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Abstract

This embedded single-case study investigates four secondary school L2 teachers’ percep-
tions of metacognitive oracy instruction (MOI) over a two-year Design-Based Research
(DBR) project and examines the effects of the project on their declared practices almost a
year after its completion. Questionnaires, learner notes, and interviews to the double were
used to collect data. Data analysis included descriptive statistics and content analysis. The
results indicate that the DBR project had an overall positive effect on three of the four
teachers’ perceptions of MOI. The study also found a link between the teachers’ percep-
tions of MOI and their self-reported implementation in practice. The findings highlight
difficulties teachers face in developing metacognitive practices, even when they believe in
their efficacy and intend to implement them. The study offers insights into language teach-
ers’ adoption of metacognitive practices through DBR and can serve to inform teacher
educators and researchers.

Keywords: Metacognition, in-service language teachers, second/foreign language teaching, design-

based research, metacogntive oracy instruction, teacher professional development

Introduction

The positive effects of metacognition on student learning are now well documented (Avargil
et al., 2018; Colognesi, Piret et al., 2020; Wilson & Bai, 2010). Research indicates that
metacognition enables learners to understand their thinking processes, evaluate the effectiveness
of their actions, and implement strategies for change (Veenman et al., 2006). In addition,
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2 Perceptions and practices of L2 teachers in metacognitive oracy instruction

engaging students in metacognitive processes improves their self-efficacy (Colognesi et al.,
2019). The benefits of metacognition are also acknowledged in the field of Second Language
Acquisition (SLA) (Anderson, 2002; Chamot, 2005; Wenden, 1998). Successful language
learners commonly exhibit proficiency in metacognitive skills (Haukés, 2018; Zhang & Goh,
2006), and metacognitive strategies are seen as vital to the development of learner autonomy
(Zhang & Zhang, 2019).

Despite the benefits, metacognitive activities are uncommon in classrooms (Depaepe et al.,
2010; Dignath-van Ewijk, 2016) due to multiple reasons detailed by Barbier and Colognesi
(2023). First, teachers struggle with understanding the concept of metacognition (Ben-David &
Orion, 2013; Spruce & Bol, 2015; Wilson & Bai, 2010) and lack knowledge on how to engage
students in metacognitive practices (Veenman et al., 2006). Second, teachers hold beliefs that
may hinder the promotion of students’ metacognition, such as the perception that students
are incapable of answering metacognitive questions (Ben-David & Orion, 2013; Braund, 2019;
Spruce & Bol, 2015). They also report time constraints as another barrier (Wilson & Bai, 2010;
Suteu, 2021).

In French-speaking Belgium (Fédération Wallonie-Bruxelles, FW-B), an ongoing educational
reform called Le Pacte pour un Enseignement d’Excellence! (henceforth, the Pacte) mandates
the implementation of metacognition as a core component of instruction (FW-B, 2016). This
requirement presents a two-fold challenge in terms of shifting teachers’ beliefs and providing
training to empower teachers to effectively foster metacognition among their students (Barbier &
Colognesi, 2024).

In a recent article, Sato and Loewen (2022) proposed Design-based Research (DBR) (The
DBR Collective, 2003) as a collaborative solution to address “epistemological and practical
obstacles” (p. 512) to the research-practice dialogue in Instructed Second Language Acquisi-
tion (ISLA). We believe that the challenges L2 teachers meet with metacognitive practices fall
into these same categories and that DBR, given its iterative nature, offers a promising approach
to their development and implementation. Therefore, we set out to determine to what extent
DBR could contribute to L2 teachers’ professional development (TPD) by promoting metacog-
nitive practices.

In line with the Pacte reform (FW-B, 2016) and against the backdrop of the literature, we
set up a DBR project to improve L2 learners’ oral communication skills through metacognitive
instruction. The project was funded by the FW-B and spanned two years with two iterative
cycles. In this study, we portrait four different teacher profiles who were involved. We specifi-
cally focus on how said teachers’ perspectives evolved during the DBR process, and if and how
their declared metacognitive practices changed over time.

In the following sections, we first introduce the concept of TPD, and present L2 oracy and
metacognitive practices as possibilities for TPD. We then outline the objectives of the study, and
present our methods, the DBR process, the participants, and our data collection and analysis.
Subsequent sections report the results for the four participants. Finally, we discuss these find-
ings and their practical implications for L2 teaching.

Theoretical Background

This theoretical background section centers on the significant role of TPD in improving the effi-
cacy of L2 teaching and is structured around three interconnected themes. Initially, the section
establishes a basic understanding of TPD and suggests research as a springboard for it. The
focus then shifts to two specific instances within this framework: L2 oracy and metacognition.
These areas serve as key examples of how principles of TPD can be applied in language teach-
ing contexts. The final part of the section introduces metacognitive oracy instruction (MOI),
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Perceptions and practices of L2 teachers in metacognitive oracy instruction 3

an approach that integrates metacognitive instruction into L2 oracy education and represents
a targeted practice for TPD.

Teachers’ Professional Development

TPD opportunities play a pivotal role in the continuous improvement of instructional prac-
tices and student performance (Darling-Hammond et al., 2017). Desimone (2009) outlines
that meaningful TPD offers a focus on content, active learning, coherence, sustained duration,
and collective participation. Research by Wei et al. (2010) also puts forward the importance of
aligning TPD activities with actual classroom and school priorities, which directly correlates
with improved teacher practices and student performance. Similarly, Guskey (2002) suggests
that changes in teacher practices are contingent upon TPD that directly relates to their specific
classroom challenges, but also includes opportunities for applying new strategies to overcome
those challenges. More recent research underscores the importance of continuous professional
training that focuses on the teachers’ work not only at the classroom level, but also at the orga-
nizational level (Coppe et al., 2024).

While research has been identified as an important contributor to TPD that can help teachers
find solutions to concrete issues they face (Darling-Hammond et al., 2017), it appears that L2
teachers’ engagement with research remains limited (Medgyes, 2017; Marsden & Kasprowicz,
2017). One way to ensure the effective dissemination of research findings and help teachers
develop new practices is by involving teachers in the process and providing them with opportu-
nities to develop professionally (Borg, 2013).

L2 Oracy and Metacognition as Objects of Professional Development
L2 Oracy

Oracy, a term introduced by Wilkinson (1966), is defined as “the ability to use the oral skills of
speaking and listening” (p. 13). This concept parallels literacy and numeracy, which concern
the abilities to read, write, and work with numbers, respectively. Unlike more commonly used
terms such as ‘communication skills’ or ‘speaking and listening skills’ (Mercer et al., 2016),
oracy clearly emphasizes the holistic nature of verbal communication. The term more accu-
rately reflects real-life scenarios (Alexander, 2012), where speaking and listening can occur
simultaneously or asynchronously, and can be interdependent or isolated.

Oracy holds a central position in language learning. As Goh (2014) reminds us, its importance
extends beyond communication and has “long been accorded prominence in influential second
language acquisition theories that foreground the importance of linguistic input and output”
(p. 1). Consequently, it is not uncommon for research to examine ‘listening and speaking’
together. In fact, there is an increasing amount of research that investigates the effects of an
integrated skills approach (listening and speaking) to L2 teaching. A critical synthesis of four
such studies by Chen (2024) reveals that three out of the four yielded positive outcomes for
learners. Additionally, the field of oracy intersects with metacognitive processes. Zhang and
Goh’s (2006) study of 278 Singaporean students’ metacognitive knowledge and use of listening
and speaking strategies is a case in point. Similarly, a study by Bangkom and Sukavatee (2021)
focuses on the impact of oracy instruction in a blended-learning environment on Thai students’
metacognitive awareness.

Metacognition

In educational sciences, metacognition is traditionally defined as the process of thinking about
one’s own thinking and learning (Flavell, 1979). The simplicity of this definition has led to a
lack of consistency and clarity as to what the construct really entails (Veenman et al., 2006).
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4 Perceptions and practices of L2 teachers in metacognitive oracy instruction

Nonetheless, contemporary research predominantly aligns with Flavell’s (1979) and Brown’s
(1987) conceptualization, who emphasize two key components: metacognitive knowledge
and metacognitive regulation. Another facet of metacognition, metacognitive experiences,
has been alternatively associated with metacognitive knowledge (Flavell, 1979) or recognized
as a separate component (Efklides, 2006; Allix et al., 2023). Although this study acknowl-
edges the significance of metacognitive experiences, this aspect does not constitute its pri-
mary focus.

Flavell (1979) proposed dividing metacognitive knowledge into three dimensions: person,
task, and strategy knowledge. Person knowledge pertains to the understanding of the learn-
ing process as experienced by oneself or others. Task knowledge encompasses understanding
the nature of a task and the processes required to complete it. Strategy knowledge refers
to familiarity with strategies, to perform tasks or reach learning objectives. Metacognitive
regulation is facilitated using metacognitive strategies (Ku & Ho, 2010), which enable indi-
viduals to plan, monitor, and assess their learning or problem-solving processes (Brown &
Deloache, 1978; Veenman, 2005; Veenman et al., 2006). In short, metacognitive strategies
can be defined as the processes that allow learners to regulate their use of cognitive strategies
(Flavell, 1979).

Metacognition in SLA

While Flavell (1979) recognized the role of metacognition in first language acquisition, he
did not explicitly connect it to SLA. This linkage was first made by Wenden (1989), who
adapted Flavell’s model for L2 research by incorporating metacognitive knowledge of per-
son, task, and strategy, along with metacognitive regulation. Drawing on this conceptualiza-
tion, many researchers have since examined the link between metacognition and L2 learning
and teaching (Sato, 2022; Zhang & Zhang, 2019). Findings indicate that metacognition is a
predictor of successful language learning (Anderson, 2002; Chamot, 2005; Wenden, 1998).
In fact, metacognition has been shown to benefit learner autonomy and self-regulated learn-
ing (SRL).

Metacognition is an essential component of learner autonomy, which Holec (1981) defines as
“the ability to take charge of one’s own learning” (p. 3). This inherently involves decision-mak-
ing, self-direction, and self-evaluation by the learners (Little, 2003). Learners who effectively
utilize their metacognitive knowledge are more likely to develop autonomy, as they can better
assess their learning needs and adjust their approaches accordingly (Wenden, 1998; Zhang,
2016). This underscores the importance of fostering metacognitive skills to empower learners
towards more autonomy.

While learner autonomy emphasizes a more general capacity to take charge of one’s learning
process, SRL, a similar concept, focuses on the specific strategies learners use to manage and
control their learning path (Andrade & Evans, 2012). Metacognitive strategies are therefore
integral to SRL, as they involve the active management of one’s learning through planning,
monitoring, and evaluating (Zhang & Goh, 2006). In practice, these strategies help learners
identify the best ways to approach different learning tasks, leading to more personalized and
therefore more effective learning experiences. For instance, Teng and Zhang (2016) used a
quantitative approach and structural equation modeling to validate a questionnaire assessing
SRL strategies in EFL writing. Their research included 790 undergraduates from six universi-
ties in Northeast China. They aimed to verify the hierarchical and multidimensional structure
of SRL strategies, by focusing on the role of metacognitive strategies. Their results confirmed
that metacognitive strategies are a significant predictor of successful self-regulation, especially
in improving EFL writing proficiency.
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Metacognitive Instruction and L2 Oracy Skills

Given the link between metacognition and successful language learning, researchers have
investigated how metacognitive instruction can benefit L2 learners, particularly in improving
their language proficiency. While there is some evidence regarding improvements in reading
(Algahtani, 2019; Zhang & Wu, 2009) and writing skills (Harris et al., 2009; Sitko, 1998), this
discussion focuses more specifically on oracy skills.

Metacognitive instruction has been shown to have significant benefits for L2 listening com-
prehension. Several studies have found that metacognitive instruction can lead to substantial
improvements, especially for less-skilled learners (Bozorgian, 2012; Graham & Macaro, 2008;
Vandergrift & Cross, 2017; Vandergrift & Tafaghodtari, 2010). Li et al. (2022) examined the
influence of language proficiency on the effectiveness of metacognitive instruction among Chi-
nese college students. Their study found that the listening performance of the experimental
group improved significantly compared to the control group, despite lower language proficiency
constraining some learners’ engagement in metacognitive activities. This study indicates that
metacognitive instruction is effective in improving listening performance even when language
proficiency exerts a negative effect. These benefits can also extend to young learners and those
from low socioeconomic backgrounds. Colognesi (2023) conducted a study with early elemen-
tary students in schools with low socioeconomic index. The findings indicated that explicit
instruction in comprehension strategies significantly enhanced listening performance across
various student profiles. In addition to enhancing listening skills, metacognitive instruction
also addresses the emotional aspects of language learning. Xu and Huang (2018) revealed that
metacognitive awareness significantly mediated the relationship between listening anxiety and
performance among Chinese EFL learners, once again particularly benefiting those with lower
proficiency.

While there is comparatively less research on the role of metacognitive instruction in the devel-
opment of speaking skills (Kim & Kim, 2017), findings increasingly seem to point in a similar
direction. For instance, Forbes and Fisher (2015) found that explicitly teaching metacognitive
strategies in secondary school French lessons positively impacted the learners’ confidence and
oral proficiency, as indicated by increased perceived value and use of metacognitive strategies
after the experimental treatment. Similarly, Sato and Loewen (2018) noted that metacognitive
instruction combined with corrective feedback improved speaking skills in English language
learners. In a quasi-experimental study focusing on the effects of metacognitive instruction on
young L2 learners, Sato and Dussuel Lam (2021) observed positive effects on metacognitive
knowledge, L2 production, and participation patterns, despite the absence of notable changes
in the learners’ willingness to communicate.

Implementing Metacognitive Oracy Instruction

Amidst the landscape of metacognition and oracy research, it appears that enhanced metacog-
nitive engagement in oracy instruction, or what we will now refer to as metacognitive oracy
instruction (MOI) can help L2 learners develop the necessary metacognitive knowledge and
regulation abilities to become accomplished listeners and speakers. Metacognitive knowledge in
this context refers to understanding the nature of oracy tasks and one’s own learning processes
while performing them, along with a familiarity with effective comprehension (Goh & Van-
degrift, 2021) and communication strategies (Sato, 2022). Metacognitive regulation involves
the use of strategies to plan, monitor, assess, and regulate one’s learning or problem-solving
processes when performing oracy tasks. Across the various studies on metacognitive instruc-
tion, including those focusing on oracy skills, several recurring principles emerge regarding the
implementation of MOI. This section summarizes these principles.

jﬂ' Castledown Australian Journal of Applied Linguistics, Volume 7 Number 3 (2024)


https://www.castledown.com/journals/ajal/issue/view/ajal.v7n3
https://www.castledown.com/journals/

6 Perceptions and practices of L2 teachers in metacognitive oracy instruction

First, as the definition of metacognitive strategies suggests, the literature emphasizes the use
of metacognitive prompts, which involve cues or questions to activate specific strategies to sup-
port learners’ performance (Berthold et al., 2007) before, during, and after the task. In fact, in a
study involving young learners, Kaur (2014) also suggests dividing listening tasks into smaller
bits punctuated by metacognitive prompts.

Explicit instruction is often advised, especially to develop learners’ strategy knowledge (Lam,
2010; Goh, 2014) and selecting those suitable for specific language learning tasks (Graham &
Macaro, 2008). One way to achieve this is through modeling strategy use (Bowman et al., 2005).
For example, in an experimental study aimed at enhancing EFL learners’ proficiency through
metacognitive strategy instruction, Rashtchi and Khani (2010) asked the teacher to initially
describe, explain, and provide examples of a metacognitive strategy before learners engaged in
the practice.

Soliciting learners’ metacognition in writing is yet another recurrent principle. Reflective writ-
ing has been found to contribute to learners’ metacognition (Moon, 2006) and foster deeper
reflection (Lew & Schmidt, 2011). Employing learning journals can lead to increased metacog-
nitive knowledge (Fung et al., 2019; Niickles et al., 2012). Kaur (2014) argues for the use of lis-
tening diaries to help learners reflect explicitly on their person, the task and the strategies they
use. Goh (2008) also suggests using journals or diaries as forms of metacognitive instruction
for L2 listening development. In the same vein, He (2011) found that weekly journaling led to
EFL learners’ improved pronunciation proficiency.

This Study

Aims

While the literature highlights the benefits of MOI and provides clear guidelines for imple-
mentation, such findings do not seem to percolate into practice. Research that is concerned
with MOI typically focuses on their impact on learning (Fairbanks et al., 2010; Hattie, 2012;
Hiver & Whitehead, 2018; Hiver et al., 2019) rather than on how language teachers perceive
and appropriate this practice. In a recent study, Ozturk (2017) investigated the self-reported
metacognitive instruction competencies of 30 English teachers before and after a professional
development intervention. The results showed that half the teachers lacked metacognitive
knowledge and competencies from the start, which is in line with highlights from similar stud-
ies in education (Fisher, 2002; Kerndl & Abersek, 2012; Wilson & Bai, 2010). Ozturk (2017)
also notes that the intervention only impacted the practices of highly metacognitive teachers.
Their results bring forward the need for more research on teachers’ perspectives on metacog-
nitive instruction.

The current Pacte reform in French-speaking Belgium mandates the integration of metacog-
nition into teaching. Yet, despite available guidelines in the literature, its complexity challenges
effective implementation (Ben-David & Orion, 2013; Spruce & Bol, 2015; Wilson & Bai, 2010).
The field of educational sciences provides solutions to address these challenges by changing
teachers’ beliefs, and as a result their practices (Aragon et al., 2018; Hanin et al., 2022). One
promising approach is to train teachers through research (Darling-Hammond et al., 2017
Flores, 2017), particularly by engaging in collaborative research endeavors (Borko et al., 2010;
Cochran-Smith & Lytle, 2009) such as DBR (Barab & Squire, 2004; McKenney & Reeves, 2012;
The DBR Colllective, 2003).

Therefore, we have chosen to employ DBR to help bridge the research-practice gap in
ISLA (Sato & Loewen, 2022), and to investigate the extent to which this methodology
affects language teachers’ perspectives on MOI. Most studies on metacognitive practices only
capture teachers’ perspectives at a specific moment. Such studies are also in short supply in
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ISLA research. This study, which portrays four L2 teachers involved in a two-year DBR project
on MOI, thus aims to offer a longitudinal perspective by exploring the following research
questions:

RQ 1: How do the four language teachers’ perceptions of MOI evolve over the
two-year DBR research project?

RQ 2: What are the teachers’ self-reported effects of the project on their prac-
tices almost a year after its completion?

Context

Secondary education in the FW-B is structured into three two-year levels. The first level, for
ages 12 to 14, focuses on transitioning students from primary education, while the middle level,
for ages 14 to 16, emphasizes orientation towards potential career paths. The final level, for
ages 16 to 18, prepares students for higher education or the professional world, offering paths
in general, technical, artistic, and vocational education (Eurydice Network, 2024).

To support in-service teachers working across these levels, the FW-B provides structured
TPD opportunities through both mandatory and optional training days. They are entitled to six
half-days of mandatory training each year to address collective educational needs, as well as
ten half-days of voluntary training tailored to individual professional goals (FW-B, 2021). The
number of training days is relatively limited, and these training sessions are typically designed
as standalone events without subsequent follow-up. The focus is on immediate skill acquisition
rather than ongoing development.

The Pacte reform was introduced to further improve the quality and equity of the educa-
tional system. It focuses on modernizing teaching practices, updating curricula, and improving
teacher training to align with contemporary needs. This includes increasing mandatory train-
ing days, from three days to potentially four to six days annually, depending on needs (FW-B,
2017). To support TPD, the government has also facilitated sponsored research and training
projects to help implement the reform in recent years, such as the project our DBR study is
embedded in.

Methods

To achieve our research ambitions, we chose a qualitative approach and more precisely an
embedded single-case design (Yin, 2017), which involves multiple subunits of analysis. By
doing so, we aimed to obtain a fine-grained understanding of the different teachers’ experience
and relation to MOI in the wider context of the DBR project.

DBR Procedure

We employed DBR as a methodological approach within the broader field of Design Research
(Van den Akker et al., 2006). This methodology proved successful in other studies pertaining
to L2 teaching practices (Lim & Nguyen, 2021; Moore et al., 2018; Reeves & McKenney, 2013).
It is characterized by its systematic yet flexible design of interventions and analysis to improve
educational practices through progressive refinement and reiteration, with the aim of gener-
ating “sharable theories” (The DBR Collective, 2003, p. 5). DBR is mostly characterized by its
iterative process. Reeves (2006) and Herrington et al. (2007) described DBR as involving an
integrated approach where teachers and researchers first collaborate to analyze issues, where
solutions are then developed, and where these solutions subsequently undergo iterative cycles
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8 Perceptions and practices of L2 teachers in metacognitive oracy instruction

of testing and refinement. This process culminates in the joint evaluation of the intervention’s
effectiveness (Plomp, 2013), and the generation of theory that informs other practitioners
interested in exploiting a similar design in their context (Anderson & Shattuck, 2012).

Five researchers (Author 1 and 4 included) and 115 lower-secondary English and/or Dutch
as foreign language teachers from 22 school teams were initially recruited on a voluntary basis
to participate in a state-funded DBR project. The project adhered to Reeves’ (2006) and Her-
rington et al.’s (2007) four-phase model: collaborative analysis of issues, development of solu-
tion, iterative cycles of testing and refinement, and evaluation.

Phase 1 (September 2019) focused on the identification of oracy instruction challenges
through discussions with teachers. In Phase 2 (October to December 2019), the researchers
reviewed relevant literature, designed a solution involving MOI, and introduced it to the
teachers. This included two types of materials: models of listening and speaking tasks for
explicit metacognitive strategy instruction and a metacognitive journal template (see translated
examples in Appendix A and B). These materials were referred to simply as ‘strategies’ and
‘learning journal’ to facilitate communication and avoid jargon (Sato & Loewen, 2022). Phase 3
consisted of two iterative cycles. The first cycle ran from January to May 2020, where teachers
integrated and tested the materials within their lesson plans, including a mid-cycle review
with the researchers in March. This cycle concluded with an evaluation in May 2020, leading
to refinements in the design. The second cycle spanned from September 2020 to May 2021,
starting with the introduction of these refinements. Throughout this period, the teachers
implemented MOI, and a check-up meeting was held in February 2021. The project culminated
in Phase 4 (May 2021), where the design was evaluated with the teachers to generate theory
on the application of MOI in language teaching. Figure 1 provides a detailed overview of these
phases.

PHASE 1 PHASE 2
’ S
Identification of issue Solution PHASE 3
(Sep 2019) (Oct to Dec 2019)

Review of the literature

Design of the solution Testi n g
Presentation of solution

/
/ Cyecle 1: Jan 2019 to May 2020

Iterations
Cycle 2: Sep 2020 to May 2021

Refinement Assessment

PHASE 4

Generation of theory
(May 2021)

Figure 1 Overview of the DBR project.
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Participants

This study specifically focuses on four teachers who took part in the DBR project. The selected
teachers were part of the pool of 19 teachers who collaborated directly with Author 1. They were
selected at the beginning of the second cycle. A series of three criteria was employed to select
the participants.

First, the teachers had to participate in the second iteration as this would allow us to follow up
on the effect of the project on their practices after the DBR concluded. Once this condition was
applied to the population, 17 teachers remained eligible.

A second selection criterion pertained to experience. Seasoned teachers tend to be more
reflective in their practice and have a greater understanding of the educational context in which
they operate (Feiman-Nemser, 2001; Ingersoll & Strong, 2011). Novice teachers tend to be
more self-focused, while experienced teachers exhibit a shift towards more learner-centered-
ness (Levin et al., 2010, 2013), an approach that recognizes the importance of metacognition
(Bremner, 2022). Applying this criterion eliminated nine teachers.

The final selection of the four teachers was conducted through a qualitative, purposeful sam-
pling approach, which consists “in selecting information-rich cases for in-depth study” (Patton,
2014, p. 401). In this context, the phenomenon was the teachers’ engagement and attitudes
towards MOL. To do so, two researchers used direct observations, a key technique in qualitative
research (Angrosino, 2007), to assess teachers’ verbal and non-verbal reactions during the first
two meetings at the beginning of the second cycle. Observations included teachers’ expres-
sions of enthusiasm or skepticism, and engagement during discussions. These observations
were systematically documented, by focusing on nuances such as facial expressions, the tone of
voice, and body language. After the two meetings, the two researchers consulted their notes and
agreed to select four teachers with different profiles.

The four different profiles of teachers represent a range of perspectives on MOI. To maintain
confidentiality, they were assigned aliases based on their reactions. Claire was Convinced, as
she showed consistent enthusiasm and a proactive approach to adopting MOI practices, which
made her an exemplary case for positive reception. Roberta was Reluctant, as she expressed
skepticism and concerns, a view that puts forward challenges in terms of adoption. Phoebe
had an overall Positive attitude, as she was very enthusiastic. Hope, who joined the project
for cycle 2 only, expressed Hopefulness towards the effects of MOI. Appendix C summarizes
the information on the participants. To meet ethical standards, the participating teachers pro-
vided their informed consent, and the study was approved by the policymakers prior to data
collection.

Instruments and Data

To answer research question 1, we used a questionnaire and to answer research question 2, we
chose to triangulate (Flick, 2018) two data collection methods: learners’ notes were collected
and an interview to the double (ITTD) was conducted.

Questionnaires. The questionnaire used in this study is an adaptation of the TAM (Davis,
1989; Teo et al., 2007; Venkatesh & Davis, 1996) in French. Originally designed to assess indi-
viduals’ readiness to adopt new technologies, Davis (1989) acknowledged its potential appli-
cability “across a wide variety of innovation types” (p. 322). The model has since been widely
used in various research contexts (Maranguni¢ & Granié¢, 2015), as well as in the field of edu-
cation (Teo et al., 2007; Scherer et al., 2019; Grani¢ & Marangunié¢, 2019) and ISLA (Romero
Muioz et al., 2024). Although our study did not primarily examine technological aspects, we
contend that MOI aligns with Davis’s (1989) idea of innovative practice. The TAM dimensions
(Perceived Usefulness, Perceived Ease of Use, Attitude, Intention to Use) center around change,
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and technology is just an instantiation thereof, which can therefore be readily substituted with
any other novel practice.

Our questionnaire was administered at four key points during the project: first, after present-
ing MOI as a solution in December 2019 (T1); second, after the completion of the first cycle
in May 2020 (T2); third, before the beginning of the second cycle in October 2020 (T3); and
finally, at the end of the project in May 2021 (T4).

The questionnaire had four sub-scales of 12 items, which aimed to examine teachers’ per-
ceptions of strategy instruction (metacognitive strategies) and of the learning journal (meta-
cognitive journal), each time from theirs and their learners’ perspectives. Appendix D provides
an overview of the questionnaire and examines its psychometric quality. Although our study
examines the responses of four specific teachers, all participating teachers in the DBR project
underwent the same process. Some open questions were also added to complement the teach-
ers’ answers. A summary thereof is provided in Appendix E.

Learners’ notes. In March 2022, about a year after the DBR project concluded, we reached
out to four teachers to collect samples of their learners’ materials from the previous month,
including notes, handouts, worksheets, textbooks, journals, or any annotated classroom mate-
rials. We asked for materials from the preceding month to avoid influencing current teaching
practices. The teachers selected a student with perfect attendance for that month, ensuring the
materials accurately reflected the activities completed during the period.

Interview to the double. To obtain a fine-grained perspective on the teachers’ activities
and idiosyncratic choices (Nicolini, 2009), we used the ITTD methodology (Clot, 2001). This
introspective method (Mackey & Gass, 2021), akin to a think-aloud protocol, involves the inter-
viewee instructing a ‘double’ (the interviewer) on performing a task, allowing this double to
execute it independently (Forget, 2013). This approach was chosen to investigate if and how
the teachers had been incorporating metacognitive strategies into their teaching. Prior to the
interview, the interviewer had a more informal discussion with the teacher about the learners’
notes and the DBR project to establish a relaxed atmosphere. The teachers were then shown
samples of learners’ notes and asked to select an activity identified by researchers as using MOI,
or a suitable listening or speaking activity if none were labeled as such. The ITTD began with
the researcher asking:

Suppose I'm your double and tomorrow I find myselfin the position of having
to replace you to give this activity. What instructions would you like to give
me so that no one notices the substitution? (adapted from Clot, 2001)

Using the second person, the teacher then proceeded to explain how to carry out the selected
activity. The researcher asked ‘naive’ questions or repeated some of the teachers’ statements to
elicit detailed explanations. Conducted in French (the teachers’ first language) and recorded,
the interviews, including preliminary discussions, lasted an average of 42 minutes, totaling
32,252 words in transcription.

Analysis

To answer RQ1 (i.e., How do the four language teachers’ perceptions of MOI evolve over
the two-year DBR research project?), the responses to the questionnaire items were
described using ggplot2 package (Wickham, 2016) on R (version 4.1.3) software. For
each teacher, we calculated the average of the responses across the four dimensions—
perceived usefulness, perceived ease of use, attitude towards use, and intention to use—
at four different time points: T1, T2, T3, and T4. These averages were plotted on a line
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graph for each dimension, with time on the X-axis and the average scores on the Y-axis.
For each teacher, four separate graphs were created to depict the progression in each of the
four dimensions throughout the DBR project. Additionally, each graph included four lines rep-
resenting the different Likert scales employed: the teacher’s perceptions of strategy instruction
for herself (ST) and her learners (SL), and the use of the learning journal for herself (JT) and
her learners (JL).

To answer RQ2 (i.e., What are the teachers’ self-reported effects of the project on their prac-
tices almost a year after its completion?), a content analysis approach (Miles et al., 2019) was
used to examine both the learners’ notes and the ITTD transcriptions. To do so, a series of
criteria based on our theoretical framework were used as theory-generated codes (Marshall
& Rossman, 2016) to analyze both the learners’ notes and the transcription of the interviews.
Table 1 summarizes these criteria and descriptors.

Table 1 Criteria for content analysis.

Criteria Descriptors

1 Presenceoforal The materials contain listening/speaking activities with
or listening tasks potential for MOL.

2  Prompting The teacher offers metacognitive prompts before (planning)...
... during (monitoring)...

... after (assessing and regulating) the listening/speaking

activities.
3  Explicit The teacher explicitly instructs learners on how to select
Instruction strategies that fit a specific language speaking/listening task.
4  Modality The teacher solicits learners’ metacognition in writing.

The teacher solicits learners’ metacognition orally.

Learners’ notes. For the analysis of the learners’ notes, the analysis thus focused on iden-
tifying instances where listening and speaking tasks were presented with opportunities for
metacognitive instruction, on the presence of metacognitive prompts at key moments (before,
during, after the task), and on explicit instructions on strategies and strategy selection. The
notes were also examined for evidence of written prompts and instructions (in the form of a
learning journal or not). This evaluation helped determine whether and how MOI practices
were documented.

Interview to the double. Similarly, the criteria utilized for analyzing the learners’ notes
were adopted as pre-established themes to facilitate the coding of the ITTD data. Additionally,
we specifically looked for traces of spoken metacognitive instruction as well as spoken prompts,
as this could not be observed in the learners’ notes.

Results

Teachers’ Perception of MOI

In what follows, we answer RQ1 by presenting the selected teachers’ perceptions of MOI over
the DBR project. To do so, we combined the produced graphs with the teachers’ answers to
the open-ended questions in the questionnaire. The answers were translated from French into
English.
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Claire’s Perception of MOI. Claire has a positive profile overall, and the curves for the
different variables measured indicate that she remains favorable in terms of her perception of
usefulness, her attitude, and her intention to use both the strategies and the learning journal
the following year (see Figure 2). Only her perception of the ease of use seems to deteriorate
between T3 and T4.

She also believes that strategies benefit learners:

Strategies allow students to understand certain processes, to become aware
of their needs and difficulties in communicating in a foreign language, to
overcome certain shortcomings (lexical, grammatical, behavioral, etc.), to
gain confidence in themselves. (T3)

Only the curve of her perception of ease of use decreases between T3 and T4, both for the
strategies and the journal, but more for the students than for herself.

Even though she mentions having already used the strategies in the first year of the project,
it is the metacognitive reflection in writing through the learning journal that, after a cycle of
experimentation, still seems complex for her to implement:

Last school year I was able to practice some of them [...] and the experience
was positive and beneficial for the students. (T3)

I'm not worried about it, but it’s true that working with the learning journal
sometimes takes quite a bit of time. (T3)

Perceived Usefulness Ease of Use

Tl T2 T3 T4 T1 T2 T3 T4

Attitude Intention to Use i |T

Time

Figure 2 Evolution of claire’s perception of strategy instruction and use of a learning journal
for herself and her learners.
Note. ST = Strategies for Teachers. SL = Strategies for Learners. JT = Journal for Teachers. JL = Journal for Learners.
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Roberta’s Perception of MOI. In many ways, Roberta’s profile is different from Claire’s.
Overall, she has a negative final opinion on all the variables but one: she finds it easy to teach
strategies and to have learners reflect in writing in the learning journal (see Figure 3).

Most of the variables change positively between T1 and T2 but deteriorate as time goes on.
The deterioration of the curves can be explained by two aspects. First, she has difficulties in
understanding the concept of strategies which remain “too vague™? (T3) and whose implemen-
tation “takes time” (T3). Second, concerning the implementation of the learning journal, the
two disadvantages seem to be “a lot of sheets” and “a lack of time to analyze the answers” (T3).

Two variables evolve positively between T3 and T4. The graphs reveal that her own perception
of the ease of use of the strategies and the learning journal is quite high at the end of the project.
It appears that she finds it easy to integrate MOI in her practices, but that her learners find it
difficult. This, combined with her low perception of the usefulness of MOI could also explain
her attitude and unwillingness to continue to implement it further. Yet, Roberta mentions in
the questionnaire that “it is a pity that the project will not continue” (T4).

Phoebe’s Perception of MOI. Phoebe has an overall positive profile (see Figure 4), espe-
cially regarding strategy instruction.

In fact, it appears that she connects her new practices to what she already did before:

Yes, but many of the strategies were already used in different textbooks. What
is interesting is to pull together everything that already exists and use them
more in listening comprehension exercises. (T3)

Perceived Usefulness Perceived Ease of Use

Attitude Intention el | T

Time

Figure 3 Evolution of Roberta’s perception of strategy instruction and use of a learning journal
for herself and her learners.
Note. ST = Strategies for Teachers. SL = Strategies for Learners. JT = Journal for Teachers. JL = Journal for Learners.
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Perceived Usefulness Perceived Ease of Use

T1 T2 T3 T4 T T2 T3 T4

Attitude Intention to Use ——

1 1
T1 T2 13 T4 Tl T2 T3 T4

Time
Figure 4 Evolution of phoebe’s perception of strategy instruction and use of a learning journal
for herself and her learners.

Note. ST = Strategies for Teachers. SL = Strategies for Learners. JT = Journal for Teachers. JL = Journal for Learners.

In contrast, the curves are lower for soliciting metacognition in writing which she explains
is due not only to lack of time to put the activities into practice, but also to a need for training:

We didn’t have time to use the learning journal very much. I would use it in
the future, but mainly to do some work method with them. (T2)

I think the students could benefit if we were better trained because right now
I find it complicated to guide them. (T3)

Nonetheless, she expresses benefits related to metacognition:

I think it can be interesting to read the learners’ perceptions in order to
improve our practices. It will help us realize the difficulties our students are
facing. (T1)

Hope’s Perception of MOI. As visible in Figure 5, Hope’s profile shows a generally positive
development in relation to metacognitive strategies for both herself and her learners.

Her perception of the usefulness of the metacognitive journal was quite negative when she
joined the project. She attested that “[i]t takes time, the students don’t see the point, and don’t
use it outside of [her] prompting.” (T3)
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Perceived Usefulness Perceived Ease of Use
6
5
-7
- -
4 -
— |
1 I T

- = 5|

Attitude Intention of Use il I

P

Time

Figure 5 Evolution of Hope’s perception of strategy instruction and use of a learning journal
for herself and her learners.

Note. ST = Strategies for Teachers. SL = Strategies for Learners. JT = Journal for Teachers. JL = Journal for
Learners.

She also suggested not using it “in this form” (T3), but “agree[d] with the reflective aspect”
(T3) of the exercise.

Nonetheless, her opinion evolved significantly, as her perception of the usefulness of written
metacognition increased drastically between T3 and T4. Her intention to continue implement-
ing MOl is also higher at the end of the project. She explains:

The task is not always easy and requires a great investment of time, but I
intend to continue the work done with the researchers in the years to come in
my 1st year classes and to extend it to the 2nd years as well. I would also like
to gradually be able to do this work in the other skills. (T4)

Teachers’ Self-reported Effects on their Practices

In this section, we answer RQ2 by describing the teachers’ self-reported effects of the project
on their practices almost a year after its completion. To do so, we portrait each teacher’s meta-
cognitive practices by combining our criteria analysis with translated verbatims from the ITTD
transcription.
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Table 2 Claire’s metacognitive practices.

Criteria Descriptors Notes ITTD
1 Presence The materials contain listening/speaking X N.A.
of oral or activities with potential for MOI.
listening tasks
2 Prompting The teacher offers metacognitive prompts X X
before (planning)...
... during (monitoring)... X X
... after (assessing and regulating) the X X
listening/speaking activities.
3 Explicit The teacher explicitly instructs learners on how X X
Instruction to select strategies that fit a specific language
speaking/listening task.
4 Modality The teacher solicits learners’ metacognition in =~ X X
writing.
The teacher solicits learners’ metacognition N.A. X
orally.

Claire’s Metacognitive Practices. It emerges from the analysis of the data relating to
Claire’s activity that she implements MOI in a very regular manner throughout the year. In fact,
she has set up a learning scenario dedicated to strategies. Table 2 shows that Claire also ticks all
the boxes when it comes to MOI.

To illustrate her practice, she explains that she begins each activity by having students plan
the tasks:

So, me, the first thing I would explain is that it’s a planning strategy, which
means we'’re going to plan. We'’re going to teach the students to plan things,
that is to say that we’re not going to give them the sheet and “you go ahead
and do it” we’re going to say “how are you going to do your spoken interac-
tion here.”

Moreover, she explains a strategy specific to the context of the task:

Finally, you’'ll also have to explain that a dialogue, well there’s an introduc-
tion and there’s an ending and you don’t do a dialogue like that without say-
ing ‘hello’ and so on.

She reminds the learners to use strategies they have already seen:

“Don’t forget that you can use gestures too. If you don’t know how to say, ‘sit
down’ anymore, well point to it and say ‘please’.” At least the communication
won'’t be cut off.
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She gives special attention to regulation in the task as well, by inviting students to mention
difficulties and strategies they use:

We do a debriefing immediately. So I tell them, “How did you find this?”. Give
me the positive points. If there were none, negative points then, without being
critical, of course, it’s just constructive, that is to say we will eventually use
the negative points to avoid making the same mistakes.

This allows them to use the strategies that they think are the best for them, and she explains
additional ones to them:

I also explain to them that there are 2 ways to do it here, there are some stu-
dents who [...] use mindmaps. You tell them “If youre used to doing it with
this”, you use page 4. If some of the other students are more used to using a
table and prefer a table instead, well you do it in the table, it’s the same.

She proposes moments to evaluate their productions and strategies:

When we do our debriefing, we obviously analyze what we saw. Here’s what
happened, what went well, what didn’t go well, why it didn’t go well, what
needs to be improved so that it works better.

In the evaluation, Claire allows everyone to identify the elements they must improve and to
find the means to do so.

This means that for the student who is at the blackboard and who has played
role B, it will also allow him to say, “Oh yes, I must speak louder, I must artic-
ulate, I must uh, I must improve my pronunciation.”

In connection with her less positive perception of ease of use in the questionnaires, Claire
expresses that she tends to prompt metacognition in an oral manner:

So, the sheets that we had during the project, that’s a little too constraining in
writing for them. I also did it once, but I like to do it orally because we have
them in front of us and we really have them in the heat of the moment.

Finally, Claire embeds metacognitive prompts directly in the course materials (see Appendix F).
She states:

This little self-assessment sheet, uh, it’s pretty easy, so it’s pretty quick and so
[...] it’s not going to be a problem.

Roberta’s Metacognitive Practices. The analysis of Roberta’s data did not uncover any
indication of regular strategy instruction (see Table 3). She blames this on lack of time:

Strategies, yes. I don’t do them systematically. Well, the lack of time in class is
the reason too. There are so many things to cover in the curriculum.
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Table 3 Roberta’s metacognitive practices.

Criteria Descriptors Notes ITTD
1 Presence of The materials contain listening/speaking X N.A.
oral or listening activities with potential for MOI.
tasks
2 Prompting The teacher offers metacognitive prompts
before (planning)...

... during (monitoring)...

... after (assessing and regulating) the
listening/speaking activities.

3 Explicit The teacher explicitly instructs learners on
Instruction how to select strategies that fit a specific
language speaking/listening task.
4 Modality The teacher solicits learners’ metacognition
in writing.

The teacher solicits learners’ metacognition N.A.
orally.

It appears that Roberta’s teaching method involves providing instructions, having the stu-
dents complete the exercise, and then correcting it by emphasizing the content.

So after the exercise is explained, you do to the first listening. [...] So then you
go to the listening and they have to do the exercise [...] Then when you correct,
you make them make small sentences.

For example, for a listening task, she has students listen to the material several times without
discussing the strategies at any moment of the process.

Yes, the second listening, do it with pauses. [...] [G]ive them time to write, to
think, to see where they are. And the third time, I don’t usually pause.

Nevertheless, if she mentions that she acknowledges a time of oral reflection on the strategies
is necessary before carrying out the task, she does not seem to do it in a systematic manner as
confirmed by a part of her interview:

So, before we even start, it’s true that we need to ask them a little bit about
what theyre going to listen to, how they’ll be able to guess; that is give them
little strategies at that level.

This one I don't really introduce because it’s just listening and completing
a plan.
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Roberta explains that time and high student population are factors that prevent her from
integrating MOI:

Now, when you have a lot of students, it's complicated to implement. It’s
always lack of time and time management in class as well.

Phoebe’s Metacognitive Practices. Table 4 summarizes Phoebe’s metacognitive practices.
The analysis of the interviews and the written traces point to three aspects. First, Phoebe pays
particular attention to vocabulary.

The learners don’t know much vocabulary in general, so it would be good to
do a vocabulary recap first to see what they already know.

Second, she follows books.

Uh, and so in the book on page 179, you can work on the mindmap that’s
there.

Third, she appears to offer prompts to activate a planning strategy. For instance, in the follow-
ing excerpt she allows learners to anticipate the content of the listening exercise:

It’s an anticipation activity, so it’s before the first listening, you have 4 images
and [...] they have to imagine what they could hear thanks to the images.

Table 4 Phoebe’s metacognitive practices.

Criteria Descriptors Notes ITTD
1 Presence of oral The materials contain listening/ X N.A.
or listening tasks  speaking activities with potential for
MOIL.
2 Prompting The teacher offers metacognitive

prompts before (planning)...

... during (monitoring)...

... after (assessing and regulating) the X X
listening/speaking activities.

3 Explicit The teacher explicitly instructs learners
Instruction on how to select strategies that fit a
specific language speaking/listening
task.

4 Modality The teacher solicits learners’
metacognition in writing.

The teacher solicits learners’ N.A.
metacognition orally.
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To do this, she proposes the pre-listening strategy on an additional handout. She mentions
that she does not discuss it in detail with the learners afterwards but rather asks them orally
whether this step was useful.

In any case, we didn't correct what they wrote down, so I wouldn’t spend too
much time on what they wrote down [...] Maybe go back to the first sheet and
ask them “did this sheet help you?”

Hope’s Metacognitive Practices. Table 5 summarizes the analysis of Hope’s metacogni-
tive practices based on her learner’s notes and the interview.

Hope considers that the project has allowed her to verbalize existing practices, to become
aware of them and to clarify them.

We weren'’t starting from scratch because there were already things in our
practices. Now, I think we needed to go into more detail.

She finds that strategies are effective because they meet the needs of the students and that
they are worth taking the time to use.

I think that these strategies, for students who need to have, to follow different
steps and to go through a stage of reflection before accomplishing a task, I

think that for them, it is beneficial to take this time.

The analysis of her learner’s notes shows that the teacher follows a book but adds extra sheets
or other questions that students copy in their book.

Table 5 Hope’s metacognitive practices.

Criteria Descriptors Notes ITTD
1 Presence The materials contain listening/speaking X N.A.
of oral or activities with potential for MOI.
listening tasks
2 Prompting The teacher offers metacognitive prompts
before (planning)...
... during (monitoring)...
... after (assessing and regulating) the X X
listening/speaking activities.
3 Explicit The teacher explicitly instructs learners on X
Instruction how to select strategies that fit a specific
language speaking/listening task.
4 Modality The teacher solicits learners’ metacognition X X
in writing.

The teacher solicits learners’ metacognition  N.A.
orally.
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After some activities, Hope seems to offer metacognitive prompts orally.

Then you ask the others to observe: “OK what could they do to further improve
their performance?” We try to be positive, were not going to say, “what was
wrong?”, so we value the student.

The learners then summarize the discussion in writing;:

So, at some point, we stop, we summarize and often it’s either a method, or
here for the dialogues, it was 10 sentences maximum, not more.

She explains that the learners sometimes request a written summary of metacognitive
moments themselves:

They asked me “can we write down some sentences and have a written record
of all that in our notes”.

Nevertheless, the metacognitive prompts do not seem to be enough, as the teacher realizes
that most students fail to mobilize the same strategies autonomously afterwards.

The students are not going to spontaneously remember the strategies that we
saw two months before.

Therefore, she reactivates these strategies herself as she “[has] to get them to do that”. She
would like to continue to emphasize this in the future but finds that it requires focus and energy.

I'm going to re-insist, I hope that in the second year it will continue because
sometimes the things that were put in place in the first year come to a halt,
you have to start again. So, it requires the teacher to be quite attentive to
everything you have seen before, and you cannot have a slump.

Discussion

The results for RQ1 indicate that the DBR project had a positive effect on three out of four
teachers’ perceptions of MOL. Claire’s positive perception was reinforced, while Phoebe showed
improvement in her perception of MOI'’s usefulness and intention to use. However, Phoebe
expressed a need for more support after the project. Hope’s perception of MOI displayed a
promising evolution. Soliciting students’ metacognition in writing, particularly through a learn-
ing journal, proved challenging for all three teachers due to time constraints. Phoebe, unlike
Claire and Hope, had reservations about the usefulness of metacognitive writing. Initially skep-
tical, Hope eventually became convinced. In contrast, Roberta’s perception of MOI remained
unaffected, with no intention to use the strategies or the learning journal in the future. She
struggled to grasp their value, and her initial negative attitude towards them evolved positively
during the first iteration only to deteriorate towards the end of the project.

Regarding RQ2, our findings suggest a positive yet somewhat more limited effect of the DBR
project on the practices of the same three teachers. In fact, the results indicate a connection
between the teachers’ perceptions of MOI and its implementation. Claire’s positive attitude is
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reflected in her effective integration of MOI into her teaching, including metacognitive prompt-
ing, explicit instruction, and moments for soliciting learners’ metacognition in writing. Nei-
ther in the individual interviews nor in the written traces did the analyses reveal any evidence
that Roberta includes MOI in her practices, which aligns with the conceptual and temporal
constraints reported in the questionnaires. Phoebe, who needed additional support in imple-
menting MOI, is limited in her practice. She teaches cognitive strategies and attempts to offer
metacognitive prompts to assess the use of these strategies. For Hope, the positive evolution
observable in the results of the questionnaires translates into a partial integration of metacog-
nitive strategies in her teaching practices.

Interestingly, Hope, who joined the project during the second cycle, displayed a positive atti-
tude towards MOI. It is worth noting that she did not have input in choosing the addressed
issue and solution. This aspect may also account for her initial negative opinion on the useful-
ness of the learning journal.

These findings support our initial claim that DBR projects can influence teachers’ practices,
but they also confirm that teachers experience difficulties developing metacognitive practices,
even when they believe in their efficacy and intend to implement them. As suggested by Phoebe,
more long-term support could have been beneficial, at least for herself and perhaps also for
Hope. Introducing a new requirement in curricula — as is the case for the implementation of
metacognition in the FW-B context (FW-B, 2016) — requires that time be spent to help teachers
become aware of what metacognitive instruction means, what its benefits can be and how it
can be implemented. Behavior change and the intention-behavior gap phenomenon are widely
researched topics in psychology. For instance, Webb and Sheeran (2006)’s meta-analysis found
that a medium-to-large change in intention leads to a small-to-medium change in behavior.
Time from ‘intention to use’ to ‘actual implementation’ is a key element to consider. So is class-
room time and space, and our results align with Wilson and Bai’s (2010) and Suteu’s (2021)
observation that lack of time is a factor that prevents teachers from implementing metacogni-
tion. Our study shows that this is all the truer when it comes to soliciting learners’ metacogni-
tion in writing.

Addressing the nuanced gaps between intention and behavior requires a layered approach.
Initially, this involves both structured and informal TPD opportunities. On one hand, TPD pro-
grams should be tailored to the different phases of a teacher’s career and recognize the spe-
cific needs and contexts at each stage (Coppe et al., 2024). On the other hand, newly qualified
teachers benefit greatly from informal exchanges with trusted colleagues, which are often more
influential than formal training sessions (Colognesi, Van Nieuwenhoven et al., 2020). This form
of institutional support is critical, as it promotes peer collaboration and knowledge sharing
among teachers that can lead to more effective integration of new teaching practices such as
metacognition.

Expanding on the roles within TPD could further transform teacher engagement with metacog-
nition. For instance, Colognesi & Lucchini (2021) propose that teachers take on the successive
roles of Learner and Engineer. In the former role, teachers would experience MOI firsthand,
allowing them to ‘feel’ its impact, which is especially useful if they haven’t encountered it during
their own schooling—an obstacle to its implementation. As Engineers, they would collabora-
tively plan metacognitive interventions, guided by examples and methods that equip them with
practical tools for effective teaching.

While our study pertains to in-service teachers, integrating research into pre-service teacher
training can also help bridge the research-practice gap (Colognesi & Marz, 2023). Embedding
metacognitive components into the curriculum would allow pre-service teachers to engage both
theoretically and practically. This approach could also involve pre-service teachers in action
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research projects where they would apply MOI in simulated or real classroom settings to eval-
uate its impact.

The current study has several limitations that should be acknowledged. First, the use of a case
study format confines the findings to the four teachers selected for this research. While focus-
ing on a limited number of teachers allows for thick description (Geertz, 1973), expanding the
study to include other teachers from the initial candidate pool who share similar profiles might
provide a more robust test of whether the results are consistent across different cases. Sec-
ond, the study focuses exclusively on teachers in lower secondary education, teaching learners
aged 12 to 14. The complexities involved in articulating thoughts at this developmental stage
could explain the observed difficulties in eliciting metacognitive responses in writing. Further
research could focus on how learners experience this modality. It could also explore alterna-
tive modalities for capturing learners’ metacognitive processes, such as digital portfolios. It
could also be worthwhile to conduct a similar study with teachers at the upper secondary level
and learners ranging from 15 to 18 years old to compare and contrast the findings. Thirdly,
Claire did not respond to the initial questionnaire, which restricts the analysis of the evolution
of her perception. Then, some verbatim data were collected from informal conversations that
occurred prior to the ITTD, and these discussions were not standardized across all participants.
Lastly, the project was initially funded by the FW-B and was not extended beyond its second
iteration due to financial constraints.

These limitations notwithstanding, we believe that our methods offer the following advan-
tages: they permit a fine-grained and qualitative description of teachers’ understanding and
self-reported practices of MOI; they highlight possible barriers to implementation and hence
point to levers for change. Back in 1999, Gollwitzer pointed to factors that help with behavior
change, including among others the fact that goals should be as specific as possible or that the
reason for behavior change should be ‘for learning’ rather than for performance or achieve-
ment. We believe that our study meets those two factors, that it also confirms Sato and Loewen’s
(2022) suggestion that DBR is an effective way of fostering the research-pedagogy dialogue in
ISLA, and that the researcher’s role should go beyond sharing research knowledge. It is also
paramount to offer and co-construct concrete ways of activating that knowledge in practice, or
in other words to put research in action.

Conclusion

This study presents the outcomes of a DBR project focused on developing MOI, a crucial yet
intricate aspect of language education. The study shows the project had an overall positive effect
on the perception of MOI for three out of four teachers. However, challenges arise in soliciting
metacognition in writing, as it proves to be time-consuming and difficult for all teachers. More-
over, the study demonstrates a positive, albeit more limited, effect on the self-reported prac-
tices of these three teachers. Interestingly, difficulties in implementing metacognitive practices
persist, even when teachers believe in their efficacy and intend to use them. As such, the present
research also contributes to enriching the existing body of knowledge on the intention-behavior
gap phenomenon. The limitations of the study underscore the need for further DBR investiga-
tions to validate these findings and perhaps delve deeper into challenges associated with imple-
menting metacognitive practices in the classroom.

Notes

1. http://www.enseignement.be/index.php?page=28280
2. Contrary to the other teachers, Roberta favored phrases and short sentences in her answers
to the open-ended questions. As a result, the quotes are presented as such in the text.
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Appendices
Appendix A. Example of Task for Explicit Instruction of Planning Strategy

Title: getting to know each other
NAME :

Context

You and your class are taking part in an international day in Brussels. You meet other young
people from all over Europe. You meet one of them, who lives in England/Netherlands.

Task
Introduce yourself.
Describe your family.

Find out about your new friend's identity and family.

Consider one of the photos below.

Student A:
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Student B:

e ki
B

| 1A Planning: Decoding instructions to identify what is expected of me.

Read the communication situation and complete the table below.

What questions to ask? What information do you
find in the instructions?
Who's talking? Me
A new friend
To whom? To my new friend

Him /her to me

About what? Me (my identity)
My family
Him
His family
Where? In Brussels
When? On International Day
For what purpose? Getting to know each other
For what reason? I'm taking partin an
international day
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Appendix B. Template for the Learning Journal

The learning journal is a ™

My learning journal : instructions for use

sheet covering the following points:

My opinion

My questions

book” ds i to the activities you've carried out, focusing on strategies. In this journal, after each activity, you'll complete a
Questions to ask yourself Pk you can use
First, deseribe the activity: During the octivity, | wes first asked to . ond then to . Then, I ...
Whot did you do? We did this because ...
What were the different stages?
What was the purpose of the exercise?
Secondly, give your opinion: What | liked was ... |
Did you enjoy the ctivity? Why o why not? ke it fess ..
What did you find eosy/difficuit about the activity? Why or why not? What | found easy
How did you feel during the octivity (e.g. stressed, comfortoble, motivated, etc.)? | What | found difficult
Why or why not? ifelt..
Third, explain how you did it: Iistened... lused...
How did you go about completing the task? 1 read the instructions... Isorted,..
What strategies did you use to complete the activity? Which ones | underlined, highlighted.... | noted... Ichecked...
worked? Which didn't? How will you do it next time? lanswered... I checked. ..
1 paid attention to... lasked...
Fourth, if you have any, list: | wonder if...
- questions to ask your teacher; I wonder why...
= questions to ask another student. I wonder how...
« to help you progress. 1 wonder...
Finally, based on the first four points, identify : I'm better ot I'd have to
= YOur progress; 1 have mode progress in 1t would help me to...
- your goals for the future. 1 feel better I still need to learn to |
need to think about

Your teacher will invite you to share your notes with him or her, so that we can get to know you better, understand you better and help you better. Every time
you fill in a form, don't forget to write down :

¥ Your surname, first name and date;

¥ The name of the activity (or number) and the strategy(ies) worked on.

Name:;
Date :

« Stop and think»

My questions

Progress

J¢l castledown
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Appendix C. Teachers’ Demographic Characteristics

Teachers’ Demographic Characteristics

Claire Roberta Phoebe Hope
Gender F F F F
Age 49 43 43 36
Experience 23 21 20 15
School SES 5/20 8/20 20/20 19/20
Language taught English Dutch Dutch Dutch
Cycle 1&2 1&2 1&2 2

Note. SES = Socio-Economic Status.

Appendix D. Likert Scales and Psychometric Analysis

The table below introduces the 12 items per dimension at T1 and T3. At T2 and T4, the items
were rewritten in the past, except for item INT1.

TAM Dimensions and Items at T1 and T3

Dimensions Items

Perceived usefulness  PU1 Using ... will improve my work.
PU2 Using ... will be effective.
PU3 Using ... will be productive.
PU4 Using ... will be useful.

Perceived ease of use =~ PEOU1 ... is a clear and understandable tool.
PEOU2 I will easily adapt ... to my needs
PEOUS3 Using ... will not require a lot of mental effort.
PEOU4 I find that ... will be easy to use.

Attitude toward use ATT1 ... will make my work more interesting
ATT2 Working with ... will be fun.
ATT3 I will appreciate working with ...

Intention to use INT1 The use of ... will continue after the project.

In the questionnaires, the items were rated on a six-point Likert scale, ranging from fully
disagree to fully agree. We opted for an even scale to force a choice.

Our questionnaire consists of 4 sub-scales whose internal consistency and psychometric
quality were confirmed in our sample (n = 85).

1. 12 items dealing with teachers’ perceptions of the instruction of strategies that have excel-
lent internal consistency with a standardized Cronbach’s alpha of 0.95.

2. 12 items dealing with teachers’ view of their students’ perceptions of the instruction of
strategies for their learners that have excellent internal consistency with a standardized
Cronbach’s alpha of 0.94.
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3. 12 items dealing with teachers’ perceptions of a learner’s journal that have excellent inter-
nal consistency with a standardized Cronbach’s alpha of 0.97.

4. 12 items dealing with teachers’ view of their students’ perceptions of a learner’s journal
for their learners that have excellent internal consistency with a standardized Cronbach’s
alpha of 0.97.

The principal component analysis indicates that a single factor groups all the items of each
subscale and explains, respectively, 78.73 %, 74.80 %, 83.48 % and 83.57 % of the total variance.
Furthermore, the Cronbach’s alphas calculated for each construct of each subscale also all

indicate good internal consistency.

Cronbach’s alphas for each construct of each subscale.

Subscale Construct (€)) 2) 3) “4)
Perceived Ease Of Use (PEOU) 0.82 0.75 0.87 0.87
Perceived Usefulness (PU) 0.80 0.76 0.89 0.89
Attitude towads use (ATT) 0.92 0.91 0.95 0.93
Intention to use (INT) NA NA NA NA

Notes. NA = Not Available (INT is measured on the basis of a single item and therefore does not allow the calculation
of an internal consistency index).

Appendix E. Additional Questions in the 4 Questionnaires (Translated)

Question 1

Question 2

Question 3

Question 4

TAM1

TAM 2

TAM 3

TAM 4

Does the prospect

of working with a
learning journal on
listening/speaking
strategies in a foreign
language motivate
you? Why or why not?

What do you think
will be needed to keep
the project running
smoothly next year?

Does the prospect

of working with
listening/speaking
strategies in a foreign
language motivate
you? Why?

Do you have any
comments about
explicit teaching of
listening/speaking
strategies?

Are you worried
about the prospect
of working with a
learning journal on
foreign-language
listening/speaking
strategies? Why or
why not?

Do you have any
additional comments/
suggestions/
comments?

Does the prospect

of working with
listening/speaking
strategies in a foreign
language worry you?
Why or why not?

Do you have any
comments about the
learning journal with
students?

Does the prospect
of working with the
learning journal
motivate you? Why
or why not?

Do you have any
other comments?

Does the prospect
of working

with student
notebooks worry
you? Why or why
not?

j® castledown
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Appendix F. Excerpt from Claire’s Teaching Materials with Evidence of Metacognitive Prompting

Stratégies Coche la/les phrase(s) te correspondant. Que puis-je faire pour
e m'améliorer ?
o J'abandonne o parfois.
o souvent.

o Je ne parviens pas souvent a dire ce que je veux dire.

> Jutilise o parfois  le frangais.
o souvent

o Jeprononce o parfois unmot « a la francaise »
o souvent

Stratégies de Pour me faire comprendre, j'utilise les stratégies de communication. Que puis-je faire pour
communication o Je I'ai fait O Jje ne I'ai pas fait m'améliorer 7
efficaces » J'al demandé de I'aide 4 mon partenaire.

» Jai utilisé le non-verbal (gestes, mimiques...).

~ J'ai maintenu le contact visuel.
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