549

International Journal of Learning, Teaching and Educational Research
Vol. 23, No. 1, pp. 549-571, January 2024
https.//doi.org/10.26803/ijlter.23.1.26

Received Nov 26, 2023; Revised Jan 27, 2024; Accepted Feb 4, 2024

Attitudes and Perceptions of English as a Foreign
Language Students on Blended Learning and

Learner Autonomy in a Private University of
China

Yongmei Cao®
Faculty of Educational Studies,
Universiti Putra Malaysia, Malaysia

Joanna Joseph Jeyaraj
Universiti Putra Malaysia, Malaysia

Abu Bakar Razali
Universiti Putra Malaysia, Malaysia

Abstract. Blended learning (BL) is becoming increasingly popular and a
trend in higher education in the twenty-first century. The purpose of this
study was to explore the attitudes and perceptions of English as a Foreign
Language (EFL) learners toward the current implementation of BL and
their learner autonomy (LA) development in a private university in
China. It employed a qualitative case study, and the data was collected
from five undergraduate students majoring in English through
interviews, observations and reflective journals. Through thematic
analysis of the data, the study concluded that EFL students at this
university generally held negative attitudes toward the BL model and
perceived the development of LA in this model as ineffective. Four
themes related to the negative attitudes and perceptions emerged. First, a
shortage of time was a common issue among students, and they felt
mentally and physically overwhelmed by the blended tasks. Second,
there was a lack of complementarity and integration between online and
face-to-face instruction in the BL model. Third, students noted a lack of
support and timely feedback from teachers in the online part of the BL
model. Finally, more supervision was needed in terms of student
characteristics. The findings have implications for future BL curriculum
design and delivery, pedagogical adjustments and support for
autonomous learning. More empirical studies focusing on the
pedagogical design and the cultivation of EFL learners’ intrinsic
motivation for autonomous English learning in the BL environment are
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essential to address the current situation.

Keywords: attitude and perception; blended learning; learner autonomy;
private university

1. Introduction

Blended learning (BL) is a pedagogical approach that combines the best features
of face-to-face and online instruction to provide learners with customised and
flexible learning environments (Padilla Rodriguez & Armellini, 2021). In the BL
model, learner autonomy (LA) is regarded as both a prerequisite and a final goal
of English as a Foreign Language (EFL) teaching and plays a significant role in the
successful implementation of BL (Ayesha, 2020; Chen, 2022; Liu et al., 2022).

Learner autonomy (LA) refers to “a teaching/learning dynamic in which learners
plan, implement, monitor, and evaluate their learning” (Little, 2022, p. 64).
According to Little, it is a process of habit formation in which EFL learners initially
use English to manage their language learning activities as much as possible,
gradually developing the competency to use the target language to communicate
and reflect on their language learning. However, this ideal scenario can be
challenging to achieve since EFL learners often have limited access to English-
speaking environments and may find it difficult to communicate in English with
peers and teachers in a non-English-speaking country. Blended learning offers
greater freedom and flexibility to EFL students and has been proven to be more
efficient for English language learning among EFL learners. However, it also
presents numerous challenges and problems in real-world practice (Dahmash,
2020; Wang et al., 2021).

In China, the BL approach is considered the most prominent among various
educational reforms and is gaining popularity in higher education language
learning (Wang & Nuttall, 2018). Many studies have demonstrated the positive
effects of the BL approach on improving EFL learners’ English language
proficiency and language skills (Chen et al., 2018; Pi, 2021, Wang et al., 2021).
However, it is important to note that these findings primarily rely on samples of
public university students who have shown higher levels of autonomy, diligence,
and motivation in their EFL learning (Li & Morgan, 2011; Liu, 2013; Liu, 2020).
Different results may emerge when considering students from private universities
who receive less attention than their counterparts at state-owned universities and
have been less studied (Yin, 2023). According to Li (2019), learning achievement
varies greatly in the BL approach due to different types of learners. Moreover,
while research on the BL model or LA has been extensive, the combination of BL
and LA, as well as EFL students’ attitudes and perceptions toward the BL model
and their LA development within it, especially among students in private
universities in China, remains relatively underdeveloped and requires more
attention.

This study aims to discover the attitudes and perceptions of EFL learners in the

private universities toward the BL model and LA development in this model. In
pursuing this aim, the authors conducted a study in which the development of LA
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was explored within the framework of BL through a case study in a private
university in Xi’an, China. Therefore, the research question guiding this study is:

What are the attitudes and perceptions of EFL learners toward the BL model and
LA development in this model?

2. Literature Review

2.1 Understanding Blended Learning and Learner Autonomy

Blended learning is an educational approach that combines traditional face-to-
face classroom teaching with online learning activities. The most frequently cited
definition is attributed to Garrison and Vaughan (2008), which emphasised the
importance of integrating the strengths of both face-to-face and online training to
maximise the benefits of each instructional approach (Padilla Rodriguez &
Armellini, 2021). The integration of both types of teaching is not merely a
juxtaposition but rather a systematic approach that entails substantial pedagogical
transformation. The implementation of BL should involve many changes, such as
the shift of the teacher’s role from being a controller to an organiser, the transition
from focusing on task completion to content mastery, and the move from setting
goals for students to fostering students’ ability to independently create their
objectives (Rubin & Sanford, 2018). These changes represent instructional
innovations that can be enhanced by students” LA (Erin, 2019).

LA was introduced by Holec in 1981. He defined LA as the capacity to
independently guide one’s learning, including selecting learning objectives,
materials, pace, methods, tactics and evaluation processes, among other factors.
However, Little (2007) defined LA as the unconscious and involuntary
functioning of language learners’ cognition. These processes manifest through
learners’ spontaneous or unconscious activities rather than being solely driven by
their intentional effort and control over their learning. This study defines LA as
EFL learners’ self-management of English learning within the BL environment. It
involves learners’ consistent effort in the EFL learning process, which is gradually
developed and facilitated by the guidance of EFL teachers. Additionally, learners
must recognise their responsibility in the process of EFL learning.

Erin (2019) reported that the degree of student autonomy played a crucial role in
facilitating various pedagogical innovations. Studies conducted on EFL learning
have shown that the use of a BL approach resulted in increased student autonomy
and a greater sense of responsibility toward their learning. The implementation
of BL offered an expanded range of educational opportunities within and beyond
the traditional classroom setting, thus facilitating the development of LA
(Aalinezhad et al., 2021; Alaidarous & Madini, 2016). LA can, thus, be regarded as
both a prerequisite and a final goal of effective BL (Chen, 2022; Liu et al., 2022;
Wang et al., 2021). Some teachers regarded the promotion of LA as a desirable
goal and attempted to achieve it in their teaching. However, most teachers were
less optimistic about the feasibility of promoting LA due to the complex factors
that contribute to it, including curriculum design, societal influences and, most
importantly, learner-related factors (Borg & Alshumaimeri, 2019).
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Additionally, BL in language teaching can effectively enhance the learning
motivation of EFL learners (Chen, 2020; Kim, 2017) and contribute to their
academic achievement (Rankin, 2022). Specifically, BL was reported to lead to
significant improvements in certain language skills, including reading
(Ghazizadeh & Fatemipour, 2017; Shang, 2021) , writing (Lam et al., 2018), as well
as speaking and listening (Lu, 2022). Furthermore, the integration of technology
in language teaching and learning was reported to enhance EFL learners” course-
related activities (Wang et al.,, 2021). In general, most of the research has
demonstrated that BL has the potential to improve the language proficiency of
EFL learners and gain positive learner perceptions from learners (Bolandifar,
2017; Chen, 2020; Djiwandono, 2018; Ghazizadeh & Fatemipour, 2017; Gulnazet
al., 2020; Wang et al., 2021; Yang & Kuo, 2023).

However, in other studies, there have been results showing that EFL students
using the BL approach did not show a significant improvement in their
proficiency and achievement level compared to the traditional EFL teaching
method (Antwi-Boampong, 2020; Miiller & Mildenberger, 2021 ; Ryan et al., 2016).
Furthermore, there was no difference in students” learning performance between
the two forms of teaching, as suggested by Kim & Yoon (2021), Yen et al. (2018),
and Du & Fu (2016). Regarding the attitudes of EFL learners toward BL, some
studies have shown positive attitudes among participants (Bolandifar, 2017; Jiang
et al., 2021; Taghizadeh & Hajhosseini, 2021; Wang et al., 2021), while others have
revealed negative ones (Sari, 2019; Win and Wynn, 2015). In actual practice, the
proportion and content of face-to-face and online teaching can sometimes be
problematic. The expected optimal combination of the two forms of teaching may
sometimes end up with the worst features of both teaching forms (Bonk &
Graham, 2012). Many EFL teachers do not view the online component of EFL BL
as a means of fostering contact and collaboration but rather as a way of sending
messages, distributing papers, and managing courses (Apandi & Raman, 2020),
which can lead to students feeling isolated and demotivated. Additionally, with
various learning materials and online activities, BL also poses significant
challenges to EFL learners, especially in terms of LA (Wu & Luo, 2022).

2.2 Issues with Blended Learning and Learner Autonomy in China

In China, LA is specified as a significant goal in the syllabi for both English majors
and non-English majors by China’s Ministry of Education (MoE) (2004). However,
the results have not been satisfying despite being released about 20 years ago.
College EFL learners still have difficulties in managing their English learning and
studying English on a voluntary basis. Recently, the adoption of BL to enhance
EFL teaching in higher education was repeatedly stressed and regarded as an
important predicator for the recognition of the National First-Class
Undergraduate Courses by the MoE (2019, 2023) of PRC. Nevertheless, the actual
implementation of the BL approach is problematic. Not every student likes to be
instructed via BL model, and the teaching designs are very rigid and do not allow
for flexibility in response to student needs. According to Islam et al. (2022), the
design of a BL class should always cater for the different educational contexts,
specific learning objectives and the subject itself. However, in China, the
standards set for BL practices are the same for both public universities and private
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ones, which have distinct teaching and learning environments, varying levels of
EFL students, different degrees of LA among EFL learners, and disparate
supporting resources (Ding & Shen, 2019; Peng, 2018). Most importantly, private
university students are not the main focus for research and studies by scholars,
and their requests are frequently ignored (Yin, 2023). For these reasons, adapting
EFL blended instruction is essential to cater for the specific requirements of
private university students in China, which entails modifying the teaching plans
and pedagogical approaches rather than adhering to identical standards
employed at public universities and colleges.

Moreover, the existing body of literature primarily focuses on the significant roles
of LA and strategies to enhance LA in the BL environment. These studies
investigate various aspects, such as the correlation between LA and language
proficiency (Cheng et.al., 2018, Hu & Zhang, 2017; Yang & Kuo, 2023), the
significance of LA in higher education and lifelong learning (Benson & Huang,
2008; Little, 2022), and the promotion of LA among EFL and ESL students (Chen,
2022; Wang & Wang, 2016). Research on BL primarily examines its benefits and
applications in practice. For example, BL can be used to develop English language
skills (Hu & Zhang, 2017; Liu et. al., 2018; Liu et al., 2022; Liu & Liu, 2020) and
improve the learning environment (Chen et al., 2018; Wang et al., 2021).

However, little research has been conducted on the perceptions of EFL learners
and the various challenges they face when LA is employed alongside the BL
model within the EFL context, particularly within the context of private Chinese
universities. There have been several studies exploring the perceptions of English
learners towards the BL model and LA, but the results have been inconsistent.
Some studies have shown positive perceptions among EFL students (Du & Fu,
2016; Jiang et al., 2021; Wang et al., 2021), whereas others have exhibited students’
negative perspectives on BL (Wang, 2014; Yang & Tong, 2015). Among these
studies, quantitative designs have predominated, leaving limited room for in-
depth exploration through qualitative studies.

Moreover, previous studies have predominantly focused on public university
students in China, where differences in academic achievements within the BL
model have been observed between private and public university students (Li &
Morgan, 2011; Wang et al., 2021; Zhang, 2021). Additionally, the characteristics of
students vary between public and private universities due to different educational
backgrounds; therefore, the instructional approach should also be adapted
(Chowdhury, 2019). Hence, it is essential to explore the issue from the perspective
of private universities as well. This study provides a detailed examination of the
attitudes and perceptions of EFL learners towards the BL approach in EFL
teaching, identifying both the benefits and drawbacks of the BL approach in
developing EFL LA in a private university from the perspective of Chinese EFL
learners. Building on the preceding literature, this study formulates an integrated
framework of LA and BL within the Chinese EFL learning environment (see Fig.
1). In this model, LA serves as a prerequisite for BL environments, influencing the
extent to which students engage with and benefit from the BL components. BL
provides opportunities for EFL students to exercise autonomy. Technology
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primarily refers to the use of Learning Management Systems (LMS), which act as
mediators in fostering LA. For example, students use online platforms and
resources to make decisions about their learning path, pace and goals. Most
importantly, teachers facilitate BL experiences by providing guidance on
technology use and promoting autonomy within this process.

This study will enhance the understanding of LA development in the BL model,
draw attention to the needs, perceptions, and challenges private university
students face, and thus to develop a better BL model that can fit this group better.

Chinese EFL
Environment

» .

4’ Teacher as facilitator

BL LA

\ Technological
Integration
(LMS)

Fig. 1 Integrated framework of LA and blended learning

3. Method

This study employed a qualitative research design, because it is effective in
capturing participants” diverse perspectives and learning experiences, allowing
researchers to explore complex phenomena in depth (Creswell & Poth, 2018). The
case study method was applied because it is better suited to investigate the beliefs,
obstacles, and experiences of participants (Yin, 2018), and can assist other
educators in adapting or shaping their own practices (Tomaszewski et al., 2020).
Moreover, the case study approach allows for a contextual understanding of the
attitudes and perceptions of EFL learners. This study examined the attitudes and
perceptions of EFL students toward the BL approach and LA development in a
private university in China. It spanned a duration of ten weeks, during which data
was collected through interviews, observations and journal reflections.

3.1 Research Site and Participants

The study was conducted in a private university of Xi'an, China, which was
recognised as one of the most prominent private universities in Xi'an (Li et al.,
2019). The English programme here has been officially recognised as a first-class
undergraduate programme by the MoE of the PRC. Participant recruitment began
after receiving approval from the university’s ethics committee. Five third-year
participants majoring in English were purposefully recruited from a population
of 1,774. at the School of English Language and Literature (SELL). This choice was
made because third-year students were expected to have more extensive
experience in EFL learning within the BL model. Furthermore, the five
participants were identified as relatively active students in their EFL classes,
nominated by their teachers. They represented normal to upper levels of English
proficiency as determined by their grades in the Test for English Majors-Band 4
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(TEM-4). Additionally, the third-year students at the university are known for
enjoying greater autonomy in their EFL learning and tend to be more engaged in
academic studies.

Four of them started learning English in the third grade of primary school,
whereas only one began in the first grade. At the time the data was collected, they
had all studied English for over twelve years. Table 1 provides detailed
information about the participants.

Table 1 Overview of participants

Pseudonym | Gender | Age | Grade Years of English learning Major
Mike M 22 | Junior 13 English
Lucy F 22 | Junior 16 English
Alice F 21 | Junior 13 English

Bob M 21 | Junior 13 English
Lily F 22 | Junior 12 English

3.2 Data Collection and Analysis

Three data collection methods—semi-structured interviews, observations and
reflective journals —were employed in the data collection process. The interviews
were conducted using a pre-designed interview protocol that has been validated
by two experts in the field of Teaching English as a Second Language (TESL)
(Appendix 1). Prior to the interviews, a pilot study involving two students (Lee
and Mary) was conducted to ensure that the interview protocol allowed
participants to freely express their thoughts on their BL experiences. Following
the pilot study, the interview language was changed from English to Chinese to
enhance fluency and participant comfort. Additionally, the initial 10 questions in
the interview protocol were condensed into 8 to prevent potential timeouts.

The semi-structured interviews were conducted at the university based on the
interview protocol, with each session lasting between 45 to 60 minutes at the
participants” convenience. Immediately after each interview, English translations
were done with the assistance of member-checking. Each participant was assigned
a pseudonym to protect their privacy, and the interview data were recorded.
Throughout this process, the researcher frequently discussed the dataset and
emerging themes with her supervisors to ensure the credibility of the study.

The second step involved observing the actual performance of the EFL students
in both the face-to-face class and the online BL session, with the consent and
assistance of EFL teachers. The researcher attended real classes to observe student
performance and experience the BL procedures. For online data observation, the
researcher primarily focused on statistical evaluations of participants provided by
the Chaoxing LMS, including login frequency, time duration per session, accuracy
in online practice and other forms of engagement within the LMS. This data was
combined with participants’ reflective journals, collected monthly throughout the

http:/ /ijlter.org/index.php/ijlter



556

study, to assess the development of EFL LA in the BL environment. Ultimately,
triangulation of these data sources addressed the research questions.

The data analysis adopted a general inductive technique to extract significant
themes from the raw data (Thomas, 2006). Before conducting thematic analysis,
several preliminary steps were undertaken, including collecting raw data, a
thorough review of the data, summarising observed themes, conducting a
consistency check and subsequently refining these themes. Before applying
thematic analysis, the researchers read the raw data multiple times to assign a
topic to each piece of information and then constructed a cohesive set of themes.
Afterward, the researchers wrote a thorough case description for each participant
and conducted member-checking to ensure the information was accurate and
pertinent. Finally, a common theme for the research project was established by
synthesising the findings from each interview. Additionally, it was ensured that
the participants” verbatim quotations remained anonymous and consistent with
their original expressions.

3.3 Blended EFL Teaching Model in This Study

The blended model for EFL teaching at SELL in this private university primarily
comprises both face-to-face instruction in a physical classroom setting and online
instruction through the Chaoxing LMS. This LMS serves as an online learning tool
that provides supplementary classes and learning activities for EFL students,
complementing the face-to-face English teaching conducted in the physical
classroom. Regarding EFL teachers on the platform, they are able to monitor the
entire process, including teaching materials and online instructions released by
teachers, the grades of students’ tasks, and the learning logs of students, among
other things. This makes it possible to track and directly observe learning
schedules, session durations, frequency of engagement and variations in
academic performance. At SELL, the distribution of EFL instruction is mostly
comprised of face-to-face and online instruction, with the former accounting for
80% of the teaching hours and the latter amounting to 20% of the total
instructional time.

The courses examined in this study were among the primary subjects provided
by SELL and all of these courses employed the BL approach at the time. These
courses include Advanced English, Integrated English and English Public
Speaking. In these courses, instructors and students meet on a variable weekly
basis, as outlined in the syllabus. Each class consists of about 80 minutes of face-
to-face instruction, supplemented by 10 minutes of online activities. The
frequency and duration of these sessions depend on the specific attributes of the
course. After the end of each class session, students receive two types of course-
related assignments, one conducted in person and the other delivered online.

4. Results and Discussion

All five EFL students involved in this study expressed negative attitudes toward
the BL model and held less optimistic views regarding the development of LA in
such a model. This result contradicted previous research that indicated students’
positive attitudes toward the BL model and the enhanced level of LA in this
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context (Akbarov et al., 2018; Bolandifar, 2017; Chen, 2020; Djiwandono, 2018;
Ghazizadeh & Fatemipour, 2017; Yang & Kuo, 2023; Wang et al., 2021; Xu et al.,
2020). The themes related to students” negative attitudes and the state of their LA
development in the BL environment are summarised below.

4.1 Time Aspect
The first theme relates to EFL students’ sense of time shortage. All five
participants expressed dissatisfaction with the current implementation of the BL
model in the aspect of time distribution. They felt that their time arrangements
made for the assignments were insufficient compared to those required by the
curricula. The courses were still the same, but the teaching forms changed,
doubling the tasks required, including both online and face-to-face assignments.
According to them, time pressures were problematic and the learning results
remained mostly unchanged. For instance, Lucy regarded the internet resources
associated with this model as a potential hindrance to the development of LA.

I am not fond of the BL now since I have some other plans concerning EFL

learning after class, and I think I can manage them well. However, so

many resources and homework online are required to be finished within a

certain period. In this way, the previous plan will always be interfered

with, which can hardly help me develop my capacity to manage my own

EFL learning. Sometimes, I felt worn out by this kind of teaching style. I

prefer to have face-to-face EFL teaching instead of the BL model.

(Lucy, Interview)

Alice presented an additional concern that complemented the problems of
blended EFL based on the experiences of her peers. As a monitor in her class, she
was responsible for distributing subject-specific presentations to different groups,
as instructed by EFL teachers.

Sometimes, assigning presentations to learning groups in the BL model

in our class is difficult. It seems that our classmates are more in favour of

the traditional teacher centred EFL classes, and they are not willing to

cooperate in a team doing presentations or preparing for the new lessons.

If they have to work together as a team and perform on the stage, they

would rather take turns to work on one’s own in order to save time. (Alice,

Interview)

As for Mike, the complaint primarily stemmed from the excessive workload of
online assignments and quizzes, which was time-consuming, but ineffective.
So many resources online should have facilitated the EFL learning
process, but the fact is that our classmates are always overwhelmed by the
resources. There are many blended courses at present, and each asks us to
finish them on time...it is a kind of mandatory activity, but most of the
students are not willing to do it by themselves...BL is flexible, but there
are always activities and lectures arranged for us to attend, and online
resources are a great burden on us, forcing us to complete tasks carelessly.
(Mike, Interview)

Additionally, Lucy and Mike shared a common attribute. Both of them passed the
Test for English Majors-Band 4 (TEM-4) during the fifth semester of their
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collegiate studies, as the examination was rescheduled due to the occurrence of
the COVID-19 outbreak. The TEM-4 examination was designed to evaluate the
comprehensive language skills of second-year English major students in China. It
assesses their proficiency in numerous fundamental areas, including
pronunciation, vocabulary, grammar, and discourse (Gan, 2019). At this
university, there is a smaller proportion of students who can successfully pass the
TEM-4 examination within the designated timeframe. These students are often
regarded as possessing a higher level of self-discipline and autonomy. Both Lucy
and Mike preferred to dedicate a significantly greater amount of time to
qualification exam preparation than engaging in online coursework. Despite
being tasked with preparing presentations according to the course content,
students tend to rely on online resources to search for relevant materials rather
than using the online resources provided by their EFL instructors. In their own
words, they said:

Due to my passion for EFL learning, I rarely feel bored, so I have a long-

term commitment to English learning. But considering that my career

plan is to be a teacher, I will first study for the teacher certification tests

and then our English courses. So, most of the time, I only learn the

English courses face-to-face in class and seldom spend any time dealing

with those compulsory tasks online wholeheartedly.

(Mike, Interview)

Motivation is very important in dealing with all these tasks outside the
school syllabus. Because of the pressure in the job-hunting market in
China, I must try my best to pass the qualification texts to earn myself
several certificates before applying for a job. To pass the exams, I must
find extra time to learn many things outside the class, which is a good
way to develop my autonomous learning. Because of time, I do not usually
deal with tasks related to my school courses. (Lucy, Interview)

From their perspective, prioritising the preparation for future employment takes
precedence over engaging with online coursework. Both individuals exhibited a
preference for primarily attending face-to-face English classes, allocating minimal
time to their English-related coursework outside of class, particularly online
assignments. Despite the mandatory nature of the task, individuals typically
chose to finish it just before the deadline.

Bob, Lily and Alice did not demonstrate overt opposition to the online
assignments. However, they did express their preference for face-to-face
instruction and their inability to combine the two types of tasks because of time
constraints. According to them, they would watch the related online explanations
for more details and clarification of the complicated concepts they did not catch
within the class after class. However, they did not wish to deal with anything
further. In their journals, they wrote, “I can hardly balance the two kinds of learning
at the same time, and it is too difficult for me to allocate time to online learning tasks in
the junior year.” and “Time is quite limited, so I cannot deal with all the tasks in the BL
model.”

According to the statistics observed on the Chaoxing LMS, which tracked EFL
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learners’ login frequency, time duration and the accuracy of online practice, the
overall completion rate for English courses was not satisfactory. Initially, students
were required to complete the online portion of the BL course simultaneously
with the beginning of the semester. However, only a small number of students
initially met this requirement and completed online assignments when receiving
face-to-face instruction. Gradually, many of them began to fall behind in terms of
online practices. This initial excitement was replaced by indifference after about a
month, causing students” attitudes toward English learning to become mostly
passive, and they struggled to keep up with the BL, both online and offline (Li,
2019). Many students only completed the online tasks just before the end of the
semester when the online session was about to close and student performance
assessments were about to commence. To make matters worse, the grades for
online assignments, particularly objective items, were significantly higher than
the grades students received in their final exams. This phenomenon raises
concerns about possible cheating problems in online assessments (Uziak et al.,
2018). Such issues appear to be more prevalent among students in private
universities compared to public ones, emphasising the need for measures to
address this practice.

The data obtained from the observations in the face-to-face instruction aligned
with the conclusions elicited from the interviews. In the classroom, EFL teachers
primarily focused on illustrating linguistic concepts, helping with the practical
application of learned skills, engaging in interactions with students and providing
helpful suggestions. The allocation of class time dedicated to online activities was
significantly lower than traditional face-to-face instruction, with certain classes
devoting a maximum of 15 minutes to such activities. Most teachers used internet
resources as an auxiliary tool to facilitate various activities, such as managing
questionnaires, posing brief questions, tracking attendance and administering
online quizzes, but they did not use them to promote interaction. This is consistent
with the findings of Apandi and Raman (2020) which also indicated a lack of
interaction and cooperation in the blended online environment.

Based on the observations, the students learning EFL showed a greater
willingness for cooperation and active participation in face-to-face classroom
settings. This was evidenced by their attentiveness and engagement in the various
activities and techniques used during the face-to-face lessons. The perspectives
expressed in the interview sessions coincided with those conveyed in the
observations, since all participants exhibited a favourable disposition towards
traditional face-to-face instruction while expressing a negative stance towards the
current BL approach. This corresponds with the findings of Win and Wynn (2015),
where 50% of the students expressed dissatisfaction with the BL model, and three-
quarters of them preferred traditional classes. However, this contradicts previous
research suggesting that students generally prefer BL to the traditional teaching
model (Ang et al., 2021; Bolandifar, 2017; Wang et al., 2021). These differing results
may be attributed to variations in the learning experiences brought about by
different BL designs, variations in the levels of LA among students and variations
in teacher-student interactions.
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Therefore, in addition to dealing with English courses offered at school, EFL
students were mostly engaged with extracurricular exams concerning certificates
or their future occupations, which took a great deal of time to prepare, reducing
the time for schoolwork, especially the online part of BL. At present, many English
courses are offered in the form of a BL model, which requires EFL students to
work harder than before to get tasks done. Besides learning, students still have
many other activities calling for their effort and time. Taking all these into
consideration, EFL teachers should reduce the number and variety of tasks online,
making students more focused because students are more motivated in a friendly
and less stressful learning environment, which is a prerequisite for the successful
implementation of BL (Dogra, 2023). In this way, learners would have more
freedom to select their learning contents and pace of learning since LA is partially
decided by the learning environment, which allows students to decide their
learning preferences and pace (Fleischmann, 2021).

The development of LA in the BL environment is contingent upon the effective
design and integration of face-to-face and online instructions. From the
perspective of stakeholders, it is worth considering how to combine and balance
the curriculum and extracurricular activities in the BL environment to improve
EFL learning efficiency. Should there be a compromise that implements BL within
the class time, including both face-to-face and online instruction, and leaves the
spare time to students to prepare for something else? Moreover, it is suggested
that it is better not to offer so many blended courses at the same time. There should
be trials first, before deciding on which courses are more suitable to be
implemented in the BL model. For example, some courses involve a lot of
interactions between teachers and students, including instantaneous evaluations,
corrections and encouragement which cannot be achieved as effectively online.
Therefore, it is suggested that educators should design a flexible schedule that
accommodates learners’ time constraints because the organisation of online
lessons and other BL activities is mainly dependent on instructional design
(Wang, 2021).

4.2 Course Content
The second theme revealed participants” dissatisfaction with the course content of
the BL at the university. Updated high-quality course content is essential to
achieve higher learning outcomes, which is also true for the online learning
environment (Zhang & Fang, 2022). However, the content of the online part of the
BL at this university was not standardised and lacked integration and
complementarity between the face-to-face and online sections of the BL. For
example, each English course was constructed with the cooperation of several
teachers teaching the same course, with each teacher responsible for some online
chapters. Therefore, the activities and tasks online were varied, but they lacked a
common theme to unify them, and different teachers would use different
standards of assessment. As for the students, they got confused sometimes and
gradually lost interest in the online activities of BL. In Mike’s reflective journal, he
wrote:

Such a blend is not balanced, there is a lack of unified standards for the

management of online courses, and it is not a linear progress, which makes

me at a loss sometimes as to what to do next and this is not what I truly
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want.
(Mike, Reflective journal)

In addition, there is a need for more integration and complementarity of online
and face-to-face instruction. The BL model is regarded as the combination of the
best features of face-to-face and online instruction, aiming to achieve the
maximum teaching effect (Padilla Rodriguez & Armellini, 2021). However, based
on the research, the two forms of EFL teaching were most often separate at this
university. During the face-to-face section, teachers mostly lectured on the content
prepared beforehand but seldom considered what content had already been
covered in the online section and ignored the difficult points and interactions with
students, which resulted in some “repetitive work” (Lucy, Reflective journal) and
required “extra attention” (Lily, Interview) as described by the students. “A lot of
tasks are too basic, which is not suitable for me, but they are designed to be mandatory and
cannot be skipped,” said Mike (Interview). According to the students, the blended
model practiced at the time “didn’t provide them with enough freedom to decide what
to learn and what not to” (Mike, Interview). Since it was designed for students at
different proficiency levels taking the course, it was difficult to meet everyone’s
needs.

Instead of separating instruction for face-to-face and online lessons, there should
be complementary instruction systems for the two forms of teaching. EFL teachers
should think clearly about which part of the teaching content should be designed
for online instruction and which part should be done face-to-face. To achieve the
desired goal of the BL model, teachers should ensure alighment between online
and face-to-face instructional materials and create a cohesive curriculum that
seamlessly integrates both modes of learning. Moreover, the time allocated to
face-to-face and online instruction should be balanced. It may be better to use
some of the online materials in the face-to-face sections, where students would be
more focused since teachers need to make the best use of class time by connecting
these types of learning with students” work (Stracke et al., 2023). Before doing this,
conducting interviews with EFL students, and sharing student views with EFL
teachers may help enhance teacher awareness of the students” weaknesses and
strengths since establishing a good rapport between teachers and students is an
essential starting point. In addition, some participants alleged that the contents in
the BL online portion were not updated on a timely basis and were constantly out
of date.

I can find much more recent and interesting materials on the same topic,

why bother to deal with the dated one provided online by the teacher? If it

were optional, I would not do it on my own.

(Lucy, Interview)

In response to this problem, more updated knowledge and materials related to
the blended courses are needed. At the private university, most of the online
content of the BL model was created during the COVID-19 pandemic as a
substitute for face-to-face learning at that time. Several years have passed, and
some of the teaching materials have become outdated and have not been updated.
However, EFL learners have increased access to new knowledge and
technologies. To foster their LA and learning interest, EFL teachers should update
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their systematic knowledge, renew the contents in the online section of BL, and,
most importantly, provide students with the skills to explore new knowledge on
their own.

4.3 Support and Interaction

This theme highlights the need for more teacher support and timely feedback in
online activities from the EFL teachers, which is essential in developing the LA
capacity of EFL learners (Ayesha, 2020). According to Ang et al. (2021), teachers’
scaffolding is critical to prepare students to switch from traditional teaching and
learning to BL, and to drive “knowledge gains, performance, engagement,
collaboration and the overall positive learning experience.”(p. 100016) At this
private university, most online activities of the BL model were performed by EFL
students after class. However, when students were doing those activities by
themselves, they often came across difficulties that could not be overcome right
away, which would have been possible in the face-to-face classes. The results were
that they “either do it randomly or skip the question” (Lucy, Interview). Some of them
believed that BL was “becoming an external form of EFL teaching, but not meaningful
and practical to the EFL learners’ needs” (Mike, Interview). To most of the EFL
teachers at the university, the online part of BL was only used as a tool to check
attendance, initiate classroom activities, assign homework or take quizzes during
the EFL class, but not as a resource to develop students’” LA capacity by
themselves, which contradicts findings by Aalinezhad et al. (2021) and Alaidarous
& Madini (2016) that BL can greatly enhance LA, classroom interaction and
cooperation among EFL learners.

In addition, EFL students expressed the desire to interact or communicate freely
and actively with their teachers and peers in the online section of the BL model.
Alice said in the interview, “I can only do those tasks on my own, even if I did something
wrong, nobody helped me with the correction.” Students mentioned their experience
dealing with online tasks, and comments such as “boring” (Lucy, Reflective
journal), “dull,” “no help,” and “no interaction” (Lily, Reflective journal) frequently
occurred. A similar result was reported in Li (2019), where students in the face-to-
face section had the advantage of receiving immediate assistance from teachers
and peers when encountering difficulties. In contrast, in the online setting of the
BL model, students often had to tackle tasks independently and rarely interacted
with others. This lack of interaction can negatively impact the cultivation of
learning interest among EFL learners and hinder the development of LA.

From the results of the study, it can be inferred that the so-called “more
interaction” and “more group cooperation” demonstrated in other studies (Qays
et al., 2022; Zhao, 2018) in the BL model among EFL learners was difficult to
achieve at this private university. When the researcher probed further into the
reasons for their unwillingness to cooperate and interact with others, the
participants revealed their fatigue, boredom and frustration in the BL
environment, particularly the pressured participation (Skinner et al., 2009). These
are the negative emotional engagement factors identified by Skinner et al. (2009)
that can inhibit EFL learners’ participation in blended EFL teaching activities.
According to D’'Mello (2013), frustration and boredom are crucial elements
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associated with technology-assisted learning.

In the face-to-face EFL class, students can get immediate support and feedback
from their English teachers or peers once they encounter difficulties or make
mistakes. After this, students can improve themselves quickly and feel that they
have accomplished something. During blended online activities, EFL students
work alone most of the time and if they encounter difficulties or feel frustrated,
they must work out the solution themselves. It may be manageable at the
beginning of their online learning, but gradually, they feel isolated and lose
interest (Le et al., 2022; Stracke et al., 2023). Alternatively, even if there is some
feedback about the overall completion state and common problems of all students,
individual guidance is impossible.

LA develops through creating curiosity in learning and strengthening self-
confidence and motivation by engaging the learner in meaningful activities
(Cents-Boonstra et al., 2021). However, there were many questions in the online
part of the BL model, both subjective and objective, with the latter making up the
larger proportion. Once students submit the answers, they get the results
automatically from the platform, but there are no further explanations for those
wrong answers, except for the right or wrong marks, which is not a proper way
to develop LA and enhance English proficiency among EFL learners. In addition,
LA cannot be achieved in isolation; rather, it is the product of collaborative efforts
and can best be realised through interactions with teachers and peers (Little, 2007).
To overcome this problem, EFL teachers should give comments and respond to
students” work and inquiries within a fixed period, such as regular virtual office
hours or discussion sessions, which help address the concerns of students
regularly. They can also provide face-to-face interaction with students one-on-one
during office hours and increase communication with students.

4.4 Supervision
Due to the characteristics of the BL model, EFL students have more freedom and
flexibility in dealing with their online tasks. This should be a distinct feature of BL
approach, but it still depends on the autonomous learning capacity of EFL
students (Bai et. al., 2020). In fact, not every student can manage their learning
autonomously and meet the specific requirements set for them. The EFL
participants expressed their willingness to work with the teachers to handle their
online resources, but not by themselves alone.

I don’t like dealing with online tasks alone because I can’t always control

myself on the internet. I hope the teachers can lead us to do those exercises

together because then I can be supervised a bit and focus more on the

assignment online. (Bob, Interview)

Even if I was guided by the teachers in the BL model, my mind still went

wandering sometimes. I think I can learn better in the face-to-face session

under the supervision of the teacher.

(Alice, Interview)

Furthermore, a false impression is given by EFL students” online results in the BL

model. Due to the limited supervision and not enough LA from EFL teachers and
students respectively, the results of online tasks of BL do not truly reflect students’
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language proficiency. Many students cheated in the online section, which was
shown in the following remarks:

A lot of us hate dealing with so many tasks online, but it's mandatory and

has much to do with the result in the final exam. Some students, even if

they finish the online exercises of BL, most probably, they copy the

answers of others or even pay someone else to get the online tasks done,

and always with higher marks always.

(Mike, Interview)

Based on an analysis of their online task outcomes, students demonstrated
satisfactory performance. However, there was a big discrepancy in the test results
between the online and face-to-face examinations as far as the actual learning
outcomes were concerned. As a result, more supervision and attention are
required in monitoring the operational process of the BL model and promoting
EFL LA. In addition to the process monitoring and evaluation system provided
by the LMS, such as the statistics showing test results, online learning hours and
task completion rate, EFL teachers should also take other measures such as
building rapport with students, showing more care and understanding to the
students, designing more interesting tasks to attract students, and ultimately
enhancing their intrinsic motivation to learn English autonomously.

5. Conclusion

This study explored the attitudes and perceptions of EFL learners toward the BL
and LA in a private university in China. The findings showed that the EFL
students had generally negative attitudes toward the BL model and perceived the
development of LA in this model as ineffective. Four reasons led to the results.
First, the EFL students generally faced time pressures and felt overwhelmed by
the blended tasks. Second, the content of the blended courses lacked integration
and complementarity between the face-to-face and online sessions. Third, there
was a lack of support and timely feedback from the teachers in online BL. Fourth,
much more supervision in the BL model was required in terms of student
characteristics. As a result, the experience of feeling burdened and isolated
contributed to students’ overall reluctance to attend the online BL sessions.
Besides, the students reported that there was a less positive effect on developing
LA by the current BL model; rather, LA was driven by the extracurricular
occupation-related examinations.

Therefore, this study is significant in addressing the attitudes and perceptions of
private university students. By gaining insight into their attitudes and perceptions
toward BL and LA, EFL teachers could become aware of the problems and
challenges in the BL process and adjust their teaching content and design to better
serve these students. The findings strongly suggest that empirical studies focusing
on the pedagogical design and the cultivation of EFL learners’ intrinsic motivation
for autonomous English learning in the BL environment are essential to address
the current situation. However, it is important to acknowledge two limitations in
this study. First, the small sample size prevents generalising the results to a
broader population. Second, there is a possibility of introducing bias due to the
subjective interpretation of data.

http:/ /ijlter.org/index.php/ijlter



565

Acknowledgement
We would like to thank everyone who helped improve the article. We were also
grateful to all the students who participated in the study.

6. References

Aalinezhad, P., Salehan, Z., & Noroozi, Z. (2021). Investigating the Effect of Blended
Learning on Iranian EFL Learners' Autonomy, Self-esteem, and Vocabulary
Achievement. International Journal of Linguistics, Literature and Translation, 4(6),
155-162. https:/ /doi.org/10.32996/ij11t.2021.4.6.18

Akbarov, A., Gonen, K., & Aydogan, H. (2018). Students” attitudes toward blended
learning in EFL context. Acta Didactica Napocensia, 11(1), 61-68.
https:/ /doi.org/10.24193/adn.11.1.5

Alaidarous, K., & Madini, A. A. (2016). Exploring EFL students’ perception in blended
learning environment in Saudi technical education context. International Journal
of Educational Investigations, 3(6), 69-81._
http:/ /ijeionline.com/attachments/article/55/1JE1.Vol.3.No.6.04.pdf
Ang, K. C.S,, Afzal, F., & Crawford, L. H. (2021). Transitioning from passive to active
learning: Preparing future project leaders. Project Leadership and Society, 2,
100016. https:/ /doi.org/10.1016/j.plas.2021.100016
Antwi-Boampong, A. (2020). Towards a faculty blended learning adoption model for
higher education. Education and Information Technologies, 25(3), 1639-1662.
https:/ /doi.org/10.1007/s10639-019-10019-z
Apandi, A. M., & Raman, A. (2020). Factors affecting successful implementation of
blended learning at higher education. International Journal of Instruction,
Technology, and Social Sciences, 1(1), 13-23.
https:/ /ijitsc.net/journal /index.php/home/article/view /12/11
Ayesha, A. (2020). Learner autonomy in a blended learning English language course: A case
study of a Pakistani university [Doctoral dissertation, University of Glasgow].
University of Glasgow Research Repository. https://theses.gla.ac.uk/81730/
Bai, X., Wang, X., Wang, J., Tian, J., & Ding, Q. (2020). College students” autonomous
learning behavior in blended learning: Learning motivation, self-efficacy, and
learning anxiety. In 2020 International Symposium on Educational Technology (ISET)
(pp- 155-158). IEEE. https:/ /doi.org/10.1109/ISET49818.2020.00042
Benson, P., & Huang, J. (2008). Autonomy in the transition from foreign language
learning to foreign language teaching. DELTA: Documentagdo de Estudos Em
Lingiiistica Teérica e Aplicada, 24, 421-439. https:/ /doi.org/10.1590/50102-
44502008000300003
Bolandifar, S. (2017). Effects of blended learning on reading comprehension and critical thinking
skills of undergraduate ESL students. [Doctoral dissertation, Universiti Putra
Malasia] Universiti Putra Malasia Research Repository.
http:/ / psasir.upm.edu.my/id/eprint/69634/1/fpp %202017 %206 %20ir.p
df
Bonk, C.J., & Graham, C. R. (2012). The Handbook of Blended Learning: Global Perspectives,
Local Designs. John Wiley & Sons.
Borg, S., & Alshumaimeri, Y. (2019). Language learner autonomy in a tertiary context:
Teachers’ beliefs and practices. Language Teaching Research, 23(1), 9-38.
https:/ /doi.org/10.1177/1362168817725759
Cents-Boonstra, M., Lichtwarck-Aschoff, A., Denessen, E., Aelterman, N., & Haerens, L.
(2021). Fostering student engagement with motivating teaching: An observation

http:/ /ijlter.org/index.php/ijlter



566

study of teacher and student behaviours. Research Papers in Education, 36(6), 754
779. https:/ /doi.org/10.1080/02671522.2020.1767184

Chen, A.H. (2020). Investigating the effects of blended learning on EFL Taiwanese
college students. International Journal of Contemporary Applied Researches, 7(3), 9-
25. https:/ /ijcar.net/assets/pdf/Vol7-No3-March2020/IJCAR-2020-316-
v2.pdf

Chen, ]. (2022). Effectiveness of blended learning to develop learner autonomy in a
Chinese university translation course. Education and Information Technologies.
27(9), 12337-12361. https:/ /doi.org/10.1007 /s10639-022-11125-1_

Chen, ]., Wang, M., Kirschner, P. A., & Tsai, C.-C. (2018). The role of collaboration,
computer use, learning environments, and supporting strategies in CSCL: A
meta-analysis. Review of Educational Research, 88(6), 799-843.
https:/ /doi.org/10.3102/0034654318791584

Cheng, J. F., Raj, G. S., & Ai, J. T. T. (2018). The correlations among learning motivation,
autonomy and language proficiency in Chinese EFL context. Learn Journal:
Language Education and Acquisition Research Network, 11(1), 1-14. https:/ / s004.tci-
thaijo.org/index.php/ LEARN/article/view/135861/101464

Chowdhury, F. (2019). Blended learning: How to flip the classroom at HEIs in
Bangladesh? Journal of Research in Innovative Teaching and Learning, 13(2), 228-
242 https:/ /doi.org/10.1108 /JRIT-12-2018-0030

Creswell, . W., & Poth, C. N. (2018). Qualitative inquiry and research design: Choosing

among five approaches. SAGE.

Dahmash, N. B. (2020). I couldn’t join the session”: Benefits and challenges of blended
learning amid Covid-19 from EFL students. International Journal of English
Linguistics, 10(5), 221-230. https:/ /doi.org/10.5539/ijel.v10n5p221

D’Mello, S. (2013). A selective meta-analysis on the relative incidence of discrete affective
states during learning with technology. Journal of Educational Psychology, 105(4),
1082-1099. https:/ /doi.org/10.1037/a0032674

Ding, Y., & Shen, H. Z. (2019). Delving into learner autonomy in an EFL MOOC in
China: a case study. Computer Assisted Language Learning, 35(3), 247-269.
https:/ /doi.org/10.1080/09588221.2019.1681464

Djiwandono, P. I. (2018). The effect of blended learning on reading abilities, vocabulary
mastery, and collaboration among university students. The New English Teacher,
12(1), 23-42. https:/ / core.ac.uk/download/pdf/270165044.pdf

Dogra, A. (2023). A model of self-directed learning in blended learning environments. In
Innovative Digital Practices and Globalization in Higher Education (pp.184-202).
https:/ /doi.org/10.4018/978-1-6684-6339-0

DuS., & Fu Z. (2016). #:TMOOCH] R & 357 > Je HSHIERT 7T [Blended Learning and Its
Empirical Research Based on MOOC]. China Educational Technology, (12), 129-
133+145. http:/ /doi.org/10.3969/j.issn.1006-9860.2016.12.023

Erin, B. A. (2019). Making spaces for the development of autonomy in a blended learning
environment. [Doctoral dissertation, Texas State University]. UKnowledge.
https:/ /www.proquest.com/ dissertations-theses/ making-space-development-
autonomy-blended/docview /2354843277 / se-2
Fleischmann, K. (2021). Hands-on versus virtual: Reshaping the design classroom with
blended learning. Arts and Humanities in Higher Education, 20(1), 87-112.
https://doi.org/10.1177 /1474022220906393

Gan, X. (2019). A Survey on Self-efficacy of English Majors: Exploring Its Correlation
with Time Management. and Strategy Use. Theory and Practice in Language
Studies, 9(12), 1624-1629. http:/ /dx.doi.org/10.17507 / tpls.0912.20

http:/ /ijlter.org/index.php/ijlter



567

Garrison, D. R, & Vaughan, N. D. (2008). Blended learning in higher education: Framework,
principles, and guidelines. John Wiley & Sons. doi:10.1002/9781118269558

Gulnaz, F., Althomali, A. D. A., & Alzeer, D. H. (2020). An investigation of the
perceptions and experiences of the EFL teachers and learners about the
effectiveness of blended learning at Taif University. International Journal of
English Linguistics, 10(1), 329-344.

Hu, P. Y., & Zhang, J. X. (2017). A pathway to learner autonomy: A self-determination
theory perspective. Asia Pacific Education Review, 18(1), 147-157.
https://doi.org/10.1007 /s12564-016-9468-z

Islam, Md. K., Sarker, Md. F. H., & Islam, M. S. (2022). Promoting student-centred
blended learning in higher education: A model. E-Learning and Digital Media,
19(1), 36-54. https:/ /doi.org/10.1177/20427530211027721

Jiang, Y., Chen, Y., Lu, J., & Wang, Y. (2021). The Effect of the Online and Offline
Blended Teaching Mode on English as a Foreign Language Learners’ Listening
Performance in a Chinese Context. Frontiers in Psychology, 12.
https:/ /www frontiersin.org/articles /10.3389/fpsyg.2021.742742

Kim, N.-Y. (2017). Effects of types of voice-based chat on EFL students’ negotiation of
meaning according to proficiency levels. English Teaching, 72(1), 159-181.
https://doi.org/10.15858 /engtea.72.1.201703.159

Kim, N.-Y., & Yoon, S. Y. (2021). A Comparative Study on Blended Learning and Flipped
Learning: EFL Students’ Learner Autonomy, Independence and Attitudes.
Korean Journal of English Language and Linguistics, 21, 171-188.

Lam, Y., Hew, K., & Chiu, T. K. F. (2018). Improving argumentative writing: Effects of a
blended learning approach and gamification. Language, Learning and Technology,
22(1), 97-118. https:/ /dx.doi.org/10125/44583

Le, T. N., Allen, B., & Johnson, N. F. (2022). Blended learning: Barriers and drawbacks for
English language lecturers at Viethamese universities. E-Learning and Digital
Media, 19(2), 225-239. https:/ /doi.org/10.1177 /20427530211048235

Li, H, Du, ], & Zhang, X. (2019). Analysis on the Employment Quality of Private
Undergraduate Universities — Taking Seven Private Undergraduate Universities
in Shaanxi as an Example. 2nd International Workshop on Education Reform and
Social Sciences (ERSS 2019), 89-94.

Li, L. (2019). An action research of O20 blended learning in the integrated English class
under the context of a Chinese private language university. The Online Journal of
Distance Education and e-Learning, 7(4), 261-267.
https:/ /www.tojcam.net/journals/tojdel/articles/v07i04/v07i04-01.pdf

Li, F., & Morgan, W. J. (2011). Private higher education in China: Problems and

possibilities. In Higher education reform in China (pp. 66-78). Routledge.

Little, D. (2007). Language learner autonomy: Some fundamental considerations

revisited. Innovation in Language Learning and Teaching, 1(1), 14-29.
https:/ /doi.org/10.2167/1l1t040.0

Little, D. (2022). Language learner autonomy: Rethinking language teaching. Language
Teaching, 55(1), 64-73. https:/ /doi.org/10.1017 /50261444820000488

Liu, G.Z., Lu, H.C,, Lin, V., & Hsu, W.C. (2018). Cultivating undergraduates” plagiarism
avoidance knowledge and skills with an online tutorial system. Journal of
Computer Assisted Learning, 34(2), 150-161. https:/ /doi.org/10.1111/jcal. 12223

Liu, M. (2013). Blended learning in a university EFL writing course: Description and
evaluation. Journal of Language Teaching & Research, 4(2), 301-309.
https:/ /www.academypublication.com/issues/ past/jltr/vol04/02/10.pdf

Liu, X. (2020). Institutional governance of Chinese private universities: The role of the
communist party committee. Journal of Higher Education Policy and Management,

http:/ /ijlter.org/index.php/ijlter



568

42(1), 85-101. https:/ /doi.org/10.1080/1360080x.2019.1662926
Liu, X. X., & Liu, Y. F. (2020). £ 675K F 5T CBI K% 98iE 40 B IRFE IR & NB R R
[Exploring CBI-based blended teaching for university English extension courses
under multiple needs]. ¥ FHTHEE %P 54k, (7), 99-102.
https:/ /kns.cnki.net/kems2/article/abstract?v=-0THPt{ffOhOjHF-
WAJmnKQ9iCZvnuRTvmeOy69x5TU01yIZ27H5P3e8gmz7cdD14WQN Acnoqgxfi
u9ScFY7mgiwatmCyGkePuTk89wEMZuw-
cOouVo9QL2y_ArMNxndzrdjGjOCMrzrkqBtnlvPF38g==&uniplatform=NZKPT
&language=CHS
Liu, Z., Yao, D., Li, Y., & Li, H. (2022). An empirical study on the effect of blended
learning based on SPOC for college students with hearing impairment from the
perspective of self-directed learning. Journal of Beijing Union University, 36(01),
64-71. https:/ /doi.org/10.16255/j.cnki.ldxbz.2022.01.010

Lu, H. (2022). Construction and application of task-based blended learning model in a
university EFL listening and speaking course. 7-13. Scopus.
https:/ /doi.org/10.1145/3568739.3568741

Ministry of Education. (2004, January 30). # & #7r 2 TR THA CREESGEREHA - E
SKR(AAT)) @A [Circular of the General Office of the Ministry of Education on
the Issuance of the Teaching Requirements for University English Courses (for
Trial Implementation)]. Ministry of Education of P.R.C. Retrieved from
http:/ /www.moe.gov.cn/srcsite/ A08/s7056 /200401 /t20040130_110837.html

Ministry of Education. (2019, November 18). ZUE #7027 KT IFE2019F 2 T 4 B4
TRAN oS E R Y — R AFHEFE A TAE 1@ %1 [Notice of the General
Office of the Ministry of Education on the recognition of National First-Class
Undergraduate Courses of offline, mixed online and offline, and social practice in
2019]. Ministry of Education of P.R.C.
http:/ /www.moe.gov.cn/srcsite/ A08/s7056/201911/t20191122_409347.html

Ministry of Education. (2023, November 21). #( & &/ 2 )7 K T IS =HE K H—mA
BRI E LAE M@ A [General Office of the Ministry of Education on the Third
Batch of National First-class Undergraduate Courses]. Ministry of Education of
P.R.C. http:/ /www.moe.gov.cn/srcsite/ A08/s7056 /202312 /t20231214_1094582.
html

Miiller, C., & Mildenberger, T. (2021). Facilitating flexible learning by replacing
classroom time with an online learning environment: A systematic review of
blended learning in higher education. Educational Research Review, 34, 100-394.
https:/ /doi.org/10.1016/j.edurev.2021.100394

Padilla Rodriguez, B. C., & Armellini, A. (Eds.). (2021). Cases on active blended learning in
higher education. IGI Global.

Peng, J. (2018). %M O O C iR Ar s 70l )7 S ¥t 7t [A study of designing
credit system scheme in a private university based on MOOC][Doctoral
dissertation, Wuhan University]. UKnowledge.
https:/ /www.cnki.net/KCMS/ detail / detail.aspx?dbcode=CDFD&dbname=CD
FDLAST2020&filename=1019005327 . nh&uniplatform=0OVERSEA &v=vP1zPbFfl
7NYfbOEpjSpP89SLLuVNj7GS3W7AgkeK_ZIPMg6-xC3IPPqjII9ETke

Qays, S., Ketabi, S., Pirnajmuddin, H., & Amirian, Z. (2022). The impact of blended
learning on Iraqi students” achievement in English literature courses and their
attitudes towards it. Teaching English Language, 16(1), 119-139.
https:/ /www. teljournal.org/article_149211_6be3caaceed22{8fd1008ebf8b4f1b37.
pdf?lang=fa

Rankin, R. D. (2022). The relationship between students’ perceptions of the blended learning
environment and academic achievement: A quantitative study (Publication No.

http:/ /ijlter.org/index.php/ijlter



569

30244871) [Doctoral dissertation, Northcentral University]. ProQuest
Dissertations and Theses Global.
https:/ /www.proquest.com/docview /2769214302 / abstract/9E30102BD87B4D3
4PQ/1

Rubin, S. C., & Sanford, C. (2018). Pathways to Personalization: A Framework for School
Change. Harvard Education Press.

Ryan, S., Kaufman, J., Greenhouse, J., She, R., & Shi, J. (2016). The effectiveness of
blended online learning courses at the community college level. Community
College Journal of Research and Practice, 40(4), 285-298.
https:/ /doi.org/10.1080/10668926.2015.1044584

Sari, 1. (2019). Students’ perception on the effectiveness of blended learning: Efforts in
the mastery of English. International Journal of Research and Review, 6(2), 259-265.
https:/ /www .researchgate.net/publication/331396798_Students’_Perception_o
n_the_Effectiveness_of_Blended_Learning_Efforts_in_the_Mastery_of_English

Shang, H. F. (2021). The impact of blended discussions on learning motivation and EFL
reading performance. Educational Studies: Journal of the American Educational
Studies Association, 57(6), 629-649.
https:/ /doi.org/10.1080/00131946.2021.1969932

Skinner, E. A, Kindermann, T. A., & Furrer, C. J. (2009). A motivational perspective on
engagement and disaffection: Conceptualization and assessment of children’s
behavioural and emotional participation in academic activities in the classroom.
Educational and Psychological Measurement, 69(3), 493-525.
https:/ /doi.org/10.1177/0013164408323233

Stracke, E., Nguyen, G. H., & Nguyen, V. (2023). EFL Learners Dropping out of Blended
Language Learning Classes: A Replication of Stracke (2007). ReCALL, 35(2), 178-
192. https:/ /doi.org/10.1017 /S0958344023000010

Taghizadeh, M., & Hajhosseini, F. (2021). Investigating a blended learning environment:
contribution of attitude, interaction, and quality of teaching to satisfaction of
graduate students of TEFL. The Asia-Pacific Education Researcher, 30(5), 459-469.
https:/ /doi.org/10.1007 /s40299-020-00531-z

Thomas, D. R. (2006). A General Inductive Approach for Analysing Qualitative
Evaluation Data. American Journal of Evaluation, 27(2), 237-246.
https:/ /doi.org/10.1177/1098214005283748

Tomaszewski, L. E., Zarestky, ]J., & Gonzalez, E. (2020). Planning qualitative research:
design and decision making for new researchers. International Journal of
Qualitative Methods, 19, 1609406920967174.
https://doi.org/10.1177 /1609406920967174

Uziak, J., Lorencowicz, E., Koszel, M., & Kocira, S. (2018). The use of information
technology in course delivery and students’ cheating: case study. Edukacja-
Technika-Informatyka, 9(4), 169-174.
http:/ /repozytorium.ur.edu.pl/handle/item /4372

Wang, H. R, & Nuttall, H. (2018). Blended Learning in China: At the Crossroads. In
Online Course Management: Concepts, Methodologies, Tools, and Applications (pp.
1399-1419). IGI Global. https:/ /doi.org/10.4018/978-1-5225-5472-1.ch073

Wang, L. N. (2014). Efficiency orientation: The study of College English Instruction time
management [Doctoral dissertation, Southwest University]. UKnowledge.
https:/ /kns.cnki.net/kems/ detail / detail.aspx?dbcode=CDFD&dbname=CDFD
1214 &filename=1014258781.nh&uniplatform=NZKPT&v=qJLu2w_xW4RAUqW
UK10-iC49B8P0cT-n7ZEDdMkygtxpLXZaSdQHvZTVPZkC23xC

Wang, N., Chen, J. W,, Tai, M., & Zhang, J. Y. (2021). Blended learning for Chinese
university EFL learners: Learning environment and learner perceptions.

http:/ /ijlter.org/index.php/ijlter



570

Computer Assisted Language Learning, 34(3), 297-323.
https://doi.org/10.1080/09588221.2019.1607881

Wang, Y., & Wang, M. X. (2016). Developing learner autonomy: Chinese university EFL
teachers’ perceptions and practices. In Language Learner Autonomy: Teachers’
Beliefs and Practices in Asian Contexts (pp. 23-42). IDP Education (Cambodia).
https:/ /doi.org/10.5746/leia/la_asia

Win, N. L., & Wynn, S. D. (2015). Introducing blended learning practices in our
classrooms. Journal of Institutional Research South East Asia, 13(2), 17-27.
http:/ /eprints.intimal.edu.my/154/

Wu, H., & Luo, S. (2022). Integrating MOOCs in an Undergraduate English Course:
Students” and Teachers’ Perceptions of Blended Learning. SAGE Open, 12(2),
21582440221093035. https:/ /doi.org/10.1177 /21582440221093035

Xu, D., Glick, D., Rodriguez, F., Cung, B., Li, Q., & Warschauer, M. (2020). Does blended
instruction enhance English language learning in developing countries?
Evidence from Mexico. British Journal of Educational Technology, 51(1), 211-227.
https://doi.org/10.1111/bjet.12797

Yang, Y.J., & Tong, H. (2015). %&T- MOOC IR & 05 oK 2% A 5 21 1& RVERE 78 [A Study
of university students’ learning adaptations in MOOC-based blended learning].
China Information Technology Education, 21, 115-118.
https:/ /kns.cnki.net/kems2/article/abstract?v=]JTjHPEokuYSOaVti89emZqqtJo
xnt6lrEm41sFcz0rxz220QdeNhHOUQ-JFEEUPabYhyg-
BKTMDtuPWx16WtMsAsn2jIScZbFDKq14wkEUqt0DBdKgkiuErGPJfGY1K6BK
mUh3V2g0Gy_-EfiUz2ITQ==&uniplatform=NZKPT&language=CHS

Yang, Y.F., & Kuo, N.C. (2023). Blended learning to foster EFL college students” global
literacy. Computer Assisted Language Learning, 36(1-2), 81-102.
https:/ /doi.org/10.1080/09588221.2021.1900874

Yen, S.C,, Lo, Y., Lee, A, & Enriquez, ]. (2018). Learning online, offline, and in-between:
Comparing student academic outcomes and course satisfaction in face-to-face,

online, and blended teaching modalities. Education and Information Technologies,
23(5), 2141-2153. https:/ /doi.org/10.1007 /s10639-018-9707-5

Yin, J. (2023). “ HECW+" T A w224 H 5% 2] 58 711935 9% [ The cultivation of students’
independent learning ability in private colleges and universities]. China New
Telecommunications, 25(5), 146-148.
https:/ /kns.cnki.net/kems2/article/ abstract?v=]TjHPEokuYQwXD_gf8evZQfN
g_6rloxnFsyvkqghDIxIuZbtlhkldoER]qyljiFnsqmrps]tlhavZrZpyM-
QRee_hX_Hz9EKbILX3t1YcInF371Lrr2DO_tF2RJHBJ6gDsww_u3LSI6mSrO5]Qa
-pGQ==&uniplatform=NZKPT&language=CHS

Yin, R. K. (2018). Case study research and applications: Design and Methods (Vol. 6).
Thousand Oaks, CA: Sage.

Zhang, M., & Fang, X. (2022). Exploring university EFL Teachers’ technological
pedagogical content knowledge and teacher efficacy in technology-integrated
flipped classroom. SAGE Open, 12(3).
https://doi.org/10.1177/21582440221116105
Zhao, Y. Y. (2018). Student engagement in postsecondary English classes in China: the teachers’
perspective (Publication No. 10979816) [Doctoral dissertation, Kansas State
University]. ProQuest Dissertations and Theses Global.
https:/ /www.proquest.com/docview /2173959337 / abstract/ C9C480277 A2E42B
AP/2

http:/ /ijlter.org/index.php/ijlter



571

Appendix 1: Interview Protocol

Part 1: Basic Information

Time of Interview: Date:
Place:
Interviewer: Interviewee:

Part 2: Introduction

Thank you for taking part in this interview about the blended learning experience
for English majors in private universities. Your insights are crucial for
understanding the challenges and opportunities in this learning model. This
interview aims to explore your attitudes and perceptions toward the development
of learner autonomy in EFL blended learning. Each interview will last for 45-60
minutes, and the researcher will audio the whole process for later analysis if you
don’t mind. Your name and responses are confidential and will be used for
research purposes only. Participation in this interview is entirely voluntary, and
you have the right to withdraw at any time without providing a reason. Before we
proceed, we will ask you to provide your consent to participate in the interview.
If you have any questions or concerns, please feel free to ask before we begin.
Once again, thank you for your willingness to share your experiences.

Part 3: Interview Questions

1. For your learning experience in a blended EFL classroom, what do you think
are the differences compared to a traditional classroom?

2. Do you prefer online learning or traditional classroom instruction in a blended
classroom? Why?

3. Do you think the blended learning model helps to improve your English
autonomous learning? Why?

4. How do you usually manage your study time in the blended learning? Is there
a fixed plan?

5. Have you encountered difficulties or challenges in learning English in blended
learning? How did you cope with it?

6. Do you feel that you have improved your language skills and communication
skills during the blended learning process? Please share some examples.

7. For online learning resources in the classroom, which ones do you think have
helped you learn the most? Are there any resources that you particularly
recommend?

8. What support or improvements do you expect from your school or teachers to
better facilitate the development of students’ learner autonomy skills in the
blended English learning?
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