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Abstract 

This study explored the reflective practice of EFL (English as a Foreign Language) teachers regarding 
instructional behaviors that support student autonomy in classroom teaching. Employing narrative inquiry, 
the researchers in this research centered around the teacher's stories and experiences in the EFL context. The 
participant, an experienced EFL teacher, was purposively selected for their extensive teaching background. 
Data collection involved semi-structured interviews and classroom observations. Analysis was conducted 
using an interactive model. The findings indicate that with higher levels of student education, the teacher 
tended to implement less autonomy-supportive instructional behavior (ASIB), believing that more advanced 
students are capable of self-directing their learning. While ASIB (Autonomy-supportive instructional 
behavior) significantly impacts student satisfaction and motivation, it has a modest effect on academic 
achievement at the tertiary level. The study suggests that instead of reducing ASIB (Autonomy-supportive 
instructional behavior) for certain educational levels, pedagogical strategies should be tailored to 
appropriately incorporate ASIB (Autonomy-supportive instructional behavior) across different stages of 
education, recognizing the varying needs for autonomy support. 

Keywords: Reflective practice, autonomy-supportive instructional behavior, EFL context, narrative inquiry. 
 

INTRODUCTION 
This research was inspired by the issue of school closures during the Covid-19 

pandemic, which transformed face-to-face classroom learning into online education from 
home. A survey conducted by the Alvara Research Center, as cited in Sumardi and 
Nugrahani (2021), reveals that over 50 percent of respondents supported school closures 
due to concerns about virus transmission, leading to the continuation of the teaching and 
learning process online. These abrupt changes to learning conditions impacted various 
stakeholders, particularly students and teachers. Challenges such as reduced student 
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engagement, uncertainty about students' comprehension of learning content (Tarrayo et 
al., 2023), and a lack of technological proficiency among teachers and students (Puspitasari 
et al., 2021) emerged as significant drawbacks of this shift to online or flexible learning.  

In Indonesia, Sumardi and Nugrahani (2021) conducted research on pedagogical 
strategies to adapt to Emergency Remote Teaching (ERT), finding that students with lower 
academic abilities often struggled with discipline in virtual classes and that there was 
reduced teacher control over students. The main challenges in online teaching and learning 
during the Covid-19 era included the learners' limited ability to self-regulate and teachers' 
diminished control over their students. Autonomy, defined by Benson (2013) as the 
capacity to control one's own learning or teaching, became a critical requirement to 
address these challenges. Chik and Benson (2020) also emphasized the crucial role of 
autonomy in successful teaching and learning amid the Covid-19 pandemic, as it allows 
students to manage their learning in these unprepared conditions. 

In the recent post-pandemic era, educational settings have largely returned to in-
person classroom teaching and learning. Despite this shift, the role of autonomy in 
language learning remains paramount. Benson (2013) argues that autonomy is not only a 
legitimate but also a desirable goal in language education, empowering students to control 
their learning in various conditions and situations. Recognizing its significance, extensive 
research has been dedicated to fostering learner autonomy. This includes exploring 
learner-based approaches (Ding & Yu, 2022; Ozer & Yukselir, 2023; Tuan, 2021) as well as 
teacher-based approaches (Alrabai, 2021; Syafryadin et al., 2022; Artini et al., 2022; 
Alwasidi & Alnaeem, 2022), all aimed at promoting autonomy from both teacher and 
learner perspectives.  

However, this research specifically concentrates on teachers’ role in supporting 
learner autonomy. Reeve and Cheon (2021) have highlighted that student engagement and 
prosocial behavior are often most pronounced in classrooms where students experience 
motivational satisfaction. Classroom dynamics, as Ryan and Deci (2017) and Hattie (2008) 
suggest, play a crucial role in influencing student motivation and learning outcomes, with 
the teacher’s motivational style being a key factor. Among various instructional practices, 
those that support autonomy are considered the most impactful. Thus, this study 
emphasizes the importance of teachers’ autonomy-supportive instructional practices in 
fostering learner autonomy. 

Extensive research has been conducted on the practices of teacher autonomy 
support aimed at fostering learner autonomy. Studies report that such support from 
teachers significantly enhances autonomous motivation and perceived competence in 
learners, as mentioned by Ruzek et al. (2016). This, in turn, has been linked to increased 
enthusiasm for learning, as illustrated in Jeno et al. (2023). Additionally, autonomy support 
has been shown to bolster a growth language mindset, enabling learners to feel more 
competent and comfortable while learning the English language, as found by Zarrinabadi et 
al. (2021). Regarding teachers, research indicates that allowing teachers to exercise 
decision-making autonomy positively influences their creative thinking, metacognition, and 
self-efficacy. These attributes are crucial for improving teachers’ ability to support learner 
autonomy, as highlighted in Orakci and Durnali (2023). 

Previous studies have primarily concentrated on how teachers’ autonomy-
supportive practices influence student achievement. However, if we prioritize the 
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development of autonomy in formal learning, conscious reflection becomes crucial from 
the outset, as all formal learning stems from deliberate intention (Little, 1996). 
Consequently, reflection is integral to fostering learner autonomy. Despite its importance, 
there has been limited research exploring teachers’ reflections on their practices aimed at 
promoting autonomy in English language learning and teaching. This research aims to 
bridge this gap by focusing on teachers’ reflections regarding autonomy-supportive 
practices to enhance learner autonomy. Investigating teachers’ experiences through 
reflection is vital, as Benson (2013) emphasizes the connection between reflection and 
autonomy, highlighting the cognitive and behavioral processes through which individuals 
exert control over their experiences. 

METHOD 
This research, utilizing a narrative inquiry approach, explored how teachers interpret 

their experiences in learning and teaching English through storytelling. Understanding the 
phenomenon from the teacher's perspective, as emphasized by Barkhuizen et al. (2014), is 
essential. The study focused on stories derived from the experiences of an EFL teacher at 
the tertiary level, serving as the primary data source. This approach, known as 'analysis of 
narrative' in narrative inquiry, involved examining and recounting these stories using a 
biographical method. The participant was purposively selected for their extensive teaching 
experience in the EFL context, underscoring the importance of participants' experiences in 
narrative inquiry, as they provide vital data for analysis.  

Semi-structured interviews and classroom observations were key methods for data 
collection in this study. The interview guidelines were tailored to elicit teachers' reflections 
on language learning and teaching experiences, drawing on Farrell’s (2015) concept of 
reflective practice and Cheon and Reeve’s (2021) concept of autonomy-supportive 
instructional behavior. The iterative nature of qualitative research necessitated alternating 
between classroom observations and interviews. Employing an interactive data analysis 
model as outlined by Miles et al. (2014), this qualitative research encompassed four 
fundamental steps: data collection, data condensation, data display, and drawing and 
verifying conclusions. 

In the data condensation phase, unnecessary details were eliminated, and the 
remaining data were coded and categorized into themes based on theories of reflective 
practice and autonomy-supportive instructional behavior (ASIB). The data were then 
organized into matrices for display, facilitating a compact and comprehensive 
understanding of the findings. This stage was crucial for informing subsequent analysis 
steps. The final phase involved drawing conclusions and verifying the data, which included 
rechecking and confirming findings with participants. Moreover, systematic approaches are 
essential in any research, particularly in data collection and analysis. Barkhuizen et al. 
(2014) emphasize the importance of trustworthiness, which pertains to how accurately 
narrative study findings represent the underlying realities they claim to depict. To achieve 
this trustworthiness, the researchers implemented member checking to ensure that the 
narratives produced aligned with the participants’ intended meanings. 
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FINDING AND DISCUSSION 
T1’s Philosophies About Teaching in an EFL Context 

I have been interested in English since elementary school, but the most memorable 
moment was when I had the opportunity to be a teacher for my classmates. I got 
positive feedback from my teacher. 

T1 had a memorable experience with her elementary school teacher, who played a 
pivotal role in inspiring her to become an English teacher. In her early years, T1 was 
motivated by her teacher’s behavior in class. This admiration was acknowledged by her 
teacher, who gave positive feedback on T1’s teaching practice in class. When T1 was 
assigned to practice teaching in front of her classmates, her teacher’s response was highly 
encouraging, asserting that T1 would make a good teacher. This affirmation greatly 
influenced T1's ambition to become an English teacher and led to her teacher becoming a 
role model in her teaching journey. 

Since then, I've been keen to replicate the learning strategies my teacher used in my 
own classes. Initially, I imitated these methods even before fully understanding my own 
teaching identity. 

T1's decision to view her elementary school teacher as a role model led her to adopt 
similar teaching strategies. Initially, she applied these strategies in her classes without 
much personal adaptation. However, upon realizing that she was mimicking her teacher's 
methods without considering her own unique identity, T1 began to develop and implement 
teaching strategies that were more reflective of her individual style. Despite this shift, she 
continued to incorporate some aspects of her teacher's approach. Over time, T1 
transitioned away from merely replicating her teacher's strategies to embracing methods 
that better aligned with her personal teaching identity. 

One of the teaching methods I've consistently implemented for a long time is the 
student-centered learning strategy, where the ultimate goal is for students to 
communicate effectively in English. 

T1's growing awareness of her identity and how it influences her teaching strategies 
encouraged her to focus more intently on her teaching goals. Her primary objective in 
teaching English is to help students become proficient in speaking the language. To achieve 
this, T1 has adopted learning practices that actively involve students in both teaching and 
learning activities. She makes a concerted effort to ensure that every student is engaged in 
every aspect of the English learning and teaching process in her classroom. 

T1’s Principle of Teaching in an EFL Classroom Context 

The primary aim of T1's strategy is to establish rapport with students, creating a 
connection that makes them feel safe and comfortable enough to express themselves in 
class. 

T1's belief in teaching English effectively to enhance students' speaking skills 
greatly influences her choice of classroom strategies. She is committed to fostering a 
student-centered environment where every student is actively involved in class activities. 
In her practice, T1 incorporates techniques used by her own teacher that support her in 
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connecting with her students. She believes that developing a strong teacher-student 
relationship helps make students feel at ease in expressing themselves in the classroom. 

If students feel comfortable, their speaking ability will improve, and they will not feel 
embarrassed when they make English mistakes. The essence of student engagement is 
to provide choice. Some examples of such teaching strategies are as follows. 

For T1, student comfort is key to improving their speaking abilities and reducing 
embarrassment over making mistakes in English. She views student engagement as 
essential, emphasizing the importance of offering choices. Her teaching strategies are 
designed to create a teacher-student relationship conducive to open expression. T1 asserts 
that such a relationship enhances students' English skills by minimizing their hesitation 
and embarrassment when facing difficulties in speaking English. Beyond fostering comfort, 
T1 also encourages students to be resilient in overcoming challenges and failures. To build 
this relationship, she ensures that students are involved in every learning decision, firmly 
believing that allowing students the freedom to make choices about their learning is 
crucial. 

T1's Theory About Teaching in an EFL Context 

When I taught at SMA Muhammadiyah, I implemented a task-based activity that 
involved students, the academic community, and the canteen staff. 

Rooted in T1's principle of the importance of relationship-building in the EFL 
context, she believes students should feel comfortable and engaged in learning activities. 
T1 applied this philosophy in every lesson she conducted. During her tenure at SMA 
Muhammadiyah, she put task-based learning into practice. In one such activity, T1 brought 
together students, the entire academic community, and the cafeteria staff in a collaborative 
effort to teach them how to articulate prices in English. 

Before setting the teaching curriculum, I conducted a needs analysis. My goal was to 
create an atmosphere in each departmental meeting where employees could 
comfortably interact in English. 

T1’s experience in tailoring learning environments to ensure student comfort was 
also evident when she taught English to company employees. To ensure that the learning 
was targeted and comfortable for the employees, T1 conducted a needs analysis in 
collaboration with the company's HR department before finalizing the teaching curriculum. 
Ultimately, she chose to teach in each division separately, believing that this approach 
would make the students more comfortable as they were among their divisional peers. 

While teaching at the elementary level, I gleaned valuable insights about teaching 
quality theory from colleagues and mentors. Recognizing the high energy levels of 
children and teenagers, I implemented a gamification system in my classes, while with 
my older students, I facilitated more open discussions. 

During her tenure at her current institution, T1 acquired a new perspective on 
lesson planning. She learned from her colleagues the importance of fairness to all students. 
Observing the abundant energy of her students, T1 chose to integrate gamification into her 
teaching strategy to foster enthusiasm in every learning activity. Prior to classroom 
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activities, T1 conducted a needs analysis, which informed her lesson planning. In preparing 
her lesson plans, she meticulously outlined activities, selected teaching materials, and 
determined the methods she would employ in class. Although T1 was aware that classes 
might not always proceed as planned, she consistently aimed to develop detailed lesson 
plans. 

T1’s Teaching Practices in the EFL Context 
T1 has amassed a wealth of teaching experience across various levels, including 

elementary, high school, university, and professional settings. In her teaching practice, 
several aspects of Autonomy-Supportive Instructional Behavior (ASIB) are evident, though 
not all aspects are present in every EFL teaching context she has encountered. 

I did a needs analysis before determining the teaching curriculum. One of them is 
student involvement, where I also must be fair to all students. 

One key aspect of ASIB in T1's approach is student involvement, coupled with a 
commitment to fairness for all students. The first identifiable ASIB relates to taking 
students' perspectives, a practice T1 applied while teaching at both elementary and 
professional levels. She conducted needs analyses to gain insights into each student’s 
requirements, thereby tailoring materials and activities to suit their needs. This process 
involved discussions with teaching colleagues and student representatives to decide on 
materials and teaching strategies that would not only meet students’ needs but also foster 
their enthusiasm for learning. 

When I taught at SMA Muhammadiyah, I did task-based activities involving students, 
the entire academic community, and cafeteria merchants. The activities conducted 
were debate, presentation, and discussion. Children and teenagers have enormous 
amounts of energy, so I distribute their energy with a gamification system, while my 
older students tend to open up more discussion opportunities. 

After conducting a needs analysis to understand students' perspectives and 
requirements, T1 supported their intrinsic motivation through ASIB2, which involves 
encouraging students to pursue their interests. In her practice at SMA Muhammadiyah, T1 
applied task-based activities engaging the entire academic community and cafeteria 
merchants, like exercises on mentioning prices in English. For professional-level students, 
T1 provided diverse activities such as debates, discussions, and presentations to maintain 
engagement and prevent monotony. In contrast, her approach at the elementary level 
involved a gamification system to utilize the high energy of young students. These varied 
strategies demonstrate T1's implementation of ASIB2 across different teaching levels to 
cater to each student’s needs and encourage active participation in learning activities. 

In my higher education teaching practice, I always involve students in every activity. 
Even when teaching reading for TOEFL, I strive to make learning activities engaging 
rather than just having students sit and read texts. I ask students to choose their 
groups, and each group decides what snacks to sell. I let them have this choice because 
forcing the same number of items on everyone could overburden beginners due to the 
difficulty level, affecting the effectiveness of the allotted time. The activities we conduct 
include debates, presentations, and discussions. We also play cards to review material 
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from previous sessions. I have prepared several activities, and students can choose 
what they want to do. 

After providing engaging activities, T1 allows students to choose learning activities 
that meet their needs and interests. At the high school level, she didn't offer this level of 
freedom since the learning activity was predetermined, though she did allow students to 
choose their group members and sales targets in the task-based activities. At the 
professional level, T1 offered choices among debates, presentations, or discussions, 
aligning with students' needs and interests. For elementary students, even though T1 
prepares specific activities, she remains open to modifying them based on student 
agreement and individual needs.  

Additionally, she gives elementary students the freedom to work on assignments 
either in groups or individually. This approach aims to practice the material taught using 
authentic materials, so employees learn English relevant to their field. For instance, 
personnel department employees would learn English for recruiting, interviewing, and 
development training. T1 explains the benefits of the material through student-involved 
activities. At the high school level, she taught price mentioning in English and made it 
practical by implementing buying and selling activities with the academic community and 
cafeteria merchants. For professional-level students, T1 employed a personalization 
technique to tailor the subject matter to their work field, essentially applying ESP (English 
for Specific Purposes) learning. 

Before we do a test, we should know the problem. So, after that, we can try to solve the 
problem in the reading test, especially in the TOEFL test. 

The game T1 played was themed around the challenges encountered in reading 
activities. T1 explained that these activities help students analyze problems they may face 
during the TOEFL reading test. 

The activity we just did is call it scanning. Scanning is the most important technique 
that we have to have when we read in TOEFL. 

On another occasion, T1 discussed the importance of teaching scanning techniques 
for reading comprehension in the TOEFL test, emphasizing the relevance of the material for 
students preparing for the exam. 

After students chose their groups, I observed a tendency for them to group with others 
at similar English proficiency levels. If beginner students were tasked with selling 
many items, it would take them longer than the advanced students.  

T1 applies ASIB5 in her teaching, recognizing and addressing students’ negative 
feelings during classroom activities. Whether teaching high school or elementary students, 
she noticed students preferred grouping by language ability. Recognizing this, T1 allowed 
them freedom in setting their sales targets, understanding that equal targets would be 
unmanageable for beginners compared to advanced groups. 

Why are you avoiding my eyes? It's ok. Just share your opinion. 

T1 recognized students' anxiety and fear about expressing opinions in class and 
attempted to reassure them that their contributions were valuable and not to be feared. At 
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the elementary level, T1 offers alternative activities if she senses a lack of enthusiasm for 
planned lessons. For example, if the other students find a game uninteresting, she seeks 
other engaging activities. If students appear tired, she opts for less physically demanding 
teaching methods. 

I asked them what they wanted to play, and they said they wanted to play cards. 

T1 only applies ASIB7, which involves using invitational language at the elementary 
level. When she notices students' reluctance, she offers more engaging activity options, 
asking them about their preferences in a patient and inviting manner. 

I was surprised and amused by the students' creativity. 

T1 also demonstrated patience with high school students, particularly when trading 
activities did not go as planned. She viewed these deviations as manifestations of student 
creativity, understanding that cognitive engagement, conceptual learning, and behavioral 
change take time and require her patience. 

T1's Reflection on Her Teaching Practices 
Currently teaching General English at the university, T1 faces a unique challenge. 

Her students, primarily in their second semester and from various majors, are expected to 
excel in English. However, T1 observed that students majoring in English education found 
the General English material too easy, expressing dissatisfaction and a preference for more 
advanced content, like the TOEFL program. In response to this feedback, T1 adapted her 
teaching method:  

I eventually changed my learning model from lecturing to solo micro-teaching. 

This approach involves students practicing teaching with each specified material, 
aiming to integrate English skills with essential teaching competencies for English 
Education majors. T1's strategy is not just about understanding the material but also about 
effectively delivering it to future teachers.  

I explained the indicators of good teaching quality and conducted a vote at the end of 
the class to determine the best teaching group. Therefore, it can be concluded that I 
prepare students to be ready for the professional field as a teacher. 

This method serves a dual purpose: it gauges students' comprehension of the 
syllabus and their ability to communicate this knowledge effectively. T1's goal with this 
learning model is clear: to align the coursework with the future professional roles of her 
students, particularly those specializing in English education. By focusing more on teaching 
quality indicators rather than just General English content, T1 aims to prepare her students 
for real-world teaching challenges. Moreover, T1 reflects and highlights her commitment to 
providing practical and relevant education. 

Based on T1's experiences teaching at various educational levels, she has observed 
that the Indonesian education system is still overly centralized and does not always align 
with the skills needed in the workforce. T1 emphasizes the need for more autonomy and 
flexibility in the university-level curriculum. She advocates for allowing students to choose 
their courses based on their individual needs and interests, suggesting that curriculum 
developers should offer a range of material options. 
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Furthermore, T1 believes that the integration of experts and practitioners in 
developing the curriculum would greatly enhance the relevance and effectiveness of 
English language teaching. This approach would not only cater to academic requirements 
but also bridge the gap to students' future occupations, producing graduates who are better 
prepared for the workforce. T1 concludes that both university and high school curricula 
would benefit from integration with professional fields, ensuring that education is directly 
relevant to the skills and knowledge required in the job market. Her insights reflect a desire 
to reform the education system to be more responsive to the evolving demands of the 
workplace. 

 
DISCUSSION 

The development pattern of Autonomy-Supportive Instructional Behavior (ASIB) in 
T1's teaching is shaped more by the educational level of her students than by her tenure in 
teaching. Notably, ASIB is least evident when T1 teaches professional-level students. 
Analysis of the data presented in Table 1 reveals a trend: the higher the educational level, 
the less frequently T1 employs ASIB in English language learning within the EFL context. 
This pattern suggests that as students advance in their education, they require less support 
in internalizing autonomy. This is because individuals at higher educational levels are 
typically more adept at assimilating values, beliefs, and norms from social sources and 
integrating them into their personal learning processes. Consequently, T1 believes that 
these students have a greater capacity to self-direct their learning journey. In contrast, 
younger learners, being at an earlier stage of their educational development, have a greater 
need for autonomy-supportive instructional behaviors to facilitate their learning in the 
English language. 

Table 1. T1’s implementation of ASIB in each education level 

Educational level Year 

A
S

IB
 1

 

A
S

IB
 2

 

A
S

IB
 3

 

A
S

IB
 4

 

A
S

IB
 5

 

A
S

IB
 6

 

A
S

IB
 7

 

Elementary level 2016-2018        
Secondary school level  2009-2014        

Tertiary level 2019-now        
Professional level  2014        

T1's philosophy towards English language teaching is deeply influenced by her own 
learning experiences as a young student in elementary school. The positive feedback she 
received from her teacher was a crucial motivating factor in her decision to become an 
English teacher. This type of interaction is an example of what Xie and Derakhshan (2021) 
term 'confirming communication,' where T1 felt recognized, acknowledged, and supported, 
as described by Ellis (2000). The feedback from her teacher made T1 feel valued, 
significantly boosting her motivation to learn and teach English, aligning with the 
observations of Burns and Chopra (2017). In contrast, disconfirming communication, 
characterized by a lack of feedback, ignoring student questions, and a lack of enthusiasm, 
can have detrimental effects. Ellis (2000) and Goldman and Goodboy (2014) highlight how 
such communication can make students feel undervalued and demotivated, leading to a 



 
http://e-journal.hamzanwadi.ac.id/index.php/veles/index Vol. 7, No.3; 2023 
 

 
492 

 

lack of active participation in the learning process. Thus, T1 believes that for students to be 
effectively motivated to learn English, it's crucial for teachers to ensure students feel 
valued. This can be achieved through confirming communication and avoiding 
disconfirming communication, thereby creating a positive and engaging learning 
environment that encourages active and enthusiastic student participation. 

T1's experience with confirming communication, exemplified by the positive 
feedback from her elementary school teacher, profoundly shaped her principles in teaching 
English. T1 emphasizes that the primary goal of learning English for EFL students is to 
enable them to speak the language confidently. To achieve this, she focuses on cultivating a 
positive relationship between students and teachers. T1 believes that when there is a 
harmonious relationship, both students and teachers feel comfortable and enthusiastic 
about the learning and teaching process. According to Lou and Noels (2019), students who 
enjoy their learning experiences are more likely to take initiative in their education and 
plan their activities effectively. This understanding of the emotional dynamics in the 
classroom is central to T1's approach. She recognizes the importance of fostering positive 
emotions between teachers and students as a crucial element in achieving learning 
objectives.  

T1's journey in developing her teaching philosophy also reflects her evolving 
professional identity. Initially, she was inclined to replicate the teaching strategies of her 
own teacher, finding them enjoyable and effective. However, as Derakhshan et al. (2020) 
note, a teacher's professional identity is vital in understanding their performance and 
effectiveness. This identity is intertwined with personal beliefs, self-conceptions, and 
perceived roles in the classroom. Cheung (2008) also highlights that these beliefs and 
perspectives are significant contributors to a teacher's success. Realizing her own unique 
beliefs and values, T1 gradually began to move away from simply mimicking her teacher's 
methods. She embarked on a journey of self-discovery, exploring and implementing 
teaching models that resonated more authentically with her identity and passion. This shift 
signifies T1's commitment to developing a teaching style that is not only effective but also a 
true reflection of her individuality and educational philosophy. 

T1's theoretical understanding of teaching has been effectively translated into her 
strategies within the EFL classroom context. Her approach can be categorized under 
autonomy-supportive instructional behavior (ASIB) in EFL teaching. The patterns observed 
in T1's application of ASIB across different educational levels have been informed by her 
varied teaching experiences. She noticed that the higher the educational level of the 
students she taught, the less she utilized ASIB, particularly in aspects of support 
internalization, as defined by Reeve and Cheon (2021). This aspect refers to the process of 
assimilating values, beliefs, and norms from social sources and integrating them into one's 
own identity. 

T1 applies less ASIB in the aspect of support internalization with adult students 
because she perceives them as having already developed a full set of values, beliefs, and 
social norms. Consequently, she tends to afford more freedom to adult learners in their 
educational journey. This approach is guided by the understanding that even though adult 
learners have the capacity to exercise their freedom irresponsibly, they are generally more 
capable of making informed choices. T1's pedagogical decisions in this regard are 
influenced more by practical considerations than by a philosophical stance on the 
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autonomy of adults versus young people, as discussed by Benson (2013). Therefore, in 
higher education settings, T1 does not heavily rely on invitational language or display the 
same level of patience as she might with younger learners. She operates under the belief 
that students at these advanced levels are better equipped to understand and internalize 
values and norms, allowing her to adopt a more hands-off approach to facilitating their 
learning. 

Furthermore, the research by Okada (2023) provides valuable insights into the 
impact of autonomy support on university students' motivation and academic achievement. 
According to the findings, while autonomy support from teachers has a relatively less 
direct effect on students' academic performance, it significantly influences their motivation 
and, most notably, their satisfaction. This highlights the importance of fostering a learning 
environment where students feel empowered and valued. 

Moreover, Okada's (2021) research, grounded in Self-Determination Theory (SDT), 
suggests that specific intervention programs can effectively enhance students' autonomous 
motivation. When students are autonomously motivated, they are more likely to excel 
academically. This motivation not only contributes to academic success but also to 
resilience, greater satisfaction, and a more positive overall learning experience. Thus, it can 
be concluded that autonomy-supportive instructional behavior is a critical factor in the 
success of learning at all levels of education. Its influence extends beyond mere academic 
achievement, encompassing broader aspects of student well-being, including motivation, 
resilience, and satisfaction. This underscores the importance of adopting teaching 
strategies that support and nurture student autonomy across various educational contexts. 

CONCLUSION  
T1's extensive experience in English teaching has not significantly influenced her 

use of autonomy-supportive instructional behavior (ASIB). Instead, the educational level at 
which she teaches has had a more profound impact on her application of ASIB. Particularly 
in the aspect of internalization, T1 applies fewer ASIB principles at higher education levels. 
She recognizes that students in these settings are more adept at integrating social values, 
beliefs, and norms into their personal learning processes. Consequently, T1 believes that 
students at higher education levels are better equipped to direct their own learning, 
whereas students at lower educational levels benefit more from instructional practices that 
foster autonomy in English learning. 

The influence of ASIB is evident in various aspects that contribute to successful 
learning. While its impact on certain aspects, such as academic achievement, might not 
always be substantial, it significantly affects students' motivation and satisfaction. These 
aspects are interconnected and collectively contribute to the overall success of learning. 
Therefore, the application of ASIB in one aspect of learning can influence other aspects. 
Even at the university level, where students are expected to be more self-directed and have 
greater freedom in their learning, ASIB remains a critical strategy. It supports students in 
becoming autonomous, achieving psychological satisfaction, and attaining academic 
success, particularly in EFL contexts. 

The importance of autonomy-supportive instructional behavior across all education 
levels should be a key consideration for teachers, education policymakers, students, and 
parents. Instead of reducing ASIB at certain educational levels under the assumption that it 
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is unnecessary, a more effective approach would be to adapt pedagogical strategies that are 
appropriate to each educational level. It is crucial to note that the data for this study were 
gathered from an EFL teacher at an English education faculty in a university at Indonesia. 
This represents a limitation of the study, as it may reduce the generalizability of the 
findings and results. The study was focused on how teachers' experiences in teaching 
English influence their reflections on the practices of ASIB in the classroom. Given the 
discussion of the research results, future research could further investigate the relationship 
between the implementation of ASIB and student learning achievement. Such studies could 
benefit from a broader focus that includes both teachers' and students' perspectives, 
offering a more comprehensive understanding of the impact of ASIB in educational 
settings. 
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