-response question to check each
statement's content validity (IOC). The content validity of open-response questions was 1. The
data obtained from open-response questions were analyzed by using thematic content analysis.
Thematic coding was used to analyze data of open-response questions and generate themes. The
information was categorized and counted towards the presentation of the findings under each
related theme.
Findings
The findings summarized regarding the two research objectives are as follows.
1. Regarding research objective 1: the finding obtained from the questionnaire revealed
that the level of teacher autonomy of ELT teachers at an international university was at a
moderate level (M=3.29: SD=1.02). In addition, the level of teacher autonomy of ELT teachers
in two domains, such as ‘Teaching Methodology’ and ‘Classroom Management,’ was interpreted
as high level. In contrast, the rest of each domain is ‘Instructional materials,’ ‘Course Content’
“Curriculum,’ ‘Lesson planning’ and ‘Assessment’ were all rated moderately.
According to the open-response questions findings, three themes emerged from the
content analysis results of open-response questions related to teacher autonomy. Teachers
perceived (1) teacher autonomy as teachers’ freedom, capacity, and control over their teaching
practice with high (2) awareness of the importance of teacher autonomy, and they shared their
belief that (3) ‘Belief that I am an autonomous teacher.’ Thus, both quantitative and open-
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response questions findings of this research were in convergence. Hence, it is asssumed that most
teachers have fair and moderate autonomy. They could choose teaching methods and materials,
make teaching-related decisions, make effective language teaching, and help learners take
responsibility for their learning by being facilitators and bridges for students to become selfdependent lifelong learners.
2. For research objective 2: In terms of investigating the level of teacher autonomy
constraints, the level of teacher autonomy constraints in the domain of ‘Teaching Methodology
Constraints’ ‘Course Content (curriculum) Constraints’ ‘Lesson Planning Constraints’
‘Classroom Management Constraints’ and ‘Assessment Constraints’ was at a moderate level
(M=3.04: SD = 1.01).
Regarding the findings of open-response questions data on the level of TA constraints,
seven factors emerged from the content analysis results of the open-response question. The first
factor was ‘teaching methodology constraints.’ Few teachers faced constraints in choosing and
applying different teaching methods in the classroom. The second factor, ‘course content
(curriculum) constraints,’ indicated that most teachers had little say in determining course
content (curriculum). Regarding the third factor, ‘lesson planning constraints,’ the results
revealed that a few teachers encountered constraints and were given less autonomy in making a
lesson plan. The fourth factor was ‘classroom management constraints,’ which demonstrated that
few teachers found difficulties related to time limitations and too many students. Drawing on the
fifth factor, ‘assessment constraints,’ some teachers mentioned that they are not allowed to use
different types of assessment to evaluate students’ performance in the way they want. The sixth
factor, ‘other constraints,’ pointed out that other factors barricade their teaching, whereas the last
factor, ‘No constraints’, showed that some teachers had no teaching constraints.
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Overall, it should be noted that this finding of open-response data on factors 1, 3, 4, 5,
and 7 was in divergence with the findings of the questionnaires as a small percentage or numbers
of teachers described different constraints in those respective factors while quantitative results
showed a moderate level of constraints in each of those factors. However, ‘course content
(curriculum) constraints’ were only in convergence with the findings of questionnaires on the
level of teacher autonomy constraints at a moderate level. In contrast, factor 6 was considered as
an augmentation to the questionnaires.
Discussions of the Findings
This section presents the discussion of the findings according to the two research objectives
and an attempt to draw implications for the conceptualization of teacher autonomy perceived by
ELT teachers compared to previous TA research studies. Two separate subsections of the data
are analyzed and discussed in this section. In the first part, the investigation of the level of
teacher autonomy is discussed by demonstrating quantitative data. Second, the discussion of the
study of the level of teacher autonomy constraints is discussed.
The Investigation of the Level of Teacher Autonomy Perceived by ELT Teachers at
International University
The questionnaire findings showed that teachers, on overage, had a moderate level of
autonomy in most teaching areas (M=3.29, SD=1.02). In contrast, a high level of teacher
autonomy was found in two domains: ' Teaching Methodology (M=3.88, SD=0.81)’ and
‘Classroom Management (M=3.53, SD=1.03)’. According to the open-response findings,
teachers almost (98%) have defined well what TA is and most teachers (91.3%) are aware of the
importance of teacher autonomy. At the same time, a few of them (8.7%) stated that they did not
become aware of it in English language teaching and learning. Most teachers (69.6%) perceived
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themselves as autonomous teachers, whereas a few teachers (30.4%) described that they were not
autonomous. Moreover, according to the analysis of open-response data for research objective
one, three themes emerged: 1) teacher autonomy as teacher’s freedom, capacity, and control over
teaching, 2) awareness of the importance of teacher autonomy, 3) belief that I am an autonomous
teacher.
Besides, this finding is similar to the research findings conducted by Cirocki and Anam
(2021) with 185 Indonesian EFL teachers. Their study reports that most teachers had moderate
autonomy, whereas only a few teachers felt a high level of autonomy in their teaching (Cirocki &
Anam, 2021). The discussion was conducted based on four emerging themes derived from the
open-response questions, as shown in table 5.1.
Table 5.1
The Discussions on the Level of TA based on emerging themes
Research Question 1

The level of teacher
autonomy

Themes
Theme 1: TA as teachers’ freedom,
capacity, and control over
teaching.
Theme 2: Awareness of the importance
of teacher autonomy.

(M=3.29, SD=1.02)
Moderate level
Theme 3: Belief that I am autonomous
teacher.

Discussion
Teachers’ beliefs in the
value of TA and attempts to
implement it in successful
learning
Teachers’ beliefs in the
importance of TA toward
successful teaching and
learning
Teachers’ beliefs in
being autonomous, although
with some constraints on
curriculum and textbook

Therefore, for the first research questions, ELT teachers' level of teacher autonomy was
discussed based on the findings of the questionnaire and three emerged themes from openresponse questions.
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Teachers’ Beliefs in the Value of Teacher Autonomy and Attempts to Implement it in
Successful Learning
According to the quantitative findings, the overall level of TA was moderate. (M=3.29,
SD=1.02), whereas the high level of autonomy is found in ‘Instructional material’, ‘teaching
methodology’ and ‘classroom management.’ Overall, university ELT teachers had a moderate
level of autonomy. The factors that impact this average level of autonomy are as follow:
 Teachers had to teach general English courses in which a group of teachers ran different
approaches, and every group had a team leader.
 Teachers had to perform within specific teamwork or team teaching and prescribed
textbook.
 They are expected to follow school requirements, teach course content (curriculum), and
use explicit and fixed assessment criteria prescribed by the school.
 The school needs to ensure every teacher teaches the same content due to hundreds of
students sitting the same exam.
 Teachers had to exercise the course syllabus prescribed by a course supervisor.
Hence, teachers are not provided enough room to select teaching content and strategies.
They had a minor role in the decision-making process related to selecting materials, schedule,
pedagogical use, syllabus design, and students’ evaluation. As a result, these factors mentioned
above created a moderate level of teacher autonomy found in this study.
Therefore, the level of teacher autonomy cannot be high. However, respondent teachers
were given a certain degree of autonomy, which was a moderate level attributed to the
administration of the centralized exam, standardized curriculum, and centralized textbook. At the
same time, they had a high level of autonomy in ‘teaching methodology and classroom
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management.’ Moreover, teachers can execute the lesson plans and select teaching materials
according to the changing needs of the students.
Drawing on the result from theme one that emerged from open-response question one and
TA questionnaires, teachers had a moderate level of autonomy (M=3.29, SD=1.02). It is believed
that teachers found it easy to articulate the idea of teacher autonomy. At the same time, they
were given a certain amount of independence. Besides, based on qualitative findings, TA is
regarded as a language teacher's freedom, capacity, and freedom to make teaching successful and
always ready to help students acquire language acquisition to take responsibility for their
learning to become autonomous lifelong learners. The fact is that this implies the essential role of
teacher autonomy in both teacher professional teaching and students’ autonomous learning,
where teachers help them engage.
This study also reveals that teachers are allowed to perform autonomous teaching that is
practicable in the classroom. This is supported by the steady research findings by Asmari (2013);
Borg & Busaidi (2012); Wichayathian & Reinders (2018), who stated teachers have been
mentioning that they prefer autonomous language teaching and learning. And teachers have
beliefs in TA and learners’ involvement in the decision-making process as it is regarded as
conductive language learning for their students.
As stated by Smith and Erdogan (2008), Dierking & Fox (2013), Gu (2015), and Huang
(2005), teachers’ capacity and freedom from control lead teachers to self-directed professional
teaching, and self-directed teacher learning in their language teaching profession.
Hence, this finding matched with the definition of TA as the capacity to make decisions
independently about one’s action (Littllewood, 2000) and teacher’s feeling of freedom that they
have control over their work and working environment (Pearson and Moomaw, 2006).
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Therefore, teachers’ perceived value of teacher autonomy as teacher’s freedom, capacity, and
control in this study is a critical engine that produces innovative power to direct teachers to their
professional development. It is a vital factor in accelerating teaching quality, fulfilling students’
interests and needs, making the teaching successful, and creating and promoting an onward
lifelong learning journey for learners.
Teachers’ Beliefs in the Importance of TA towards Successful Teaching and Learning
According to the findings of theme two that emerged from open-response question 2,
teachers’ awareness of the importance of teacher autonomy in their teaching is essential for both
teachers’ and students’ growth and success. In other words, the more teachers’ awareness of the
importance of TA, the more autonomous their teaching would be. Based on the open-response
findings, over 90% of the teachers were aware of the importance of teacher autonomy. In
contrast, teachers were given a moderate level of autonomy in most teaching areas (M=3.29,
SD=1.02), referring to quantitative findings. Thus, teachers believe that their awareness of the
importance of TA leads to successful language teaching and learning. Moreover, Uzum and
Karsl (2013) state teachers had a high understanding of teacher autonomy in self-directed
professional action and self-directed professional development. This is also called the technical
dimension of autonomy as a teacher’s capacity and a psychological dimension where teachers
can manage teaching practice and professional development.
Despite this, Uzum & Karsl (2013) revealed that, in the political dimension, teachers’
awareness level of autonomy as teachers’ freedom from control over professional teaching was
moderate in their study (Uzum & Karsl, 2013). Those findings were similar to this study that the
level of teachers’ awareness of TA was high. In contrast, teacher autonomy in teaching
methodology and classroom management increased, whereas most domains were moderate based
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on quantitative findings. That implies that teachers’ awareness of the importance of TA in these
areas shows the way to be autonomous. Teachers demented to get more autonomy will increase
if they need to be autonomous in these areas. Besides, this study is also in line with the findings
of Bugra and Atay (2020), which revealed that most participant teachers in their study were
aware of the importance of teacher autonomy since there was a positive and strong relationship
between teachers’ awareness and freedom in their teaching profession. Hence, this indicates that
teachers’ beliefs in their awareness of autonomy increase teachers’ self-development, skills
needed, and learners’ autonomous learning through being reflective on their teaching and
innovative in all areas of instruction. Teachers’ awareness of autonomy is related to teachers’
constant reflection and understanding of students' basic needs and teaching practice to promote
learners’ progress and achieve their professional growth. Besides, teachers, who are considered
class performers and presenters, had a positive belief in making significant decisions
autonomously with no tight supervision or interference when they were aware of the importance
of teacher autonomy.
Considering the role of the importance of TA in teachers’ professional life, teachers are
required to have the autonomy to freely apply creative teaching approaches and authentic
instructional guidelines to achieve teaching and learning objectives based on the changing needs
of the students. Thus, the awareness of autonomy to establish alternative teaching practices in
line with students’ needs and classroom conditions is essential to unlocking the door to
successful teaching and learning. Besides, a high level of TA awareness positively affects
teaching practice.
In other words, teachers become autonomous and proficient in making teaching effective
when they know the importance of TA and provide autonomy (Ramos, 2006). Therefore, the
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findings on teachers’ awareness of the importance of TA imply they are highly aware of how
important TA is and its implementation in their teaching. Students get more benefits and become
autonomous learners when teachers receive a certain degree of autonomy.
Teachers’ Beliefs in being Autonomous, although with some Constraints on Curriculum and
Textbook
According to the findings which emerged from open-response question 4, most teachers
believed that they were reasonably autonomous teachers, and they were given autonomy to a
certain extent in their teaching. Besides, the quantitative findings on the level of teacher
autonomy reveal that teachers rated moderate (M=3.29, SD=1.02), whereas most teachers
believe that they are autonomous to some extent. However, a few teachers mentioned that they
were not given enough freedom and autonomy. The following are the reasons for that:
 This is a general English course taught by a team of teachers.
 Teachers have to follow the guidelines and the requirements of the department.
 Teachers have to work under the team leader’s supervision.
 All teachers are expected to teach the same content because hundreds of students sit for
the same exam.
 Teachers have to evaluate students’ progress according to the criteria set by the school.
Therefore, these might be the reasons which lead to a moderate level of TA.
Hence, when there is a lower sense of perceived teacher autonomy, teachers’ self-efficacy
or self-confidence can be decreased. Teachers should be encouraged and supported by the
administrators, leaders, and policymakers to practice their autonomy freely to make teaching
effective and innovative that meets students’ needs and promotes students' learning to become
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autonomous learners. If so, teachers can feel very confident in their impact on what they teach
and how they teach English throughout their professional teaching career.
Since teachers could feel a lack of motivation or dissatisfaction with their teaching
profession when they highlight a tight relationship and a feeling of being controlled by team
leaders or school principals, teacher autonomy is associated with job satisfaction. However,
Benson (2010) suggests that teachers’ perceptions themselves at times are obstructed by their
self-confidence (internal constraints to autonomy) and the school context with the guidelines and
prescribed curriculum (external constraint to autonomy). In addition, considering the descriptions
from the teachers, it is believed that teacher autonomy can help teachers become efficient,
supported, and empowered who can directly assist students in promoting and facilitating their
learning to be autonomous lifelong learners.
Although most teachers perceive that they have some degree of freedom and control over
their teaching practice, they manage the implementation and adapt lessons, use supporting
materials that supplement prescribed course content, and apply their way of teaching and some
assessments without overlooking course objectives. Therefore, most teachers are autonomous
based on their reports. They were given some degree of autonomy in their teaching, which makes
teachers exercise their own creative and authentic teaching activities on the content they teach. It
shows that teachers cannot control everything, but teachers can appropriately adjust how to
prepare and what they teach in the classroom. Based on the open-response findings, most
teachers are satisfied with their level of autonomy, and teachers are provided with a certain
amount of independence. This result is similar to the study of Khalil et al. (2019), who conducted
a study on understanding Turkish ELF teacher autonomy. Their analysis reveals that all teacher
participants were supported by teacher autonomy.
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These findings align with Silva’s (2021) findings that teachers generally enjoyed their
classroom autonomy. Moreover, some respondents in this study revealed that they expected to be
given more freedom to make decisions related to teaching and adopt and choose the content. This
is also similar to the findings of Silva (2021) that teachers accounted for freedom to carry out
choices, to select the content and teaching methods for their teaching. However, they are
satisfied with classroom autonomy. Thus, teachers desire to act autonomously in most teaching
areas, making for a better relationship between teachers and students in the classroom. It also
touches on Pearson and Moomaw’s (2006) statement that autonomous teacher behaviors are a
fundamental way of teaching classroom practice regarding classroom conduct and person on-thejob desertion. Thus, teachers need to be allowed to perform their autonomous teaching and
organize their teaching practice with discretionary freedom.
The Investigation of the Level of Perceived Teacher Autonomy Constraints by ELT
Teachers
For research question 2, the findings of the questionnaires revealed that the level of
teacher autonomy constraints was at a moderate level (M=3.04, SD=1.01). According to the
qualitative results, most teachers answered that they encountered limitations regarding the
implementation of course content (curriculum). In contrast, a few teachers had teaching
methodology, lesson planning, classroom management, and assessment constraints. Furthermore,
some teachers stated that there were some constraints. Still, those respondent teachers did not
mention what constraints they had were in specific, so their answers were regarded as vague or
unclear compared to questionnaires. Moreover, one theme, ‘factor that constrains teacher
autonomy’, emerged from the content analysis of the answers to open-response question 3.
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Based on the theme derived from the open-response question 3, a discussion was conducted, as
shown in table 5.2.
Table 5.2
The Discussions of the Level of TA constraints based on emerging theme
Research Question 2
The level of teacher
autonomy constraints

Theme
Factors that constrain TA

(M=3.04, SD=1.01)
Moderate level

Discussion
Barriers to curriculum and
pedagogical implications,
teaching and learning
success

Barriers to Curriculum and Pedagogical Implications, Teaching and Learning Success
This discussion comes from one theme, factors that constrain teacher autonomy. Both
quantitative and open-response findings demonstrated a moderate degree of constraints in the
view of the participants. The reason why teachers had a moderate level of constraints are as
follows:


Teachers had limited time used in the classroom.



Teachers had to work under team teaching supervised by a team leader.



Teachers are expected to follow collaborative team teaching.



Teachers had little say in selecting textbooks or curriculum implementation as a course
supervisor prescribes the course syllabus.



Individual teachers can’t choose different course content or textbooks to be taught to
hundreds of students, especially when every teacher is expected to instruct the same
content.

Therefore, teachers encountered: rules and regulations, strict course maps, inflexible
curriculum and standardization, limited time in the class, relationship difficulties such as lack of
trust, conflict, and communication issues with team-leaders, teaching concerns like lack of
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material resources, fixed assessments, differences in teaching methodologies, learning
experiences and knowledge, less discussion and participation in teams and so on. Drawing on
that, most teachers face constraints on curriculum implications, which means teachers are not
allowed to select the content and topics, including course books. Thus, teachers face these kinds
of barriers when working in a team, and their impact creates a moderate level of constraints in
their teaching.
However, teachers still have a certain degree of freedom in their teaching. Their
perceptions about the factors that constrain their teaching autonomy within the school guidelines
suggested that teachers can perform autonomous education. Besides, they have some limitations
and requirements of the school. Therefore, it should be noted that teachers can still teach
autonomously by complying with school policies, regulations, and guidelines. Nevertheless, it
would be better if teachers were provided enough freedom to be more aware of how vital
autonomy is in their teaching and deal with or overcome some constraints to believe they are
given enough autonomy regarding decision-making in the classroom. This statement is supported
by Deci and Ryan (2012). They stated that teachers’ awareness of social context and its limits
plays a significant role in exercising autonomy, since teachers can avoid or resist possible
adverse effects of factors that constrain teacher autonomy in their teaching context when they
well understand social environments and the situation of its surrounding. Nevertheless, teacher
autonomy is not complete freedom from constraints, which means there is still a ‘responsible
exercise of discretion within the limit of the school stakeholders’ interests and needs’ (Wilches,
2007, p.270). Hence, teachers should continuously reflect on their teaching practice and
effectively collaborate with team teaching and course supervisor.
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Moreover, it is believed that teachers are seen to gain a certain degree of autonomy to
determine their teaching process and to be free from external control, as teacher autonomy is an
essential element in developing academic success. In addition, teachers reported that external
constraints such as time limitations, curriculum, evaluations, and lesson plans affect teacher
autonomy with some restrictions that make teachers feel powerless in their working conditions.
Some teachers are confronted with limited teaching time. Similarly, ISIK, T., & Balçikanli, C.
(2020) found that teachers in their study faced two factors: ‘Institution-based constraints’
crowded classes, poor technology infrastructure, overloaded curriculum, and limited time.
‘Learner-based constraint’ involved the learner’s low motivation and teacher-directed learning
culture.
Furthermore, some respondents’ comments of this current study focused on their minor
role in fulfilling students’ needs and limited say on what students have to work with as teachers
felt it decreased their dynamic teaching performance. As the more teachers have autonomy in the
decision-making process, the more teachers become effective and can increase students’
achievement (Berry et al., 2010). Thus, the findings suggested that teachers had difficulties
effectively supporting and helping students be autonomous language learners.
Nevertheless, most teachers expressed that the common constraint is course content
(curriculum), which determines teachers’ effective teaching practice on requirements,
curriculum, and students' needs. Besides, Rink (2013); Straková & Simonová (2018) affirm that
teachers’ effectiveness also involves contributing to colleagues and the school. Therefore, as
Bogler and Nir (2012) argued, teachers need autonomy to carry out independent decisions related
to adopting and implementing the curriculum and supporting students with effective stimulation
to be autonomous, critical, and develop their analytical skills in language learning.

120
This finding supported by Khalil and Betul's (2018) study of Turkish EFL teacher
autonomy revealed that their participants' teachers support autonomy. Still, they had little say in
selecting textbooks (curriculum), assessment activities, and classroom space. Besides, this
finding is also in dis-convergence with the conclusions from Can and Bumen (2021), which
revealed that the highest perception of teacher autonomy was found in instructional planning and
implementation. However, the respondents in this present study were given a certain degree of
autonomy in choosing materials. For instance, teachers are allowed and given a high level of
independence to use supplementary and diverse materials to accelerate and maximize students’
learning and make instructional material-related decisions to help struggling learners. That
means teachers had the freedom to select instructional materials to fulfill learners’ diverse needs.
Thus, it is believed that teachers should be given an allowance or a certain degree of
autonomy to choose appropriate materials for teachers and learners as it is essential to promote
autonomous teaching and learning. Besides, both teachers and school leaders who desire to
encourage teacher autonomy should eliminate the factors mentioned above that barricade the
school’s success, teachers’ autonomous and innovative teaching, and learners’ academic
achievement because curriculum autonomy somewhat or entirely belongs to administrators.
Consequently, initiating shared power of decisions and responsibilities in implementing
curriculum, assessment, and evaluation should be considered.
Pedagogical Implications
Pedagogical implications are that teachers are trying to create space for teacher autonomy
implementation based on students’ learning outcomes, needs and interests. Based on their
freedom, teachers try to improve students’ learning. Therefore, teachers should have freedom of
choice to focus on students’ academic achievements by promoting and facilitating them based on
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what students need and interests as teachers are mindful of students’ skills and needs. Teachers
should make their classes more interesting for students by implementing diverse methods,
strategies, and assessments. Thus, promoting teacher autonomy is vital for supporting learnercentered teaching or students’ autonomous learning, which is a fundamental requirement of
innovating a successful language teaching and learning.
Teachers should have freedom of choice in implementing the tasks assigned to them to
meet the needs of learners. This brings teachers and educational authorities into question whether
teachers want to take complete control and responsibility in implementing course content or
curriculum or whether educational leaders believe that they can shift control over course content
to teachers. This also challenges both teachers and school principals on how curriculum
autonomy in selecting activities and materials. Instructional planning can be applied
autonomously and effectively. Also, teachers must take responsibility for the development and
substantial progress of their teaching practice. Both teachers and school administrators need to
consider how teachers can enjoy a greater degree of autonomy as they believe when completing
teaching-related activities, how to organize or manage the participation of teachers in curricular
or course content decision-making process, and how to support teachers regarding autonomous
teaching competencies and professional development.
Teachers’ awareness of the importance of TA directly affects and satisfies students’
interests and needs. Some teachers assumed that they were not exactly aware of the importance
of TA as the school organizes the curriculum. The school needs to make sure that every teacher
teaches the same content. This might be a barrier for teachers to the awareness of the importance
of TA in their teaching practice and for assisting students become problem solvers, autonomous,
and life-long learners. Many teachers want to endeavor to fulfill students’ interests and desires
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which is one of the reasons why they are aware of the importance of TA. Thus, teachers should
not be constricted by the school principals or administrators, which means teachers' engagement
and participation in designing curriculum and syllabus should be promoted. Focusing on
acquiring subject matter knowledge, textbook knowledge, and adopting and adapting traditional
learning, it is necessary to embark on the modernization of the language teaching system to
address students’ trendy needs. When teachers have the autonomy to make independent
decisions for their students and school, teachers’ self-efficacy, motivation, and commitment to
their teaching and the organization are increased. Otherwise, when teachers have a low level of
TA and awareness of its importance, there would be a possibility of limiting teachers themselves
and students regarding the potential they can achieve in language teaching and learning and reallife learning.
Therefore, administrators should support teachers in practicing effective autonomous
teaching and facilitating students become self-sufficient learners. Moreover, teachers need to
realize how to self-direct to the freedom of having control, right, or power over self-reliance
upon autonomous teaching within the school outlines. Besides, teachers, more or less, were
impacted by the prescription of the curriculum while teachers desire to have more freedom,
influence, and control over the subject matter. Therefore, teachers’ participation in the
curriculum implementation and school policy, which explains how much autonomy would be
allowed for teachers in curriculum application, should be considered.
Teachers wanted to develop their role in curriculum implication. Teachers expected to be
allowed flexibility in curriculum implications. Teachers wanted to fulfill students’ needs and
interests. Thus, it is necessary for school leaders to minimize the constraints or barriers on
curriculum, course syllabus design, assessment, and limited time. To narrow these constraints
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down and minimize them, school leaders or administrators should promote teachers’
participation in curriculum application and curriculum arrangement. As some teachers faced
large students in one class and found it challenging to cover lesson materials within limited
times, administrators should consider this because that might lead to ineffective language
teaching and learning. Therefore, both teachers and school leaders must view how to minimize
the factors that constrain teacher autonomy to make teaching and learning more effective and
efficient, which brings a meaningful learning environment with opportunities for students to
become autonomous lifelong learners.
Since teachers in this study mentioned that the constraints are based on students’ interests
and needs, administrators must review how to enhance teachers’ role as front curriculum
designers contributing to individual learners’ diverse needs to develop better curriculum design,
course syllabus, and lesson planning. It might be problematic for school leaders to provide
considerable freedom to teachers in curriculum designing and implementation, reducing
insufficient time for lesson delivery, and making creative lesson planning because these
constraints can decrease individual and collective autonomy in language teaching. It reflected a
greater need to engage teachers in different activities in the school and to input certain teacher
autonomy when enacting the curriculum, considering what would be the best interests and needs
of students in language learning. Encouraging learners’ creativity, promoting the relevance of the
curriculum to students, and developing teachers’ flexibility in the curriculum implementation, is
constrained by educational practice that impacts low levels of happiness and interest in teaching
and learning. Therefore, to reduce constraints and enhance successful language teaching and
learning, school leaders or administrators should reconsider high levels of standardization on
teaching practice that might disempower teachers’ autonomous teaching and learners’
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autonomous learning. Furthermore, teachers should be welcomed and invited to design
curriculum, instructional practice, and learning outcomes. Otherwise, teacher autonomy and the
opportunities for students to become autonomous learners may be constrained by the time when
teachers sacrifice learners’ interests and need to satisfy the school requirements.
Recommendations of the Study
The findings and discussions of this study support many recommendations for ELT
teachers, administrators, policymakers, and school leaders who desire to improve their
organization and teachers’ professional development and for future researchers in the area of
teacher autonomy in English language teaching-learning, especially in Thai context.
For Teachers of English
The significant thing for teachers is to use their autonomy effectively to self-direct their
professional development and promote students' autonomous learning. Moreover, this finding
suggested that some teachers who do not have the freedom should improve their teaching by
applying diverse techniques that best suit learners’ needs and interests and self-reflections on
instructions to increase the development of teacher autonomy and to be granted autonomy by the
school leaders. Thus, through developing capacity, freedom, and control over their teaching,
teachers should enhance their innovativeness and creativity that can defeat the dark which blocks
learners’ autonomous learning and bring the light by breaking down the barriers that obscure
learners’ success in language learning. Furthermore, teachers should not be demotivated and
discouraged from the constraints but should hold precious attitudes of mindset for almost the
benefit of losing to administrators and policymakers.
Teachers should engage in the conversation related to curriculum designing and teacher
autonomy to promote successful language teaching and learner-centered teaching approaches to
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improve students’ academic achievement. Therefore, teachers should expand their role in
applying autonomy to act effective and innovative teaching performance with control over their
teaching conditions, including curriculum, teaching strategies, materials resources, lesson
planning, and assessment.
Teachers can exercise teacher autonomy with appropriate structure, and freedom can't
extend highly structured and standardized curricula with materials that increase teaching
standards and learners’ achievement. As a result, teachers should take accountability and
responsibility for developing a curriculum where teachers can experience empowerment and
flexibility in implementing course content.
To most effectively enhance teaching and learning, teachers must develop their capacities
and self-efficacies with more autonomous practice in the classroom. Accordingly, teachers can
improve their awareness of the importance of teacher autonomy and how to promote it
throughout their teaching profession, which will bring numerous benefits to students and the
classroom language learning environment.
It is vital to note that teachers can overcome or minimize the factors that constrain their
daily teaching practice by enhancing teachers’ rights, freedom, and capacity and building an
effective teaching method within the confines of the community. Likewise, choosing materials
that are up to date that can develop students’ autonomous learning skills. Thus, it is called the
quality of a victorious teacher who can create opportunities and success no matter what obstacles
they face in 21st-century language teaching classrooms.
For Administrators
School leaders or educational administrators should hold workshops or seminars for
teachers to assist them in implementing course content (curriculum). Besides, administrators
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must offer opportunities and flexibility to teachers in decision-making regarding the scope of
instructional practice. Therefore, educational administrators should develop more opportunities
for teachers to exercise more autonomy in their teaching to fulfill students’ interests and needs
and minimize standardized educational practices that constrain teachers’ instructional decisionmaking. Moreover, administrators should let them get involved in course delivery, curriculum
design, making decisions on materials of textbooks to be used, setting assessment criteria, and
selecting teaching objectives, content, and topics skills teaching in their classes. Teachers should
be allowed some flexibility in curriculum implications and customize the course content based
on diverse students’ needs and interests.
There are some necessities for administrators to put into practice; educational
administrators should be reflecting more on supporting teacher autonomy by offering teacher
professional development programs, professional sharing, teachers’ selection, and compilation of
teaching materials based on students’ interests and needs which are appropriate for them,
teachers’ collaboration, and participation in educational leadership practice.
According to the findings, it is essential to note that teacher autonomy is vital for
students’ autonomous learning. Teacher autonomy is like a smooth bridge where students can
easily pass through to the other side of the river called ‘learner’s autonomous life-long learning.’
Therefore, educational administrators should promote teacher autonomy and reduce or minimize
the constraints to build a brighter and more tremendous university success, support teachers’
teaching most effectively and conveniently, and improve students’ autonomous language
learning. To conclude, teachers should be offered chances and opportunities for professional
growth as professional development to put teacher autonomy into practice effectively.
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For Further Study
A recommendation for further study raised by the research findings is to conduct more
similar teacher autonomy studies. Especially in the Thai context, extending and strengthening the
reliability of the conclusions of other university settings with a larger scale or more population
would be able to make the results more generalizable.
Another future direction is to focus on an empirical study that could provide more
grounded evidence and information about perceived teacher autonomy and its actual practice in
the classroom. How does teachers’ perceived autonomy impact their capacity and role in helping
students become effective and autonomous lifelong learners? It would be worth moving the
study forward beyond survey questionnaires when examining teacher autonomy and its
constraints in English language teaching. Furthermore, exploring the importance of teacher
autonomy issues in another educational context in Thailand should be explored to see how ELT
teachers perceive TA and its necessity.
Moreover, the investigation of what pedagogical strategies best support teachers to
minimize the factors that constrain their autonomous teaching and how administrators are best
involved in reducing constraints will facilitate teachers to implement those strategies to defeat
constraints consistently. Administrators’ perception of a schoolwide influence at the school-level
autonomy related to teachers’ perceived level of autonomy could be carried out. Lastly, the
findings suggest that further studies about teacher autonomy, working conditions, and teachers’
satisfaction should be conducted in language teaching. Thus, recommendations for future
research is to focus on teacher autonomy in the sense of teachers’ development as a learner and
its impacts on students’ learning success (refer to Smith’s TA framework). And TA of English
teachers in regular programs (not in international universities) and teachers in schools should be
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compared to investigate their level of perceived autonomy teacher autonomy and factors
promoting or hindering TA. Lastly, a study comparing a relationship between TA and other
variables could be examined: LA (learner autonomy) or students’ achievement.
Limitations of The Study
This research has been interesting and has proven about the level of teacher autonomy
and its constraints, but there were still some limitations found during this study.
First, this study was conducted at only one international university which limited the
population of the study. Thus, the respondents who participated in this study were 32 which was
a very small number. Therefore, the findings of the study do not represent higher population of
English language teachers at an international university. Furthermore, it should be noted that not
all teachers at the targeted organization answered the survey though it was easily accessible
online and could be done anytime at their free time. Thus, the expectation of the researcher to get
a large number of the participants in this study was not fulfilled. Second, some teachers who
answered the survey skipped the open-response questions which were left in empty. Thus, the
researchwe found it difficult to obtain more detail and insightful information from every single
teacher who participated in this study.
Conclusion
Regarding the first research question 1, the findings revealed that teachers perceived that
they had moderate level of autonomy because teachers had to follow a prescribed curriculum and
work under team-teaching with a course supervisor.
Moreover, teachers indicated that teacher autonomy is a key to their teaching success,
and they are aware of its importance. It helps teachers improve their teaching profession and
increase students’ language proficiencies. Thus, teachers want more freedom to customize course
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syllabus and curriculum according to diverse students’ needs and interests in the classroom and
to make independent decisions because teachers are the ones who closely connect with students.
However, some teachers stated that they did not have enough freedom and were not aware of
teacher autonomy and its importance as they had to follow the prescribed curriculum by the
school.
Teachers encountered some barriers in their teaching since teachers were not allowed to
freely select course content to be taught (what to teach) and different strategies to teach (how to
teach) which meant that the role of teachers in selecting textbooks or curriculum implementation
as a team-supervisor prescribes the syllabus. Besides, teachers are not allowed to use assessment
criteria as they like to evaluate students’ progress because every teacher had to teach in line with
team-teaching under a course supervisor’s guidelines. Teachers identified the following
constraints: time limitations, strict and harsh evaluations and requirements, and an inflexible and
standardized curriculum. However, teachers can select teaching methods and materials, make a
lesson plan, and manage the classroom with autonomy. Therefore, teachers should be more
autonomous and flexible in teaching, curriculum, assessment, and decision-making.
Thus, these findings might be helpful to administrators to develop and promote the level
of teacher autonomy and its implementation in their university as well as in the process of
decision making regarding how to let teachers get involved in curriculum designation. Besides,
these findings on TA constraints could help administrators and school leaders to minimize the
factors that constrain teachers’ effective and autonomous teaching. In specific, this study is based
on ELT teachers in a department at an international university, the findings would be helpful for
the department to notice teacher autonomy, its importance, and its constraints, how TA is
applied, what level of TA has been implemented, and what constraints are encountered by
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teachers. Besides, these findings help individual teachers know or become aware of their level of
autonomy, its importance, and constraints as they are trying to create more space for autonomy
to develop learners’ English proficiency based on students’ needs and interests and make them
autonomous learners.
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The Questionnaires on The Level of Teacher Autonomy Perceived by English Language
Teachers at an International University in Bangkok, Thailand
Dear Teachers,
My name is Ashin Khemavamsa, and I am a graduate student at Assumption University,
Thailand. This study is being conducted to complete my master’s degree in Arts in English
Language Teaching.
This questionnaire is designed to collect data and examine the level of teacher autonomy
perceived by ELT teachers working at an international university in Bangkok, Thailand. Please,
read the instruction and each statement carefully and answer all the questions in this survey
based on your actual English teaching practice. There are no correct or incorrect answers. The
researcher is merely interested in your personal point of view. All responses to these
questionnaires are entirely confidential and used for research purposes only. Your response will
make an essential contribution to this research. Thank you for your cooperation.
Personal Information
Instruction: Please, provide your personal information for each statement by making a tick  on
the box.
1.

Your age

 20 – 25

 26 – 30

 31 – 35

 36 – 40

 40 – 45

 46 – 50

2.

Your Gender

 Male

 Female

3.

Your Nationality

______________________________

4.

Your experience as an English language teachers

1–4

 5–9

 10 – 14

 15 – 19

 20 – 24

 25+

5.

Your Education Level and Highest qualification

 Certificate

 Diploma

 Bachelor

 50+

164
 Master
6.

 Doctorate

 Other

Your majors
 Engineering

 ELT

 MEd



Business
 Science

 Math

 Computer Science or Technology  Other

Part - II: The Level of Teacher Autonomy Perceived by English Language Teachers

following box.
Strongly agree

=5

Agree

=4

Uncertain

=3

Disagree

=2

Strongly disagree = 1
No.

Items

Endorsement
4
3
2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5
Instructional materials.
1
I am allowed to use supplementary materials to accelerate
student learning.
2
I am allowed to use diverse materials to maximize student
learning.
3
I am not expected to use a specific coursebook routinely;
therefore, using a wide range of materials is advocated in
my school.
4
I don’t have to follow specific criteria prepared by the
school while selecting coursebooks for my students
5
I can make decisions on instructional materials that I use to
support struggling learners
6
I am allowed to select instructional materials for my
teaching
7
I am invited to evaluate the appropriateness of pedagogical
materials supplied to/available in the school relevant to my
subject.
Teaching methodology
8
l am allowed to employ methods and approaches to

165
teaching I find useful
9
I have some say in the extent to which I use educational
technology in the teaching-learning process.
10
My school doesn’t expect me to use a traditional teaching
method where students sit in rows, and I take center stage.
11
I am allowed to deliver student-centered lessons where I
decide on the development of skills and practices that
promote lifelong learning and independent problem-solving
12
I have the freedom to use methodologies and environments
that engage students in active and exploratory learning.
13
I can adopt an eclectic approach to teaching, where I
combine the best elements of different schools of
philosophy.
14
In my teaching, I have the freedom to use imaginative
approaches to make the teaching-learning process more
interesting and effective
Course content
15
I can decide on the language skills I teach in my class
16
I can determine how content is sequenced/delivered in my
class.
17
I can choose the content for the lessons I teach
18
I have the freedom to set objectives for my teaching
19
I am expected to teach the content in the coursebook to
ensure my students’ progress.
20
I don’t have to follow the content in the coursebook strictly
21
Selecting activities/tasks for my lessons is my sole
responsibility
Lesson planning
22
I can make modifications to the structure of the lesson plan
template in my school.
23
I have the freedom to include whatever information I want
in my lesson plan.
24
I can decide on the format of my lesson plans
25
l am not required to prepare my lesson plans in a specific
format.
26
I don’t have to follow strict guidelines (set by IELE) while
completing my lesson plans
27
I can choose to prepare lesson plans only for a specific
number of classes a week
28
I have some say in the learning objectives for my lessons

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5
5

4
4

3
3

2
2

1
1

5
5
5

4
4
4

3
3
3

2
2
2

1
1
1

5
5

4
4

3
3

2
2

1
1

5

4

3

2

1

5

4

3

2

1

5
5

4
4

3
3

2
2

1
1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1
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and can identify these for myself
Assessment
29
I have freedom in promoting self-assessment among my
students
30
My school allows me to decide how many tests I must
administer in my classroom.
31
I have freedom in designing formative tasks to prepare my
students for summative assessment
32
I can establish my own criteria for assessing my students’
performance
33
I have freedom in promoting peer assessment among my
students
34
I can design my own tests to check my students’
knowledge.
35
My school doesn’t set assessment criteria that must be
adhered to whenever I assess my students.
Curriculum
36
My school encourages me to suggest changes/modifications
to the curriculum to improve the functioning of the school.
37
I am invited to contribute to discussions regarding the
implementation of the school curriculum.
38
I can propose changes to my school teaching policies
39
Curricular decisions regarding formative assessment and its
implementation in my classroom are within my control.
40
I am not expected to use the same teaching materials as my
colleagues to ensure consistency /uniformity across all
groups in the same grade.
41
I am invited to check whether the school curriculum meets
the needs of my students and enhances their choice through
partnerships that function through the efficient and effective
use of the resources available
42
I am involved in the process of evaluating the school
curriculum; the process is not limited to the management
team.
Classroom Management
43
I am not required to follow a class reward system set by the
school to motivate students.
44
I have the freedom to use English all the time in the
classroom
45
I have the freedom to promote healthy competition among

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5
5

4
4

3
3

2
2

1
1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1
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46
47
48
49

my students
I want students to sit in rows; I can use other seating
arrangements during my lessons.
I can establish classroom work procedures for all my
lessons
I can set standards of behavior that my students must follow
in the classroom.
I have the freedom to decorate my classroom the way I
want

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1
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The Questionnaires on The Level of Teacher Autonomy Constraints Faced by English
Language Teachers while working at an International University in Bangkok, Thailand
This questionnaire on the level of teacher autonomy constraints is a part of my research
project. All your answers will be confidential and used only for the purposes of this research. I
greatly appreciate your time and help in completing the questionnaire.
Dear Teachers,
My name is Ashin Khemavamsa, and I am a graduate student at Assumption University,
Thailand. This study is being conducted to complete my master’s degree of Arts in English
Language Teaching. This questionnaire on teacher autonomy constraints is part of my research
project. All your answers will be confidential and used only for the purposes of this research. I
greatly appreciate your time and help in completing the questionnaire.
Instruction: Please state how much you agree with each statement by making a tick () on the
following box.
Strongly agree

=5

Agree

=4

Uncertain

=3

Disagree

=2

Strongly disagree = 1
Teacher Autonomy Constraints Investigation
No.

Items

Endorsement
5

Teaching Methodology Constraints
1 * I have inadequate supplies of technological aids to assist
my teaching.
2
I can select the teaching methods and strategies I will use
with my students.

4

3

2

1

5

4

3

2

1

5

4

3

2

1
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3*

I have insufficient freedom to create suitable and interesting 5
class activities and learning media in my class.
4
I can make my own decision about which teaching
5
approach I want to use.
Course Content (curriculum) Constraints

4

3

2

1

4

3

2

1

5*

Course content is highly structured, and course content is
5
too loaded with too much to cover.
Course content does not provide activities to meet the needs 5
of slow, average, or fast learners.
In my teaching, I use my own guidelines and procedures.
5

4

3

2

1

4

3

2

1

4

3

2

1

In my situation, I have little say over the content and skills
that have been selected for my teaching.
Most parts of the content that I teach in my class are
determined by myself.
I can choose most parts of the materials used in my class.

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

I am able to manage a classroom independently by myself.

5

4

3

2

1

18 * I have little say in over-scheduling the use of time in my
classroom.
19 * I have difficulty arranging the classroom to enhance
learning activities.
20
Standards of behavior in my classroom are set primarily by
myself.
Assessment Constraints

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

6*
7
8*
9
10

Lesson Planning Constraints
11 * It is not easy to make lesson plans according to the
curriculum guidelines and design lesson plans related to
students’ interests and needs.
12 * I have insufficient lesson activities prepared due to lake of
resources and time for my teaching.
13 * I do not have the opportunity to choose my own teaching
and learning materials to design lesson plans that best suit
diverse students’ education levels.
14 * I am not clear about the detail of the curriculum and
textbook to make lesson plans.
15 * I do not have enough support in terms of materials,
equipment, and resources from the school.
16
I have the freedom to design the lesson plan.
Classroom Management Constraints
17
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21 * I have little say in using various assessment methods to
evaluate students’ learning performances.
22 * I have little control over choosing appropriate activities to
assess students' learning.
23 * I have difficulty constructing appropriate tests and
questions for evaluating students' learning.
24 * I have difficulty making and administering different types
of tests.
25
My class's evaluation and assessment activities are selected
by people other than myself.

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

THANK YOU SO MUCH FOR YOUR COOPERATION
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APPENDIX C
Open-response questions
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Open-response Questionnaires
Please, read the questions carefully and answer these open-response questions based on
your current actual English teaching situation. Your response will make a significant
contribution to this research study.
1. How do you define teacher autonomy? What metaphors do you use to describe teacher
autonomy? Please explain it in your own words.
------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------2. Are you aware of teacher autonomy in your English teaching and learning context? Why/
Why not?
-----------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------3. Can you identify your teaching constraints in your teaching profession regarding teacher
autonomy?
------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------4. Do you believe that you are an autonomous teacher? Why/Why not?
-------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------
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APPENDIX D
The Index of Item-Objective Congruence (IOC)
Teacher Autonomy Constraints Questionnaire

175
Index of Item-objective Congruence
The rating of each statement on teacher autonomy constraints questionnaires are:
The statement taps objectives- Yes (1)
Uncertain or Unclear- (0)
The statement does not tap objectives- No (1)
No

Objectives

Opinion scores of experts
Expert
(2)

Total
Expert Score
(3)

IOC Content
value validity

To identify the teachers’
1
difficulties in creating suitable and
interesting class activities and
learning media in their class.
2
To identify the teachers’
1
difficulties in having enough
technological aids to assist their
teaching.
3
To identify the teachers’
0
difficulties in deciding which
teaching approach they want to
use.
4
To identify the teachers’ freedom 1
in choosing teaching methods and
strategies.
Course Content (curriculum) Constraints

1

1

3

1

Yes

1

1

3

1

Yes

1

1

2

0.67

Yes

1

1

3

1

Yes

5

1

1

0

2

0.67

Yes

1

1

1

3

1

Yes

0

1

1

2

0.67

Yes

1

1

0

2

0.67

Yes

0

1

1

2

0.67

Yes

Expert
(1)
Teaching Methodology Constraints
1

6

7

8

9

To identify whether the course
content is highly structured, too
loaded, and has too much to
cover.
To identify whether course
content provides activities to meet
the needs of slow, average, or fast
learners.
To identify whether the teachers
have the freedom to use their own
guidelines and procedures.
To identify whether the teachers
have freedom in selecting the
course content and skills.
To identify whether the teachers
can determine what they want to
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teach in their class.
10

To identify whether the teachers
have the freedom to choose their
teaching materials.
Lesson Planning Constraints
To identify whether the teachers
have difficulties making lesson
plans according to the curriculum
guidelines and designing lesson
plans related to students’ interests
and needs.
12
To identify whether the teachers
have difficulties preparing
sufficient lesson activities for their
teaching.
13
To identify whether the teachers
can choose their own teaching and
learning materials and can design
lesson plans that best suit diverse
students’ education levels.
14
To identify whether the teachers
have a clear understanding of the
detail of the curriculum and the
textbook content to make lesson
plans.
15
To identify whether the teachers
have enough support in terms of
materials, equipment, and
resources from the school.
16
To identify whether the teachers
have the freedom to design lesson
plans.
Classroom Management Constraints

0

1

1

2

0.67

Yes

1

1

1

3

1

Yes

1

0

1

2

0.67

Yes

0

1

1

2

0.67

Yes

0

1

1

2

0.67

Yes

1

1

0

2

0.67

Yes

1

1

1

3

1

Yes

0

1

1

2

0.67

Yes

1

1

1

3

1

Yes

11

17

18

19

To identify whether the teachers
have the ability to manage the
classroom independently by
themselves.
To identify whether the teachers
have control over the scheduling
of use of time in their classroom.
To identify whether the teachers
have difficulties arranging the
classroom to enhance learning
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activities.
20

To identify whether the teacher
participants have control over
setting standards of behaviors in
their classroom by themselves.
Assessment Constraints
21
To identify whether the teacher
participants have control over
various assessment methods to
evaluate students’ learning
performances.
22
To identify whether the teachers
have the freedom to choose
appropriate activities to assess
students’ learning.
23
To identify whether the teachers
have difficulties constructing
appropriate tests and questions for
evaluating students’ learning.
24
To identify whether the teachers
have difficulties making and
administering different types of
tests.
25
To identify whether the teachers
have freedom and control over
selecting the evaluation and
assessment activities by
themselves in their class

1

1

1

3

1

Yes

1

1

1

3

1

Yes

1

1

0

2

0.67

Yes

1

1

1

3

1

Yes

1

1

1

3

1

Yes

1

1

1

3

1

Yes

Overall, the content validity of questionnaires on teacher autonomy constraints comprising 30
items was 0.73. In addition, after removing items 1,2,13,14,24, and 25, which were unaccepted
for the content validity, the content validity of 25, including one new statement 16, “I have the
freedom to design the lesson plan,” added as the suggestion of experts, items were 0.84.
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APPENDIX E
The Index of Item-Objective Congruence (IOC)
Open-response questionnaire
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Index of Item-objective Congruence
The rating of each statement on open-response questionnaires are:
The statement clearly taps objectives- Yes (1)
Uncertain or Unclear- (0)
The statement does not tap objectives- No (1)
No

Objectives

1

To identify the teacher
participants’ knowledge and
understanding of teacher
autonomy.
To identify the teacher
participants’ knowledge and
understanding of the importance of
teacher autonomy in their English
language teaching and learning
context.
To identify the factors that
constrain teachers’ teaching
regarding teacher autonomy.
To identify whether the teacher
participants are autonomous in
their teaching.

2

3

4

Opinion scores of experts
expert
1

expert
1

Total
expert Score
1
3

IOC Content
value validity
1

Yes

1

1

1

3

1

Yes

1

1

1

3

1

Yes

1

1

1

3

1

Yes

Overall, the content validity of open-response questions for students comprising four items is 1.
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APPENDIX F
Additional Information of Reliability
Teacher Autonomy Constraint Questionnaires
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Additional Information of Reliability (TAC Questionnaires)
After pilot study was conducted, its data were analyzed through statistical program, but
some respondents’ answers to the questionnaire were needs to be changed. Thus, it should be
noted that there were five main sections consisting of 25 items to explore the teacher autonomy
constraints of English language teachers. Participants were required to determine how each
statement reflects the degree of teacher autonomy constraints in their teaching. Each statement
was measured on a five-point Likert scale of 1-5, ranging from 1 for ‘strongly disagree’ to 5 for
‘strongly agree.’ Moreover, there were 16 negative-meaning statements, i.e., no.
1,3,5,6,8,11,12,13,14,15,18,19,21,22,23, and 24. As some teachers rated positive in negative
statement, all these item scores were converted, and an asterisk indicated this when reporting the
findings, as shown below:
Mean and Std. Deviation of Each Statement
No

Mean

St. Deviation

I have inadequate supplies of technological aids
to assist my teaching.
2
I can select the teaching methods and strategies
I will use with my students.
3*
I have insufficient freedom to create practical
and exciting class activities and learning media
in my class.
4
I can make my own decision about which
teaching approach I want to use.
Course Content (curriculum) Constraints

2.00

.632

21

3.67

1.238

21

1.86

.573

21

3.71

1.271

21

5*

1.76

.625

21

1.86

.793

21

3.38

1.203

21

1.67

.658

21

Teaching Methodology Constraints

1*

6*
7
8*

Course content is highly structured, and course
content is too loaded with too much to cover.
Course content does not provide activities to
meet the needs of slow, average, or fast learners.
In my teaching, I use my own guidelines and
procedures.
In my situation, I have little say over the content
and skills that have been selected for my
teaching.

N
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9

Most parts of the content that I teach in my class 2.57
are determined by myself.
10
I can choose most parts of the materials used in 3.48
my class.
Lesson Planning Constraints

1.248

21

1.167

21

11*

1.81

.750

21

1.81

.602

21

1.76

.436

21

1.76

.768

21

1.95

.740

21

3.71

1.102

21

I am able to manage a classroom independently
by myself.
18* I have little say over the scheduling of use of
time in my classroom.
19* I have difficulty arranging the classroom to
enhance learning activities.
20
Standards of behavior in my classroom are set
primarily by myself.
Assessment Constraints

3.76

1.261

21

2.00

.632

21

1.76

.700

21

3.95

.669

21

21*

2.29

.644

21

2.05

.590

21

2.10

.625

21

2.10

.700

21

1.90

.539

21

12*
13*

14*
15*

16

It is not easy to make lesson plans according to
the curriculum guidelines and design lesson
plans related to students’ interests and needs.
I have insufficient lesson activities prepared due
to lake of resources and time for my teaching.
I do not have the opportunity to choose my own
teaching and learning materials to design lesson
plans that best suit diverse students’ education
levels.
I am not clear about the detail of the curriculum
and textbook to make lesson plans.
I do not have enough support in terms of
materials, equipment, and resources from the
school.
I have the freedom to design the lesson plan.

Classroom Management Constraints
17

22*
23*
24*
25

I have little say in using various assessment
methods to evaluate students’ learning
performances.
I have little control over choosing appropriate
activities to assess students' learning.
I have difficulty constructing appropriate tests
and questions for evaluating students' learning.
I have difficulty making and administering
different types of tests.
My class's evaluation and assessment activities
are selected by people other than myself.
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APPENDIX G
Experts’ Comments and Suggestions
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Comments and Suggestions of Experts
According to the experts’ comments and suggestions, the following original statements
were removed due to invalidity.
Statement
Question
1
I have difficulty in using appropriate
teaching techniques to achieve the
lesson objectives.

2

13

14

24

I do not have enough resources, so I
rarely use a variety of materials in my
teaching.

Score
-1

-1

Experts’ comments
What if the difficulty
comes from teachers’
personal problems, e.g.,
lack of know-how, lack of
time, sickness, burnouts,
etc.? Can the item include
the situations that others
control teachers?
Comment is the same as
statement.

0

I rewrite your statement,
but I’m not sure whether
it’s what you want” from
expert 1.

For my teaching, I am not provided
with enough resources to prepare
curriculum, materials, e.g., lesson
plans or modules.

0

Are the objectives for
item-10 and 13 the same?
If they are, you can choose
10 or 13, not both” from
expert 2.
When you use the word
“curriculum,” it confuses
me. Do you mean
“teaching materials?” from
one expert 1.

Students are not attentive and
responsive during the class activities.

-1

The content and skills taught in my
class are those I select”

Verify the language use –
‘prepare curriculum
materials.’ prepare to
conduct the lesson plans or
teaching modules
according to the
curriculum. Or what? Is
this item intentionally in
repetition with Item 19?”
from expert 2.
I think you may need to
rephrase this sentence.
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25

It is difficult to hold the attention of
students throughout the whole period
of class.

Statement Original statement

I don’t think this relates to
classroom management
constraints. It looks like a
student’s motivation to me.

-1

Modified
statement

Score
1

3

5

In my situation, I
encounter difficulties
determining suitable and
interesting class
activities and learning
media in my class.

I am free to be creative
in teaching approach.

In my situation, I
have insufficient
freedom to create
suitable and
interesting class
activities and
learning media in
my class.

I can make my
own decision
which teaching
approach I want
to use.

(After
revising this
statement as
suggested by
these two
experts, the
statement
was sent
back to them
to check the
validity, and
two experts
gave ‘Yes’ to
that
statement)
1

Experts’
Comments
Item 3 sounds
redundant with
Items 1 and 2.
Suggestion:
Change “I
encounter
difficulties” to “I
have insufficient
freedom” from
expert 1.
To determine and
to create may not
mean the same”
from expert 2.

Change to this
(The
“I can make my
objective of
own decision
that
which teaching
statement
approach I want
was revised
to use” from
and sent back expert 1.
to that expert
to recheck
Did you mistype
validity and
the objectives?”
got ‘Yes)
from expert 2.

In the first dimension of “teaching methodology constraints,” only two valid questions
were left, which was not enough to conduct the questionnaires. Thus, statements 3 and 5 were
remodified as the experts’ suggestions and resend back to them, and they were rated ‘Yes.’
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APPENDIX H
Detail of Experts in questionnaire and Open-response questions
Index of Item-objective Congruence
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Expert 1
DR. PRANNAPHA MODEHIRA
Academic Rank-Associate Professor
Highest Degree- Ph.D.
Field of Degree- Linguistics
Work Position- Assoc Prof at Assumption University
Address- Assumption University, Huamak Campus, Bangkok, Thailand.
Expert 2
DR. TANISAYA JIRIYASIN
Academic Rank- Assistant Professor
Highest Degree- Ph. D
Field of Degree- English as International Language (EIL)
Work Position- Asst. Prof at North Bangkok University
Address- North Bangkok University, Bangkok, Thailand.
Expert 3
DR. NIDA BOONMA
Academic Rank- Program Director
Highest Degree- Ph.D.
Field of Degree- English Language Teaching (ELT)
Work Position- Program Director of IELE at Assumption University
Address- Assumption University, Suvarnabhumi Campus, Bang Na, Bangkok, Thailand.
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Appendix I
Inter Coder Correlation Test

189
Tests of Normality
Kolmogorov-Smirnova

Shapiro-Wilk

Stati
stic

df

Sig.

Statistic

df

Sig.

Coder 1

.091

32

.200*

.938

32

.065

Coder 2

.108

32

.200*

.965

32

.373

*. This is a lower bound of the true significance.
a. Lilliefors Significance Correction

Correlations

Spearman's rho T

Coder 1

Coder 2

1.000

-.505**

.

.003

32

32

-.505**

1.000

.003

.

32

32

Correlation
Coefficient
Sig. (2-tailed)
N

C

Correlation
Coefficient
Sig. (2-tailed)
N

**. Correlation is significant at the 0.01 level (2-tailed).
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