EFL INSTRUCTORS” COGNITIONS AND ACTIONS IN RELATION TO
FOREIGN LANGUAGE LEARNING AND TEACHING PROCESSES

A THESIS SUBMITTED TO
THE GRADUATE SCHOOL OF SOCIAL SCIENCES
OF
MIDDLE EAST TECHNICAL UNIVERSITY

BY

MUSTAFA OZTURK

IN PARTIAL FULFILLMENT OF THE REQUIREMENTS
FOR
THE DEGREE OF DOCTOR OF PHILOSOPHY
IN
THE DEPARTMENT OF EDUCATIONAL SCIENCES

MARCH 2014



Approval of the Graduate School of Social Sciences

Prof. Dr. Meliha Altunisik
Director

| certify that this thesis satisfies all the requirements as a thesis for the degree of
Doctor of Philosophy.

Prof. Dr. Ayhan Demir
Head of Department

This is to certify that we have read this thesis and that in our opinion it is fully
adequate, in scope and quality, as a thesis for the degree of Doctor of Philosophy.

Prof. Dr. Ali Yildirim
Supervisor

Examining Committee Members

Prof. Dr. Hiisnii Enginarlar (METU, Retired)
Prof. Dr. Ali Yildirim (METU, EDS)
Assoc. Prof. Dr. Ahmet Ok (METU, EDS)

Assoc. Prof. Dr. Fatma Mizikacl ~ (Ankara U., Cl)

Assist. Prof. Dr. Yesim Capa-Aydin (METU, EDS)



I hereby declare that all information in this document has been obtained and
presented in accordance with academic rules and ethical conduct. I also declare
that, as required by these rules and conduct, | have fully cited and referenced
all material and results that are not original to this work.

Name, Last name: Mustafa Oztiirk

Signature



ABSTRACT

EFL INSTRUCTORS’ COGNITIONS AND ACTIONS IN RELATION TO
FOREIGN LANGUAGE LEARNING AND TEACHING PROCESSES

Oztiirk, Mustafa
Ph.D., Department of Educational Sciences

Supervisor: Prof. Dr. Ali Yildirim

March 2014, 267 pages

The purpose of this study is to investigate EFL instructors’ language learning
cognitions regarding linguistic aptitude, priorities in language learning, and good
language learners; and language teaching actions with respect to pedagogical
inclinations, instructional planning, error correction, learner-centeredness, and
personal and professional development. The study also aims to describe the patterns
of the relationships existing among those variables and examine the sources
contributing to teachers’ cognitive and behavioural development.

The participants consisted of 606 EFL instructors teaching in 15 different
higher education institutions in Ankara, Turkey. The data were collected through a
single, cross-sectional inventory titled EFL Instructors’ Cognitions and Actions
Inventory). The data were analyzed through descriptive and inferential statistics by
using frequency distribution tables, percentages, means, standard deviations, t-tests,
ANOVAs, Pearson correlation coefficients, and canonical correlation.

The descriptive results concerning language learning cognitions indicated that
the participants tended to adopt: an interactionist perspective emphasizing the

significance of the environment around individuals learning a language; a
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performance-oriented approach focusing on real-life functions of language skills and
areas; and a slight orientation to legislative learners who can create their own rules
and decide on their own priorities. On the other hand, they seemed to employ: both
traditional/conservative and innovative/liberal pedagogies; communicative practices
in error correction and instructional planning; learner-centeredness; and personal and
professional development attempts in their language teaching actions.

The inferential analyses revealed that the participants’ cognitions and actions
on certain aspects differed in relation to age, teaching experience, and academic
background. Furthermore, the participants having competence-oriented approach and
executive learner preferences would exhibit adherence to traditional (conservative)
pedagogy, but divergence from communicative practices in instructional planning
and error correction. Similarly, the participants disfavouring legislative learners
would tend to diverge from communicative practices in instructional planning and
error correction; on the contrary they would reflect a tendency towards traditional

(conservative) pedagogy.

Keywords: Teacher Cognition, Teacher Action, Foreign Language Learning and
Teaching, EFL/ESL Teaching, Teacher Education
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INGILiZCE OGRETIM ELEMANLARININ YABANCI DiL OGRENME VE
OGRETME SURECLERINE ILiSKIN BILIS VE EYLEMLERI

Oztiirk, Mustafa
Doktora, Egitim Bilimleri Bolimii

Tez Yoneticisi: Prof. Dr. Ali Yildirim

Mart 2014, 267 sayfa

Bu calismanin amaci, Ingilizce 6gretim elemanlarmin, dil yetenedi, dil
ogrenmede Oncelikler ve dil 6grenmeye yatkin 6grenci 6zelliklerine iliskin biligleri
ile egitim yaklasimi, 6gretimi planlama, yanlis diizeltme, 6grenci merkezci olma ve
kisisel ve mesleki gelisim konularina yonelik eylemlerini arastirmaktir. Ayrica,
calisma kapsaminda, bu degiskenler arasinda var olan iliski bi¢imleri ile
ogretmenlerin biligsel ve davramigsal gelisimine katki saglayan etkenlerin de
incelenmesi hedeflenmistir.

Arastirmanin Orneklemi Ankara ilinde bulunan 15 farkli yiliksekogretim
kurumunda gorev yapmakta olan 606 ingilizce 6gretim elemanindan olusmaktadir.
Veriler, arastirmaci tarafindan tasarlanmis ve uygulamaya konulmus olan /ngilizce
Ogretim Elemanlar: Bilis ve Eylem Envanteri isimli anket yoluyla toplanmustir.
Veriler, frekans dagilim tablolari, yiizdeler, aritmetik ortalamalar, standart sapma, t-
testi, ANOVA, Pearson korelasyon katsayisi ve kanonik korelasyon gibi betimleyici
ve ¢ikarsamali istatistiki yontemler kullanilarak analiz edilmistir.

Dil 6grenimine dair bilislere iliskin sonuglar, katilimcilarin dil 6grenen bireyler

icin ¢evrenin Onemini vurgulayan etkilesimci bir gorlise, dil beceri ve alanlarinin
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gercek hayattaki islevlerine oncelik veren performans odakli bir yaklasima ve kendi
kurallarini olusturabilen ve kendi dnceliklerine karar verebilen kural koyucu 6grenci
tercihine daha yatkin olduklarini ortaya koymustur. Dil 6gretimine dair eylemlere
iliskin sonuglar ise, hem geleneksel hem de yenilik¢i egitim anlayisinin; dgretimi
planlama ve yanlis diizeltme siireglerinde iletisimsel uygulamalarin; d&grenci-
merkezci olmanin; kisisel ve mesleki gelisim girisimlerinin katilimcilar tarafindan
benimsendigini géstermistir.

Cikarsamali analizler, yas, deneyim ve akademik ge¢mis gibi degiskenlerin,
katilimeilarin dil 6grenme ve dgretme siireglerine iligkin bilis ve eylemleri iizerinde
farkliliklar yarattigin1 ortaya koymustur. Ayrica dil 6grenmede dncelikler konusunda
eding odakli bir yaklasim benimseyen ve dnceden belirlenmis kurallar1 sdylendigi
gibi uygulayan yiiriitiicii 6grencileri tercih eden katilimcilarin, geleneksel egitim
anlayisina daha yatkin olabilecegi ve Ogretimi planlama ve yanlis diizeltme
konusunda iletisimsel uygulamalardan uzaklasabilecegi gozlenmistir. Benzer sekilde,
kendi Onceliklerine karar verebilen kural koyucu ogrencileri tercih etmeyen
katilimcilarin da Ggretimi planlama ve yanlis diizeltme konusunda iletisimsel
uygulamalardan uzaklasabilecegi ve geleneksel egitim anlayisina daha yatkin

olabilecegi gozlenmistir.

Anahtar Kelimeler: Ogretmen Bilisi, Ogretmen Eylemleri, Yabanci Dil Ogrenme

ve Ogretme, Ingilizce Ogretimi, Ogretmen Egitimi
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CHAPTER |

INTRODUCTION

This chapter consists of five parts: (a) background to the study, which provides
information about the main themes and the scope of the study; (b) problem

statement; (c) purpose and (d) significance of the study; and (e) definitions of terms.

1.1. Background to the Study

In view of the fact that the ‘teacher’ is among the most influential variables in
educational achievements, the ‘teacher’s actions’ are equally powerful in shaping
these achievements. Since these actions are assumed to be the reflections of certain
cognitions, ‘teacher cognition’ becomes a remarkable issue to study profoundly in
educational research. As Borg (2006) states, teachers are active decision-makers who
have an essential role in shaping classroom activities, and their behaviours are
significantly affected and even controlled by their thought processes. Taking
reference from this assumption, understanding teacher cognition becomes
fundamental to understand the process of teaching. Therefore, recognizing the
importance of teacher cognition, when conducting research on teaching and teacher
education, is unavoidable.

Considering the fact that teaching cannot be examined solely through
observing behaviours and rather more focus on cognitive sides ought to be given,
there are two main components of this study: the ‘cognition’ component and the
‘action’ component. In the current dissertation, the concept of ‘language learning
cognitions’ refers to unobservable cognitive dimensions of language teachers,

especially in relation to what they think of, believe in, know about and understand
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from language learning. In the same way, the concept of ‘language teaching actions’
stands for language teaching practices routinely performed by language teachers as a
result of their gains from prior learning, pre-service and in-service training, and in-
class teaching experiences. Both components have significant effects on students’
learning and teachers’ development. Therefore, the findings in this study will be a
good basis for providing a better understanding about the educational practices of
teachers as well as leading professional development activities within pre-service and
in-service contexts of EFL (English as a Foreign Language) or ESL (English as a

Second Language) teaching.

1.1.1. Concept of Teacher Cognition

Teachers interpret a teaching situation in the light of their cognitions on
learning and teaching, and this interpretation guides their decisions and attempts to
create effective teaching in the classroom. The developments in cognitive science
provide us with a model with three components: (a) the classroom events and
actions, (b) the planning that precedes those events and actions, and (c) the
understanding and interpretation that follow those events and actions (Woods, 1996).
As teaching is a kind of cognitive activity, the concept of teacher cognition is itself
broad and encompassing, because there is a set of distinct concepts and multiple
perspectives regarding the cognitive processes occurring in human. Cognitions are
described by Borg (2006) in terms of “instructional concerns or considerations
teachers have, principles or maxims they are trying to implement, their thinking
about different levels of context, the pedagogical knowledge they possess, their
personal practical knowledge and their beliefs” (p.87).

In order to attach importance to cognitive dimensions when analyzing teaching,
a variety of themes or concepts that would possibly be included under the term
‘cognition’ have been used in previous studies, such as: practical knowledge (Elbaz,
1981, 1983; Meijer, Verloop, & Beijard, 1999); theories and beliefs (Clark &
Peterson, 1986); culture of teaching (Feiman-Nemser & Floden, 1986; Richards,
Tung, & Ng, 1992); pedagogical knowledge (Gatbonton, 1999; Shulman, 1987);
pedagogical reasoning (Richards, Li, & Tang, 1998; Shulman, 1987); conceptions
(Freeman, 1993); preconceptions (Wubbels, 1992); images (Golombek, 1998;
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Johnson, 1994;) beliefs (Richards & Lockhart, 1996); BAK representing beliefs,
assumptions and knowledge (Woods, 1996); maxims (Richards, 1996); personal
pedagogical systems (Borg, 1998); implicit theories and knowledge (Richards,
1998); personal theories (Sendan & Roberts, 1998); routines (Crookes & Arakaki,
1999); pedagogical principles (Breen et al., 2001); cognitions (Borg, 2003); teaching
perspectives (Tabachnick & Zeichner, 2003), and so on. No matter how various
conceptualizations have been encountered so far, Calderhead (1996) has already
clarified that “terms as beliefs, values, attitudes, judgments, opinions, ideologies,
perceptions, conceptions, conceptual systems, preconceptions, dispositions, implicit
theories, personal theories, and perspectives have been used almost interchangeably”
(p. 719). Therefore in this study, the concept of ‘teacher cognition’ is used to cover a

broad range of cognitive dimensions in teachers’ thought processes.

1.1.2. Nature of Teacher Cognition

A great number of reviews and studies intend to describe the nature of teacher
cognition, and thus different concepts appear in different resources. Some studies
focus on knowledge component, while some others examine belief systems, thought
processes, or pedagogical principles. The volume of research investigating teacher
cognition has led the researchers to focus mostly on ‘belief” component. In relation
to the nature of teachers’ educational beliefs, Pajares (1992) presents an inclusive list
of words related to beliefs:

attitudes, values, judgments, axioms, opinions, ideology, perceptions, conceptions,
conceptual systems, preconceptions, dispositions, implicit theories, explicit theories,
personal theories, internal mental processes, action strategies, rules of practice,
practical principles, perspectives, repertoires of understanding, and social strategy
(p- 309).

In a recent work, Yook (2010) lists the major features of teachers’ beliefs as (a)
reflecting personal truth, (b) being affective and evaluative, (c) influencing their
behaviour, (d) functioning as filters through which information is perceived, (e)
serving as means of defining goals and tasks and organizing the knowledge and
information relevant to those tasks, and (f) being not easily changed. According to

Gabillon (2012), teacher beliefs are regarded to have contradictory aspects as they



might be both personal and socio-cultural; both implicit and explicit; both practical
and theoretical; both dynamic and resistant; and both complex and systematic.

As Woods (1996) asserts, a belief system “deals not only with beliefs about the
way things are, but also with the way things should be” (p.70), and decisions leading
to actions are derived from knowledge and beliefs about what is good and bad in the
current state. Similarly, Hermans et al. (2008) affirm that belief systems comprise
“an eclectic mix of rules of thumb, generalizations, opinions, values, and
expectations grouped in a more or less structured way” (p. 1500). It is clear that these
systems affect the way in which humans perceive the reality and guide their
thoughts, attitudes, and behaviours (Eisenhart et al., 1988). Therefore, beliefs are
defined to be psychologically held understandings, premises, or propositions that are
accepted as true by the individuals holding the beliefs (Richardson, 1996), which
highlights the personal and experiential aspects of beliefs. Tantani (2012) emphasizes
the ‘personal’ aspect by arguing what does not work for one teacher might work for
another in certain cases. For that reason, teachers’ beliefs could be constructed,
reconstructed, and appropriated (Gabillon, 2012) in a different way by different
people through diverse experiences in diverse contexts. At this point, another
important feature of teacher cognition, which is its being dynamic (Flores, 2001,
Johnston & Goettsch; 2000), appears. Thompson (1992) draws attention to the
dynamic feature of belief systems by defining them as “permeable mental structures”
and suggesting that they are “susceptible to change in light of experience” (p. 140).
In the same line with beliefs, teachers’ practical knowledge is also claimed to be
situational, theoretical, personal, social, and experiential by Elbaz (1983) and
personal, experiential, contextualized, task-specific and event-structured by Carter
(1992). As teachers’ knowledge is thought to be dialectical, situated, and dynamic, it
could be reconstructed and reshaped (Clandinin & Connelly, 1987).

Apart from those features, a large number of studies have explored teacher
cognition together with its reflections on instructional practices. Some studies have
found evidences about the consistency between cognitions and practices, whereas
some others have indicated inconsistencies between the two concepts. While a great
number of studies suggest a governing and influencing role of teachers’ cognitions

on teachers’ actions (Johnson, 1992b, 1994; Richards, Gallo & Renendya, 2001;
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Richards & Lockhart, 1996; Smith, 1996; Shavelson & Stern, 1981; Tillema, 2000;
Ustiinel, 2008, Williams & Burden, 1997; Xu, 2012; Zheng, 2009), some other
studies declare that such a relationship between cognition and practice is quite
complex to understand (Tantani, 2012), because of these reasons: (a) teachers are not
entirely oriented to one single approach (Borg, 1999; Hong, 2012); (b) teachers’
different levels of knowledge are not always reflected in their classroom practices
(Tantani, 2012) and (c) cognitive changes might not automatically lead to
behavioural changes (Almarza, 1996; Richardson, 1996; Richards, Gallo, &
Renandya, 2001; Borg, 2006). In this line, Thompson (1992) clarifies this issue by
suggesting that “the relationship between beliefs and practice is dialectic, not a

simple cause-and-effect relationship” (p. 140).

1.1.3. Sources of Teacher Cognition

In view of the fact that understanding teacher cognition is of great importance
to understanding teaching and teachers, it is equally critical to understand possible
sources of teacher cognition to be able to understand teacher cognition. It is typical
that “no single isolatable factor causes a decision to be made. Rather, the factors
operate more like weights which are applied in favour of or against various
possibilities and alternatives” (Woods, 1996, p. 129).

Teacher cognition reflects such a complex as well as a dynamic system that it
cannot be solely explained through one or two sources that might shape or contribute
to this system. Instead, a variety of factors happen to form, develop, or wipe
cognitions of teachers (see Figure 1.1). As Borg (2003) illustrates, teacher cognition
has bidirectional relationships with professional coursework and classroom practice
while schooling and contextual factors have a direct influence on formation of
teacher cognition. Hence, teachers’ cognitions are constructed in diverse contexts
through interactions with various elements in their environment.

Woods (1996) claims that language learning experiences, early teaching
experiences and education courses potentially influence teachers’ beliefs about and
approaches to teaching. Likewise, Gabillon (2012) lists the factors contributing to
belief formation and development as life experiences in society, prior schooling,

professional education, and teaching experience. Experience, as attached importance,

5



ought to be discussed in terms of three phases: (a) early experiences in schooling, (b)
experiences during teacher education, and (c) experiences derived from classroom
practices. All these phases are discussed to be the major sources from which teacher
cognitions are derived (M. Borg, 2001; S. Borg, 1998, 1999; 2003; Carter, 1990;
Grossman, 1990; Johnson, 1994; Meijer, Verloop, & Beijard, 1999; Peacock, 2001;
Richardson, 1996; Verloop, Van Driel, & Meijer, 2001; Yook, 2010).

Extensive experience of May affect existing cognitions
classrooms which defines early although especially when
cognitions and shapes teachers’ unacknowledged, these may limit

perceptions of initial training. its impact.
Schooling Professional Coursework

Beliefs, knowledge,
theories, attitudes,

About teaching,
teachers, learning,

images, students, subject
assumptions, TEACHER matter, curricula,
metaphors, COGNITION materials,

instructional
activities, self.

conceptions,
perspectives.

Contextual Factors Classroom Practice
Influence practice either by Defined by the interaction of
modifying cognitions or else cognitions and contextual factors.
directly, in which case In turn, classroom experience
incongruence between cognition influences cognitions
and practice may result. unconsciously and/or through

conscious reflection.

Figure 1.1 Sources of Teacher Cognition (Borg’s Illustration)
(Borg 1997, cited in Borg, 2003, p. 82)



As for the first phase, experiences “often leave teachers with powerful images
of what teaching should be like” (Yook, 2010, p. 6). As a concept, prior beliefs,
which is thought to be constructed based on early learning experiences or
observations during schooling before coming to the teacher education phase, have
been emphasized in many papers (Abdullah-Sani, 2000; Almarza, 1996; Ariogul,
2007; Bailey et al., 1996; Borg, 2003; Attardo & Brown, 2005; Calderhead &
Robson, 1991; Carter, 1990; Eisenstein-Ebsworth & Schweers, 1997; Elbaz, 1981;
1983; Ellis, 2006; Ertmer & Ottenbreit-Leftwich, 2010; Freeman, 1991; Freeman &
Johnson, 1998; Johnson, 1994; Mattheoudakis; 2007; Numrich, 1996; Peacock,
2001; Richards, Gallo & Renandya, 2001; Richards & Pennington, 1998;
Richardson, 1996; Tillema, 1998, 2000; Vibulphol, 2004; Zhang, 2008). To
exemplify, for EFL teachers’ failure to implement communicative principles and
practices in the classrooms in Hong Kong is discussed, by Pennington and Richards
(1997), to be the result of the teachers’ pre-existing schema for teaching rooted in
their learning experiences in the Hong Kong school system. As another example,
Abdullah-Sani (2000) highlights the influential power of teaching images (positive or
negative) formed during schooling.

Secondly, many papers have focused on the potential impact of training
programs, courses, or teaching practices during pre-service teacher education on
teacher cognition (Abdullah-Sani, 2000; Almarza, 1996; Attardo & Brown, 2005;
Bigelow & Ranney, 2005; Borg, 1998, 2003; Burns & Knox, 2005; Cabaroglu &
Roberts, 2000; Guskey, 2002; Hobbs, 2007; Johnson, 1992, 1994, 1996;
Mattheoudakis, 2007; Ng, Nicholas & Williams, 2009; Poynor, 2005; Richards,
Gallo & Renandya, 2001; Richards, Ho & Giblin, 1996; da Silva, 2005;
Tercanlioglu, 2001; Tillema, 2000; Zhang, 2008). Combining the effect of the first
two sources, Hayes (2005) concludes that language teachers’ cognitive change and
professional growth occur as the results of: (a) models of teaching inherited from
their own teachers and (b) the role of peers as a learning resource during teacher
education courses.

Finally, classroom experience is thought to contribute to formation of teacher
cognition, as well (Borg, 2003; Farrell, 1999; Gatbonton, 2008; Yook, 2010).
According to Eisentein-Ebsworth and Schweers (1997), teachers’ knowledge and
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thought processes are mostly shaped by their students, syllabus expectations, and
prior experiences and they might change over time as they interact with their
students. Phipps and Borg (2009) claim that prescribed curriculum, time constraints,
and high-stakes examinations might appear as intervening factors. Similarly, Tantani
(2012) puts forward that teachers’ decisions are influenced by their knowledge and
awareness about the content, their training and development, their educational
culture together with classroom size and learner variables. Likewise, contextual
factors are emphasized in almost all the papers discussing the sources of teacher
cognition (Borg, 2003; Fang, 1996a; Grisham, 2000; Grossman, 1990; Kavanoz,
2006; Meijer, Verloop, & Beijard, 1999; Paiva, 2011; Pennington & Richards, 1997;
Richards, Gallo & Renendya, 2001; Richards & Pennington, 1998; Spada & Massey,
1992; Tantani, 2012). Everything considered, all those sources interact with each

other and contribute to the formation of teachers’ cognitive development.

1.1.4. Importance of Teacher Cognition

Thinking processes of teachers are believed to guide and determine the
behaviours of teachers (Peterson & Walberg, 1979). For this reason, any research on
teaching is supposed to provide a base for more effective teacher education
(Shavelson & Stern, 1981) and studying teacher beliefs is asserted to be “the clearest
measure of a teacher’s professional growth” (Kagan,1992, p. 85).

Richards (1998) argues that “a primary source of teachers’ classroom practices
is belief systems - the information, attitudes, values, expectations, theories, and
assumptions about teaching and learning that teachers build up over time and bring
with them to the classroom” (p. 66). On the basis of this assumption, research on
teaching has put excessive emphasis on how teachers’ cognition might strongly
influence their instructional decision-making, judgments, and practices (Altan 2006;
Bailey, 1996; Borg, 2003; Breen 1991; Breeen et al., 2001; Brown & McGannon
1998; Diab 2009; Fang, 1996a; Farrell & Kun, 2008; Harrington & Hertel 2000;
Johnson, 1992, 1994; Kuzborska, 2011; Li, 2008; Li & Walsh, 2011; Ng & Farrell,
2003; Pajares, 1992; Peacock 2001; Richards, 1998; Richards & Lockhart 1996;
Richards, Tung, & Ng, 1992; Richardson, 1996; Thompson, 1992; Smith, 1996;



Williams & Burden, 1997; Westwood, Knight, & Redden, 1997; Woods, 1996;
Yang, 2000; Yim, 1993; Zheng 2009).

Under the light of the findings in such studies, the significance of teacher
cognition within educational research could be summarized through several reasons:
teacher cognition (1) provides a more complete account of teaching; (2) examines
teaching by gaining insight into psychological context of instruction; (3) helps
teachers become aware of the psychological bases of their classroom practice and
understand their mental lives; (4) improves the quality of teachers’ professional
practice; and (5) provides a base for effective pre-service and in-service teacher
education (Rakicioglu, 2005). Its value for and role in teacher development is
highlighted in many other papers (Richards, Gallo & Renendya, 2001; Verloop, Van
Driel, & Meijer, 2001; Zheng, 2009). To illustrate, studying teacher cognition could
be discussed to have two fundamental roles in teacher education from the perspective
of constructivist theories. Firstly, student teachers bring previously constructed
beliefs, understandings, and preconceptions that might influence what and how they
learn during a teacher education program. Secondly, teacher education programs
guide prospective teachers in developing belief systems and create changes
(Richardson, 1996; Numrich 1996; Borg 2003). In this framework, Kuzborska (2011)
emphasizes the importance of understanding the relationship between beliefs and
practice for the improvement of teachers’ professional preparation. In the same way,
Breen (1991) notes that “by uncovering the kinds of knowledge and beliefs which
teachers hold and how they express these through the meanings that they give to their
work, we may come to know the most appropriate support we can provide in in-
service development” (p. 232). As Richardson (1996) states, “the beliefs that
practicing teachers hold about subject matter, learning, and teaching influence the
way they approach staff development, what they learn from it, and how they change”
(p. 105). To sum up, the importance of studying teacher cognition is linked to its

guiding role in initial teacher education and further teacher development activities.

1.2. Problem Statement
Since the foundation of Turkish Republic, Turkey, as a country, has been

seeking a place among the ‘western’ countries in terms of its welfare and stability,

9



and thus it has made numerous reformative attempts in the field of education as in all
other fields. Undoubtedly, the two foremost areas of interest in education have been
‘foreign language education’ and ‘teacher education’. In this framework, it has
always been intended to educate generations as speakers of at least a foreign
language and to educate effective teachers who are capable of dealing with those
generations. This has put an excessive emphasis on the issues like preparing pre-
service teachers of English in a well-organized way and guiding their in-service
teaching and further development. Taking a reference from these priorities, both
areas of interest are identified as the areas of investigation in the scope of this study.

Foreign language education has always been one of the most emphasized
subjects in Turkey’s educational policies, because it has become an urgent need and
a field of expertise with contemporary scientific and technological developments.
Almost on a daily basis, the quality and quantity of the programs regarding foreign
language teaching in all levels of education (primary, secondary, and tertiary) as well
as in informal paths are renewed in order to catch the latest developments.
Nevertheless, Turkey has been far behind the European countries and even some of
the Far Eastern countries in terms of English Language Proficiency (EFEPI Report,
2013). Despite strategic initiatives to foster foreign language teaching at earlier years
in primary education and increase the number of foreign language class hours in K-
12 levels, foreign language acquisition of individuals does not seem to be
accomplished in primary or secondary education but is left mostly to tertiary
education. This fact obligates higher education institutions to provide their students
with one to two-year intensive foreign language teaching programs in order to have
graduates as speakers of a foreign language and thus to become a leading voice of
EFL teaching contexts in Turkey. Considering higher education institutions’ being
the only provider of intensive foreign language teaching programs among the formal
education levels and EFL instructors’ having the principal role in shaping foreign
language proficiency of individuals, this study aims to shed light on teaching EFL in
universities in Turkey.

All those attempts to increase foreign language proficiency among individuals
are also reflected on various teacher education institutions’ targets when training

teachers of foreign languages. In theory, teachers are trained with a comprehensive
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knowledge of methodology and pedagogy in language teaching. However, a
complexity always appears in practice due to a number of reasons, some of which
have been highlighted in the literature and some of which have not been explored
yet. This assumption puts forwards the necessity of investigation of the sources or
factors that influence cognitive and behavioural development of teachers, which is
among the objectives of the current dissertation.

As another widely-accepted assumption, students’ learning and development,
being one of the most important outcomes of foreign language teaching, are
primarily influenced by teachers’ teaching styles. In the same way, teachers’ teaching
styles are expected to be influenced by their thinking styles. Considering this chain,
teachers’ conceptions of learning and teaching and the reflections of these
conceptions on their attitudes and behaviours are vital to be inquired in educational
research. Therefore, the purpose of this study is to investigate both cognitive and
behavioural aspects of language teaching from the practicing teachers’ side. Besides,
this study also aims to examine the patterns of relationships between cognitions and
actions of the practicing teachers teaching EFL at higher education institutions in

Turkey.

1.3. Purpose of the Study
The main purpose of this study is to investigate EFL instructors’ (a) language
learning cognitions regarding linguistic aptitude, priorities in language learning, and
good language learners; and (b) language teaching actions taken in educational
practices with respect to pedagogical inclinations, instructional planning, error
correction, learner-centeredness, and personal and professional development. It also
aims to describe the patterns of relationships that might naturally exist among these
variables as well as to examine the sources that might have contributions to cognitive
and behavioural development of teachers. This framework was drawn by the
following research questions:
= What are the language learning cognitions of EFL instructors regarding
linguistic aptitude, priorities in language learning, and good language

learners?
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= Do those cognitions change according to certain variables such as: age,
teaching experience, academic background, workplace, and national or
international exam scores indicating language proficiency?

= What are the language teaching actions of EFL instructors regarding
traditional (conservative) as well as innovative (liberal) pedagogies,
communicative practices in instructional planning and error correction,
learner-centeredness, and personal and professional development?

= Do those actions change according to certain variables such as: age,
teaching experience, academic background, workplace, and national or
international exam scores indicating language proficiency?

=  What is the pattern of the relationship between the sets of language learning

cognitions and language teaching actions of EFL instructors?

1.4. Significance of the Study

The significance of this study is rooted in the doctrines of an important field of
study, psychology. To illustrate more specifically, cognitive psychology deals with
how knowledge and beliefs exert a strong influence on human action and draws
attention to the influence of thinking on behaviour. Therefore, understanding
teachers requires understanding teachers’ mental lives (Borg, 2006). As Allen (2002)
proposes, there are three basic reasons for studying teacher cognition: (1) examining
the relationship between teachers’ beliefs and classroom actions can inform
educational practices; (2) if teacher education is to have an impact on how
prospective teachers will teach, it must engage participants in examining their
beliefs; (3) attempts to implement new classroom practices without considering
teachers’ beliefs can lead to disappointing results (p. 519). Considering these
propositions, teacher cognition is supposed to be given due consideration in
educational research.

Since teacher cognitions are crucial prompts of and important incentives for
educational practices, with the help of this research it will become easier to
understand what goes on in the classroom, how teachers view their work, how their
cognitions guide or govern their actions, in what ways they teach, why they teach in

the ways they do, how they would adopt a new technique, how they would
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implement an innovation, how they would react to policies, how educational reforms
would be accepted/implemented by them, and so on. As tertiary level EFL teaching
is the only setting that provides one to two-year intensive programs and EFL
instructors are the principal players in foreign language teaching in Turkey,
exploring their cognitions and actions will provide a better understanding of the
status of EFL teaching in Turkish context. This awareness will certainly inform and
guide possible innovations and educational policies, because this study has the
potential to become a focus for initial teacher education and a reflection for ongoing
teacher development.

The final value of this study is related with the limited research conducted on
practicing EFL teachers’ cognition in Turkey. Numerous papers or reports about
EFL/ESL teachers’ cognitions have been published around the world with the aim of
exploring teachers’ way of thinking about language learning and teaching; however,
such studies are quite limited in Turkish context. The majority of the studies in
Turkey are being conducted in pre-service years with student teachers, and most of
the time those studies are being done in a single institution. The studies carried out
on in-service teachers’ cognitions are limited both in number and scope, not only
because of the focus of the studies but also due to the sample size included in the
research. Considering these limitations, this study aims to reach a broader picture
with a large group of participants representing different institutions and a more
comprehensive theme about language learning and teaching.

With the help of the collected data, currently-practicing EFL instructors’ way
of thinking, knowing, believing, and acting in relation to language learning and
teaching processes could be interpreted, and this could provide invaluable insights
about the current status and educational practices in the field of foreign language
teaching in Turkey. Those insights will undeniably lead all kinds of planning for and
implementation of teacher development activities for EFL teachers in both pre-

service and in-service years.

1.5. Definitions of Terms
Definitions of the key terms relevant to this are listed below:
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Action: The process of carrying out a task in order to make something
happen or deal with a situation.

Cognition: The process by which knowledge, belief, thought, and
understanding are developed in the mind.

Competence-oriented Approach: The approach seeing the language as a
system of linguistic elements and the target of learning by giving more
emphasis to knowing something about the language.

Error Correction: The process of detecting errors in written or spoken
messages and reconstructing or helping to reconstruct the error-free
messages.

Executive Learners: The learners who do a piece of work, perform a duty,
or put a plan into action by following the given instructions.

Formal (Created) Context: The school/classroom environment, which is
institutionally and consciously created and where learning is a major goal.
Induction Years: The adaptation period newly-graduated teachers go
through in order to become a qualified teacher.

Informal (Natural) Context: The physical/social environment that
naturally exists around individuals and where learning might occur, but not
necessarily as a primary goal.

Innatist Perspective: The philosophical doctrine asserting that the mind,
rather than a blank slate, is born with ideas/knowledge and not all
knowledge is obtained from experience and the senses.

Innovative (Liberal) Pedagogy: The enriched, cultivated, or modernized
patterns of thoughts and practices about teaching that include new, creative,
and free ideas and methods.

In-service Years: The teaching period practicing teachers go through after
they are recruited as qualified teachers until their retirement.

Instructional Planning: The preparation process teachers are involved in
to meet the individual needs of the classroom members they teach to.
Interactionist Perspective: The sociological doctrine asserting that
ideas/knowledge takes on shape and meaning through countless interactions

between the learner and the environment.
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Judicial Learners: The learners who are able to make analyses,
comparisons, evaluations, and judgments on everyday situations using a
repertoire of their personal-practical knowledge.

Language Learning Cognitions: Unobservable cognitive dimensions of
individuals in relation to what they think of, believe in, know about and
understand from language learning.

Priorities in Language Learning: The areas/skills that are attached
importance to and believed to be dealt with first in a language learning
process.

Language Teaching Actions: Language teaching practices routinely
performed by language teachers as a result of their gains from prior
learning, pre-service and in-service trainings, and in-class teaching
experiences.

Learner-centeredness: Teachers’ attempts to adjust their instructional
planning, teaching methods, and assessment procedures to certain norms in
order to optimize their students’ opportunity to learn.

Legislative Learners: The learners who use their power to make plans or
initiate changes in plans and applications.

Linguistic Aptitude: The potential that a person, relative to other
individuals, has for learning a language more easily.

Novice Teachers: The newly-graduated teachers going through a job
adaptation process to become a qualified teacher.

Pedagogical Inclinations: Teachers’ educational tendencies rooted in their
philosophical orientations and theories regarding learning and teaching.
Performance-oriented Approach: The approach seeing the language as a
system of communicative elements and as a vehicle for the realization of
interpersonal relations by placing more emphasis on doing something with
the language.

Personal and Professional Development: All types of attempts that
teachers make in order to reach their fullest potential in teaching profession
and personal growth.
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Pre-service Years: The training period that prospective teachers spend in
undergraduate study in order to be prepared for teaching profession.
Student Teachers: The candidate teachers being trained in colleges to get
the necessary knowledge and skills in relation to teaching profession.
Teacher Action: The term representing the tasks that teachers routinely do,
execute, carry out, and perform when planning, implementing, and
evaluating their teaching.

Teacher Beliefs: The understandings, premises, principles, philosophies, or
propositions that teachers accept as true in relation to teaching.

Teacher Cognition: The term representing what teachers think of, believe
in, know about and understand from a certain concept (language learning
and teaching in this case).

Teacher Knowledge: The information, understandings, skills, and
expertise the teachers gain through pre-service education, in-service
training, and classroom practice.

Traditional (Conservative) Pedagogy: The inherited, established, or
customary patterns of thoughts and practices about teaching that have been

used by previous people for a long time.
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CHAPTER II

REVIEW OF LITERATURE

This chapter provides an outline of the origins and growth of educational
research on teacher cognition by presenting a historical overview of the issue
together with a conceptual basis, key perspectives, and primary themes emerging
from empirical studies. This review is presented under the following headings: (1)
Introduction, which provides a brief information about the concepts; (2) Research on
Teacher Cognition, which describes the historical growth of research and the
literature on teacher cognition; (3) Research on Language Teacher Cognition, which
addresses the research on the field of language teaching through three phases such as
pre-service, novice, and in-service years; (4) Last Decade’s International Research
on EFL/ESL Teachers’ Cognitions, which presents a critical analysis of the last ten
years’ research on cognitions about EFL/ESL teaching through 77 international
studies; (5) Studies on EFL Teachers’ Cognitions in Turkish Context, which reviews
30 studies conducted in Turkey with a reference to pre-service and in-service EFL

teachers’ cognitive processes; and (6) Summary of the Literature Review.

2.1. Introduction

In the past forty years, there has been a growing interest in research on teacher
cognition, which encompasses what teachers think, know, and believe as well as its
relationship to educational practices. Following the trend and the needs, a range of
research has also been carried out in the last three decades in order to investigate
what language teachers think, know, believe and do when teaching a language.
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However, more emphasis was given to ‘belief’ component, which resulted in an
immense amount of educational research with respect to ‘study of teacher belief.

The connection between teacher belief and educational practices were
emphasized in many studies (Ali & Ammar, 2005; Breen, 1991; Burns, 1996;
Calderhead, 1996; Fang, 1996a; Johnson, 1992b, 1994; Pajares, 1992; Richards &
Lockhart, 1996; Smith, 1996; Thompson, 1992). Abundant indications were derived
from the literature on teachers’ beliefs, which might: (a) be strongly influenced by
teachers’ own experiences as learners (Holt Reynolds, 1992); (b) overshadow the
effects of teacher education programs on what teachers do in the classroom (Kagan,
1992; Richardson, 1996); (c) instil a long-lasting influence on teachers’ instructional
practices (Crawley & Salyer, 1995); (d) not always be reflected on what teachers do
in the classroom (Dobson & Dobson, 1983; Pearson, 1985; Tabachnick & Zeichner,
1986); (e) interact bi-directionally with experience (Richardson, 1996); (f) have a
powerful effect on teachers’ pedagogical decisions (Johnson, 1994); and strongly
influence what and how teachers learn during their teacher education (Freeman &
Richards, 1996).

Similar to suppositions listed above, Johnson’s (1994) assumptions about the
research on teachers’ beliefs were summarized as:

teachers’ beliefs influence both perception and judgment which, in turn, affects what
teachers say and do in classrooms; (2) teachers’ beliefs play a critical role in how
teachers learn to teach, that is, how they interpret new information about learning
and teaching and how that information is translated into classroom practices; and (3)
understanding teachers’ beliefs is essential to improving teaching practices and
professional teacher preparation programs (p. 439).

In the light of all the assumptions and clarifications mentioned so far, study of
teacher belief has taken an important place in educational research on teacher
cognition. However, research on teacher cognition cannot be limited only to the
study of teacher belief, because teacher cognition was defined as “unobservable
cognitive dimensions of teaching — what teachers know, believe, and think” by S.
Borg (2003, p. 81), and it was attributed to possess complex (M. Borg, 2005;
Gabillon, 2012; Grisham, 2010; Tantani, 2012; Wallestad, 2009), changeable (Flores,
2001; Gabillon, 2012; Johnson & Goettsch, 2000; Thompson, 1992); and influential
(Burns, 1992; Johnson, 1992; Simith, 1996; Yook, 2010; Zheng, 2009) features.
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2.2. Research on Teacher Cognition

Regarding the cognitive basis of teaching, study of teacher cognition and its
impact on educational practices started to emerge four decades ago. As an important
step under the standpoint of teacher thinking, Clark and Yinger (1977) identified
cognitive perspectives as: planning, judgment, decision-making, and implicit theories
of teachers. At the beginning of 1980s, Shavelson and Stern (1981) presented a
review on teachers’ pedagogical thoughts, judgments, and decisions by claiming that
a behavioural focus on teaching without considering teachers’ cognitions is
incomplete. As they suggested a distinction between knowledge and beliefs, if
knowledge is not available, teachers rely on beliefs to guide them. Later in 1983,
ISATT (the International Study of Association on Teacher Thinking) was founded,
which contributed to the surge of interest in research on teacher cognition (Borg,
2006).

Practical knowledge, as a concept covering the kind of knowledge teachers
hold and use, emerged in the case study of Elbaz (1983), who affirmed that teachers’
instructional practices are guided by their feelings, values, needs, beliefs,
experiences, theoretical knowledge, and folklore. Similar to other assumptions of the
time, Halkes and Olson (1984) stated, “what’s in the mind of teachers could explain
classroom processes in one way or another” (p.1).

The ultimate goal of research on teachers’ thought processes is to construct a
portrayal of cognitive psychology of teaching for use by educational theorists,
researchers, policymakers, curriculum designers, teacher educators, school
administrators, and by teachers themselves (Clark & Peterson, 1986, p. 255).

In the second half of 1980s, Clark and Peterson (1986) categorized their review
on teacher thinking around the following dimensions: teacher planning; teachers’
interactive thoughts and decisions; and teachers’ theories and beliefs. According to
them, the interaction between teacher thoughts and teacher behaviours are crucial,
because “the process of teaching will be fully understood only when these two
domains (thought and behaviours) are brought together and examined in relation to
one another” (p. 258).

Clandinin and Connelly (1986) focused on the construct of personal practical
knowledge, which was portrayed mostly through personal philosophies and
metaphors. Accordingly, a teacher’s personal philosophy was discussed to cover
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beliefs and values derived from experience and form a unity among beliefs, values,
and actions. Metaphors, similarly, was said to reflect teachers’ way of thinking and
acting about teaching. Later, they defined personal practical knowledge as a “moral,
affective, and aesthetic way of knowing life’s educational situations” (Clandinin &
Connelly, 1987, p. 59). This definition underlined dialectical, situated, and dynamic
sides of teachers’ knowledge, which could be reconstructed and reshaped through a
constant interaction with experiences. For them, teacher beliefs and teacher
knowledge were included in the concept of personal practical knowledge, which
stands for how a teacher understands a classroom situation. However, Nespor (1987)
preferred to make a distinction between belief and knowledge and provided four
features of beliefs in order to be distinguished from knowledge: (a) existential
presumption, which refers to personal truth about learners and learning; (b)
alternativity, which refers to conceptualizations of ideal situations differing
significantly from present realities; (c) affective and evaluative loading, which makes
beliefs be expressed in the form of feelings, moods, and subjective evaluations and
personal preferences; and (d) episodic structure, which is based on particular, well-
remembered events.

According to Thompson (1992), it is unnecessary to make a distinction
between beliefs and knowledge particularly in definitions, because what is more
critical is to realize how these concepts affect what teachers do. Similarly, Kagan
(1992) used the terms ‘beliefs’ and ‘knowledge’ interchangeably when analyzing
methodological issues. Pajares (1992) put forward the difficulty in studying teachers’
beliefs because of definitional problems, poor conceptualizations, and differing
understandings about beliefs and belief structures and therefore examined the
meaning given to beliefs by various influential researchers. It was further clarified
that teachers’ beliefs have a greater influence than teachers’ knowledge on their
decision-making, planning, classroom implementations, and attitude towards
students. Fenstermacher (1994) focused on teacher cognition from an
epistemological perspective and used the concept of teacher knowledge as a
classifying term grouping other constructs like beliefs and conceptions under it.

Exploring the teachers’ thinking, Calderhead (1987) worked on three major

themes: the nature of teachers’ professional knowledge; the ways knowledge is used
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in teaching; and the role of teachers’ thinking and knowledge in the process of
educational change. In his another work, Calderhead (1988) highlighted the
connection between the study of teacher cognition and the process of teacher
education.

At the beginning of 1990s, Carter (1990) focused on what teachers know and
how that knowledge is gained. To answer this question, three concepts were arranged
under teacher knowledge: (a) information processing; (b) practical knowledge; and
(c) pedagogical content knowledge. According to Carter, teachers’ practical
knowledge is “shaped by a professional’s personal history, which includes intentions
and purposes, as well as the cumulative effects of life experience” (p. 300).

Ball and McDiarmid (1990) dealt with research on subject-matter knowledge
and subject-matter preparation of teachers. Subsequently, subject-specific teacher
cognition research emerged. Many studies were carried out to explore teacher
cognition regarding science and science teaching (Adams & Krockover, 1997;
Aguirre, Haggerty, & Linder, 1990; Brickhouse, 1990; Briscoe, 1991; Hashweh,
1996; Pomeroy, 1993; Smith & Neale, 1991) or mathematics (Shuck 1997;
Raymond, 1997; Thompson, 1992). In the same vein, Fennema and Franke (1992)
examined research on teacher knowledge in mathematics education, and Swafford et
al. (1997) studied in-service teachers’ content and pedagogical knowledge of
geometry. On the other hand, Grimmett and Mackinnon (1992) drew attention to
teachers’ craft knowledge while Borko and Putman (1996) and Carter and Doyle
(1996) established their study around the concept of ‘learning to teach.’

Two landmark publications in the second half of the 1990s were (a)
Richardson’s (1996) work in Handbook of Research on Teacher Education, which
focused on the roles of attitudes and beliefs in learning to teach and (b) Calderhead’s
(1996) work in Handbook of Educational Psychology, which examined research on
teachers’ beliefs and knowledge. Richardson (1996) noted that students might bring
beliefs to teacher education programs, which are personal experience, school
experience, and experience with formal knowledge, and therefore they might affect
their learning to teach. At the same time, changes in students’ beliefs as an effect of
teacher education programs were addressed. Calderhead (1996) classified the

domains in teacher cognition as: decision-making; perceptions and evaluations; and
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knowledge and beliefs. Under the concept of teacher knowledge, the following sub-
categories appeared: subject knowledge, craft knowledge, personal practical
knowledge, case knowledge, theoretical knowledge, metaphors, and images. Under
the concept of teacher belief, the following sub-categories appeared: beliefs about
learners and learning, beliefs about teaching, beliefs about subject, beliefs about
learning to teach, and beliefs about self and the teaching role. Richards and Lockhart
(1996) declared that “teachers’ belief systems are founded on the goals, values, and
beliefs teachers hold in relation to the content and process of teaching, and their
understanding of the systems in which they work and their roles within it” (p. 30).

As an important milestone, Woods (1996) published the book titled Teacher
Cognition in Language Teaching: Beliefs, Decision-making and Classroom Practice,
through which the term BAK representing a hypothetical concept of an integrated
network of beliefs, assumptions and knowledge was introduced and discussed
extensively. As indicated in the book, knowledge, assumptions, and beliefs do not
refer to distinct concepts, but to “points on a spectrum of meaning”, and so “they
may overlap with each other” (p. 195). Accordingly, the term knowledge refers to
what teachers know, in other words conventionally accepted facts that have been and
could be demonstrated. The term assumption, on the other hand, represents the
temporary acceptance of a fact that has not been demonstrated before but taken as
true for the time being. The term belief is an acceptance of a proposition which does
not reflect conventional and demonstrable knowledge, but might have an accepted
disagreement.

Borg (1998), in his qualitative study, focused on the term ‘teachers’ personal
pedagogical systems’, which cover stores of beliefs, knowledge, theories,
assumptions, and attitudes, as well as its key role in shaping teachers’ instructional
decisions. He also highlighted the importance of studying the factors that influenced
the development and application of personal pedagogical systems. Later, he used the
tern ‘teachers’ cognition’ as a sum of “the beliefs, knowledge, theories, assumptions,
and attitudes that teachers hold on all aspects of their work™ (Borg, 1999, p. 95).
Wenden (1999), on the other hand, defined beliefs as a subset of meta-cognitive
knowledge by suggesting that “beliefs are distinct from meta-cognitive knowledge in

that they are value-related and tend to be held more tenaciously” (p. 436). Meijer,

22



Verloop and Beijaard (1999) listed the characteristics of teachers’ practical
knowledge as: personal and unique; contextual and adapted to classroom situation;
based on and developing through experience; tacit; guiding for practice; content-
related and connected with subject; and resulting from professional activity.
Accordingly, they put forward three types of practical knowledge: subject-matter
knowledge, student knowledge, and knowledge of student learning and
understanding.

Research interest in study of teacher cognition in the 2" millennium has also
continued and increased. Verloop, Van Driel, and Meijer (2001) attached importance
to studying teacher cognition for educational innovations, because “in the mind of
the teacher, components of knowledge, beliefs, conceptions, and intuitions are
inextricably intertwined” (446). In the light of this perspective, they claimed that
teacher knowledge was both strongly related to individual experiences and contexts
and also shared by large groups of teachers teaching at a certain level. Therefore,
understanding of teacher knowledge might be useful to improve teacher education
and to make educational innovations more effective.

A comprehensive review of 64 studies conducted on teacher cognition between
the years 1970 and 2002 was provided by Borg (2003). He discussed different
teacher belief terminologies and conceptualized teacher cognition as the central
schema which plays a critical role in teachers’ lives. The concept of teacher
cognition was addressed through its connection with prior learning experience,
teacher education and classroom practice. As he redefined, teachers’ cognition
represents “the unobservable cognitive dimension of teaching — what teachers know,
believe, and think” (p. 81). With Borg (2006), language teacher cognition research
has become an established domain of inquiry in language teaching research, and his
book titled Teacher Cognition and Language Education: Research and Practice has
taken a fundamental role specifically in leading the research on EFL and ESL
contexts.

As a recent review, Zheng (2009) provided a summary of empirical research on
EFL pre-service teachers’ beliefs and practices in 1990s and 2000s through a
discussion about the concept of belief and an overview of the research history on

teacher belief. Accordingly, the concept of ‘belief” was described to be “a subset of a
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group of constructs that name, define, and describe the structure and content of

mental states that are thought to drive a person’s actions” (p. 74).

2.3. Research on Language Teacher Cognition

As the research on language teacher cognition started to appear mostly in
1990s, this part of the review presents the studies that were conducted from 1990 till
2003. Under the light of this review, the literature on teacher cognition regarding the
field of language teaching clustered around the following themes: (a) student
teachers’ cognition and pre-service years, (b) novice teachers’ cognition and
induction years, and (c) practicing teachers’ cognition and in-service years. Even
though a considerable amount of research was conducted with regard to each theme,
the studies concerning practicing teachers in in-service years outnumbered the two

other themes.

2.3.1. Teacher Cognition and Pre-service Years

Teacher cognition in the context of pre-service teacher education was the main
focus of the majority of the studies in the field of language teaching. Many
researchers intended to understand and describe the cognitions of pre-service
language teachers, while some other papers focused on the cognitive development of
student teachers as an impact of their teacher education programs. On the other hand,
a considerable number of researches, adopting a constructivist perspective, attached
importance to “prior beliefs” that student teachers bring to their pre-service
education.

The process of professional development is one in which new information and new
experiences lead student teachers to add to, reflect upon and restructure their ideas in
a progressive, complex and non-linear way, leading towards clearer organization of
their personal theories into thematically distinct clusters of ideas (Sendan & Roberts,
1998, p. 241).

To start with the first group of studies, Johnson (1992a) investigated pre-
service teachers’ instructional decisions and actions and the primary basis behind
these decisions. Wray (1993) studied prospective language teachers’ knowledge and
beliefs about language in the UK and concluded that “the level of grammatical

knowledge of student teachers was not particularly high” (p. 55). Johnson (1994)
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aimed to deduce pre-service teachers’ beliefs about language teaching and language
teachers from their narratives and to examine how these beliefs shaped the
participants’ instructional practices. Williamson and Hardman’s (1995) focus was the
KAL (knowledge about language) of trainee teachers, and they discovered gaps in
the participants’ knowledge about grammar together with misconceptions about the
language. Johnson (1996) explored pre-service teachers’ perceptions on their initial
teaching experiences and discovered some tensions and uncertainty. Numrich (1996)
examined the diaries kept by prospective teachers during their practicum about
common themes regarding language teaching and learning as well as their
perceptions of their needs. Brown and McGannon (1998) elicited language
acquisition beliefs of prospective teachers and their perceptions on the role of
teachers. Linek et al. (1999) worked on pre-service teachers’ beliefs on literacy
teaching across different types of programs and observed changes in their beliefs
about literacy, literacy instruction and assessment. Farrell (2001) investigated the
socializing process of a pre-service teacher during a practicum via perceptions.
Warford and Reeves (2003) analyzed the metaphors of trainees about language
teaching. Maloch et al. (2003) elicited prospective teachers’ beliefs about how best to
teach reading.

Beside all these papers exploring or eliciting teachers’ cognitions on certain
concepts or themes, some other studies intended to investigate the changes in the
cognitions as a result of teacher education programs. Pre-service teachers in teacher
education programs were mostly thought to be in the process of developing their
pedagogical beliefs and practices (Ertmer & Ottenbreit-Leftwich, 2010). As student
teachers were equipped with professional and pedagogical knowledge during their
teacher education programs, this knowledge would assist them in adjusting their
prior beliefs and employing their teaching approaches (Hall, 2005).

To see how teacher education or training programs and courses of teaching
practices play a role to establish or change cognitions of prospective teachers,
Almarza (1996); Ariogul (2007); Brown and McGannon (1998); Cabaroglu and
Roberts (2000); Florio-Ruane and Lensmire (1990); Gomez (1990); Grisham (2000);
Johnson (1994); Maloch et al. (2003); Mattheoudakis (2007); Peacock (2001); and

Yook (2010) studied pre-service teachers’ development during or as a result of their
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teacher education programs. As Gomez (1990) concluded, “a set of interrelated
features of the school context and features of the teacher education program
combined to alter or challenge the teachers’ beliefs” (p. 19).

In relation to the impact of teacher education on what teachers believe, know,
think, and do, Florio-Ruane and Lensmire (1990); Hobbs (2007); Kagan (1992);
Kunt and Ozdemir (2010); Nettle (1998); Peacock (2001), Pennington and Urmston
(1998), Richardson (1996); Richards and Pennington (1998); Urmston (2003), and
Weinstein (1990) claimed that teacher education exhibited a limited or weak impact
on the cognitions of pre-service teachers. Specifically, Peacock (2001), when
studying second language learning beliefs of pre-service EFL teachers, did not find
any evidence of the idea that “trainees’ beliefs are shaped by their pre-service
methodology courses™ (p. 187).

On the other hand, Abduallah-Sani (2000); Cabaroglu and Roberts (2000);
Chambless and Bass (1996); Flores (2002); Kettle and Sellars (1996); Kunt and
Ozdemir (2010); MacDonald, Badger and White (2001), Maloch et al. (2003); Ng,
Nicholas and Williams (2009); Richards, Ho and Giblin (1996); Sendan and Roberts
(1998); da Silva (2005); and Tiizel and Akcan (2009) pointed out the powerful
influence of training programs or courses on trainee teachers’ beliefs and knowledge.
To justify the positive impact of training programs on prospective teachers’
cognitions, Chambless and Bass (1996) revealed positive changes in the trainees’
attitudes towards teaching writing as a result of a formal instruction in process
writing. Richards, Ho and Giblin (1996) revealed changes in cognitions regarding:
conceptions of teacher role in the classroom, knowledge of professional discourse,
concerns for achieving continuity in lessons, problematic dimensions of teaching,
and manner to evaluate their own teaching. Almarza (1996), in a ten-month
longitudinal study, investigated cognitive and behavioural changes that programs
may exert and concluded that behavioural changes were fully reflected by candidates
while cognitive changes were partially. Grisham (2000), when studying pre-service
teachers’ conceptions about reading instruction during their teacher education
program, found evidence of the influence of the program, because the participants’

ratings tended to be more constructivist as the program progressed.
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In addition, a number of studies focused on the cognitions brought from prior
learning experiences to teacher education programs by student teachers and the
impact of those cognitions on their understandings of and practices in language
teaching. From the perspectives of constructivist theories of learning, “the student-
teacher is a learner who is actively constructing views of teaching and learning based
on personal experiences strongly shaped by perceptions held before entering the
program” (Loughran & Russell, 1997, pp. 165-166). Therefore, it is probable that
prospective teachers hold inappropriate or unrealistic perceptions on teaching and
learning (Brookhart & Freeman, 1992) and previously-constructed beliefs about
language learning and teaching (Brown & McGannon, 1998; Urmston, 2003).
Sometimes those beliefs are so deeply-rooted that they remain unchanged (Powell,
1992; Tatto, 1998; Wubbels, 1992). As Pajares (1992) claimed, “unexplored entering
beliefs may be responsible for the perpetuation of antiquated and ineffectual teaching
practices” (p. 328). In the same line, Borg (2006) stated that “prospective teachers’
prior language learning experiences establish cognitions about learning and language
learning which form the basis of their initial conceptualization of second language
teaching during teacher education” (p. 54).

Taking reference from the assumptions mentioned above, some similar studies
focused on prior learning histories of the student teachers. For instance, Johnson
(1994) discovered that student teachers’ instructional decisions on materials,
activities, and classroom organization were rooted in their own experiences as
language learners, and observed, in the narratives of the pre-service teachers, the
power of the ‘teaching image’ coming from prior experiences within formal language
classrooms. Numrich (1996) drew attention to how prior experiences relate to
classroom practices of pre-service teachers and found that student teachers avoid
some instructional strategies on account of their negative experiences as learners.
Similarly, Bailey et al. (1996) investigated the role of language learning histories of
student teachers in establishing their language teaching approaches and practices.
Williams and Burden (1997) emphasized the importance of previous experiences and
deep-rooted beliefs about language learning when constructing beliefs and claimed
that they might be more influential on classroom performances than a particular

methodology learnt in a teacher education program. In relation to the power of prior
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beliefs that student teachers hold tacitly, Richards (1998) suggested that those beliefs
“often serve as a lens through which they view both the content of the teacher
development program and their language teacher experiences” (p. 71). In Farrell’s
(1999) study in Singapore, pre-service EFL teachers’ views about teaching grammar
were investigated to see their adoption of different approaches and the reasons
behind those views. It was seen that their views about grammar instruction was
mainly influenced by the participants’ own language learning experiences, as the
ones trained through a certain approach were inclined to that approach.

Other additional confirmations about the fact that the prior learning
experiences shape teachers’ beliefs of teaching were presented in the studies of
Almarza (1996); Ariogul (2007); Bailey et al. (1996); M. Borg, (2005); Erkmen
(2010); Ertmer and Ottenbreit-Leftwich (2010); Farrell (2006b); Pennington and
Urmston (1998); Richards and Pennington (1998); Urmston (2003); Warford and
Reeves (2003); and Yook (2010). As Gupta (2004) claimed, it is complicated to alter
trainees’ prior beliefs in language education and well-developed theories of teaching
and learning, as they spend several years observing teachers and practicing language.
El-Okda (2005) asserted that such pre-existing beliefs brought to methodology
courses by student teachers might be conflicting as well as culture-specific. Decker
and Rimm-Kaufman (2008) further elaborated that student teachers come into
teacher education programs with a set of beliefs about teaching, which stem from

previous educational experiences.

2.3.2. Teacher Cognition and Induction Years

When studies on novice teachers’ cognitions were examined, it was seen that
they occurred frequently under the following themes: (a) novice teachers’ cognitions
and practices in relation to various concepts of language teaching, and (b)
comparison between novice and experienced teachers’ cognitions and practices.

In relation to the first theme, Spada and Massey (1992) studied whether novice
teachers’ knowledge obtained in methodology courses during pre-service years could
be transferred to their classroom practices and concluded that a certain transfer was
not ensured due to contextual factors. Pennington and Richards (1997) and Richards

and Pennington (1998) also highlighted the influence of contextual factors in their
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studies. The factors emerging in those two studies were listed as large classes,
unmotivated students, examination procedures, syllabus, and pressure from
experienced teachers, students’ limited language proficiency, and students’ resistance
to new ways of learning and heavy workloads. In a different context, Abdullah-Sani
(2000) investigated Malaysian novice teachers’ beliefs about teaching and learning in
a longitudinal study, which was conducted initially when the participants were
student teachers and finally in their first year of teaching. As concluded in the study,
prior learning and training experiences helped student teachers form and develop
beliefs that guided them in their novice years. In Cajkler and Hislam’s (2002) study
on teacher knowledge, ten novice teachers’ grammatical knowledge was examined
and it was found that none of the participants felt that their knowledge was broad
enough for their teaching. Farrell (2003) also put forward a negative induction
process and reality shock of an EFL novice teacher, whose early socialization and
cognition development were the foci of the study.

Regarding the second group, the studies comparing cognitions and practices of
more and less experienced language teachers, Cumming (1990) explored the
decision-making processes of novice and experienced language teachers when
grading written compositions and found statistically significant differences with
respect to developing criteria for organization and content, responding to language
errors, and evaluating the quality of the works. In the matter of teachers’ interactive
decisions, Nunan (1992) worked with English language teachers and asserted that the
decisions belonging to experienced teachers revealed greater attention to language
issues and content; whereas those of less experienced teachers were more to the
classroom management issues. Mok (1994) examined the journal entries, practicum
reports, and interview data of English language teachers by focusing on the
participants’ reflections on their work. The concerns were classified under the
themes of self-concept, attitudes, teaching strategies, materials, and expectations.
Even though inexperienced teachers declared a broader range of issues, there was not
a significant difference in the quantity of their reflections.

According to Richards’ (1998) research, which focused on English language
teachers’ pre-active and interactive decisions, experienced teachers had more

improvisational teaching than inexperienced teachers, because “as teachers develop
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their teaching skills, they are able to draw less on pre-active decision-making and
make greater use of interactive decision-making as a source of their improvisational
performance” (pp. 117-118). Richards, Li and Tang (1998) conducted their study, in
Hong Kong, with the aim of comparing instructional planning approaches of novice
and experienced teachers having on average a five-year experience. It was found that
novice teachers were less efficient in: (a) considering the subject matter from the
perspective of learners; (b) reflecting a deep understanding of the subject matter; (c)
knowing how to present subject matter; and (d) knowing how to integrate language
learning with broader curricular goals.

Johnson (2003) aimed to see how novices and experts design language-
teaching tasks in his study with language teachers in the UK. A number of ways in
which more or less experienced and expert teachers’ cognitions differ in designing
tasks were found in the study. Similarly, Tsui (2003), in a case study of English
language teachers in Hong Kong, detected several differences between the
experienced and novice teachers. For instance, an experienced language teacher had
‘rich and integrated knowledge’ of the language, language teaching, language
learning, how to organize learning, other curricula, and students’ interests. Unlike
experienced teachers, novice teachers were found to lack ‘schema’ or a ‘repertoire’
of pedagogical routines such as how to deal with unexpected events occurring in the
classroom.

Likewise, some other studies indicated that experienced and inexperienced
teachers might differ in their practices even though they might reflect similar beliefs
or knowledge about teaching and learning (Akyel, 1997; Osam & Balbay, 2004;
Seferoglu, Korkmazgil, & Olgii 2009; Tantani, 2012; Tsui, 2003; Westerman, 1991).

2.3.3. Teacher Cognition and In-service Years

A range of foci have been identified when analyzing studies done with in-
service language teachers. Most of the research conducted in the context of in-service
teaching intended to explore teachers’ cognitions pertaining to either general
pedagogy of language learning and teaching or a certain concept such as teaching a
specific language area or skill. While some studies focused on what in-service

language teachers believe, think, know, and do by investigating cognitions together
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with reported or observed practices, some others examined teachers’ cognitions

compared to their learners’ beliefs.

2.3.3.1. Cognitions on General Pedagogical Issues

A great number of studies investigated general pedagogy of language teachers
such as pedagogical knowledge, teaching approaches, methodological orientations,
implicit theories, or beliefs in certain dimensions of language teaching. To start with,
Wolf and Riordan (1991) studied foreign language teachers’ instructional approaches
towards curriculum, instruction, and assessment practices, and Breen (1991) studied
implicit theories of experienced language teachers in the UK in order to find the
sources of certain techniques and procedures used in the classroom. Richards, Tung,
and Ng (1992) examined beliefs and reported practices of English teachers in Hong
Kong and concluded that there were relationships among teachers’ goals, values and
beliefs and their teaching experiences, training and reported approach to language
teaching.

Johnson’s (1992b) focus was on ESL teachers’ cognitions and practices about
methodological approaches towards language teaching, in particular skill-based, rule-
based and function-based divisions. Most of the participants were inclined to a
clearly defined theoretical approach, and the most commonly reflected one was a
function-based orientation. Another significant finding was related to the relationship
between teaching experience and theoretical beliefs, as the less experienced teachers
reflected a recent methodological approach than the more experienced ones did.

Burns (1996) explored English language teachers’ theories and practices in a
classroom of beginning adult language learners in Australia. The study put forward
that organizational necessities and institutional context had an influence on the
teachers’ decisions about lesson planning and content. Richards (1996) investigated
the nature and role of the teachers’ maxims (representing personal working principles
and philosophies) of English language teachers in Hong Kong by analyzing teacher
narratives about their work and concluded that teachers’ instructional decisions and
pedagogical choices were related to their personal working principles.

As for instructional planning and implementation, Ulichny (1996) conducted a

case study of the practice of an English language teacher in the USA with respect to
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teaching principles in mind and actual lesson flow. Accordingly, the lesson practice
of the teacher was far from what the teacher had planned in advance due to
unexpected difficulties. In another research conducted with English language
teachers in Canada by Smith (1996), the relationship between teachers’ beliefs,
instructional decisions, and contextual factors was investigated. This study
highlighted the distinction between planned and unplanned interactive decisions and
claimed that unexpected decisions were caused by student factors or teacher factors.
In the same vein, Bailey (1996) studied the teachers’ departures from their plans and
found that teachers’ in-class activities departed from their pre-teaching planning.
Such a divergence was claimed to be controlled by some principles such as serving
the common good, teaching to the moment, furthering the lesson, accommodating
students’ learning styles, promoting students’ involvement, and distributing the
wealth.

Kim (1997) surveyed Korean in-service EFL teachers’ beliefs about effective
teaching and discovered that teachers were inclined to working with small groups
formed based on their proficiency levels. Park, An, and Ha (1997) explored the
beliefs of kindergarten EFL teachers on EEL (Early English Learning) policy, which
highlights the importance of teaching English at an early age to young learners in
primary schools or kindergartens in Korea. Although most of the participants
favoured EEL policy, disfavouring participants highlighted the lack of appropriate
textbooks, materials and qualified teachers. In another study in Korea, Son and Lee
(2003) investigated 270 secondary school EFL teachers’ beliefs about the TEE
(Teaching English in English) policy and discovered that negative orientations
towards the TEE policy resulted from: (a) teachers’ low proficiency in English, (b)
insufficient training, and (c) teachers’ disbeliefs in the benefits of the policy. Chiba
and Matsuura (1998) compared the differences in native and non-native EFL
teachers’ ideas about course objectives, teaching styles, materials, use of mother
tongue in the classroom, and cultural concerns in Japan and discovered some
differences between the two groups’ teaching styles.

In relation to the concept of pedagogical knowledge, which was mostly defined
to be the thought processes about teaching and learning, Gatbonton (1999) worked

with ESL teachers in the USA. The most frequent concern in teachers’ pedagogical
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thoughts was related to language management such as how to explain vocabulary,
how to create contexts for meaningful use, how to deal with the language students
hear and produce, and so on. Additionally, thoughts about promoting smooth
transition between activities and assessing student participation in the classroom
were among the other concerns of the participants. Golombek (1998) studied the
characteristics of the personal practical knowledge of ESL teachers and analyzed
how this knowledge informed their practice. It was put forward that personal
practical knowledge guides teachers’ sense-making processes; filters experience so
that teachers reconstruct it and respond to a teaching situation; gives physical form to
practice; and is used in response to a particular context. Bartels (1999) looked into
the types of knowledge that EFL teachers in Germany use in their instructional
practices and listed them as: knowledge of instructed second language learning;
knowledge of students’ inter-language; and knowledge of curriculum and materials.
Johnston and Goettsch’s (2000) study also focused on teacher knowledge, in
particular the following three categories: teachers’ pedagogical content knowledge,
content knowledge, and knowledge of learners, which were discussed to be dynamic
in nature.

Breen et al. (2001), with the aim of investigating the relationships between
cognition and practice in language teaching, elicited principles of 18 English
language teachers in Australia and observed their practice. They drew attention to
collective cognitions and practices by claiming that teachers working in a similar
context are likely to adopt some common principles through diverse practices.

Flores (2001) surveyed the beliefs of 176 bilingual educators and discovered
the dynamic feature of the beliefs as they were never static. The importance of
language and culture in the acquisition of knowledge was reflected in the beliefs of
the participants. Allen (2002) examined the beliefs of 613 foreign language teachers
in the USA on the basis of the principles included in the national standards for
foreign language instruction and found that teachers’ beliefs were generally
consistent with the standards employed.

Some studies focused on teacher cognition in terms of language teachers’
beliefs about the use of technology in their classrooms (Lam, 2000) and computer-

mediated language teaching (Lawrence, 2001). Some other studies focused on the
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teachers’ beliefs about the global role of English and its impact on their classroom

practices (Zacharias, 2003).

2.3.3.2. Cognitions on Specific Teaching Methods

As for certain teaching approaches or methodological orientations, CLT
(Communicative Language Teaching) took the first place in research on language
teacher cognition, compared to other methods or approaches. For instance, a lack of
congruence between the attitudes towards CLT and the classroom practices reflecting
CLT was found by Karavas-Doukas (1996), who conducted a study with English
language teachers in Greece. Accordingly, survey data obtained from the participants
were in agreement with the principles of communicative language teaching, but
observations indicated that “the classroom practices deviated considerably from the
principles of communicative approaches” (p. 193). A similar finding was obtained by
Sato and Kleinsasser (1999) who studied 10 language teachers’ practical
understandings with reference to CLT through survey, interviews, and observations.
Although the participants revealed a positive understanding about communicative
language teaching, little evidence of communicative language teaching was found in
the actual teaching analysis. A further justification was provided by Choi (2000) who
focused on in-service EFL teachers’ perceptions of CLT in Korea and discovered
some discrepancies between their perceptions of CLT and their instructional
practices.

Li (1998) explored the factors that hindered Korean EFL teachers’ CLT
practice through survey and interviews and listed the restrictions as: (a) teachers’
pedagogical beliefs that were inclined to grammar-oriented, text-based, and teacher-
centred approaches; (b) outsized classes; (¢) teachers’ low proficiency in English, (d)

insufficient resources; and (e) ‘wash back’ effects of the existing testing systems.

2.3.3.3. Cognitions on Teaching Specific Skills

Apart from such issues referring to general pedagogy in language teaching,
some studies revolved around teaching a specific language area or skill. Many papers
attached importance to teacher cognition on teaching literacy. For instance, Islam

(1999) examined the relationships among teachers’ beliefs, knowledge bases, and
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practices in relation to teaching early literacy. In this work with 320 teachers in the
USA, it was found that the participants’ orientation to literacy instruction differed
significantly by the level the teachers taught at.

Poulson et al. (2001) worked with 225 British primary school teachers who
were attributed to be effective in teaching reading and writing to investigate their
cognitions on literacy instruction. The participants’ primary orientations were
discussed to be ‘constructivist’ in nature such as “prioritizing pupils’ ability to make
sense of and produce written texts in a range of contexts and for authentic purposes”
(p. 288). Muchmore (2001) explored an English teacher’s beliefs and practices
regarding literacy instruction in the USA over a five year period in a narrative study
and claimed that those beliefs were not derived from theories. Instead, they were the
results of the teachers’ personal life experience and professional observations of
children, and their learning.

McCutchen et al. (2002) focused on beginning literacy when investigating the
links among teacher knowledge, teacher practice and student learning. The
conclusions derived from the findings were the following: (a) teacher knowledge is
possible to be strengthened through continuous professional development activities;
(b) teachers are capable of using their knowledge to change their teaching practices;
and (c) changes in teacher knowledge and teaching practice have the potential to
improve student learning.

Some studies, rather than taking literacy instruction in general, aimed to bear
on teaching reading or writing skills separately. In relation to reading instruction,
Richardson et al. (1991) investigated in-service teachers’ beliefs and practices in the
USA and ascertained that there were connections between teachers’ beliefs about
reading and their actual classroom practices. However in Wilson, Konopak and
Readence’s (1992) case study of an English teacher’s beliefs, decisions, and practice
in relation to teaching reading, there were inconsistencies in the theoretical beliefs
and practices of the participant teacher. Davis, Konopak, and Readence (1993)
studied beliefs and practices of two teachers in the USA and claimed that “varying
social, psychological, and environmental realities” (p. 117) did influence the

teachers’ decisions about reading instruction.
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Beach (1994) focused on teachers' beliefs and practices in teaching reading and
explained the differences in the practices of teachers who had similar beliefs through
varying instructional contexts the teachers worked in. Olson and Singer (1994)
examined 20 teachers’ theoretical beliefs and classroom practices in relation to
reading instruction in the USA and found that the participants’ orientations to
reading were consistent with their classroom practices. Similarly, Graden (1996)
compared language teachers’ beliefs about reading and reading instruction with their
instructional practices. As the participants’ beliefs reflected, “reading proficiency is
facilitated by providing students with frequent opportunities for reading practice, the
use of the target language is preferable for reading instruction, and oral reading
interferes with reading comprehension” (p. 387). However classroom practices were
not consistent with these beliefs, mostly because of poor student performance and
low motivation, as compromised by the participants.

In other respects, a number of studies were about writing instruction. To
illustrate, Burns (1992) studied Australian ESL teachers’ beliefs about writing
instruction and those beliefs’ reflection on their students’ writing performance. As
highlighted in the study, there was “an extremely complex and interrelated network
of underlying beliefs” influencing “instructional practices and approaches adopted by
the teachers” (p. 59). The findings put forward that both communicative and
linguistic competences were attached importance in writing instruction by the
participants, who were concerned with increasing learners’ confidence, practice, and
repetition and providing a non-threatening classroom environment.

In Mc Carthey’s (1992) and Mosenthal’s (1995) studies, the effects of an in-
service training about writing instruction on the conceptions of the teachers were
investigated. Both studies indicated some developments and changes in the writing
conceptions and practices of the participant teachers, as promoted by the program.
Correspondingly, Scott and Rogers (1995) focused on the changes in teachers’
conceptions of writing pedagogy as a result of a nine-week training program in the
USA and found evidence of a significant change, which made the participants’
beliefs more aligned with the principles promoted in the training.

Shi and Cumming (1995) carried out a study with five experienced university

ESL instructors in Canada with respect to their post-lesson thinking and beliefs about
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writing instruction and concluded that each participant exhibited a distinct as well as
a stable set of personal conceptions about writing pedagogy when teaching the
language. Tsui (1996) investigated the impact of the experience on an EFL teacher’s
writing pedagogy in Hong Kong. The changes in the teachers’ cognitions and
practices over time were emphasized together with the institutional and curricular

factors hindering the teacher’s implementation of the desirable practices.

2.3.3.4. Cognitions on Teaching Grammar

In addition to teacher cognition research on how to teach a certain language
skill, a great number of studies were about teacher cognition on how to teach
grammar. The concept of KAL (knowledge about language, which also stands for
grammatical knowledge) was the main focus of the studies conducted by Mitchell
and Hooper (1992) and Mitchell, Brumfit, and Hooper (1994a; 1994b), who intended
to examine teachers’ beliefs about the language and the role of explicit grammar in
foreign language teaching. Based on the interviews and classroom observations, the
findings indicated that teachers’ beliefs and practices in relation to KAL were
consistent, and there were a causal relationship between teachers’ knowledge about
language and their beliefs and pedagogies in grammar teaching at British secondary
schools. Similarly, Brumfit, Mitchell, and Hooper (1996) conducted a study in the
UK with various language teachers to explore their beliefs about the role of KAL in
language teaching and language development. They found differences between the
foreign language (French, German, and Spanish) teachers and English teachers,
because foreign language teachers were inclined to perceive and implement KAL as
a sentence-based explicit grammar teaching orientation while English teachers
reflected a text-based, functional orientation.

Eisenstein-Ebsworth and Schweers (1997) worked in the ESL context with
university teachers in New York and Puerto Rico with the aim of investigating their
perspectives on conscious grammar teaching. Most of the participants tended to have
positive views about conscious instruction of grammar.

Andrews (1997) studied pre-service and in-service teachers’ meta-linguistic
awareness in Hong Kong through an examination of the participants’ explanations on

texts with grammatical errors and discovered weaknesses in the participants’
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knowledge about the language. In another study in Hong Kong, Andrews (1999b)
once more investigated the meta-linguistic awareness of secondary school teachers of
English and its impact on the linguistic input. As argued in the study, teachers’ meta-
linguistic awareness affected teachers’ ability to transform language from
instructional materials into appropriate linguistic input. Soon after, Andrews (1999a)
made a comparison between native and non-native EFL teachers in the UK and Hong
Kong with respect to their grammar knowledge and grammatical terminology and
found that the non-native EFL teachers exhibited a better performance on the test
than the native EFL teachers in the UK. Later, Andrews (2001) aimed to explore the
impact of teachers’ language awareness on their classroom practice and discovered
that it plays a key role in building and shaping effective linguistic input for learners.
It was also stated that the learners’ exposition to input could be influenced by factors
like teacher’s confidence and explicit knowledge and time constraints. Finally,
Andrews (2003) conducted another study concerning the way grammar was taught
with 170 secondary school teachers of English in Hong Kong and concluded that the
participants’ grammar pedagogy was not influenced by their teaching experiences,
yet by their language proficiency, explicit grammar knowledge, and their beliefs
about grammar.

Johnston and Goettsch (2000) conducted a study on teacher knowledge base in
explaining grammar with 4 experienced university ESL teachers in the USA and
concluded that the two main factors influencing the development of teacher
knowledge were ‘education’ and ‘experience.’

In another study, Richards, Gallo, and Renandya (2001) administered a self-
reported questionnaire to in-service EFL teachers to investigate their stated beliefs
and actual classroom practices about grammar teaching and discovered a divergence.
As a striking finding, many teachers reflected communicative practices in their
teaching while they emphasized the importance of direct grammar teaching in their
stated beliefs.

Burgess and Etherington (2002) looked into 48 EAP teachers’ beliefs about
grammar and grammar teaching in the UK and discovered that the participants
reflected positive attitudes towards formal instruction as they believed that formal

instruction contributed to the improvement in students’ language proficiency and that

38



conscious knowledge of grammar played a role in students’ use of language. Their
grammar pedagogy tended to reflect an integrated, focus-on-form approach and their
adopted approaches were influenced by their students’ backgrounds.

Grammar pedagogy was also studied in Chia’s (2003) research with 96 primary
school teachers in Singapore, which revealed that the participants were inclined to
formal, explicit, deductive grammar teaching, and drilling.

In Honk Kong, Ng, and Farrell (2003) examined the congruence between
grammar teaching beliefs and practices of four teachers in Singapore and found
evidence that teachers’ instructional actions were governed by their beliefs.
However, a lack of congruence between teachers’ stated beliefs about error
correction and their actual practices was indicated. This was explained through the
factors resulting from the teaching context such as time, examinations, and

institutional policies.

2.3.3.5. Cognitions compared to Learner Beliefs

There were also studies that aimed to explore both teachers’ and their students’
beliefs about any particular area in language learning. For instance, Kern (1995)
studied language learning beliefs of French instructors and compared their beliefs
with the beliefs of their own students. Basically, teachers’ beliefs had less influence
on students’ beliefs than the textbooks, classroom practices, peers’ beliefs and
learners” own self-awareness did. In opposition, Fang (1996b) concluded that
teachers’ beliefs on writing had a considerable impact on the way writing was
perceived by their learners after investigating both teachers’ and learners’
conceptions of good writing. Schulz (1996) explored perceptions of both teachers
and students on the role of grammar and corrective feedback when learning a
language in the USA and discovered significant mismatches between teachers’ and
students’ views especially about error correction. Schulz (2001) replicated the study
with language learners and their teachers in Colombia by examining cultural
differences in the participants’ perceptions on the role of grammar instruction and
found that the majority of the teachers believed in the necessity and the positive role

of explicit grammar teaching.
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Andrews (1994) surveyed teacher educators’ perspectives about their EFL
trainees’ knowledge of grammar and discovered that more than half of the pre-
service teachers were thought to have inadequate grammatical knowledge and
awareness, according to the perceptions of the participant trainers in the study. In a
study in Hong Kong, Berry (1997) investigated teachers’ awareness of their learners’
meta-linguistic knowledge and found ‘wide discrepancies between students’
knowledge of meta-linguistic terms and the teachers’ estimation of it’ (p. 143), which
was discussed to cause serious problems in the classroom.

Cohen and Fass (2001) examined 40 EFL teachers’ and their learners’ beliefs
concerning communicative oral language tasks at a Colombian university. The
teachers were inclined to give more emphasis on pronunciation and grammatical
accuracy than on fluency and comprehensibility in the assessment of students’ oral
language production. The findings also revealed a disagreement between students’
and teachers’ beliefs in relation to the amount of talk in the classroom, which was
interpreted as a failure in achieving communicative language learning objectives. In
a similar study conducted in Japan by Matsuura, Chiba, and Hilderbrandt (2001),
EFL teachers’ and learns’ beliefs about communicative language teaching were
compared, in particular with respect to important instructional areas, goals and
objectives, instructional styles and methods, teaching materials, and cultural matters.
There appeared contrasting perspectives between teachers and learners as most of the
learners preferred traditional pedagogy such as a teacher-centred approach, isolated
skills teaching, and a focus on accuracy; whereas their teachers reflected more recent
pedagogy such as a learner-centred approach, integrated skills teaching, and a focus
on fluency.

Davis (2003) studied similarities and dissimilarities in language learning
conceptions between teachers and students in China through a cross-sectional survey
focusing on the nature and methods of language learning. It was seen that the
students reflected stronger beliefs than the teachers in the following aspects: the
earlier a second language is introduced in schools, the greater the likelihood of
success in learning; teachers should present grammatical rules one at a time and
students should practice examples of each one before switching to another; students’

errors should be corrected as soon as they occur in order to prevent the formation of
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bad habits; and teachers should use materials that expose students only to those
language structures that they have already been taught.

2.4. Last Decade’s International Research on EFL/ESL Teachers’ Cognition

This section provides a context-specific and chronological presentation of 77
empirical studies conducted in various educational settings in various parts of the
world. For this section, last ten years’ empirical research on EFL/ESL teacher
cognition was examined and discussed in terms of the research concept(s),
focus/foci, and context(s) (see Appendix A for the table displaying the review of the
last decade’s international research).

As to the most frequently-studied concept, ‘beliefs’ or ‘belief systems’ as a
predominating keyword of many papers took the first place (n=51), which was
followed by the concepts of ‘knowledge’ (n=12), ‘cognitions’ (n=6), ‘perceptions’
(n=6), ‘conceptions’ (n=2), ‘metaphors’ (n=2), ‘orientations’ (n=2), ‘pedagogical
thinking’ (n=1), and ‘practical theories’ (n=1). The concept of ‘practice’ was
emphasized together with the aforementioned concepts in many papers (n=32).

When investigating the concepts mentioned above, a lot of papers focused on
teachers’ cognitive development (n=18) by either emphasizing the changes in beliefs,
perceptions, or thinking or investigating the impact of some sort of training. In line
with this objective, two-thirds of those papers were in the context of pre-service
teaching (n=12), and mostly the impact of pre-service training or practicum was
explored in them.

As for the research setting, the papers were examined with regards to
educational and geographical contexts where the studies were conducted. Firstly, it
was seen that the majority of the papers were conducted in in-service teaching
contexts (n=41); whereas the rest was done in pre-service teacher education contexts
(n=27), and induction contexts (n=5). Few of the papers were conducted in various
contexts at the same time (n=4). Regarding the countries, where those studies were
carried out, among the 77 empirical studies analyzed for this review, only 18 of them
(23.4%) were conducted in a context where English is spoken as an official
language; whereas the rest were conducted in other contexts, where English is

spoken as a foreign or a second language. The majority of the studies were from Far
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East (n=33), which was followed by Middle East (n=14), Europe (n=5), and South
America (n=3). A few of the studies (n=4) represented mixed contexts, which means

multiple settings from various countries around the world (see Appendix A).

2.4.1. Research in English-speaking Countries

Regarding the English-speaking countries, most of the papers were conducted
in the USA (n=8), which was followed by the UK (n=6), Australia (n=2), New
Zealand (n=1), and Canada (n=1). The research themes appearing within these
English-speaking countries’ were about language teaching and/or learning in general
(n=5), transfer of KAL into instructional planning/practice (n=4), and literacy
teaching (n=4) including teaching reading and teaching writing. Other points were
about grammar teaching, CLT practices, language learners, learning disability, and
assessment.

To go over those studies chronologically, Basturkmen, Loewen and Ellis
(2004) examined stated beliefs and actual practices of teachers in New Zealand
regarding their approach to grammar teaching. The findings indicated both
congruence and incongruence. As they claimed, inconsistencies between the beliefs
and practices were caused by tensions between the theoretical and practical
knowledge. Karabenick and Noda (2004), on the other hand, surveyed 729 teachers’
beliefs, attitudes, practices, and needs in relation to immigrant and refugee English
language learners in a Midwestern suburban district in the USA. The general results
indicated positive attitudes among the participants towards English language
learners, bilingual education, and bilingualism; nevertheless there were a
considerable number of teachers who had less supportive beliefs and practices.
Teachers having positive attitudes toward such learners in their classes were inclined
to adopt a mastery approach rather than a competitive performance approach and to
have higher self-efficacy for teaching to such learners. Mangubhai et al. (2004)
conducted a case study with a language teacher in Australia by examining the
practical theory of the participant teacher regarding communicative language
teaching. Accordingly, the teacher constructed a well-developed practical theory and

this theory was reflected into her classroom practices as well.
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The study conducted in North American context by Bigelow and Ranney
(2005) examined pre-service ESL teachers’ knowledge about language and its
transfer to lesson planning and claimed certain difficulties in trainees’
implementations of theoretical knowledge about grammar that were learned during
their teacher education courses. Burns and Knox (2005) observed teaching practices
of two teachers to see their transfer of knowledge about systemic functional
linguistics which they had learned during an MA course. Teaching practices of the
participants tended to reflect more traditional approaches to grammar teaching.
Accordingly, the participants’ transfer of knowledge seemed to be difficult, which
was discussed to be explained through pedagogical, personal and institutional
factors. In a similar study, Hislam and Cajkler (2005) conducted a case study to see
how practicing elementary teachers in the UK use teacher knowledge about grammar
in their practice and discovered that the use of knowledge about language was
difficult and the traditional sources such as books and websites were not sufficient
for the participants when providing grammatical explanations. This study also
revealed the fact that beginning teachers have challenges in internalizing and
teaching grammatical terminology. Similarly, Popko (2005) investigated novice
teachers’ transfer of knowledge about language from their teacher training into their
teaching practice in an ESL context in the US and found that the participants rarely
made use of their formal knowledge about how to teach grammar.

Norman and Spencer (2005) examined pre-service teachers’ autobiographies
with the aim of eliciting their beliefs about the nature of writing and conceptions on
teaching writing. The participants were inclined to personal and creative forms of
writing and there seemed to be a connection between pre-service teachers’ beliefs
about the nature of writing and the value of writing instruction.

M. Borg’s (2005) case study of a trainee teacher in a pre-service training
program looked into the development in pedagogical thinking about teachers and
teaching, language and language learning, and learning to teach. It was claimed that
changes in beliefs occurred in a complex way, because sometimes limited changes or
shifts and sometimes elaborations were reflected as a result of the program. Linek et
al. (2006), on the other hand, conducted a year-long descriptive case study of eleven

pre-service teachers who were in their final year and specializing in literacy
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instruction in order to understand ‘belief development and change’ among student
teachers and determine factors affecting these processes. Accordingly, shifts in the
beliefs of the participants were claimed to be derived both from their field experience
and university seminars. Additionally, Hobbs (2007) carried out a study with 12
British pre-service teachers having a CELTA (Certificate of English Language
Teaching to Adults) training in order to investigate their experiences, in particular
possible changes in their beliefs about teaching and learning. The findings indicated
certain changes in the beliefs of one participant, who had different beliefs from the
other 11 participants. His beliefs changed from memorization-focused learning and
teacher-centred teaching to interaction-focused learning and student-centred
teaching.

Decker and Rimm-Kaufman (2008) examined 397 pre-service teachers’
personality characteristics and prevalent beliefs about teaching and investigated the
relationship between the two. The three important findings emerging from this study
indicated that: (a) pre-service teachers’ belief profiles reflected ‘best practices’; (b)
pre-service teachers’ personality factors (in relation to neuroticism, extraversion,
openness to experience, agreeableness, and conscientiousness) were far beyond a
sample of their college-aged counterparts; and (c) pre-service teachers’ personal
attributes and personalities predicted their beliefs.

Delgado (2008) carried out a case study with a bilingual teacher by focusing on
her beliefs and instructional practices in working with a Latino learner having a
learning disability and specifically in her reading instruction. A naturalistic inquiry
approach was followed to identify the teacher’s beliefs reflected in her practices.
Accordingly, the teacher had some contradictory beliefs. She believed that bilingual
education might have a destructive effect when the learners were transmitted too
early to English-only instruction, but she also claimed that the learners’ low
achievement in English was the result of teachers’ not fully implementing ESL into
their classrooms as the learners who were exposed to more English in their
instruction seemed to reflect higher achievement.

Gatbonton (2008) conducted a study with 4 novice and 7 experienced teachers
to investigate their thinking when teaching ESL in Canada, and it was asserted that

experienced teachers’ pedagogical knowledge and practices were more stable as they
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had more experience in teaching. Grisham (2010) provided a longitudinal study
conducted with L2 teachers over a three-year period from their pre-service to novice
years in the Pacific Northwest to explore their beliefs and practice in teaching
reading and language arts. The participant teachers were oriented to a constructivist
view as an impact of the pre-service program they attended. Their professional,
practical, and personal knowledge were claimed to be in such complex interactions
that they influence the classroom practices. They were also aware of the difference
between their beliefs and practices and the most commonly-cited reason was claimed
to be the teaching context.

Yin (2010) studied cognitions of two instructors teaching an EAP (English for
Academic Purposes) course at a British university in the UK in relation to classroom
language assessment and concluded that the teachers reflected numerous types of
cognitions when assessing learner performance. The cognitions were categorized into
two: (1) Strategic cognitions, which include teaching approach and beliefs about
language learning, classroom parameters, course syllabus, and summative
assessments. These cognitions were discussed to influence teacher thinking in
relation to assessment mostly during planning. (2) Interactive cognitions, which
include assessment principles, constructs applied interactively, stereotyping,
projection, mental portraits of students, and assessment not directly related to
language use. These cognitions were discussed to be operative and occur during
interactive assessment.

In his longitudinal study, Borg (2011) aimed to answer to what extent an
intensive eight-week in-service language teacher education program had an impact
on practicing teachers’ beliefs about language teaching and learning in the UK. As a
result, a considerable impact on the participants’ focus on ways of developing
classroom practices and shifts in their prior beliefs were indicated. Li (2012) focused
on ‘belief development’ in a case study with two non-native English speaking
student teachers in the UK and explored how these Chinese teachers construct and
develop beliefs about subject matter, learning, teaching, learners, and the teacher
throughout a one-year training program. It was suggested that pre-service teachers’
beliefs were shaped and developed by teacher education programs, which created

identity shifts among student teachers.
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2.4.2. Research in Far Eastern Countries

As stated before, the majority of the studies were conducted in the countries
whose official language is not English but where English is spoken as a foreign
language. The countries from Far East (n=33) took the first place in the list with a lot
of studies from Singapore (n=8), Korea (n=8), Taiwan (n=4), Thailand (n=3), Japan
(n=2), China (n=2), Hong Kong (n=2), Vietnam (n=1), Philippines (n=1), Indonesia
(n=1), and Malaysia (n=1). When those papers were reviewed, it was seen that most
of them aimed to explore teaching and/or learning in general (n=7). The rest of the
papers were mostly about how to teach reading (n=5), how to teach grammar (n=5),
target/native language use in teaching (n=3), teaching methods (n=2), CLT (n=3),
and TEYL (n=2). There were also studies focusing on the themes of interactive
decision-making, native speaker EFL teachers’ role, internationally-published
materials, induction process, assessment, and feedback. The following paragraphs
review the studies in this section chronologically.

Gupta (2004), in Singapore, investigated pre-service teachers’ beliefs and
attitudes toward reading and their literacy practices through their reflection on their
own reading behaviours and their strengths and weaknesses as readers. The findings
indicated two categories of reading as leisure reading and academic reading and
multiple strategies which were developed during schooling.

Lou (2004) conducted a study with 4 in-service and 4 pre-service teachers with
the aim of exploring the nature of knowledge regarding EFL teaching at elementary
context and to see how two participant groups construct their knowledge.
Accordingly, practicing teachers attached importance to the role of experiential
knowledge and learning on the job, whereas pre-service teachers focused more on
implementation of theoretical knowledge to teaching practice.

Tsang (2004) focused on the nature of the decision-making processes of the
prospective teachers in Hong Kong by investigating the role of personal practical
knowledge in their interactive decision-making, which contains their previously
formed beliefs and theories as well as the ones developed during teacher training
programs.

Vibulphol (2004) studied pre-service EFL teachers’ beliefs about language

learning in Thailand over the course of their practice teaching specifically by
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eliciting beliefs about foreign language aptitude, difficulty of language learning,
nature of language learning, learning and communication strategies, and motivations
and expectations. The survey conducted before and after practice teaching indicated
the same tendency among the participants’ responses in all aspects. It was also
indicated that their beliefs about language learning were influenced by their own
learning experiences.

Choe (2005) conducted a study on Korean EFL teachers’ beliefs about the
native-speaker teachers of English in Korean culture and discovered that the public’s
favouring native-speaker teachers created a negative image about Korean EFL
teachers, and they were seen to be a threat for Korean language and culture.

In Farrell and Lim’s (2005) case study with two Singaporean EFL teachers, a
comparison was done on stated beliefs and actual instructional practices in relation to
the way the grammar should be taught, and it was observed that there were
divergences from stated beliefs. Divergences from beliefs about grammar teaching
were discussed to result mostly from teaching context, time factors, and teachers'
reverence for traditional deductive grammar teaching.

Zacharias (2005) surveyed 100 Indonesian teachers’ beliefs about
internationally published materials and their use in class in tertiary EFL context and
also explored possible mismatches between beliefs and practices. The respondents
favoured internationally-published materials over locally-published materials that did
not reflect ‘perfect’ English they needed and were not readily available.

Farrell (2006a) worked with an individual EFL teacher in Singapore and
described the conflict that the novice teacher experienced between his desired
approach and what was expected of and required from him. Although his school
context did not facilitate his efforts, the novice teacher did not quit his beliefs. On the
contrary, he tried to create a balance between his teaching beliefs and the school’s
realities. In another study, Farrell (2006b), with the aim of examining belief systems
of pre-service teachers, worked on their use of metaphors in journals during a
practicum in Singapore. The study indicated that student teachers’ metaphors about
teaching could be both maintained and changed during a teaching practice. Farrell
concluded that “changes in metaphors may signal changes in conceptions of

teaching” (p.245). Finally, Farrell (2006¢c) compared pre-course and post-course
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concept maps of pre-service teachers in relation to teaching reading and focused on
the conceptual changes as a result/impact of a training. The word ‘concept’ was
defined as “a mentally conceived image of what the pre-service teachers understand
to be important in teaching reading, including their beliefs” (p. 49). It was observed
that individual concept maps indicated the course’s being internalized differently by
the students. While the pre-course concept maps included issues like comprehension,
motivation, vocabulary, reading aloud, grammar; post-course concept maps were
more extensive and complex with issues like extensive reading, teaching reading
strategies, text awareness, lesson planning, meta-cognition awareness, direct reading,
thinking activity, top down and bottom up, teach not test, cultivate interest, and
passion in reading.

Kim (2006) conducted a survey to look into language learning beliefs of both
native-speaker English college instructors and their Korean students and discovered
some mismatches between the two groups, which was discussed to have a negative
impact on language learning processes of Korean students. Lee (2006) intended to
explore the impact of training programs on in-service EFL teachers’ pedagogical
beliefs and instructional practices in Korea through survey, interviews, and
observations. Although some changes were observed in the attitudes of the
participants in the study, they were discussed to be short-lived mostly due to
language testing system in Korea.

Farrell and Kun (2007) studied EFL teachers’ beliefs and reactions regarding
students’ using their native language in the classroom in Singapore in a qualitative
case-study. The focus was policy-to-practice connection in order to examine the
impact of the national language policy on the beliefs and classroom practices. The
findings generally revealed that most of the teachers’ practices were consistent with
their stated beliefs and the teachers’ reactions to language policy did not reflect a
straightforward process but an enactment of the language policy in Singapore.

Lau (2007) investigated Chinese language teachers’ orientation to reading
instruction as well as their instructional practices. The participant teachers reflected a
higher level of acceptance of the competence-based orientation proposed in the new
curriculum compared with the traditional text-based orientation. Although daily
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instructional practices were not directly observed, teachers’ self-reports indicated a
close connection between these two constructs.

Bernardo (2008) examined epistemological beliefs of 864 bilingual Pilipino
pre-service teachers and how those beliefs reflect the features of the Philippine
educational system. As indicated in the study, simple learning and structured learning
were the two factors emerging in the participants’ epistemological beliefs. The nature
of these two factors was discussed to reflect the characteristics of as well as the
tensions within the formal education system in the Philippines.

Chan (2008) studied Taiwanese EFL teachers’ beliefs and practices about
multiple assessments and examined the difficulties influencing their practices.
Almost all the participants in this study were found to have a clear understanding of
and a positive opinion on the concept of multiple assessments. The majority reported
that they used task-based assessment more frequently than traditional paper-and-
pencil assessment. The results indicated a significant relationship between the
teachers’ beliefs and practices. While the relationship between beliefs and age was
not statistically significant; that between beliefs and teaching experience was
statistically significant.

Choi (2008) interviewed 20 Korean pre-service EFL teachers in order to elicit
their pedagogical beliefs and found that they tended to hold grammar-based, teacher-
centred, and text-oriented teaching approaches, which made them disfavour policies
and innovations regarding CLT.

C. Chou (2008) aimed to investigate how three Taiwanese in-service teachers
conceptualize their practical knowledge about English teaching in elementary
schools though interviews, classroom observations, reflective journals, and teaching
materials. This study put forward that teachers’ practical knowledge was to be
formulated through a process of reshaping some existing knowledge and learning
from training programs as well as classroom practices. Accordingly, the images
reflected for teachers were being like a gardener, acting like a performer, and sewing
like a tailor. On the other hand, there were emerging rules of practice such as: CLT
orientation, which emphasized the idea that language is for communication, and

creating a supportive learning environment.
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Y. Chou (2008) worked on the construct of teachers’ belief systems about
reading theories and strategies. The data obtained from a questionnaire administered
to 42 Taiwanese EFL instructors at tertiary level indicated that linguistic knowledge,
cognitive strategy and meta-cognitive strategy were emphasized by the participants.
The importance and necessity of reading theories and strategies in reading
comprehension were also emphasized both in beliefs and practices. The findings
revealed that there were no significant differences between the participants’ beliefs
and their use of reading strategies.

Kang (2008) conducted a case study with an EFL teacher to examine
perception and implementation of TEE policy in Korea and discovered that the
teacher did not adopt the policy due to the Korean reality such as low proficiency
levels of students, large class size, and so on. E. Kim (2008b) focused on the changes
in beliefs through a case study investigating the impact of a Korean EFL teacher’s
participation in various in-service training programs on the teacher’s pedagogical
beliefs. It was seen that training programs did not create any change in the teachers’
beliefs, which were oriented to traditional language teaching pedagogy.

Nishino (2008) conducted an exploratory survey to investigate Japanese EFL
teachers’ beliefs and practices regarding communicative language teaching. It was
seen that the participants held solid knowledge of communicative language teaching
and good understandings about the roles of learners and teachers in a communicative
classroom. However, it was claimed that some problems hindered the
implementation of communicative language teaching. The participants responded
that a reform in classroom conditions in Japan is a prerequisite for a better
implementation of communicative language teaching.

Zhang (2008) conducted a study with Chinese EFL teachers on their beliefs
about vocabulary learning; their understandings about vocabulary teaching; the
relationship between their knowledge of vocabulary instruction and vocabulary
teaching practices; and the sources of their knowledge about vocabulary instruction
through qualitative techniques such as interviews, classroom observations, and
stimulated recall. The findings revealed that the participants had well-established
and well-developed belief systems about how to learn and teach vocabulary, which

was also found to be consistent with the participants’ vocabulary teaching practices.

50



Ahn (2009) conducted a study with 4 pre-service Korean EFL teachers with the
aim of investigating their implementation of CLT and TEE policy during a four-
week teaching practice. It was seen that the student teachers’ practices reflected (a)
their own experiences as foreign language learners and conceptions of language
teaching when they entered the teacher education program; (b) their mentors’
attitudes towards CLT and TEE; and (c) institutional constraints.

Soontornwipast (2010) investigated beliefs of 12 English native speaking
teachers at a Thai university about grammar and grammar teaching as well as their
actual classroom practices. All the participants emphasized the importance of
grammar in language teaching for communication but they reflected different ways
to deal with grammar in the classroom. There were divergences and convergences
between their beliefs and practices, which were discussed to be the results of factors
such as students (age, proficiency level, interests, and learning styles), teachers,
course objectives, course materials, assessment criteria, and school policy.

Yook (2010) studied EFL teachers’ beliefs about language teaching and
educational reforms in Korea by focusing especially on the sources of these beliefs
and the extent to which these beliefs and reforms were implemented in real
classroom teaching. According to the results of both qualitative and quantitative parts
of the study, (a) the majority of the participants held communication-oriented
language teaching beliefs, which was enforced in the Korean reforms as well; (b)
major sources of the beliefs were found to be the participants’ prior learning
experiences and teacher education programs; (c) the main obstacles to the
implementation of the reforms were the participants’ negative perceptions, policies,
measures, and constraints; and (d) there are gaps and mismatches among the
participants’ beliefs, perceptions, and practices.

Canh (2011) investigated 8 Vietnamese teachers’ beliefs about form-focused
instruction, the factors shaping their beliefs, and the relationship between their
beliefs and practices through interpretative analysis of interviews and observations.
The participants were inclined to use a deductive approach to grammar teaching such
as memorization of grammatical rules and terminology as well as engagement with
controlled grammar exercises in the textbook. Contemporary methodologies were

reflected in neither their beliefs nor practices. Experience, which was defined to be
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personal practical theories, was discussed to be the most powerful factor affecting the
participants’ beliefs among other contextual factors.

Mori (2011) studied two Japanese EFL teachers’ corrective feedback practices
and how their knowledge and beliefs shape those practices. It was observed that the
participants intended to instil values such as confidence, independence, and ability to
communicate well among learners. It was also seen that the teachers’ knowledge of
schooling, school contexts, and pedagogical process of language learning and
teaching played a crucial role in their corrective feedback practices. It was concluded
that EFL teachers’ error correction depended on factors such as instructional focus,
time constraints, frequency of errors, student personality, level of students, and prior
experiences as language learners.

Ong (2011) surveyed pre-service teachers in Singapore to explore their beliefs
about grammar teaching and learning and concluded that most of the participants
tended to adopt diverse approaches to be used for different needs of different student
groups. A combination of communicative and traditional approaches was indicated in
the majority of the responses although most of the participants preferred the
inductive approach to the deductive approach in the case of teaching a new
grammatical item.

Abdullah, Febrian, and Malek (2012) conducted a study on 60 Malaysian pre-
service English teachers’ self-perceptions as readers and as future reading teachers.
The study suggested positive self-perceptions among the participants as readers,
which was discussed to predict significantly their perceptions of future reading
teachers. It was concluded that the teachers’ self-beliefs indicated a significant
source for them to join the teaching profession.

Hong (2012) looked into teachers’ knowledge, beliefs, principles and theories
about grammar teaching and learning, in particular the dichotomous approaches of
inductive and deductive teaching, and discovered that the participants did not adopt
solely one approach. Another important finding was about the factors that potentially
influenced the participants’ instructional planning. Accordingly, the teachers were
mainly under the influence of their own classroom experiences and beliefs as well as

their schooling and pre-service years.

52



Saengboon (2012) conducted a qualitative study with two Thai EFL university
teachers having ‘Best Teaching Awards’ with the aim of discovering their
pedagogical beliefs and practices. As the general results indicated, the participants
were oriented to eclectic teaching methods and techniques in language teaching and
mentioned the necessity of teaching grammar although their beliefs differed

regarding the use of mother tongue in the classroom.

2.4.3. Research in Middle Eastern Countries

In the review, there were also studies from Middle Eastern countries (n=14)
such as Saudi Arabia (n=1), Oman (n=1), Lebanon (n=1), Iran (n=2), Libya (n=2),
Yemen (n=1), and Northern Cyprus (n=6). The beliefs about language learning (n=5)
and language teaching (n=3) were among the popular themes in those papers. Other
papers were about teaching grammar (n=3) and reading (n=2).

Ali and Ammar (2005) investigated the effects of Saudi Arabian EFL pre-
service teachers’ epistemological beliefs on their learning strategies, teaching
practices and classroom anxiety and found evidence that the participants’
epistemological beliefs significantly affected their approach. Generally, it was seen
that the participants held naive epistemological beliefs and were more inclined to
lower order cognitive strategies such as memorization and rehearsal rather than
strategies like elaboration and critical thinking. They were also claimed to prefer
traditional teacher-centred practices over constructive learner-centred practices.

El-Okda (2005) explored Omani EFL student teachers’ beliefs about how to
teach reading skills and found that the participants were not oriented to contemporary
views of reading instruction.

Goker (2006) aimed to see whether EFL student teachers receiving a peer
coaching training program would demonstrate an improvement in their instructional
skills and self-efficacy. Working with 32 participants from Northern Cyprus, he
found significant differences between traditionally trained pre-service teachers and
the ones having a peer coaching training program in terms of the variables such as
stating objectives, repeating points, using examples, repeating items, asking

questions, student questions, and practice time.
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Diab (2009) investigated language learning beliefs of 19 prospective EFL
teachers and 31 university EFL teachers in Lebanon in terms of language aptitude,
difficulty of language learning, nature of language learning, and effectiveness of
various learning strategies. A variety of beliefs among the participants were
discovered in the study and it was claimed that these beliefs might both contribute to
and hinder language learning and teaching processes of teachers.

Moini (2009) conducted his study in Iranian EFL context with in-service
teachers to examine the differences in non-native EFL teachers’ beliefs about
grammar instruction by certain variables such as working environment, educational
level, gender, and teaching experience. Working environment, educational level, and
teaching experience created significant differences in the cognitions and practices
among the participants, whereas gender did not cause a significant difference.

Orafi and Borg (2009) conducted their study in Libyan secondary schools
through interviews and observations of three teachers with the aim of investigating
their implementation of communicative English language curriculum. The general
findings indicated differences between curriculum objectives and instructional
practices. The things filtering what was originally planned in the curriculum were the
teachers’ prior beliefs about language teaching and learning as well as the
educational context together with the demands of the system such as assessment.

Dogruer, Menevis, and Eyyam (2010) worked with a sample from EFL
teachers teaching at tertiary level in Northern Cyprus in order to investigate the
correlation between EFL teachers’ beliefs about language learning and how these
beliefs affect their teaching styles. The factors influencing student learning were
claimed to be in order of: aptitude to language, student characteristics, motivation
and expectations, learning and communication strategies of learners, and nature of
language learning.

Erkmen (2010) looked qualitatively into nine non-native novice teachers’
beliefs about teaching and learning English at a private university in Northern
Cyprus and examined the extent to which these beliefs changed in their first year.
The study indicated that novice teachers’ prior learning experiences were to shape
their initial beliefs. The factors influencing changes in beliefs were listed as the

following: differences in individual experiences and contextual factors, such as

54



syllabus, dissatisfaction with student behaviour, and students’ expectations. A
considerable finding was also about teachers’ not being able to do what they believed
would be effective in their classes.

Kunt and Ozdemir (2010) conducted a study, in Northern Cyprus, to identify
possible differences in pre-service teachers’ beliefs about language learning with
respect to the methodology courses taken in the first and the last years. The results
indicated that the pre-service teachers reflected constant and conflicting beliefs. The
comparative analyses in the study showed that the beliefs of prospective teachers
were either the same before and after their involvement in methodology courses or
changed to a small extent in certain areas.

Khonamri and Salimi (2010) studied Iranian EFL teachers’ belief systems
about reading strategies as well as the consistencies between these beliefs and
practical teaching activities. Meta-cognitive strategies were found to be the most
important strategies in teachers’ beliefs, while linguistic category is the least
important. Although teachers believed in the importance of reading strategies in
reading comprehension, there was not a significant correlation between teachers'
beliefs about the importance of reading strategies and their self-reported classroom
practices.

Ezzi (2012) worked with Yemeni EFL teachers to identify their beliefs and
instructional procedures with regards to grammar teaching. Accordingly, the
participants reflected a set of complex beliefs, which were discussed to result from
their prior experiences of teaching English. However, observations indicated that the
beliefs were not actually revealed in their classroom practices.

Tantani (2012) investigated the consistency between knowledge and
instructional practices of eight Libyan EFL teachers and found evidence that there
were different and complex patterns of congruence and incongruence between
practices and knowledge, as there were occasions when the teachers had knowledge
but did not implement what they knew, or implemented something but were not
aware what they did, or knew what they did and implemented what they knew.
Another important finding was that different approaches were adopted by the
participants when teaching grammar rather than believing in a single way that could

work perfectly in all classes.
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Debreli (2012) focused on the changes in beliefs of three final-year pre-service
teachers about teaching and learning as an impact of a nine-month pre-service
teacher training program in Northern Cyprus. Their initial and final beliefs about
language learning, language aptitude, effective language teaching, teaching language
skills, and error correction were investigated. It was seen that the participant student
teachers started the program with various beliefs about teaching and learning.
Although no significant changes were observed throughout the first semester of the
program, all three participants’ beliefs were strengthened as a result of the program
and changes were observed at the end.

Musayeva-Vefali and Tuncergil (2012), working with 13 tertiary level EFL
teachers, studied cognitive changes in in-service teachers’ beliefs throughout a
training program by comparing pre-course and post-course cognitions. They
suggested changes and developments in the practicing teachers’ beliefs in relation to

the aspects of lesson preparation and classroom teaching.

2.4.4. Research in European Countries

Very few studies about EFL teacher cognition were conducted in European
countries (n=5), and they were from Spain (n=1), Greece (n=2), Slovakia (n=1), and
Lithuania (n=1). The papers reflected a variety of themes such as teaching culture,
reading, pronunciation, motivation, and so on.

Castro, Sercu, and Garcia (2004) conducted a study on Spanish EFL teachers’
perceptions on the objectives of foreign language education specifically investigating
cultural objectives and intercultural competence. It was observed that ‘language
teaching’ was prioritized over ‘culture teaching’, as the participants attached more
attention to motivation and proficiency development and devoted more time to
language teaching.

Sifakis and Sougari (2005) conducted a survey with Greek EFL teachers’ to
examine their beliefs and practices in relation to teaching pronunciation and
concluded that teachers’ positions were mainly norm-bound. This situation was
explained through:

the teachers’ role as the legal guardians of the English language with respect to their
learners; (b) their immediate identification of any language with its native speakers;
and (c) their lack of awareness of issues related to the international spread of English
(p. 483).
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Kubanyiova (2006) conducted a longitudinal study to discover the impact of a
20-hour in-service teacher development course, whose focus was on creating a
motivating learning environment, on the cognitive and behavioural development of
EFL teachers in Slovakia. The results indicated no change or improvement in the
perceptions of the participants, which was discussed to be the results of individual or
external factors as well as course-related factors.

Mattheoudakis (2007) carried out a longitudinal study in Greece to investigate
pre-service EFL teachers’ beliefs about learning and teaching and to identify possible
changes in those beliefs as a result of a teacher education program. The results
indicated a gradual significant development in student teachers’ beliefs during the
program, but a low impact on the development of their beliefs after student teachers’
engagement in teaching practice. The findings were interpreted with reference to the
structure and context of the specific teacher education program.

In Kuzborska’s (2011) study, the relationship between teachers’ beliefs and
practices in how to teach reading to advanced learners in Lithuanian context were
investigated with eight participants. Most of the participants favoured a skills-based
approach to reading instruction and put emphasis on vocabulary, reading aloud,
translation, and whole class discussion of the texts. Those beliefs were discussed to

be consistent with the practices.

2.4.5. Research in South American Countries

There were three studies conducted in South America, all of which were from
Brazil (n=3). They were about teaching grammar, teaching four skills, and grammar-
based feedback on writing.

Da Silva (2005) examined the perceptions of 3 Brazilian pre-service teachers
with respect to four-skills teaching in EFL contexts during a teaching practicum.
Accordingly, pre-service teachers’ perceptions came from their theoretical and
experiential knowledge which were constructed with the help of their observations
and experiences. Changes in the perceptions of student teachers with respect
instructional planning and communicative classroom practices were also indicated.

Gil and Carazzi (2007) conducted a qualitative study that focused on an EFL

teacher’s beliefs and her practices concerning grammar teaching. The results showed
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that grammar teaching should be used as a facilitative device to help students in their
learning process and that the teacher’s beliefs are influenced by three interactive
sources: cognitive, contextual and experiential.

Paiva (2011) studied Brazilian EFL teachers’ beliefs about grammar-based
feedback on writing and the relationship between these beliefs and perceived
instructional practices. The results revealed that the participants were more inclined
to a form-focused correction approach and that their pedagogical decisions seemed to
be shaped by their beliefs and their teaching setting.

Apart form all the studies discussed above, there were studies conducted in
more than one context. For instance, Mann (2008) intended to examine first teaching
experiences of five EFL teachers from Taiwan, Japan, Cyprus, and Shanghai. This
examination was done with the help of metaphoric language used in order to elicit
their verbalized concerns, roles and general feelings about teaching. When the
participants’ metaphors were compared, some shifts were detected in their concerns
resulting from their induction processes.

Wallestad (2009) conducted an ethnographic case study with seven graduate
students from China, Japan, Korea, Jordan, Poland, and the USA in order to look into
the development in the beliefs, understandings, and experiences of prospective
language teachers as a result of their engagement with cooperative learning in a
graduate program in the U.S. The study indicated a change in the participants’
orientations from °‘learning individually’ to ‘learning together’ as a result of the
experiences obtained in the training program’s methods course and highlighted “the
complexity of prospective teachers' beliefs, attitudes and actions and how the social
nature of human learning connected with their thought process in the given context”
(p. xxii).

Bangou, Flemeng, and Goff-Kfouri (2011), in their qualitative examination of
English language teacher candidates’ knowledge base on second language teaching
methodology, compared pre-service teachers in Lebanon and Canada through blog
postings and semi-structured interviews. Through this study, they asserted that
teachers’ knowledge is communal, contextually-bounded and uniquely rooted in their

experiences within and outside their pre-service programs. Besides local and specific
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context-based knowledge, it was also indicated that the participants exhibited a
universal knowledge base in relation to teaching ESL and EFL.

2.5. Studies on EFL Teachers’ Cognitions in Turkish Context

In this section of the review, the studies conducted in Turkey (n=30) between
the dates 1998 and 2012 with the purpose of exploring at least one of the concepts
included under ‘teacher cognition” were examined in terms of their foci and contexts.
As displayed in the review tables in Appendix B, the concepts that most frequently-
occurred in the papers was ‘beliefs’ (n=13), which was followed by perceptions
(n=5), knowledge (n=3), views/opinions (n=3), awareness/understandings (n=3),
attitudes/approaches (n=3), decisions (n=2), conceptions (n=1), assumptions (n=1),
and thinking (n=1). The concept of ‘practice’ was addressed in only 5 of the papers.
A lot of papers attached importance to ‘belief development’ by investigating any
kind of changes in beliefs (n=4), the impact of some sort of training on beliefs (n=4),
or the gender effect (n=1). Epistemological beliefs (n=2) and meta-cognitive
strategies (n=1) were also among the targets of some other papers.

When the focus of each paper was examined, it was seen that many papers
were solely about language learning and/or language teaching (n=5), while some of
them focused on teaching English to young learners (n=2), ICT use in language
teaching (n=2), the role of MI theory in language teaching, target language use in
language teaching (n=1), teaching culture (n=1) or intercultural competence (n=1) in
language teaching. There were also studies working on how to teach a specific
language skill or area such as teaching reading (n=2) and teaching grammar (n=2).
Apart from those, effective teaching (n=2), instructional planning (n=1), classroom
management (n=1), learner autonomy (n=1) or learner-centeredness (n=1), and
induction process (n=1) were explored in some other papers (see Appendix B).

The studies mentioned above (n=30) were also analyzed in terms of research
setting, sample size, and study group (see Appendix B for the tables displaying the
review of the studies in Turkish context). Accordingly, half of the papers included in
the analysis were conducted with student teachers in the context of pre-service
teacher education (n=15). The number of the participants in those fifteen papers

ranged from 1 to 456 on the basis of the research design. The majority (n=11) of
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those studies were conducted in only one particular pre-service teacher education
program within a single institution; whereas two of them were conducted in 5
different BA programs, one of them in 2 different BA programs, and one of them in
7 different BA programs that are training pre-service teachers in Turkish universities.
On the other hand, there were studies conducted with teachers in the context of in-
service years (n=11); however only a limited number of them (n=4) were carried out
with tertiary level teachers, and all of them were conducted at a single institution
(n=3) except one particular study, which was conducted in three different higher
education institutions. The number of the participants in the studies focusing on in-
service years ranged from 3 to 50.

There were also studies having a sample from both pre-service and in-service

contexts (n=2) and having novice teachers as the sample (n=2) (see Appendix B).

2.5.1. Studies from Pre-service Contexts

In the following paragraphs, the studies conducted with only pre-service
teachers in Turkey (n=15) are discussed in a chronological order. To start with,
Sendan and Roberts (1998) reported the case of an individual student teacher’s
personal theories about effective teaching and the changes in those theories. As
indicated in the study, changes in the participant’s thinking reflected a complex
rather than a linear nature, as the structure of his personal theories were
deconstructed and reconstructed over a period of 15 months. Tercanlioglu (2001)
studied pre-service EFL teachers’ thinking about themselves as readers and as
prospective reading teachers and found evidence that the participants in the study
were not enthusiastic about reading and not sure that they possessed effective reading
capabilities. However, they believed that good reading teachers should themselves be
good readers.

In Rakicioglu’s (2005) study done with pre-service EFL teachers in various
universities in Turkey, EFL trainees’ epistemological beliefs and teacher-efficacy
beliefs were surveyed, and the relationship between the two sets were examined.
Accordingly, it was seen that the participants were not sure whether knowledge was
certain and acquired from the authority, but they believed that learning ability was

quick and fixed at birth. The factors having statistically significant influences on
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beliefs regarding teacher-efficacy were gender and grade level, neither of which had
a significant effect on epistemological beliefs though. The correlation between
authority-quick learning and teaching efficacy was significantly negative. This meant
that the pre-service teachers felt less efficacious about their teaching abilities when
they believed in obtaining knowledge from authority and accepted authority as the
ultimate source of knowledge.

In relation to general language learning beliefs, Tercanlioglu (2005) studied
118 pre-service EFL teachers’ language learning beliefs quantitatively with the
purpose of determining the relationship between gender and beliefs. However, the
results from inferential analyses indicated no significant gender-related difference
among the participants. The striking point was that the domain of motivations and
expectations to learn a language was rated as the highest and thus the most important
aspects among the language learning beliefs of the participants. Rather than focusing
on only EFL teaching, Altan (2006) worked with 248 student teachers (foreign
language-major university students of English, German, French, Japanese, and
Arabic) in Turkey in order to explore their language learning beliefs. An important
finding was that language learning beliefs across different target language groups
followed a consistent pattern with a wide range of beliefs. In this study, prospective
teachers’ beliefs were described through the term ‘myth’.

Ustiinel (2008) investigated the relationship between trainee teachers’ views
and practices regarding classroom management in particular for the dimensions like
how to deal with large classes, create a positive environment, and hold learners’
attention. The data gathered from questionnaires, tutor logs, discussion sessions and
classroom observations reflected that the more teaching experience a trainee had, the
better his/her views were reflected in classroom practices, because in the first
semester, the participant trainees found it difficult to put their views into practice
when dealing with classroom discipline.

Tiizel and Akcan (2009) examined 5 non-native pre-service English teachers’
practices in terms of their challenges in using target language in the classroom and
their development as an impact of the training provided by the supervisors. Most of
the difficulties encountered in the class were discussed to be related to certain

grammatical structures, explaining unknown words, modifying language in
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accordance with learners’ level, and authenticity of the classroom language. The
findings also revealed that the positive impact of the language awareness training on
the target language use of the participants.

Balgikanli (2010) worked on student teachers’ beliefs about learner autonomy
in a Turkish pre-service education program, whose students reflected positive
attitudes towards the learner autonomy principles. However, the majority of the
prospective teachers did not prefer students taking part in the decision making
processes in relation to the time and place of the course and the textbooks to be
followed.

Koémir (2010), in a study with pre-service teachers, investigated the
relationship between teaching knowledge and competency as well as their reflections
on teaching practice. Scales on teaching knowledge and competency indicated high
scores, yet the qualitative data indicated that those scores were not reflected in the
participants’ actual classroom practices.

Polat (2010) explored the impact of a semester-long pedagogical treatment on
pre-service EFL teachers’ beliefs in relation to the effectiveness of authentic,
commercial, and teacher-made instructional materials. The results of the study
suggested some significant changes in participants’ beliefs about the effectiveness of
such materials in some of the aspects; nevertheless changes did not occur in all
aspects.

Altan (2012) conducted a survey on the beliefs of 217 pre-service teachers at
ELT programs at seven different universities in Turkey in relation to the foreign
language aptitude, difficulty of language learning, nature of language learning, and
effectiveness of various learning strategies. A variety of beliefs about language
learning among the participants were indicated in the study, and some of those
beliefs were claimed to prevent successful language learning and teaching and also to
have an impact on the participants’ instructional practices.

Guven (2012) investigated epistemological beliefs and meta-cognitive
strategies of pre-service teachers being trained through two different paths: formal
and distance education programs. As the study indicated, a significant relationship
between the epistemological beliefs and meta-cognitive strategy use was apparent in

both groups of prospective teachers.
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Hismanoglu (2012) explored prospective EFL teachers’ perceptions on ICT use
in foreign language teaching. It was seen that the majority of the teachers did not feel
competent enough to use ICT in their future classes, which made them reflect
negative attitudes towards integrating ICT into foreign language learning. It was also
found that the nature, level and delivery of the training on ICT use were inadequate
for the participants.

Ozmen (2012) carried out a four-year longitudinal study on pre-service EFL
teachers’ beliefs about language learning and teaching during their teacher education
program and examined the impact of the program on the changes in beliefs. It was
seen that changes at various degrees occurred at different stages of the program.
Specifically, engagement with practice teaching had a higher impact on belief
development about language learning and teaching.

Savas (2012) aimed to explore pre-service EFL teachers’ perceptions about the
role of multiple intelligences in foreign language learning and found evidence that
almost all (97%) of the participants believed in MI theory’s ongoing, complex, and
interactive contributions to language learning. They also agreed that linguistic

intelligence alone does not guarantee success in learning a foreign language.

2.5.2. Studies from Mixed Contexts

Beside the aforementioned papers studying only pre-service teaching, there
were also papers taking both pre-service and in-service EFL teachers as sample
(n=2). For instance, Vanci-Osam and Balbay (2004) investigated pre-service and in-
service EFL teachers’ beliefs about language teaching and decision-making skills in
the cases of their diverging from lesson plans. As they concluded, both groups
reflected similar beliefs about motivating their students or developing their students’
language skills and diverged from their plans based on students’ reactions. However,
the two groups differed in dealing with classroom management, as student teachers
chose to ignore problematic behaviours, but the experienced teachers paid more
attention to timing and management issues. On the other hand, Seferoglu,
Korkmazgil, and Ol¢ii (2009) used metaphor elicitation method in examining pre-
service and in-service teachers’ schemata for thinking about teachers. The data were

obtained from three groups of language teachers: junior pre-service teachers, senior
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pre-service teachers, and in-service teachers. The analyses indicated that the
‘teacher’ was conceptualized as ‘a guide’ by almost all groups of the participants. A
striking result was that the percentage of in-service teachers perceiving teacher as ‘a
facilitator’ was higher than the percentage of pre-service teachers. It was claimed that
in-service teachers get learner-centred perspective as they become more experienced.

As for induction years, the number of the studies conducted with novice
teachers was only two. One of them (Kaya, 2007) compared novice and experienced
teachers in terms of their interactive thoughts and decisions, while the other one
(Akbulut, 2007) focused on induction process of novice teachers at tertiary level by
exploring novice teachers’ concerns when teaching English, in particular deviations
from training and discrepancies between beliefs and practices. Kaya (2007)
discovered that both groups were able to identify student performance cues in
classroom teaching even though the experienced teachers observed more cues than
the novices throughout the ongoing instruction. As revealed in Akbulut’s (2007)
study, novice teachers were more concerned with establishing a classroom conduct
and an appropriate degree of discipline, covering the required materials on time,
preparing students for the examinations, and involving meaningful learning

activities. The study also indicated a gap between beliefs and practices.

2.5.3. Studies from In-service Contexts

Being in the last group as well as the focus of the current dissertation, the
studies conducted in the context of in-service teaching (n=11) were grouped into
four: (a) studies done with primary level teachers (n=3); (b) studies done with
secondary level teachers (n=2); (c) studies done with teachers teaching at various
levels of education (n=2); and (d) studies done with tertiary level teachers (n=4),
which was the research context of the current dissertation (see Appendix B).

To begin with the context of primary level of education, Kavanoz (2006)
conducted a comparative case study between the two (one public and one private)
primary school settings to see the teachers’ beliefs, assumptions, and knowledge
about learner-centeredness and to observe their in-class implementations regarding
learner-centeredness. The findings obtained from classroom observations, document

analyses and interviews revealed a difference between public and private school
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teachers in terms of both conceptualization and implementation of learner-
centeredness as they approached the learner-centeredness issue differently. As
another work, Kirkgoz (2008) provided a two-year case study to examine the effects
of teachers’ understandings and training on their instructional practices of
communicative-oriented curriculum in teaching English to young learners. Positive
impacts of the both factors were indicated in the study, which highlighted the need
for a continuous in-service training and development process. Caner, Subasi, and
Kara (2010) carried out a study on the role of teacher beliefs in classroom practices
with two teachers teaching English in a context of early childhood education
(kindergarten and first grades in a state school). The data gathered through
questionnaires, semi-structured interviews, classroom observations and video-
recorded sessions reflected that both of the participants had views on how young
learners were likely to learn best, considered their age, level and interest and also
included a variety of activities and materials suitable for the target learners.

In relation to second group of studies conducted in the secondary level of
education, Erdogan (2005) aimed to identify 4 experienced EFL teachers’ personal
theories of good teaching by exploring the contents and nature (structure and
sources) of those theories and the congruence of them with the classroom practices.
As the study indicated, the participants’ personal theories reflected moral,
educational, and affective dimensions which were deeply rooted in the participants’
personal biographies and early experiences of learning. Another striking point was
that the images the participants hold did not directly guide their practice, but the
participants tended to interpret those images in a bi-polar way. The dilemmas the
participants had were claimed to come from how they see the world, not essentially
from the gap between formal theory and practice. From a different standpoint,
Bayyurt (2006) worked with twelve non-native EFL teachers with the aim of
investigating their conceptions of ‘culture’ in EFL teaching context and their beliefs
about incorporation of culture into their EFL classes in Turkey. There was a general
consensus on the practice of ‘international culture’, through which the participants
put emphasis on both English-speaking Anglo-American cultures and the learners’
local culture. The context of teaching and the background of individual teachers

influenced their attitudes towards incorporation of culture into language teaching.

65



Regarding the two studies taking samples from all levels of education, Atay et
al. (2009) focused on the attitudes of 200 Turkish teachers of English from seven
regions to investigate the integration of intercultural aspect into foreign language
teaching. It was observed that the participants were rather concerned with helping
learners understand their own culture better, rather than get to know the target
cultures. This situation was discussed to be the result of the fact that the participants
were not sufficiently knowledgeable about or familiar with the cultures of the
English-speaking countries, and their contacts with English-speaking people were
rare. Mathews-Aydinli and Elaziz (2010) worked with 82 teachers from seven
different institutions in order to study the use of interactive whiteboards in foreign
language teaching and the factors influencing teachers’ attitudes towards technology.
Positive attitudes towards and awareness of the potential use of such technologies
were revealed in the study. It was also indicated that more exposure to such
technologies increased awareness and attitudes.

As for the studies conducted with teachers at higher education institutions,
three of them were case studies carried out with 1 to 4 participants form only one
particular institution. To illustrate, Ariogul (2007) conducted a longitudinal study
with three EFL teachers of a large research-based public university in Turkey in
order to see how foreign language teachers’ practical knowledge was influenced by
certain variables regarding previous experiences. The results emerging from the
interviews and classroom observations indicated that background variables such as
prior language learning experiences and previous teaching practices as well as
professional coursework in pre- and in-service education were found to be influential
factors on EFL teachers’ practical knowledge and classroom instruction. Phipps
(2007) examined the impact of a four-month in-service teacher training course on a
teacher’s beliefs about grammar teaching. Accordingly, “there were few tangible
changes to existing beliefs; instead many existing beliefs were confirmed, deepened
and strengthened” (p. 13). In another study, Phipps and Borg (2009) interviewed and
observed three in-service teachers for about one and a half year in order to study
tensions between grammar teaching beliefs and practices of teachers. The qualitative
data indicated a number of tensions between stated beliefs in interviews and

observed practices, most of which were related to inductive and contextualized
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presentation of grammar, meaningful practice and oral group-work. Some of these
tensions were consistent, while others were specific to particular grammar points and
lessons.

Only one of the four studies conducted at tertiary level context was carried out
with a larger group (50 teachers) from three different institutions. In Cabaroglu and
Yurdaisik’s (2008) study, university preparatory school teachers’ views about how to
teach reading and the use of reading strategies in class were investigated in three
different institutions. According to the results, how to deal with unknown vocabulary
and unfamiliar topics was among the most problematic side of reading instruction.
On the other hand, instructors used more pre-reading strategies than post-reading
strategies, and participants using reading strategies in daily lives tended to make

more use of reading strategies in class.

2.6. Summary of the Literature Review

The literature reviewed so far clarified that researchers, in order to take
appropriate actions for innovations in teacher education and teacher development,
need to understand teaching profoundly. To understand teaching profoundly, they
need to examine teachers’ minds. Teachers’ mind was the main focus of exploration
in recent years’ educational research from various educational settings, some of
which intended to understand teachers’ way of knowing; some others aimed to
investigate teachers’ way of thinking and believing. When doing so, personal,
pedagogical, and practical sides were integrated into teachers’ mental processes. A
variety of concepts in relation to teacher cognition were explored in empirical
studies, such as theories, thoughts, philosophies, perceptions, assumptions,
orientations, attitudes, decision-making, information-processing, and so on. With the
help of such examinations, it would be possible to characterize the nature and form
of teaching and how it is organized.

Starting from the 1980s, there has been an immense amount of research on
pedagogical implications of studying cognitive sides of teaching, and the link
between teachers’ cognitive status and instructional practices were highlighted in
many studies. Exploring teachers’ cognitions was attributed to be crucial for

educational reforms and innovations, and hence the foci of the studies ranged from
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pre-service years to in-service years. With the assumption emphasizing the crucial
role of beliefs in teachers’ interpreting new information when learning to teach and
transferring this information into classroom, study of teacher belief has taken a
remarkable place among the other concepts of educational research on teacher
cognition. That is why the most-frequently studied concept appeared as the ‘beliefs’
or ‘belief systems’ both in internationally-published papers or reports as well as in
studies in Turkish context.

In 1990s, educational research on subject-matter knowledge and subject-matter
preparation of teachers made subject-specific teacher cognition research emerge.
Therefore, the field of language teaching, in particular EFL/ESL teaching, has taken
a significant portion in the research on teacher cognition in the last thirty years. The
literature on teacher cognition regarding the field of language teaching has been
reviewed under three periods: (a) student teacher cognition and pre-service years, (b)
novice teacher cognition and induction years, and (c) experienced teacher cognition
and in-service years.

Being the main focus of the majority of the studies, the first period was usually
studied with attached importance to three themes: prior learning experiences’ effects
on cognitions; cognitive changes among prospective teachers; and pre-service
training’s impact on possible cognitive changes. The focus of the papers intending to
elicit and describe the cognitions of prospective teachers were mostly related to
instructional decisions and actions; knowledge and beliefs about language and
language teaching; language acquisition beliefs; effective teaching; and literacy
teaching. Apart from these many papers aimed to explore the changes in the
cognitions as a result or impact of a teacher education program, and to see how they
adjust their prior beliefs and employ new approaches. The pre-service period was
given a due consideration as it is a vital stage in development in order to construct,
deconstruct, and reconstruct cognitions for teaching. The literature not only put
forward the powerful influence of training programs or courses on trainee teachers’
cognitive development, but also involved studies claiming a limited or weak impact
of teacher education on pre-service teachers’ cognitions. Additionally, a number of
studies, from a constructivist perspective, emphasized the influence of prior learning

experiences brought by student teachers.
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As for the second period, the studies conducted with novice teachers were
related to induction stage of newly-graduated teachers such as their socializing
process, their ability to transfer gains into classroom practices, the effects of
contextual factors. Most frequently, comparisons were employed between novice and
experienced teachers in terms of their knowledge, beliefs, perceptions, specifically in
relation to language learning and teaching, grammar teaching, decision-making
processes, pre-active and interactive decisions, instructional planning approaches,
designing language-teaching tasks, and reflecting on their work. In many studies, it
was claimed that experienced and inexperienced teachers might differ in their
practices.

Finally, studies conducted with practicing teachers put forward a range of
themes in the scope of in-service teaching. The majority of the themes were related
to general pedagogy of language learning and teaching or a certain concept such as
teaching a specific language area or skill. Pedagogical knowledge and thoughts;
personal practical knowledge; pedagogical content knowledge; theories and
practices; implicit theories; instructional approaches regarding curriculum,
instruction, and assessment practices; methodological approaches, techniques, and
procedures; instructional decisions and pedagogical choices; teaching principles and
lesson flow; departures from lesson plans; teaching styles; use of technology; cultural
concerns; and contextual factors were among the most frequently-addressed
dimensions. The top three concepts taking a bigger place than the other concepts in
language teaching were: (a) communicative language teaching; (b) literacy teaching,
which sometimes appeared separately as how to teach reading and how to teach
writing; and (c) grammar teaching. Besides all these, relationships between
cognitions and practices were included in many studies. While some studies focused
on what in-service language teachers believe, think, know, and do by investigating
cognitions together with reported or observed practices, some others examined
teachers’ cognitions compared to their learners’ beliefs.

Everything considered, a great number of studies were about ‘beliefs’, which
outnumbered the concepts of ‘knowledge’ and ‘thinking’. Still, cognitive

development of teachers and changes in their beliefs were the foci of many studies.
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While international research was more on in-service teachers’ cognitions, studies
from Turkey were done with mostly pre-service teachers.

When the last decade’s international research (n=77) was analyzed, it was seen
that most of the papers/dissertations/theses were from Far Eastern countries, which
was followed by English-speaking countries like USA, UK, Australia, and New
Zealand. There was also a considerable amount of research in Middle Eastern
countries; however, a few papers were published in European and South American
countries.

As stated before, Far Eastern countries took the first place in providing teacher
cognition research on EFL context with a range of themes such as teaching and/or
learning in general, how to teach reading; how to teach grammar; target/native
language use in teaching; teaching methods; communicative language teaching;
teaching to young learners; interactive decision-making; native speakers’ role;
internationally-published materials; assessment; and feedback issues. On the other
hand, English-speaking countries’ foci of investigation were mostly into language
teaching and/or learning in general, transfer of KAL into instructional
planning/practice, and literacy teaching. Minor points were related to grammar
teaching, CLT practices, language learners, learning disability, and assessment.
Middle Eastern countries mostly focused on beliefs about language learning and
language teaching as well as teaching grammar and teaching reading. Very few
studies conducted in European countries reflected the themes of teaching culture,
teaching reading, teaching pronunciation, and motivation. There were only three
studies conducted in South America, all of which were from Brazil and were about
teaching grammar, teaching four skills, and grammar-based feedback on writing.

As the last point to summarize, the studies conducted in Turkey (n=30) have
mostly had the purpose of exploring teacher belief in relation to language learning
and teaching or a particular concept in the field. In addition to ‘belief’, the terms like
perception, knowledge, view, opinion, awareness, understanding, attitude, approach,
conception, assumption, and thinking were also used in the Turkish studies.
However, the link to ‘practice’ was addressed in only 5 of the papers. A lot of papers
attached importance to ‘belief development’ by investigating any kind of changes in

beliefs. Regarding the foci of studies, it was seen that many papers were only about
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language learning and/or language teaching in general; however, some papers
focused on teaching to young learners; ICT use; role of Ml theory; target language
use; teaching reading; teaching grammar; teaching culture; or intercultural
competence. Apart from these, effective teaching, instructional planning, classroom
management, learner autonomy or learner-centeredness, and induction process were
investigated in some other papers. Epistemological beliefs and meta-cognitive
strategies were also among the targets of some papers.

The studies conducted in Turkey (n=30) were also analyzed in terms of
research setting such as study group; study context, and sample size. As for the study
group, it was seen that half of the studies (n=15) included in the review were
conducted with pre-service teachers, which was not the target group of the current
dissertation; however the studies carried out with in-service teachers were less in
number (n=11). Among those eleven studies employing in-service teachers as the
sample, three of them were conducted in primary level institutions; two of them in
secondary level institutions; two of them in various institutions at various levels; and
only four of them in tertiary level institutions, which was the target context of the
current dissertation. Concerning those four studies having a similar focus to the
current dissertation, three of them were case studies carried out with 1 to 4
participants form only one particular institution, and only one of them was conducted
with a larger group (N=50) from three different institutions. That particular study
(Cabaroglu & Yurdaisik, 2008) aimed to explore EFL instructors’ views about how
to teach reading and the use of reading strategies in class, which has a narrower focus
than the current dissertation. However in the current dissertation, both the scope and
the setting of the research were expanded through two elements: (a) a comprehensive
inventory with 102 items on language learning cognitions and language teaching
actions; and (b) a larger sample (N=606) from 15 different higher education
institutions in Ankara.

Considering both the themes in the literature and the findings in the research, it
is argued that the teacher cognition has a striking importance, and thus became a
critical area of research. Its complex, dynamic, and influential features were stressed
in many papers. Additionally, a strong emphasis was attached to the connection

between teachers’ cognitions and instructional actions, resulting from experience,
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training, and classroom practices. The impact of teacher training on the formation
and growth of teachers’ cognitive development was also highlighted. Therefore, a
comprehensive exploration of teachers’ mental lives regarding teaching possibly help
the researchers and policy makers gain insights for many aspects of teaching. To sum
up, “what knowledge is activated and how it is used by teachers in making decisions
about their day-to-day and moment-to-moment activities is crucial to our

understanding of what teaching is” (Woods, 1996, p. 68).
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CHAPTER 111

METHOD

This chapter describes the method of the study under the following sections: (a)
overall research design, (b) research questions, (c) population and sample, (d) data
collection instrument, (e) validity and reliability issues, (f) pilot work, (g) ethical
issues, (h) data collection procedures, (i) data analysis procedures, and (j) limitations

of the study.

3.1. Overall Research Design

The main purpose of the study is to investigate, firstly, language learning
cognitions of the EFL instructors teaching in higher education institutions in Ankara,
specifically by focusing on the cognitions regarding linguistic aptitude, priorities in
language learning, and characteristics of good language learners. Secondly, the
actions these instructors took in their language teaching practices were examined
with respect to the issues of pedagogical inclinations, instructional planning, error
correction, learner-centeredness, and personal and professional development.
Another focus of the study was to describe the relationships that might exist among
those variables.

Rooted in the aforementioned purposes, this study is both a survey research,
because it aimed to describe the existing situation by answering the question of
‘what’ in relation to conditions, characteristics, perceptions, and practices pertaining
to language learning and teaching processes of EFL instructors, and at the same time
a correlational research, because it aims to explore the relationships among naturally

existing variables by only administering the instrument designed to collect intended
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data without any manipulation or intervention. While a survey research has the
potential to provide us with a lot of descriptive information obtained from a large
group of individuals by only asking the same set of questions (in the form of a
written inventory in this case), a correlational research helps us make more
intelligent predictions by determining relationships among variables and exploring
their implications for cause and effect (Fraenkel & Wallen, 2006).

In the overall research design, a ten-step process was followed as shown in
Scheme of Research (see Figure 3.1). Having a first glance at the figure, it is possible
to have an initial impression that it has a linear feature and follows a systematic
progress. When the figure is examined through a closer look, it is explicit to see
circles, each of which represents a different step in the design and has a connection
with certain circles (steps) of the design. Some steps have an intersection with the
preceding and/or following steps; therefore, those interconnected steps constitute
four main stages in the design.

As for the first main stage comprising the steps from 1 to 4, the initial action of
the study started with problem selection and definition, in which specific research
questions and variables (dependent/independent) were determined. This step was
taken in connection with the second step, in which the literature was reviewed by
analyzing relevant conceptual resources and empirical studies conducted previously.
Being a fundamental step for the design, reviewing literature guided both the third
and in particular the fourth steps, because based on the literature, the population was
defined; the sampling procedures were determined to select the most appropriate
study group for the study; and an item pool for the inventory was constructed. When
developing the data collection instrument, an elaborative strategy was adopted and
implemented. As the outcome of this extensive preparation, EFLICAI (EFL
Instructors’ Cognitions and Actions Inventory) was constructed to obtain intended
information about the participants’ cognitions and actions regarding language
learning and teaching processes.

In the next stage there were two interconnected steps (5 and 6). Firstly, the
inventory was pilot-tested twice: initially with a group of EFL instructors from
Hacettepe University (n=55) and later with a larger group of EFL instructors (n=86)

from various universities in Turkey. The findings obtained from the pilot works
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made it possible to work on validity and reliability issues, which was followed by
editing and revising the inventory.

Selecting & o Defining
Defining Reviewing Population
Research Literature & Selecting

Problem Sample

Drawing
Conclusions 10

Developing Data
Collection Tool

Describing &
Discussing 9
Findings A

Analyzing
Data

Collecting Editing & Conducting

Data Revising the Pilot Work
Inventory

Figure 3.1 Scheme of Research

With the help necessary revisions done in the previous steps, the data
collection process, which is represented by the seventh step, started. In this process,
the inventory was administered by the researcher in fifteen different higher education
institutions in Ankara.

The last major stage comprised steps from 8 to 10, each of which had a
connection with and guided the following step. Accordingly, the data were analyzed
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through descriptive and inferential statistics, which enabled description and
discussion of the findings, which, in the same vein, enabled drawing conclusions. As
the final step, conclusions were drawn on the research problems stated at the
beginning of the study and implications were provided.

On the whole, the data concerning self-reported cognitions and actions in
relation to language learning and teaching processes were collected from a large

group of EFL instructors and analyzed in a descriptive and inferential research style.

3.2. Research Questions

The study included five main research questions, which clustered around the
fundamental concepts of language learning cognitions and language teaching
practices of EFL instructors:

(1) What are the language learning cognitions of EFL instructors regarding
linguistic aptitude, priorities in language learning, and good language
learners?

(2) Do those cognitions change according to certain variables such as: age,
teaching experience, academic background, workplace, and national or
international exam scores indicating language proficiency?

(3) What are the language teaching actions of EFL instructors regarding
traditional (conservative) as well as innovative (liberal) pedagogies,
communicative practices in instructional planning and error correction,
learner-centeredness, and personal and professional development?

(4) Do those actions change according to certain variables such as: age,
teaching experience, academic background, workplace, and national or
international exam scores indicating language proficiency?

(5) What is the pattern of the relationship between the sets of language learning
cognitions and language teaching actions of EFL instructors?

Based on the research questions stated above, cognitions and actions that a
participant rated among the given set of items appeared as dependent variables for
the second and the third research questions, while they became both dependent and
independent variables for the last research question. On the other hand, there

appeared five major independent variables: (a) age; (b) teaching experience; (c)
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academic background, which emerged as a general outcome of the items asking
about the academic programs the participants attended during their undergraduate
and graduate education; (d) national or international exam scores indicating the
language proficiency of the participants, and (e) workplace. The rationale for
including those independent variables in the second and the fourth research questions
was to see how many of them would have a real effect on EFL instructors’ cognitions
and to assess how significant those background variables would be for the

instructors’ language teaching practices.

3.3. Population and Sample

The target population of the study, to which the results might be generalized,
was determined as the EFL instructors teaching in various higher education
institutions in different parts of Turkey, and the sub-population of the study was
determined as the EFL instructors teaching in the universities in Ankara.

In Turkey, there are currently 175 universities, 15 of which are in Ankara. Five
of those fifteen institutions serve as public while the rest as private universities.
These universities hire instructors among the graduates of departments like English
Language Teaching, English Language and Literature, American Culture and
Literature, English Linguistics, and English Translation and Interpretation. Some of
the universities do not require any pedagogical formation certificate when hiring
their EFL instructors. The number of the EFL instructors at a university changes
from 10 to 250 in line with the university’s being a public or a private institution,
being newly-founded or having long-standing background, and having English as
medium of instruction or not. It is estimated that approximately more than 7,000
instructors teach English as a Foreign Language in various higher education
institutions in Turkey.

Considering this huge number, it was difficult to reach the target population
working in 175 different institutions in 81 different provinces; thus the study was
conducted with the sub-population, rather than a sample. When determining the sub-
population, it was important that they were representative of the actual target
population, and the selection procedure was feasible. Considering the resources of

the researcher, such as financing, time, transportation as well as the limitations
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placed upon research by institutions’ permission procedures, it was decided to
conduct the study with the instructors teaching in Ankara, who comprises the sub-
population. Since this study attempted to acquire data from every member of the sub-

population, the study group was called a ‘census,” not a ‘sample’ (Fraenkel &

Wallen, 2006).
Participants
N=606

State University Private University
N=308 50.8% N=298 49.2%
Atilim University Baskent University
N=64 10.6% N=45 7.4%
Bilkent University
N=62 12.6%
ipek University
N=3 0.5%

Ankara University
N=59 9.7%

H/

Gazi University
N=41 8.4%

Cankaya Univ.
N=29 4.8%

Hacettepe Univ TED University
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N=123 20.3% N=20 4.1%
METU THK University TOBB ETU
N=49 8.1% N=5 0.8% N=29 4.8%
. Beyazit Univ. T. Ozal University Ufuk University
N=36 5.9% N=21 3.5% N=20 4.1%

Figure 3.2 Participants’ Distribution by the Institutions

It was thought that surveying the entire sub-population and reaching the EFL
instructors working in Ankara would be more practical, feasible, and meaningful as it
was a representative of higher education profile in Turkey, having both private and

public universities founded recently or long ago. Approximately, there were 1250
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instructors teaching English language in the province of Ankara which seemed to be
enough for an empirical study. Visiting each university in a row made it easy to see
and even talk with the instructors in that particular university. Since responding to
the inventory was on a volunteer basis, the census participating in the study consisted
of 606 EFL instructors teaching in 15 different higher education institutions of
Ankara. This number indicates that almost half of all the EFL instructors in Ankara
took part in this research. Figure 3.2 displays the distribution of the participants by
each higher education institution represented in the study. The distribution is

presented in terms of the workplace (the name and the type of the institutions).

3.4. Data Collection Instrument

The data to be analyzed in the study were collected though a single but a
comprehensive cross-sectional inventory named EFLICAI (EFL Instructors’
Cognitions and Actions Inventory), which was designed by the researcher to gather
information related to cognitions and actions of the participants and was
administered by the researcher himself (see Appendix C for the sample copy of the

inventory distributed to the participants).

3.4.1. Construction of Data Collection Instrument

While designing the inventory, a variety of steps, demonstrated in Figure 3.3,
were followed. To start to design the inventory, previously conducted studies about
language teachers’ cognitions were analyzed and other related resources of literature
were reviewed. Accordingly, items related with the dimensions in the research
questions were developed. In the meantime, daily speeches, interviews, and
observations reflecting thoughts and practices of in-service EFL instructors, as
insiders in the field, were noted down. Apart from these, opinions of head of
departments, teacher trainers, and mentor teachers around were taken into account,
which brought different items in relation to the issues mentioned in the problem
statement of the research. As a result of this three-step inquiry, an item pool was

constructed. There were 204 items in the pool at the initial step.
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Figure 3.3 Steps Followed to Construct the Data Collection Instrument

In order to eliminate irrelevant items or add more appropriate items, three peers
working as EFL instructors were asked to review the inventory and provide their
opinions. Agreement with the peers on the items to be included in the inventory was
an important means of obtaining feedback. Most of the comments were related to
ambiguity and clarity of the sample items. As peers suggested, vague items
particularly in relation to the dimensions of linguistic aptitude and priorities in
language learning were removed. Making necessary revisions based on the peers’
opinion, three experts were asked to provide their suggestions for the inventory. One
of them was an Associate Professor working as a teacher educator at the Department
of English Language Teaching at a public university and working on ‘teacher belief,

teacher autonomy, and learner autonomy;’ one of them was an instructor having
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more than ten years of teaching experience, working as an in-service teacher trainer
at a public university, studying in-service training needs of practicing teachers, and
holding a PhD in the field of Educational Administration; and one of them was also
an instructor holding a PhD in the field of Curriculum and Instruction, working on
communicative curriculum planning, and having more than 20 years of teaching
experience. As the experts know a great deal about educational research as well as
language teaching, they were consulted to check on adequacy and appropriateness of
the items and their relevance to the content and the purpose of the study. With the
help of experts’ opinion, items in relation to learner-centeredness, personal and
professional development, and communicative curriculum planning were enriched,
and redundant items were removed from the inventory. As the next step, the
advisor’s opinion on the inventory was taken. Based on his suggestions, necessary
revisions were made, and the number of the items in the initial inventory was
decreased to 132. Before starting the pilot works, a native speaker of English
proofread the items and edited the inventory in terms of language use and
expressions. Proofreading ensured the accuracy and the authenticity of the items.

The first comprehensive step to evaluate the items in the inventory and to reach
a meaningful instrument was owing to the first pilot study, which was conducted
with 55 instructors teaching English at Hacettepe University School of Foreign
Languages. With the help of this process, exploratory factor analysis was conducted
to specify underlining dimensions in the inventory and reliability analysis was
performed to estimate internal consistency across the dimensions. As a result of the
factorial loadings and item analyses, redundant items were deleted from the
inventory and necessary items were categorized under relevant categories. This step
made it possible to revise and edit the inventory and reach a 102-item inventory,
which required another pilot study to be able to obtain more sound findings.

Before conducting the second pilot study, advisor’s opinion was taken and it
was decided to reach a larger group of participants for the second pilot study. In the
second time, 86 participants from various public and private universities in Turkey
were asked to respond to the inventory through an online survey. It took about five
weeks to collect data form the second group, which helped the researcher conduct

another factor analysis together with reliability and item analyses. Based on the
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results of the second pilot study, minor revisions were made. The next step was the
proposal of the inventory to the METU Human Subjects Ethics Committee. The final
version of the inventory was obtained upon the approval of the METU Human
Subjects Ethics Committee.

The inventory was named as EFLICAIl (EFL Instructors’ Cognitions and
Actions Inventory) and included three main sections: (1) Demographic information
part including items asking about background variables such as the participants’ age,
teaching experience, academic background, and national/international exam scores
showing language proficiency. (2) Statements measuring the participants’ language
learning cognitions with respect to linguistic aptitude, priorities in language learning,
and good language learners. (3) Statements measuring the participants’ language
teaching actions in relation to traditional (conservative) or innovative (liberal)
pedagogies, communicative practices in instructional planning and error correction,
learner-centeredness, and personal and professional development (see Figure 3.4 for
the framework of the data collection instrument and Table 3.4 for operational
definitions of the dimensions in the inventory).

A Likert Scale was adopted in the second section of the inventory to inquire the
cognitions on language learning processes in five-level scale from (1) Strongly
Disagree to (5) Strongly Agree; and a Rating Scale was adopted in the third section
of the inventory to inquire the frequency of the reported language teaching actions in
five level from (1) Never to (5) Always. Each section of the inventory required the
participants to read the items and simply mark the preferred choice across each
statement.

The first section of the inventory included 12 items, which required
participants to provide information about their educational and professional
background (see Appendix C for the items in the first section). The second section of
the inventory included 54 items, which measured language learning cognitions of the
participants on three dimensions: linguistic aptitude; priorities in language learning;
and good language learners. The third section of the inventory included 48 items,
which were divided into six specific dimensions aiming to measure language
teaching practices: traditional (conservative) pedagogy; innovative (liberal)

pedagogy; communicative practices in instructional planning; communicative
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practices in error correction; learner-centeredness; and personal and professional
development.

The first dimension of the second section, linguistic aptitude, which referred to
the potential that a person, relative to other individuals, has for learning a language
more easily, was measured through 24 items. Those items were mainly constructed
based on conceptual literature and previously-conducted empirical studies.
Accordingly, some items were taken and adapted from Horwitz’s (1985) BALLI
(Beliefs about Language Learning Inventory) and some other items were created by
referring to books and articles on language acquisition and language teaching
methodology (see the items from 1 to 24 in Section Il in Appendix C for the
statements measuring cognitions on linguistic aptitude).

The second dimension of the second section, priorities in language learning,
which represented the areas/skills that are attached importance to and believed to be
dealt with first in a language learning process, included 12 items, which were
developed by the researcher himself based on conceptual literature and peers’
opinion (see the items from 25 to 36 in Section Il in Appendix C for the statements
measuring cognitions on priorities in language learning).

The last dimension of the second section was about the thinking and learning
styles of the good language learners, which included 18 items. The items in this part
were the adapted versions of some items in Sternberg and Wagner’s (1991) MSG-
TSI (Mental Self Government Theory Thinking Styles Inventory) or the created ones
from the theory’s descriptions (see the items from 37 to 54 in Section Il in Appendix
C for the statements measuring cognitions on good language learners).

In the third section of the inventory, the first two dimensions were about the
pedagogies followed in language teaching practices, which was measured through 16
items. Those items were constructed based on the Mental Self Government Theory of
Sternberg and Wagner (1991) and on the conceptual literature. The concept referred
to the act of selecting a logical choice among the available alternatives related to
teaching and learning issues (see the items from 1 to 16 in Section 11l in Appendix C

for the statements measuring actions for pedagogical inclinations).

83



EFLICAI

Demographic
Information
Language
Learning
Cognitions
| |
Linguistic Priorities in Good
Aptitude Language Language
Learning Learners
Innatist Competence-  Performance- Executive
Perspective oriented oriented b Learners
Approach Approach
Interactionist Legislative
Perspective b Learners
Informal Formal Judicial
Natural Created b Learners
Context Context
Language
Teaching
Actions
Traditional Innovative
CoNServative wefm=  Liberal
Pedagogy Pedagogy

Communicative
Curriculum e
Planning

Learner-

centeredness

Communicative
Error
Correction

Personal
Professional
Development

Figure 3.4 Framework of the Data Collection Instrument
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The third and the fourth dimensions of the third section of the inventory were
related to the items measuring the actions reflecting communicative practices in
instructional planning and error correction (see the items from 17 to 32 in Section 111
in Appendix C for the statements measuring communicative practices in instructional
planning and error correction). The last two dimensions of the third section of the
inventory were about the teachers’ learner-centred actions and attempts for personal
and professional developments (see the items from 33 to 48 in Section Il in
Appendix C for the statements measuring actions for learner-centeredness and

personal and professional developments).

Table 3.4 Operational Definitions of the Variables

Variables Definitions
language learning  the unobservable cognitive dimensions of individuals in
cognitions relation to what they think of, believe in, know about and

understand from language learning

linguistic aptitude  the potential that a person, relative to other individuals, has for
learning a language more easily

innatist perspective the philosophical doctrine asserting that the mind, rather than a
blank slate, is born with ideas/knowledge and not all
knowledge is obtained from experience and the senses

interactionist the sociological doctrine asserting that ideas/knowledge takes

perspective on shape and meaning through countless interactions between
the learner and the environment

formal (created) the view emphasizing the school/classroom environment,

context-oriented which is institutionally and consciously created and where

view learning is a major goal

informal (natural)  the view emphasizing the physical/social environment that

context-oriented naturally exists around the individuals and where learning

view might occur, but not necessarily as a primary goal

priorities in the areas/skills that are attached importance to and believed to

language learning  be dealt with first in a language learning process

competence- the approach seeing the language as a system of linguistic
oriented approach  elements and the target of learning by giving more emphasis to
knowing something about the language

performance- the approach seeing the language as a system of

oriented approach ~ communicative elements and a vehicle for the realization of
interpersonal relations by giving more emphasis to doing
something with the language
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Table 3.4 (continued)

good language
learners

executive learner-
oriented view

legislative learner-
oriented view

judicial learner-
oriented view

language teaching
actions

traditional
(conservative)

pedagogy

innovative (liberal)
pedagogy

communicative
instructional
planning

communicative
error correction

learner-
centeredness

personal and
professional
development

the characteristics of individuals who can learn a language
effectively

the view favouring the learners who do a piece of work,
perform a duty, or put a plan into action by following the given
instructions

the view favouring the learners who use their power to make
plans or initiate changes in plans and applications

the view favouring the learners who are able to make analyses,
comparisons, evaluations, and judgments on situations using a
repertoire of their personal-practical knowledge

language teaching practices routinely performed by language
teachers as a result of their gains from prior learning, pre-
service and in-service trainings, and in-class teaching
experiences

the inherited, established, or customary patterns of thoughts
and practices about teaching that have been used by previous
people for a long time

the enriched, cultivated, or modernized patterns of thoughts
and practices about teaching that include new, creative, and
free ideas and methods

organizing language teaching processes that focuses on
meaningful communication rather than structure

helping to reconstruct written/spoken messages with errors by
emphasizing meaningful communication rather than structure

teachers’ attempts to adjust their instructional planning,
teaching methods, and assessment procedures to certain norms
in order to optimize their students’ opportunity to learn

all types of attempts teachers make in order to reach their
fullest potential in teaching profession and personal growth

3.4.2. Pilot Work

With the help of the pilot studies forming the basis for the actual procedures of
data collection and analyses, it was intended to see probable results and limitations of
the study beforehand. The data collection instrument was piloted twice: (1) firstly
with 55 EFL instructors teaching at Hacettepe University School of Foreign
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Languages and (2) secondly with 86 EFL instructors from various public and private
universities (outside Ankara) in Turkey. Neither of the participants of the two pilot
studies was included in the actual study. The results from both pilot studies were
used to finalize the scope and the content of the inventory.

Three types of statistical analyses were conducted in both of the pilot works:
factor analysis, reliability analysis, and item analysis, all of which provided crucial
feedback for revising the data collection tool. According to Field (2009),
effectiveness of a factor analysis depends on sample size, and the common rule
suggests having at least 10-15 participants per variable. Alternatively, Tabachnick
and Fidell (2007) state that it is comforting to have at least 300 cases for factor
analysis. Considering those suppositions, neither of the samples in the two pilot
studies was adequate for factor analysis in terms of size; nevertheless, an exploratory
factor analysis in each pilot study was conducted in order to assess the underlying
structures of the dimensions in the inventory, and as a method of extraction,
maximum likelihood was employed. With the aim of increasing interpretability of
the rotated factors, direct oblimin method of oblique rotation was chosen.

For each analysis, fundamental assumptions such as normality, linearity,
outliers, and multicollinearity were checked in advance. Not all Skewness-Kurtosis
values were close enough to the ideal value zero, and Kolmogorov-Smirnov and
Shapiro Wilk tests indicated significant (p < .05) values, which could mean that the
data were not normally distributed. Although Q-Q plots and histograms frequently
displayed normal distributions, Box Plots revealed some outliers in certain items.
KMO values ranged from .61 to .72, which revealed a minimum adequacy for
sampling. However, the results of Bartlett’s test of sphericity were all < .005, which
indicated that correlations between items were sufficiently large for factor analysis.
For multicollinearity, the determinants of correlation matrices ranged from .007 to
.33, all of which were grater than the necessary value 0.00001 (Field, 2009).

3.4.2.1. Pilot Work |
The participants involved in the first pilot work were selected conveniently
from Hacettepe University School of Foreign Languages. It was conducted in

November 2012 during a department meeting on a single day. The participants
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responded to 132 items in the initial version of the EFLICAI. As the demographic
information revealed, the participants were between the ages of 22 and 49 and had 1
to 26 years of teaching experience. Only 4 of them were male, whereas the rest were
female. They were mainly the graduates of Hacettepe University (69.4%) and METU
(16.7%). While only 3 of the participants were doing a PhD, 58.3% of them held a
Master’s degree. Their YDS (Foreign Language Exam) scores ranged from 84 to 99.

The initial version of EFLICAI included 72 items to measure cognitions and 60
items to measure actions. As the first step, exploratory factor analysis was conducted
for cognitions set. Since the items in cognitions set did not provide a sound factorial
loading, each of the three conceptual dimensions was analyzed through a separate
factor analysis.

For the 36 items measuring cognitions on linguistic aptitude, Eigenvalues
greater than 1.0, Scree Plot and Pattern Matrix indicated a five-factor structure.
These five factors accounted for 25.32%, 11.20%, 9.22%, 7.43%, and 6.43% of the
total variance respectively. A cumulative of 59.60% of the variance was explained by
this structure. However, three of the items loaded on the fourth factor, and two of the
items loaded on the fifth factor. To have a more meaningful picture, a simpler
structure (three-factor structure) was tried and it was seen that these five items did
not load on any factors. On the other hand, two of the items loaded on both the first
and the third factors. As a result, those seven items were deleted.

To assess whether the items that were summed to create the linguistic aptitude
dimension formed a reliable scale, Cronbach’s alpha was computed for each factor.
As a further step, the result of the item analysis was considered, and 5 items were
deleted from the dimension. Thus, Cronbach’s alpha increased, and the linguistic

aptitude dimension eventually consisted of 24 items (see Table 3.4.2.1.1).

Table 3.4.2.1.1 Pilot Work I: Reliability Analyses of Items on Linguistic Aptitude

Cronbach’s Number Cronbach’s Number

Alpha of ltems Alpha of Iltems
Factor 1 550 11 693 8
Factor 2 .662 9 .702 8
Factor 3 707 9 .768 8
Linguistic Aptitude .633 29 764 24
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For the 18 items measuring cognitions on priorities in language learning,
Eigenvalues greater than 1.0, Scree Plot and Pattern Matrix indicated a three-factor
structure. These three factors accounted for 34.38%, 18.89%, and 11.24% of the total
variance respectively. A cumulative of 64.51% of the variance was explained by
these three factors. Four of the items were loaded on both the first and the second
factors, thus they were deleted from the list to eliminate ambiguity. On the other
hand, the third factor included only two items. Therefore, a simpler structure (two-
factor structure) was tried, and it was seen that these two items did not load on any
factors, thus they were also deleted (see Table 3.4.2.1.2 for the Cronbach’s alpha for

the remaining 12 items in the dimension)

Table 3.4.2.1.2 Pilot Work I: Reliability Analyses of Items on Priorities in Language
Learning

Cronbach’s Alpha Number of Items

Factor 1 .683 6
Factor 2 .806 6
Priorities in Language Learning .748 12

For the 18 items measuring cognitions on good language learners, Eigenvalues
greater than 1.0, Scree Plot and Pattern Matrix indicated a three-factor structure.
These three factors accounted for 34.25%, 14.31%, and 9.72% of the total variance
respectively. A cumulative of 58.27% of the variance was explained by these three
factors. To assess whether the items regarding good language learners formed a
reliable scale, Cronbach’s alpha was computed (see Table 3.4.2.1.3 for the values
indicating reliability).

Table 3.4.2.1.3 Pilot Work I: Reliability Analyses of Items on Good Language
Learners

Cronbach’s Alpha Number of Items

Factor 1 754 6
Factor 2 .852 6
Factor 3 .897 6
Good Language Learners .860 18

The second part of the inventory, language teaching actions of the participants,
was measured through 60 items. As the factor analysis for the actions did not provide
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a sound output, conceptual categorization was done, and the dimensions were
determined accordingly. Item analysis for each dimension was conducted.
Consequently, 12 items were deleted from the list and Cronbach’s alphas increased
for each dimension (see Table 3.4.2.1.4).

Table 3.4.2.1.4 Pilot Work I: Reliability Analyses of Items for Language Teaching
Actions

. ) ) Cronbach’s Number Cronbach’s Number
Dimensions in Part 11

Alpha of Items Alpha of Items
Dimension 1 533 10 714 8
Dimension 2 .604 10 123 8
Dimension 3 .641 12 .703 8
Dimension 4 .652 12 811 8
Dimension 5 .784 8 .784 8
Dimension 6 182 8 182 8

To sum up, Pilot Work | enabled the researcher to revise and edit the inventory
by reducing the number of the items from 132 to 102 and to have a more reliable data

collection tool with the help of the analyses.

3.4.2.2. Pilot Work 11

The participants involved in the second pilot study were selected based on a
snowball sampling strategy, which made it possible to reach 86 EFL instructors
teaching at different higher education contexts in different provinces of Turkey. The
participants were contacted with via e-mail and the administration was carried out
via online survey. Collection of the instruments took five weeks, and the analysis of
the findings took two weeks (in January and February 2013). The participants
responded to 102 items in the final version of the EFLICAL.

Demographic information revealed that the participants of the second pilot
work were between the ages of 22 and 56 and had 1 to 27 years of teaching
experience. They were mainly the graduates of English Language Teaching (55.8%)
and English Language and Literature (22.8%) departments. 90.4% of them had a
pedagogical formation, while 9.6% did not. They were the graduates of 8 different
higher education institutions in Turkey: Anadolu, Ankara, Bilkent, Bosphorus, Gazi,
Hacettepe, Istanbul, and Middle East Technical Universities. 65.1% of them held a
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Master’s degree while only 9 of them were doing Ph.D. Their YDS (Foreign
Language Exam) scores ranged from 80 to 99. 41.9% of them were teaching at a
state university, whereas the rest 58.1% were teaching at a private university. Their
teaching contexts represented 35 different universities (private or state) in Turkey.

As in the first pilot study, a factor analysis for each dimension of the cognitions
set was conducted. To start with linguistic aptitude, three factors were requested
based on the first pilot work. After rotation, the first factor accounted for 18.61% of
the variance, the second factor accounted for 9.67%, and the third factor accounted
for 7.15%. A cumulative of 35.43% of the variance was explained by these three
factors. As for priorities in language learning, two factors were requested based on
the first pilot work. After rotation, the first factor accounted for 24.29% of the
variance, and the second factor accounted for 18.73%. A cumulative of 43.02% of
the variance was explained by these two factors. Regarding good language learners,
three factors were requested based on the first pilot work and the literature. After
rotation, the first factor accounted for 21.24% of the variance, the second factor
accounted for 12.22%, and the third factor accounted for 6.23%. A cumulative of
39.69% of the variance was explained by these three factors. Table 3.4.2.2.1 displays
the reliability of the dimensions within the cognitions set in Pilot Work I1.

Table 3.4.2.2.1 Pilot Work Il: Reliability Analyses of Cognitions Set

Cognitions Set Cronbach’s Number of
Alpha Items
Linguistic Aptitude .809 24
Innatist perspective 782 8
Informal context-oriented view .703 8
Formal context-oriented view .739 8
Priorities in Language Learning 761 12
Items reflecting competence-oriented approach .690 6
Items reflecting performance-oriented approach .826 6
Good Language Learners 871 18
Items favouring legislative learners 174 6
Items favouring executive learners 833 6
Items favouring judicial learners .881 6

In relation to the actions set, only one factor analysis was conducted to assess
the underlying structure of the dimension of pedagogical inclinations. For those 16

items in the dimension, Eigenvalues greater than 1.0, Scree Plot and Pattern Matrix
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indicated a two-factor structure. These two factors accounted for 25.97%, and
11.19% of the total variance respectively. A cumulative of 37.16% of the variance
was explained by these two factors. Table 3.4.2.2.2 displays the reliability of the

dimensions within the actions set in Pilot Work I1.

Table 3.4.2.2.2 Pilot Work 11: Reliability Analyses of Actions Set

Actions Set Cronbach’s Number of

Alpha Items
Traditional (Conservative) Pedagogy 744 8
Innovative (Liberal) Pedagogy 142 8
Communicative Instructional Planning 730 8
Communicative Error Correction .748 8
Learner-centeredness .798 8
Personal and Professional Development .780 8

3.5. Factor Analyses

In order to assess the underlying structures of the dimensions in the inventory,
factor analyses were conducted for the following dimensions: linguistic aptitude,
priorities in language learning, good language learners, and pedagogical inclinations.
As Field (2009) suggested, the first three things to be done for factor analyses were
assumption testing, data screening, and sampling adequacy.

In assumption testing, various assumptions fundamental to factor analysis were
checked. The first one, the assumption of normality, which indicates if the data are
normally distributed or not, was checked through Skewness-Kurtosis values,
Kolmogorov-Smirnov and Shapiro Wilk tests, Q-Q plots, and histograms. At some
points, Skewness-Kurtosis values were not close enough to the ideal value zero, and
Kolmogorov-Smirnov and Shapiro Wilk tests indicated significant (p < .05) values,
which could mean that the data were not normally distributed. However, Field (2009)
claims that it is easier to get such significant results from small deviations from
normality in a study with a large sample size. Considering this argument, it was
thought to look at the shape of the distribution rather than using formal inference
tests as the sample was quite large (Tabachnick & Fidell, 2007). Therefore, Q-Q
plots, and histograms were frequently inspected in this study for normality
assumption. Secondly, with the help of scattered plots, linearity was checked to
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determine whether the variables are linearly related. The third assumption was about
outliers, which were inspected through box plots.

As for data screening, R-matrix (Correlation Matrix) for each analysis was
checked to examine correlation scores higher than .30 (Hair et al, 2006). At this
point, it was equally necessary to have variables that correlate fairly well, but not
perfectly. With this purpose, the R-matrix was scanned for correlations below .30 and
greater than .90 (Field, 2009). It was important to avoid extreme multicollinearity
(variables that are very highly correlated) and singularity (variables that are perfectly
correlated). Multicollinearity was also detected by looking at the determinant of the
R-matrix, which is expected be greater than the necessary value 0.00001 (Field,
2009).

Lastly regarding the sampling, Kaiser-Meyer-Olkin measure of sampling
adequacy (>.60), Bartlett’s test of sphericity (<.005) and the anti-image correlation
matrices were studied in detail to determine whether the sample size was adequate
for factor analyses (Field, 2009).

The first factor analysis was conducted for the dimension of Linguistic
Aptitude to assess its underlying structure on the 24 items with orthogonal rotation
(varimax). When checking the normality assumption, it was seen that Skewness and
Kurtosis values for those 24 items were within the limits of +3. Though many of
them were close to 1, some of them were closer to the ideal value zero (Tabachnick
& Fidell, 2007). The scores seemed to be spread on both positive and negative sides.
Skewness and Kurtosis values for the items from 1 to 24 are provided in Appendix
D. The results of the Kolmogorov-Smirnov and Shapiro-Wilk tests revealed that
normality could not be assumed for the current data set (p < .05). Test of normality
for Kolmogorov-Smirnov and Shapiro-Wilk tests are displayed in Appendix D. As
Tabachnick and Fidell (2007) suggest, the significance levels of such tests are not as
important as their actual size and the visual appearances of the distributions.
Therefore Q-Q plots and histograms considered as important graphical devices
assessing normality were checked, and it was seen that the normality was assumed
for most of the items in the dimension. However, Box Plots used to check possible
outliers in the data set indicated that there were extreme scores for ten of the items,
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and the rest had relatively normal distribution. To conclude the process of normality
check, it could be assumed that some of the tests violated normality.

The R-matrix showing how each of the 24 items is associated with each of the
other 23 items indicated that there were a few problematic cases indicating
correlations below .30. However, the determinant value of R-matrix was detected for
multicollinearity, and it was .001, which was greater than the necessary value
0.00001 (Field, 2009).

The Kaiser-Meyer-Olkin measure verified the sampling adequacy for the
analysis, KMO = .80, which falls into the range of good values (Field, 2009) and
ensures that the sample size is adequate for factor analysis. All KMO values for
individual items were > .71, which is well above the acceptable limit of .50 (Field,
2009). Additionally, Bartlett’s test of sphericity, y* (276) =2802.01, p < .001,
indicated that correlations between items were sufficiently large for factor analysis
(Field, 2009). KMO and Bartlett’s Test Results are presented in Appendix D.

An initial analysis was run to obtain eigenvalues for each factor in the data.
Four factors had eigenvalues over Kaiser’s criterion of 1 and in combination
explained 50.61% of the variance. The Scree Plot was slightly ambiguous to interpret
as it showed points of inflexion for more factors (see Scree Plots in Appendix D). As
Field (2009) clarifies, Kaiser’s criterion is accurate when there are less than 30
variables, and communalities after extraction are greater than .70 or when the sample
size exceeds 250, and the average communality is greater than .60. When the
communalities for the items in the dimension were checked, the average of the
communalities was .38 (9.197/24=.383), which could mean Kaiser’s rule might not
be accurate on both grounds.

Three factors were requested based on the pilot work and the fact that the items
were designed to index three constructs: innatist perspective, informal context-
oriented view, and formal context-oriented view. After rotation, the first factor
accounted for 21.47% of the variance, the second factor accounted for 12.60%, and
the third factor accounted for 11.46%. A cumulative of 45.53% of the variance was
explained by these three factors. Table 3.5.1 displays the number of the items and
factor loadings for the rotated factors. Accordingly, the first factor indexing formal

context-oriented view loads on the last eight items (from 17 to 24), the second factor

94



indexing informal context-oriented view loads on the items from 9 to 16, and the
third factor indexing innatist perspective loads on the first eight items (from 1 to 8).

Table 3.5.1 Factor Loadings for the Rotated Factors: Linguistic Aptitude
Factor Loadings

1 2 3
item 23 776
item 22 743
item 24 .710
item 20 .693
item 19 .587
item 18 501
item 21 461
item 17 .393
item 13 677
item 12 .676
item 16 .607
item 14 .605
item 11 .567
item 15 535
item 10 .509
item 9 461
item 5 .703
item 4 .689
item 6 .661
item 3 .600
item 2 576
item 7 502
item 8 403
item 1 .369

The second factor analysis was conducted for the dimension of Priorities in
Language Learning to assess its underlying structure on the 12 items with orthogonal
rotation (varimax). When checking the normality assumption, it was seen that
Skewness and Kurtosis values for those 24 items were within the limits of £2. Some
of them were close to 1, and many of them were closer to the ideal value zero
(Tabachnick & Fidell, 2007). The scores seemed to be spread on both positive and
negative sides. Skewness and Kurtosis values for the items from 25 to 36 are
provided in Appendix D. The results of the Kolmogorov-Smirnov and Shapiro-Wilk
tests revealed that normality could not be assumed for the data set in this dimension
(p < .05). Test of normality for Kolmogorov-Smirnov and Shapiro-Wilk tests are
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displayed in Appendix D. Q-Q plots and histograms considered as important
graphical devices assessing normality were checked, and it was seen that the
normality was assumed for most of the items in the dimension. Box Plots used to
check possible outliers in the data set indicated that there were extreme scores for a
few of the items, and the rest had relatively normal distribution. To conclude, it could
be assumed that some of the tests violated normality.

The R-matrix indicating how each of the 12 items is associated with each of the
other 11 items indicated that there were two problematic cases indicating correlations
below .30. Additionally, the determinant value of R-matrix was detected for
multicollinearity, and it was .003, which was greater than 0.00001 (Field, 2009).

The Kaiser-Meyer-Olkin measure verified the sampling adequacy for the
analysis, KMO = .77, which falls into the range of good values (Field, 2009) and
ensures that the sample size is adequate for factor analysis. All KMO values for
individual items were > .69, which is above the acceptable limit of .50 (Field, 2009).
Additionally, Bartlett’s test of sphericity, ¥* (66) =1956.53, p < .00, indicated that
correlations between items were sufficiently large for factor analysis (Field, 2009).
KMO and Bartlett’s Test Results are presented in Appendix D.

An initial analysis was run to obtain eigenvalues for each factor in the data.
Three factors had eigenvalues over Kaiser’s criterion of 1 and in combination
explained 57.65% of the variance. The Scree Plot showed points of inflexion for
three factors. As Field (2009) clarifies, the communalities for the items in the
dimension were checked, the average of the communalities was .48 (5.797/24=.483),
which could mean that Kaiser’s rule might not be accurate (See Scree Plots in
Appendix D).

Two factors were requested based on the pilot work and the fact that the items
were designed to index competence-oriented and performance-oriented approaches.
After rotation, the first factor accounted for 24.51% of the variance, and the second
factor accounted for 23.80%. A cumulative of 48.31% of the variance was explained
by these two factors. Table 3.5.2 displays the number of the items and factor
loadings. Accordingly, the first factor indexing competence-oriented approach loads
most strongly on the items from 25 to 30, and the second factor indexing

performance-oriented approach loads items from 31 to 36.
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Table 3.5.2 Factor Loadings for the Rotated Factors: Priorities in Language
Learning

Factor Loadings

1 2
item 26 .769
item 25 .765
item 27 .705
item 28 .698
item 29 .641
item 30 .589
item 35 173
item 34 .740
item 31 734
item 32 .699
item 36 .631
item 33 499

The third factor analysis was conducted for the dimension of Good Language
Learners to assess its underlying structure on the 18 items with orthogonal rotation
(varimax). When checking the normality assumption, it was seen that Skewness and
Kurtosis values for those 18 items were within the limits of £2. Though many of
them were close to 1, some of them were closer to the ideal value zero (Tabachnick
& Fidell, 2007). The scores seemed to be spread on both positive and negative sides.
Skewness and Kurtosis values for the items from 37 to 54 are provided in Appendix
D. The results of the Kolmogorov-Smirnov and Shapiro-Wilk tests revealed that
normality could not be assumed for the current data set (p < .05). Test of normality
for Kolmogorov-Smirnov and Shapiro-Wilk tests are displayed in Appendix D. As
Tabachnick and Fidell (2007) suggested, the significance levels of such tests are not
as important as their actual size and the visual appearances of the distributions.
Therefore Q-Q plots and histograms considered as important graphical devices
assessing normality were checked, and it was seen that the normality was assumed
for most of the items in the dimension. However, Box Plots used to check possible
outliers in the data set indicated that there were a few extreme scores, and the rest
had relatively normal distribution. To conclude the process of normality check, it
could be assumed that some of the tests violated normality.

The R-matrix displaying how each of the 18 items is associated with each of

the other 17 items indicated that there were a few problematic cases indicating
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correlations below .30. However, the determinant value of R-matrix was detected for
multicollinearity, and it was .001, which was greater than the necessary value
0.00001 (Field, 2009).

The Kaiser-Meyer-Olkin measure verified the sampling adequacy for the
analysis, KMO = .85, which falls into the range of great values (Field, 2009) and
ensures that the sample size is adequate for factor analysis. All KMO values for
individual items were > .78, which is well above the acceptable limit of .50 (Field,
2009). Additionally, Bartlett’s test of sphericity, x> (153) =4516.66, p < .001,
indicated that correlations between items were sufficiently large for factor analysis
(Field, 2009). KMO and Bartlett’s Test Results are presented in Appendix D.

In the initial analysis, three factors had eigenvalues over Kaiser’s criterion of 1
and in combination explained 54.56% of the variance. The first factor accounted for
19.71% of the variance, the second factor accounted for 19.41%, and the third factor
accounted for 15.44%. Table 3.5.3 displays the factor loadings.

Table 3.5.3 Factor Loadings: Good Language Learners
Factor Loadings
1 2 3

item 54 135

item 51 731

item 53 128

item 52 .720

item 50 715

item 49 .628

item 46 .889

item 47 842

item 45 .819

item 44 792

item 48 567

item 43 A73

item 39 .803
item 40 .756
item 38 123
item 37 471
item 41 468
item 42 453

According to Table 3.5.3, the first factor indexing judicial learner-oriented
view loads most strongly on the last six items (from 49 to 54), the second factor
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indexing executive learner-oriented view loads most strongly on the items from 37 to
42, and the third factor indexing legislative learner-oriented view loads on the items
from 43 to 48. The Scree Plot also showed points of inflexion for four factors (see
Scree Plots in Appendix D). When the communalities for the items in the dimension
were checked, the average of the communalities was .55 (9.820/18=.546).

The last factor analysis was conducted for the dimension of Pedagogical
Inclinations in the actions set to assess its underlying structure on the 16 items with
orthogonal rotation (varimax). When checking the normality assumption, it was seen
that Skewness and Kurtosis values for those 16 items were within the limits of +1.
Though a few items were close to 1, most of them were closer to the ideal value zero
(Tabachnick & Fidell, 2007). The scores seemed to be spread on both positive and
negative sides. Skewness and Kurtosis values for the 16 items in the actions set are
provided in Appendix D. The results of the Kolmogorov-Smirnov and Shapiro-Wilk
tests revealed that normality could not be assumed for the current data set (p < .05).
Test of normality for Kolmogorov-Smirnov and Shapiro-Wilk tests are displayed in
Appendix D. As Tabachnick and Fidell (2007) suggested, the significance levels of
such tests are not as important as their actual size and the visual appearances of the
distributions. Therefore Q-Q plots and histograms considered as important graphical
devices assessing normality were checked, and it was seen that the normality was
assumed for most of the items in the dimension. However, Box Plots used to check
possible outliers in the data set indicated that there were extreme scores for two of
the items, and the rest had relatively normal distribution. To conclude the process of
normality check, it could be assumed that some of the tests violated normality.

The R-matrix showing how each of the 16 items is associated with each of the
other 15 items indicated that there were a few problematic cases indicating
correlations below .30. However, the determinant value of R-matrix was detected for
multicollinearity, and it was .03, which was greater than the necessary value 0.00001
(Field, 2009).

The Kaiser-Meyer-Olkin measure verified the sampling adequacy for the
analysis, KMO = .75, which falls into the range of good values (Field, 2009) and
ensures that the sample size is adequate for factor analysis. All KMO values for

individual items were > .67, which is above the acceptable limit of .50 (Field, 2009).
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Additionally, Bartlett’s test of sphericity, ¥* (120) =1861.38, p < .001, indicated that
correlations between items were sufficiently large for factor analysis (Field, 2009).
KMO and Bartlett’s Test Results are presented in Appendix D.

An initial analysis was run to obtain eigenvalues for each factor in the data.
Four factors had eigenvalues over Kaiser’s criterion of 1 and in combination
explained 52.54% of the variance. The Scree Plot was slightly ambiguous to interpret
as it showed points of inflexion for more factors (see Scree Plots in Appendix D).
The communalities for the items in the dimension were checked, and the average of
the communalities was .37 (5.966/16=.373), which could mean that Kaiser’s rule
might not be accurate on both grounds (Field, 2009).

Two factors were requested based on the pilot work and the fact that the items
were designed to index two constructs: traditional (conservative) pedagogy and
innovative (liberal) pedagogy. After rotation, the first factor accounted for 20.59% of
the variance, and the second factor accounted for 16.71%. A cumulative of 37.30%
of the variance was explained by these two factors. Table 3.5.4 displays the number

of the items and factor loadings for the rotated factors.

Table 3.5.4 Factor Loadings for the Rotated Factors: Pedagogical Inclinations
Factor Loadings

1 2
item 10 174
item 16 157
item 11 .680
item 15 .614
item 12 .612
item 14 .556
item 9 511
item 13 471
item 6 .620
item 3 .606
item 5 .603
item 2 .599
Item 7 .587
Item 4 567
Item 8 .523
Item 1 .468
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According to Table 3.5.4, the first factor indexing innovative (liberal)
pedagogy loads most strongly on the items from 9 to 16), and the second factor
indexing traditional (conservative) pedagogy loads items from 1 to 8. The other four
dimensions (communicative instructional planning, communicative error correction,
learner-centeredness, and personal/professional development) in the actions set were
conceptually categorized and item analyses were conducted.

3.6. Validity and Reliability

In the scope of this study, different measures were taken in order to ensure
validity and reliability. The number of the items included in the data collection
instrument was the first step, since 54 items were designed to measure language
learning cognitions and 48 items for language teaching actions. Other steps taken to
develop and finalize the data collection instrument such as consulting expert and peer
opinion, frequent revisions made by the advisor, and proofreading procedures
provided by a native speaker, all contributed to validity and reliability issues (see
section 3.4.1. Construction of Data Collection Instrument on p. 88 for details).
Getting approval from METU Human Subjects Ethics Committee added to the
validity of the inventory. In order to establish the reliability of the measurement,
open-ended items were avoided, thus the inventory included only close-ended items
which simply required the participants to choose the appropriate choice across each
statement.

As one of the most powerful sides of this study, pilot testing was conducted
twice at different times with different groups, which strengthened the scope of the
research by providing remarkable feedback each time about the instrument as well as
data collection and analysis procedures. Reliability of the instrument was ensured
through reliability analyses of Cronbach’s alpha level for each dimension in the
inventory. In addition, item analysis was conducted for each category in order to

obtain a more reliable and meaningful measurement tool.

3.6.1. Reliability Analyses of the Items in Cognitions Set
In this part, EFL instructors’ cognitions, which mean what they think of,

believe in, know about, and understand from language learning processes were
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investigated through 54 items. A Likert Scale was adopted to inquire the perceptions
in five-level from (1) strongly disagree to (5) strongly agree. Table 3.6.1 displays the

reliability of each dimension in the second section of the inventory.

Table 3.6.1 Reliability Analyses of the Dimensions in Cognitions Set

Language Learning Cognitions Cronbach’s Number of

Alpha Items

1. Linguistic Aptitude 834 24
1.1. Innatist Perspective .703 8
1.2. Interactionist Perspective 822 16
1.2.1. Informal Context-oriented View 727 8
1.2.2. Formal Context-oriented View 791 8

2. Priorities in Language Learning 738 12
2.1. Competence-oriented Approach 792 6
2.2. Performance-oriented Approach 173 6
3. Good Language Learners .867 18
3.1. Executive Learner-oriented View 842 6
3.2. Legislative Learner-oriented View 753 6
3.3. Judicial Learner-oriented View .846 6

3.6.1.1. Reliability Analyses of the Items on Linguistic Aptitude

This part was to investigate the participants’ cognitions on language learning
aptitude in terms of what psycholinguistic and cognitive processes are involved in
language learning and what conditions need to be met in order for learning processes
to be activated (Richards & Rodgers, 2001). To assess whether the items that were
summed to create the cognitions regarding linguistic aptitude formed a reliable scale,
Cronbach’s alpha was computed. The alpha for those 24 items was .83, which
indicated a good level of reliability. Those 24 items were categorized under three
dimensions: (a) items reflecting innatist perspective; (b) items reflecting the
importance of informal (natural) context; and (c) items reflecting the importance of
formal (created) context.

As the first dimension, innatist perspective focuses on the nature of the human
(language learner) and his/her inborn characteristics and sees linguistic aptitude as an
innate and fixed feature. This view was investigated through 8 items, whose
Cronbach’s alpha was calculated as .70 indicating an adequate level of reliability (see
Table 3.6.1.1.1).
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Table 3.6.1.1.1 Reliability and Item Analyses of Innatist Perspective

Cronbach’s Correlation
Innatist Perspective* Alpha if Iltem  with the Total
Deleted Score**
Al Learning a language is like learning to walk. .706 45
A2  The capacity to learn a language is inborn in 675 55
all humans.
A3  All people, regardless of intelligence, can
676 .56
learn to speak a language.
A4 Language skills are inherent in our genes. .659 .62
A5  Linguistic aptitude is fixed in humans. .640 .69
A6  The innate talent for language makes all
.654 .65
languages equally learnable.
A7  All people learn a language more or less in 680 56
the same way.
I 0,
A8  Language competence is a result of 80% 200 5

ability and 20% effort.

*Cronbach’s Alpha: .703
**Correlation is significant at the .01 level.

Item analyses were conducted on the 8 items, and it was seen that each of those
8 items was significantly correlated with the total score for innatist perspective at .01
level, and all of the correlations between the items and the total score were greater
than .45 (r =.45, r =.55, r =.56, r =.62, r =.69, r =.65, r =.56, and r =.45 respectively
for the items from Al to A8 in Table 3.6.1.1.1).

The second dimension, informal context-oriented view, emphasizes the
physical and social context in which language learning takes place as a result of the
family background and the environment outside the school. This view was
investigated through 8 items, whose Cronbach’s alpha was computed as .73
indicating a reasonable internal consistency. In the item analyses conducted on those
8 items, it was seen that each item was significantly correlated with the total score
for informal context-oriented view at .01 level, and all of the correlations between
the items and the total score were greater than .45 (r =.46, r =.54, r =.63, r =.66, r
=.66, r =.59, r =.51, and r =.59 respectively for the items from A9 to A16 in Table
3.6.1.1.2).
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Table 3.6.1.1.2 Reliability and Item Analyses of Informal Context-oriented View

Cronbach’s Correlation

Informal Context-oriented View* Alpha if Iltem  with the Total
Deleted Score**
A9  Language is learned subconsciously within
722 46
a natural context.
Al10 It is better to learn a foreign language in a
country where it is spoken as an official .706 54
language.
All The more social connections the learners
have, the better they learn a foreign .678 .63
language.
Al12 Linguistic aptitude is in constant interplay 674 66
with the social class the learner belongs to. ' '
Al3 Learners’ performance in language learning
depends on home environment and family .673 .66
background.
Al4 Language aptitude is highly related to a
strong parental interest, attention and .697 .59
support.
Al15 Learnability of a language depends on
comprehensible input taken in sufficient 701 51
quantities.
Al16 Learners construct their linguistic
knowledge on the basis of societal 686 59

background and interactional opportunities
in real life.

*Cronbach’s Alpha: .727
**Correlation is significant at the .01 level.

The third dimension, formal (created) context-oriented view, attaches
importance to the learning processes occurring in school context and within
consciously created classroom environment. This view was investigated through 8
items, whose Cronbach’s alpha was .79, which indicated that the items form a scale
that has a reasonable internal consistency. As for the item analyses of those 8 items,
each items was significantly correlated with the total score for formal context-
oriented view at .01 level, and all of the correlations between the items and the total
score were greater than .50 (r =.53, r =.58, r =.64, r =.70, r =54, r =.71, r =.69, and r
=.66 respectively for the items from A17 to A24 in Table 3.6.1.1.3).
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Table 3.6.1.1.3 Reliability and Item Analyses of Formal Context-oriented View

Cronbach’s Correlation
Formal Context-oriented View* Alpha if Iltem  with the Total
Deleted Score**
Al17 Consciously created academic contexts
facilitate a better process for language .790 .53

learning.

Al18 School context, where language learning
takes place, directly affects learners’ 776 .58
language aptitude.

A19 Linguistic competence is highly related to a
positive and encouraging classroom 763 .64
atmosphere.

A20 The teacher’s approach and attitude has the
greatest influence on a learner’s linguistic 152 .70
aptitude.

A21 Language learning occurs best when
learners learn from each others by .783 54
interacting freely.

A22 A remarkable and intensive educational
program has the central role in shaping 749 71
learners’ language learning.

A23 The quality of the materials used in class is

the key factor to learn a language 754 .69
efficiently.

A24  Improved teaching techniques makes the
learners learn a language faster and to a .760 .66

greater degree.

*Cronbach’s Alpha: .791
**Correlation is significant at the .01 level.

3.6.1.2. Reliability Analyses of the Items on Priorities in Language Learning
This part aimed to investigate the participants’ cognitions on priorities in
language learning, which stands for the areas/skills that are attached more
importance to when learning a language. To assess whether the items that were
summed to create the cognitions on priorities in language learning formed a reliable
scale, Cronbach’s alpha was computed. The alpha for those 12 items was .74, which
indicated an adequate level of reliability. Those 12 items were divided into two
dimensions: (a) items representing competence-oriented approach; and (b) items

representing performance-oriented approach.
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Competence-oriented approach sees the language as a system of linguistic
elements and as the target of learning, and therefore gives more emphasis to knowing
something about the language. The reliability of the 6 items representing
competence-oriented approach was calculated as .79, which indicated a reasonable
internal consistency. ltem analyses also indicated that each of the 6 items was
significantly correlated with the total score at .01 level, and all of the correlations
between the items, and the total score were greater than .60 (r =.73, r =.74, r =.70, r
=.69, r =.67, and r =.64, respectively for the items from B1 to B6 in Table 3.6.1.2.1).

Table 3.6.1.2.1 Reliability and Item Analyses of Competence-oriented Approach

Cronbach’s Correlation
Competence-oriented Approach* Alpha if Iltem  with the Total
Deleted Score**

B1 Understanding grammatical rules of the
target language is the primary goal of 744 73
language learning.

B2 Language learning requires a detailed
presentation of a set of consciously learned 742 74
grammatical structures.

B3 The basic indication of language proficiency
is to be able to translate from one language 754 .70
into another easily.

B4 Literary language is superior to spoken

| .756 .69

anguage.

B5 The preliminary skills to be developed in 768 67
language learning are reading and writing. ' '

B6 Language proficiency means using language 779 64

forms appropriately.

*Cronbach’s Alpha: .792
**Correlation is significant at the .01 level.

Performance-oriented approach sees the language as a vehicle for the
realization of interpersonal relations and emphasizes the communicative function of
the language. The reliability of the 6 items representing performance-oriented
approach was calculated as .77, which indicated a reasonable internal consistency.
Item analyses conducted on those 6 items indicated that each item was significantly

correlated with the total score at .01 level, and all of the correlations between the
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items and the total score were greater than .45 (r =.74, r =.67, r =.49, r =.73, r =.78,
and r =.64, respectively for the items from B7 to B12 in Table 3.6.1.2.2).

Table 3.6.1.2.2 Reliability and Item Analyses of Performance-oriented Approach

Cronbach’s Correlation
Performance-oriented Approach* Alpha if ltem  with the Total
Deleted Score**

B7  Itis necessary to teach language learners
speaking skills before they acquire 123 74
grammar and vocabulary.

B8  Language learning requires an intense

- 739 .67
exposure to spoken communication.

B9  Language proficiency is reflected best in
real-life situations in which target 775 49
language is used effectively.

B10 Language is primarily speech. 123 73

B11 Language learners need to master listening
and speaking skills before they begin to .705 .78
read and write.

B12 Itis more important for language learners
to focus on what they are trying to say 755 .64
than how to say it.

*Cronbach’s Alpha: .773
**Correlation is significant at the .01 level.

3.6.1.3. Reliability Analyses of the Items on Good Language Learners

This part had the purpose of investigating the participants’ cognitions about
good language learners through 18 items. To assess whether the items formed a
reliable scale, Cronbach’s alpha was computed as .87, which indicated a high internal
consistency. Those 18 items were categorized under three dimensions: (a) items
favouring executive learners; (b) items favouring legislative learners; and (c) items
favouring judicial learners.

Regarding the first category, the reliability of the 6 items reflecting the
perceptions favouring executive learners was .84, which indicated a high level of
reliability. Item analyses indicated that each item was significantly correlated with

the total score at. 01 level, and all of the correlations between the items and the total
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score were greater than .55 (r =56, r =78, r =79, r =85, r =.84, and r =.64
respectively for the items from C1 to C6 in Table 3.6.1.3.1).

Table 3.6.1.3.1 Reliability and Item Analyses of Executive Learner-oriented View

Cronbach’s Correlation
Executive Learners* Alpha if Iltem  with the Total
Deleted Score**
Cl1 ... listen carefully to directives of their 844 56
teachers.
C2 ... work better on tasks with clear 797 78
instructions and established guidelines. ' '
C3 ... are safer with activities in which it is
clear what role they must play or in what .793 .79
way they should participate.
C4 ... like projects with clear structures and
. . 776 .85
pre-determined aims and goals.
C5 ... tryto learn a topic whose priorities and
o . 779 .84
steps are provided in detail.
C6 ... adopt the views their teachers believe to 854 64

be correct on a language point.

*Cronbach’s Alpha: .842
**Correlation is significant at the .01 level.

For the second category, the reliability of the 6 items reflecting the perceptions
favouring legislative learners was .75, which indicated an adequate level of
reliability. Item analyses indicated that each item was significantly correlated with
the total score at. 01 level, and all of the correlations between the items and the total
score were greater than .50 (r =50, r =70, r =73, r =75, r =.64, and r =.66
respectively for the items from C7 to C12 in Table 3.6.1.3.2).

Concerning the last category, the reliability of the 6 items reflecting the
perceptions favouring judicial learners was .85, which indicated a high level of
reliability. Item analyses indicated that each item was significantly correlated with
the total score at. 01 level, and all of the correlations between the items and the total
score were greater than .65 (r =69, r =77, r =77, r =76, r =74, and r =74
respectively for the items from C13 to C18 in Table 3.6.1.3.3).
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Table 3.6.1.3.2 Reliability and Item Analyses of Legislative Learner-oriented View

Cronbach’s Correlation

Legislative Learners* Alpha if Iltem  with the Total
Deleted Score**

C7 ... take responsibility for their own learning. 749 .50

C8 ... work better on language tasks that require 703 70

creative strategies.

C9 ... are more comfortable with activities that
. ) .690 73

allow them to do things their own way.

C10 ... like open-ended and flexible assignments
when they decide for what to do and how to .680 75
do it.

C11 - try to learn a topic that they believe is 294 64
important.

C12 ... develop their own criteria for correctness 738 66

on a language point.

*Cronbach’s Alpha: .753
**Correlation is significant at the .01 level.

Table 3.6.1.3.3 Reliability and Item Analyses of Judicial Learner-oriented View

Cronbach’s Correlation
Judicial Learners* Alpha if Iltem  with the Total
Deleted Score**
C13 ... know to criticize the way the teachers 899 69
teach.
Cl1l4 ... work better on language tasks that
- .793 A7
allow for their judgment.
C15 ... are happier with activities in which they
can review and compare different points of 794 7
views.
C16 ... like projects that enable them to
analyze, judge, and evaluate things and .796 .76
ideas.
C17 ... evaluate and judge the performance of
.803 74
other people and each other.
C18 ... question explanations even from 815 24

language experts.

*Cronbach’s Alpha: .846
**Correlation is significant at the .01 level.
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3.6.2. Reliability Analyses of the Items in Actions Set

In this section, EFL instructors’ actions, which refer to the tasks they do for
their instructional practices, were investigated through 48 items in the following
dimensions: Traditional (Conservative) Pedagogy; Innovative (Liberal) Pedagogy;
Communicative Practices in Curriculum Planning; Communicative Practices in Error
Correction; Learner-centeredness; and Personal and Professional Development. A
Rating Scale was adopted to inquire self-reported actions in five-level from (1) Never
to (5) Always. Table 3.6.2 displays the reliability of the dimensions in the third
section of the inventory.

Table 3.6.2 Reliability Analyses of the Dimensions in Actions Set

Language Teaching Actions Cronbach’s Number of

Alpha Items
1. Traditional (Conservative) Pedagogy 717 8
2. Innovative (Liberal) Pedagogy 778 8
3. Communicative Instructional Planning .823 8
4. Communicative Error Correction .830 8
5. Learner-centeredness 789 8
6. Personal and Professional Development 761 8

The first dimension, traditional (conservative) pedagogy, stands for the
practices reflecting traditional ways with existing rules and procedures in language
teaching. The reliability of the items reflecting traditional (conservative) actions was
.72, indicating an adequate level of reliability. Item analyses were conducted on the 8
items hypothesized to assess traditional actions, and each item was significantly
correlated with the total score at .01 level. All the other correlations between the
items and the total score were greater than .45 (r =.45, r =.61, r =.57, r =52, r =.62, r
=.64, r =.61, and r =.55 respectively for the items from D1 to D8 in Table 3.6.2.1.).

The second dimension, innovative (liberal) pedagogy, stands for the practices
reflecting innovative ways with liberal procedures in language teaching. The
reliability of the items reflecting innovative actions was .78, which indicated a
reasonable reliability. Item analyses indicated that each item was significantly
correlated with the total score at .01 level, and all the other correlations between the
items and the total score were greater than .50 (r =.52, r =.71, r =.66, r =.63, r =.55, r
=.60, r =.62, and r =.68 respectively for the items from E1 to E8 in Table 3.6.2.2.).
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Table 3.6.2.1 Reliability and Item Analyses of Traditional (Conservative) Pedagogy

Cronbach’s Correlation
Traditional (Conservative) Pedagogy* Alpha if Iltem  with the Total
Deleted Score**
D1 1 organize teaching situations where I can
. ! .708 45
follow a pre-determined routine.
D2 | follow standard lesson planning rules
. .682 .61
based on certain norms.
D3 | employ textbooks approved by the school
administration and committee as the best 691 57
resources for teaching.
D4 | follow the essentials in the foreign
language teaching curriculum of the school .696 .52
| teach.
D5 | choose testing as the basic key to obtain
. . ; 682 .62
information about my students’ progress.
D6 | rely on teaching guidelines containing
step-by-step strategies during in-class 677 .64
implementation.
D7 linclude language teaching tasks that
follow similar rules and procedures to those 679 .61
previously/traditionally used.
D8 | require my students to apply a pre-set
language rule to the examples they are .698 .55

given in a deductive way.

*Cronbach’s Alpha: .717
**Correlation is significant at the .01 level.

Table 3.6.2.2 Reliability and Item Analyses of Innovative (Liberal) Pedagogy

Cronbach’s Correlation
Innovative (Liberal) Pedagogy* Alpha if Item  with the Total
Deleted Score**
E1 | setgoals and objectives without norms but
. - .765 52
high flexibility.
E2 | organize teaching situations where I can try
. : 728 71
new ways of doing things.
E3 Itry lesson planning in new ways not used
. 737 .66
by others in the past.
E4  Each year | select brand new materials to 748 63

teach my courses.
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Table 3.6.2.2 (continued)

E5 | prepare language tasks that involve novelty

and ambiguity. 762 .55

E6 | offer flexible schedules and adjustable
programs.

.753 .60

E7 | make use of alternative assessments (such
as portfolios, learning logs, diaries, etc.) to 753 .62
observe my students’ progress.

E8 | make use of imagination and creativity in

implementing teaching strategies. 753 68

*Cronbach’s Alpha: .778
**Correlation is significant at the .01 level.

The third dimension consisted of actions reflecting communicative practices in
instructional planning. The overall reliability of those items was .82, which indicated
a good level of reliability. Item analyses indicated that each item was significantly
correlated with the total score at .01 level, and all the other correlations between the
items and the total score were greater than .60 (r =.60, r =.73, r =.72, r =.67, r =.69, r
=.66, r =.61, and r =.61 respectively for the items from F1 to F8 in Table 3.6.2.3.).

Table 3.6.2.3 Reliability and Item Analyses of Communicative Instructional Planning

Cronbach’s Correlation
Communicative Instructional Planning* Alpha if Iltem  with the Total
Deleted Score**
F1 I avoid a syllabus making my students
memorize newly-acquired words and .804 .60
structures.
F2 1 organize my lessons around conversational
activities and situation-based (thematic) 172 73
tasks.
F3 I focus on the process of communication
773 72
rather than the mastery of language forms.
F4 | provide my students with meaningful
) S . 782 .67
practice rather than insignificant repetition.
F5 | foster my students to become fluent in the
target language through communicative 179 .69
tasks.
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Table 3.6.2.3 (continued)

F6 I avoid constructing my lessons on
structural patterns and explicitly presented 784 .66
grammar rules.

F7 1| keep away from a syllabus which is

composed of linguistic structures. 795 61

F8 I plan to use the target language outside the
classroom when interacting with my .806 .61
students to foster their language acquisition.

*Cronbach’s Alpha: .823
**Correlation is significant at the .01 level.

The fourth dimension consisted of actions reflecting communicative practices
in error correction. The overall reliability of those items was .83, which indicated a
good level of reliability. Item analyses conducted on these 8 items indicated that each
item was significantly correlated with the total score at .01 level, and all the other
correlations between the items and the total score were greater than .60 (r =.60, r
=.65, r =.66, r =.74, r =.68, r =.69, r =.68, and r =.68 respectively for the items from
G1to G8in Table 3.6.2.4.).

Table 3.6.2.4 Reliability and Item Analyses of Communicative Error Correction

Cronbach’s Correlation
Communicative Error Correction* Alpha if Iltem  with the Total
Deleted Score**
G1 | keep silent and observe my students when
they are producing the language in early .826 .60
stages.
G2 lignore oral errors that language learners
make and try to understand what they are 814 .65
saying.
G3 I allow my students to learn from each
L : 811 .66
other’s mistakes through peer correction.
G4 | let my students interact freely without the
.798 74
concern of accuracy.
G5 I allow my students’ to learn from their own
. : .808 .68
mistakes through self-correction.
G6 | permit my students to make errors in early 805 69

stages to encourage them speak well later.
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Table 3.6.2.4 (continued)

G7 I promote my students’ using a fluent
language rather than a correct or accurate .807 .68
language.

G8 I allow my students to say anything in the
target language no matter whether they say 810 .68
it correctly or not.

*Cronbach’s Alpha: .830
**Correlation is significant at the .01 level.

The fifth dimension consisted of actions reflecting learner-centeredness. The
reliability of the 8 items representing learner-centred actions was .79, which
indicated a reasonable internal consistency. In the item analyses conducted on these 8
items, it was seen that each item was significantly correlated with the total score at
.01 level, and all the other correlations between the items and the total score were
greater than .50 (r =.69, r =59, r =72, r =.67, r =.66, r =.60, r =53, and r =57
respectively for the items from H1 to H8 in Table 3.6.2.5.).

The last dimension consisted of items reflecting personal and professional
development actions. The reliability of the 8 items representing personal and
professional development actions was .76, which indicated a moderate reliability.
Item analyses conducted on the 8 items indicated that each item was significantly
correlated with the total score at .01 level, and all the other correlations between the
items and the total score were greater than .45 (r =.61, r =.51, r =.48, r =.66, r =.65, r
=.67, r =.64, and r =.63 respectively for the items from I1 to 18 in Table 3.6.2.6.).

Table 3.6.2.5 Reliability and Item Analyses of Learner-centeredness

Cronbach’s Correlation
Learner-centeredness™ Alpha if Iltem  with the Total
Deleted Score**

H1 | take my students’ needs and interests into
account when | am planning and organizing 741 .69
the materials or resources.

H2 | adjust my instructions and explanations to

my students’ needs and levels. 158 .59

H3 I examine my students’ characteristics and

individual differences closely. 734 72
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Table 3.6.2.5 (continued)

H4  1tryto find a way to reach even the most
s . 745 .67
difficult learners in my classrooms.
H5  Ikeep careful records of my students’ 754 66
language learning progress. ' '
H6 | listen attentively to my students for any
: . 757 .60
matter in and outside the classroom.
H7 1 let my students choose their own activities 779 53
and decide what they want to do in class. ' '
H8 I carry out responsibilities for the social and
74 o7
cultural development of my students.
*Cronbach’s Alpha: .789
**Correlation is significant at the .01 level.
Table 3.6.2.6 Reliability and Item Analyses of Personal and Professional
Development
Cronbach’s Correlation
Personal and Professional Development™ Alphaif Item  with the Total
Deleted Score**
11 1 personally read magazines, newspapers,
S 731 61
novels, or stories in the target language.
12 1 watch the films or TV in the target language
. . 751 51
without subtitles.
I3 I look up the dictionary for the meaning of an
761 A48
unknown word | encounter.
14 | search for the meaning of different idioms 799 66
that are used by the native speakers. ' '
I5 1 go on getting the knowledge of general
linguistic theories for my professional 127 .65
development.
16 1 work cooperatively with professional
colleagues by sharing my observation and 718 .67
experiences in language teaching.
I7 1 reflect personally on my performance for my
725 .64
self- development.
I8 I contribute to school activities such as
meetings, in-service training, materials 736 .63

preparation sessions, etc.

*Cronbach’s Alpha: .761
**Correlation is significant at the .01 level.
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3.7. Ethical Issues

As to the issue of ethics, the research proposal of the study together with the
sample inventory and all the other necessary documents were submitted to METU
Human Subjects Ethics Committee, and the required approval was obtained in order
to start the data collection processes. In this line, there was not any physical harm to
any stakeholders taking part in the study. When anyone of the participant was
unwilling to fill in the inventory, they were not forced. In order to keep the ‘privacy’
principle, the participants responding to the inventory were not required to provide
their names in the forms. It was made certain that there would not be any sharing of
the private data obtained in the study, no one would have any chance to access the
data, and the study was going to be reported confidentially without any deception.
Apart from these, there was not any particular risk under which they were forced.
Participants were fully informed about the purpose and the scope of the study that
would be for the use of others in the future. The research was done in naturalistic
conditions. All the informants were informed clearly and explicitly about the study

and the process to be followed.

3.8. Data Collection Procedures

After finalizing the inventory and determining the study group, an official
permission to administer the inventory was taken from each higher education
institution in Ankara, except for METU. Approval of METU Human Subjects Ethics
Committee was found to be sufficient for the administration by the administrative
authorities at METU. However, all the other institutions required a separate
application procedure for the administration enclosed with a permission request
letter, a copy of the research proposal, and a sample of the data collection tool, as
each institution has unique procedures and formalities. It took two to three weeks to
get the necessary official permission from each university.

When the official permission was received, information about the number of
the EFL instructors teaching at each institution was obtained from the administrative
authorities of the institutions. Reaching EFL instructors working in 15 different
higher education institutions in Ankara also became possible with the help of the

administrative authorities in the schools/departments of foreign languages in each
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university. In some universities, the researcher attended department meetings, which
made it possible to see all EFL instructors within the institution at one time and ask
them to fill in the inventory. In other universities, the researcher had to ask individual
instructors during coffee or lunch breaks in corridors, in personal offices, or in staff
rooms to fill in the inventory. Table 3.9 shows the schedules of visits to the
universities in order to administer the inventory, the number of the invited and

responding sample from each institution, and the response rates.

Table 3.9 Schedules of Visits to Universities and Response Rates

L Invited Responding Response

Date University Sample Sample Rate (%)
March 18, 2013 Ankara Univ. 170 59 34.71
March 25, 2013 Atilim Univ. 80 64 80
March 29, 2013 Bagkent Univ. 80 45 56.25
April 8, 2013 Bilkent Univ. 150 62 41.33
March 29, 2013 Cankaya Univ. 50 29 58
May 30, 2013 Gazi Univ. 170 41 24.11
March 11, 2013 Hacettepe Univ. 170 123 72.35
May 16, 2013 Ipek Univ. 10 3 30
March 18, 2013 METU 180 49 27.22
March 11, 2013 TED Univ. 20 20 100
May 17, 2013 THK Univ. 10 5 50
April 9, 2013 TOBB ETU 40 29 72.5
May 3, 2013 Turgut Ozal Univ. 30 21 70
May 3, 2013 Ufuk Univ. 20 20 100
Aprill9, 2013 Yildirim Beyazit Univ. 70 36 51.43

Total 1250 606 48.48

3.9. Data Analysis Procedures

As the purpose of the study was to determine the characteristics pertaining to
cognitions and actions of the participants as well as to examine factors affecting
those cognitions and actions, descriptive and inferential statistics were used to
analyze quantitative data collected though closed-ended items. The responses were
summarized in frequency distribution tables, and the findings were organized on the
basis of percentages, means, standard deviations calculated for each item.
Percentages of responses for each item contributed to interpretation of the situation
that the study aimed to investigate. Furthermore, inferential statistics, like t-tests,

ANOVAs, and Pearson Correlation Coefficients were carried out to investigate
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whether the differences among the groups of EFL Instructors by background factors
were statistically significant. “F”, “t”, and “p” values were presented in tables. After
ANOVAs, necessary multiple comparisons as “post-hoc” tests were administered.
The follow up test Dunnett C was conducted to evaluate the differences among the
means. The reason for selecting Dunnett C was that the equal variances were not
assumed. The confidence levels of t-tests and ANOVAs were established as p<.05
and p<.01 based on a particular analysis in order to reduce Type | error. Apart from
those, a Canonical Correlation was conducted to find an answer to the fifth research
question aiming to explore the patterns of the relationships between language
learning cognitions and language teaching actions.

When performing analyses, necessary assumptions were checked. For the
Pearson correlation coefficient, two assumptions underlying the significance test
were checked: (a) the bivariate normality assumption that meets the condition that
the variables are bivariately normally distributed through an examination of a
scatterplot of the data points; and (b) the independence assumptions meaning that the
cases represent a random sample from the population and the scores on variables for
one case are independent of scores on these variables for other cases. When several
correlations were computed, it was considered to adopt a corrected significance level
to minimize the chances of making a Type | error through the Bonferroni approach,
which requires dividing .05 by the number of computed correlations.

In relation to the independent-samples t tests, three assumptions underlying the
significance test were checked: (a) the test variable is normally distributed in each of
the two populations as defined by the grouping variable; (b) the variances of the
normally distributed test variable for the populations are equal through Levene’s test
for equality of variances; and (c) the independence assumptions meaning that the
cases represent a random sample from the population and the scores on variables for
one case are independent of scores on these variables for other cases.

Regarding the analysis of variance, three assumptions underlying the
significance test were checked: (a) the dependent variable is normally distributed in
each of the two populations as defined by the different levels of the factor; (b) the
variances of dependent variable are same for all populations through Levene’s test

for equality of variances; and (c) the independence assumptions meaning that the
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cases represent random samples from the populations and the scores on the test
variable are independent of each other.

For the canonical correlation, linearity between each variable as well as
between the wvariables and the linear composites; multivariate normality;

homoscedasticity; and multicollinearity were evaluated.

3.10. Limitations of the Study

One obvious limitation of the study was about the internal validity, which is
‘history threat’. Fifteen different higher education institutions composed the
participants of the study; however, access to each university after necessary
permission procedures and formalities required about 10 weeks in total, which is a
long time. This fact brings history threat onto surface. Secondly, another possible
threat was location threat. Different locations and different institutional contexts
might have affected the results in responses to the inventory. An instrumentation
effect appeared as another problem in some occasions of the administration, when
the researcher had to wait for the end of the department meetings to apply the
inventory or for the coffee breaks or lunchtime. Hence, the respondents of the
inventory might have been tired and rushed in responding to the items.

Apart from those, there were limitations rooted in the data collection tool. The
first one is about the actions’ being investigated through reported statements, not
through observations. Because of the research design, the participants’ language
teaching practices could have been measured only through reported actions. Another
limitation was related to the language of the inventory. Although the participants
were assumed to be the proficient users of English as language teachers, they did not
respond to the inventory in their native language. This was thought to be a limitation.
In addition, the study was limited to the scope of the concepts and dimensions
included in the data collection instrument even though it was an outcome of a long
and detailed development process. Lastly, there were limitations arising from the
reliability analyses of the items in the inventory. Though most of the items met most
of the criteria in terms of reliability and correlation with the total score within the
dimensions, there appeared cases indicating minimally adequate reliabilities and low

correlations. This should be added as a limitation, as well.
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Last of all, there is limitation placed upon by the study group. As the study did
not adopt a random sampling strategy, the generalization was limited. Even though
Ankara represents the general higher education profile in Turkey, having both private
and public universities founded recently or long ago, it ought to be admitted that the

findings of the study were rather difficult to generalize to the whole country.
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CHAPTER IV

RESULTS

In this chapter, the findings obtained from the responses given to EFLICAI
(EFL Instructors’ Cognitions and Actions Inventory) are presented under the
following headings: (1) background of the participants, (2) descriptive results
regarding cognitions, (3) inferential analyses of the cognitions by background
variables, (4) descriptive results regarding actions, (5) inferential analyses of the
actions by background variables, and (6) results regarding canonical correlation

analysis between cognitions and actions.

4.1. Background of the Participants
This section provides demographic information about and academic

background of the participants.

4.1.1. Demographic Information about the Participants

Table 4.1.1 presents demographic information about the participants in the
study. In the first two questions, the participants were asked about age and teaching
experience in terms of years. 224 of the participants did not respond to the item
asking for their age. Among the rest (N=382), the age of the participants ranged from
22 to 60 with the mean 33. The mode in the age group was 27 with the highest
frequency (F=34). Regarding their age, the participants were divided into four
groups: (a) 22 to 20 year-olds (N=182, 47.6%); (b) 31 to 40 year-olds (N=137,
35.9%); (c) 41 to 50 year-olds (N=51, 13.6%); and (d) 51 to 60 year-olds (N=11,
2.9%). These results also indicated that almost half (48%) of the participants were 30
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and below, and 36% were between 31 and 40. However, only 16% of them were
from 41 to 60.

Table 4.1.1 Demographic Information about the Participants

Background Variables Groups F %
Age 22 t0 30 182 47.6
31040 137 35.9
411050 51 13.6
51to 60 11 2.9
N=382*
Teaching Experience 1to5 129 33.7
6to 10 103 26.9
11to 20 120 313
21t0 33 31 8.1
N=383*
Workplace State University 308 50.8
(Type of Institution) Private University 298 49.2
N=606
YDS Score 8010 90 34 11.3
91to 95 139 46.2
96 to 100 128 42.5
N=301*
TOEFL Score 88 to 107 25 53.2
108 to 119 22 46.8
N=47*

*N for each item varies due to missing responses.

In relation to the teaching experience, 383 of the participants responded to the
item, and it was seen that their experiences ranged from 1 to 33 years. The mean for
teaching experience was 10, and the mode was 2 with the highest frequency (F=32).
Regarding their teaching experience in terms of years, the participants were divided
into four groups: instructors having (a) 1 to 5 years of experience (33.7%); (b) 6 to
10 years of experience (26.9%); (c) 11 to 20 years of experience (31.3%); and (d) 21
to 33 years of experience (8.1%). In other words, over 60% of the participants had 1
to 10 years of teaching experience, and 34% had at least 1 to 5 years of experience.

The participants of the study consisted of 606 EFL instructors who were

teaching at 15 different universities in Ankara, and thus represented 5 state and 10
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private universities in Ankara. 51% of the participants were teaching at state
universities, whereas the rest (49%) were teaching at private institutions.

The participants were also asked to write their scores in one of the national or
international language examinations indicating their language proficiency. Not all of
the participants responded to this item. 301 of the participants indicated their YDS
(Foreign Language Examination) scores and 47 of the participants indicated their
TOEFL (Test of English as a Foreign Language) scores. The participants’ YDS
scores ranged from 80 to 100 with the mean 94.5 and the mode 95. The responses
showed that 95.7% of the participants had a YDS score 90 and over, and more than
half (56.5%) of the participants had a YDS score 95 and over. In the same way, the
participants’ TOEFL scores ranged from 88 to 119 with the mean 106 and the mode
111. 53% of the participants had a TOEFL score between 88 and 107, and the rest
(47%) had a TOEFL score between 108 and 119.

4.1.2. Academic Background of the Participants

This section provides information about the participants’ academic
background, which was investigated with a couple of items. Firstly, the participants
were questioned about their undergraduate education. Almost half (49.5%) of the
participants studied their bachelor’s at ELT (English Language Teaching)
departments; whereas the rest (50.5%) of the participants graduated from other
language-related academic programs such as English Language and Literature
(26.2%); English Linguistics (9.6%); American Culture and Literature (8%); and
English Translation and Interpretation (5.2%). These percentages also indicated that
half (49.5%) of the participants were the graduates of Education Faculties and the
other half (50.5%) graduated from other faculties (Non-education Faculties). When
the participants were asked whether they had a pedagogical formation certificate or
not, it was seen that approximately one-fourth (25.6%) among the graduates of Non-
education Faculties did not have a pedagogical formation certificate. Totally, 12.8%
of all participants were teaching without a pedagogical formation certificate (see
Table 4.1.2).

When they were asked about the university they graduated from, it was seen

that the participants represented 38 (national/international) higher education
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institutions in Turkey and other countries. The highest percentages were from:
Hacettepe University (37.8%); Middle East Technical University (25.3%); Ankara
University (8.9%); Gazi University (6.3%); Bosphorus University (3.1%) and
Bilkent University (3.1%). The rest 16% graduated from 32 different universities, list
of which is provided in Appendix E.

Table 4.1.2 Academic Background of the Participants

Background Variables Groups F %
Institution at Ankara University 34 8.9
Undergraduate Education  Bilkent University 12 3.1
Gazi University 24 6.3
Hacettepe University 145 37.8
METU 97 25.3
Bosphorus University 12 3.1
Other Universities 60 15.6
N=384*
Study Field at Education 191 49.5
Undergraduate Education ~ Non-education 195 50.5
N=386*
Academic Program at English Language Teaching 191 49.5
Undergraduate Education ~ English Language and Lit. 101 26.2
Linguistics 37 9.6
American Culture and Lit. 31 8.0
Translation and Interpretation 20 5.2
N=380*
Having a Pedagogical Yes 334 87.2
Formation Certificate No 49 12.8
N=383*
Holding Yes 242* 62.7
a Master’s Degree No 144 37.3
N=386
Institution at Ankara University 26 12.6
Graduate Education Bilkent University 26 12.6
Hacettepe University 46 22.2
METU 74 35.7
Other Universities 35 16.9
N=207*
Study Field at Education 134 59.8
Graduate Education Non-education 90 40.2
N=224*
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Table 4.1.2 (continued)

Academic Program at English Language Teaching 88 39.3
Graduate Education Educational Sciences 46 20.5
English Language and Lit. 35 15.6
Linguistics 17 7.6
American Culture and Lit. 9 4
Translation and Interpretation 6 2.7
Other Programs 23 10.3
N=224*
Holding/Pursuing Yes 39 10.1
a PhD Study No 347 89.9
N=386*

*N for each item varies due to missing responses or the items’ being not applicable
for some participants.

As for their graduate education, the participants were asked whether they held
a master’s degree or not, which was responded by 386 participants. Among them,
62.7% held a master’s degree (N=242) and 37.3% did not (N=144). Upon
investigating the field of study in their graduate programs, it was seen that 39.3% had
studied at an ELT program; 15.6% at English Language and Literature; 7.6% at
English Linguistics; 4% at American Culture and Literature; 2.7% at English
Translation and Interpretation; and 20.5% at Educational Sciences including fields
like curriculum studies, educational administration, measurement and evaluation,
human resources in education, teacher education, special education, educational
psychology, etc. The rest 10.3% held a master’s degree in other fields such as gender
studies, media studies, sociology, international relations, etc. According to these
findings, among the participants holding a master’s degree, 60% received their
degrees from the field of education. When they were asked about the institution from
which they received their master’s degree, it was seen that 35.7% of them received
their degrees from METU; 22.2% from Hacettepe University, 12.6% from Bilkent
University; and 12.6% from Ankara University. The rest 17% did their master’s in 15
different universities, list of which is provided in the Appendix E.

Lastly the participants were asked whether they held or were pursing a PhD.
10% of them responded as ‘YES’ and the rest 90% as ‘NO’ (see Table 4.1.2). Among
the participants pursing or holding a PhD, 21.6% of them studied or was studying at
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ELT; 27% at English Language and Literature; 13.5% at Linguistics; and 35.1% at
Educational Sciences. The rest (2.7%) studied / was studying at other fields. These
percentages indicated that 56.8% of the participants’ PhD studies were related to
education and the rest’s (43.2%) to other fields

To summarize the characteristics of the participants, it could be said that the
study group has been a sufficient representative of higher education profile in
Turkey, having instructors form both private and public universities which have
started to offer education recently or were established long ago. The census
participated in the study consisted of 606 EFL instructors teaching in 15 different
higher education institutions of Ankara, which indicated that almost half of all the
EFL instructors in Ankara took part in this research. One half of the participants were
from state and the other half was from public institutions. Another point was that
over 60% of the participants held a Master’s degree and 10% held or was pursuing a
PhD. Gender issue was not given a due consideration in the actual study as the
percentage of the male participants was around 7% in the first pilot work and 11% in
the second pilot work. It could be said that EFL teaching positions were mostly

occupied by female instructors.

4.2. Descriptive Results regarding EFL Instructors’ Cognitions

This section provides descriptive information about the first research question
that focused on the participant instructors’ cognitions specifically in relation to
linguistic aptitude, priorities in language learning, and good language learners, which
were investigated through 54 items and presented through means, standard
deviations, frequencies, and percentages. The tendencies among the responses were
interpreted through mean values and the ratings in the options from (5) Strongly
Agree to (1) Strongly Disagree for each item. The mean value of a particular
dimension was computed by summing up the responses of all the items of that

dimension and dividing the sum by the number of the items in the same dimension.

4.2.1. EFL Instructors’ Cognitions on Linguistic Aptitude
As the first dimension of the first research question, the participant instructors’

cognitions about linguistic aptitude were investigated through 24 items under two
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main categories: (a) innatist and (b) interactionist perspectives. As Table 4.2.1
displays, the mean values of the categories indicated that the participants were more
inclined to the interactionist perspective (M=3.82) compared to their tendencies
towards the innatist perspective (M=3.23). This finding indicated that the EFL
instructors tended to believe in the power of the interactions between the learner and

the environment when learning a language.

Table 4.2.1 EFL Instructors’ Cognitions on Linguistic Aptitude

Linguistic Aptitude M* SD N
Innatist Perspective 3.23 .66 560
Interactionist Perspective 3.82 .97 557

*1t was computed by summing up the responses of all the items and dividing the sum
by the number of the items within a category.

4.2.1.1. Cognitions reflecting Innatist Perspective

The first category of linguistic aptitude included the cognitions reflecting the
innatist perspective. As Table 4.2.1.1 demonstrates, most of the participants tended
to believe that: the capacity to learn a language is inborn in all humans (M=3.86);
language skills are inherent in our genes (M=3.65); all people, regardless of
intelligence, can learn to speak a language (M=3.61); and learning a language is like
learning to walk (M=3.60). On the other hand, they rarely tended to agree that
language competence is a result of 80% ability and 20% effort (M=2.64), and all
people learn a language more or less in the same way (M=2.35).

Table 4.2.1.1 Cognitions reflecting Innatist Perspective

Items % M SD N

SD D U A SA
36 71 218 345 33 386 1.07 563

The capacity to learn a language
is inborn in all humans.

Language skills are inherent in
our genes.

4 107 252 36.6 235 3.65 107 599

All people, regardless of
intelligence, can learn to speaka 4 12 256 36 224 3.61 108 598
language.
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Table 4.2.1.1 (continued)

Learning a language is like

. 85 78 236 356 245 3.60 1.18 551
learning to walk.

Linguistic aptitude is fixed in

135 17.3 257 279 156 3.15 126 591
humans.

The innate talent for language
makes all languages equally 118 224 253 26 145 3.09 124 560
learnable.

Language competence is a result

of 80% ability and 20% effort. 18.1 26.7 324 186 4.2 264 110 596

All people learn a language more

A 329 25 221 141 59 235 1.23 560
or less in the same way.

SD=Strongly Disagree; D=Disagree; U=Undecided; A=Agree; SA=Strongly Agree

4.2.1.2. Cognitions reflecting Interactionist Perspective

The second category concerning linguistic aptitude was about the cognitions
reflecting the interactionist perspective, which was discussed under two sub-
categories: (a) the view supporting informal (natural) contexts and (b) the view
supporting formal (created) contexts. Although the participants seemed to favour
both natural and created contexts, the mean values revealed a slight difference
between the informal context-oriented view (M=3.77) and the formal context-
oriented view (M=3.88). Accordingly, the EFL instructors seemed to be slightly in
favour of the consciously created school/classroom environment (see Table 4.2.1.2).

Table 4.2.1.2 Cognitions reflecting Interactionist Perspective

Interactionist Perspective M* SD N
Informal (Natural) Context 3.77 .56 557
Formal Context 3.88 .58 589

*1t was computed by summing up the responses of all the items and dividing the sum
by the number of the items within a category.

Table 4.2.1.3 demonstrates the participants’ responses to the items representing
the informal (natural) context-oriented view. Accordingly, a great number the
participants agreed/strongly agreed that: the more social connections the learners

have, the better they learn a foreign language (M=4.36); it is better to learn a foreign
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language in a country where it is spoken as an official language (M=4.25); and
learnability of a language depends on comprehensible input taken in sufficient
quantities (M=4.10). Similarly, most of the participants seemed to think that learners
construct their linguistic knowledge on the basis of societal background and
interactional opportunities in real life (M=3.97) and language is learned
subconsciously within a natural context (M=3.78).

Table 4.2.1.3 Cognitions supporting Informal (Natural) Context

Items % M SD N

SD D U A SA

The more social connections the
learners have, the better they learn 1.3 18 8.7 35.6 52.6 4.36 0.82 599
a foreign language.

It is better to learn a foreign
language in a country whereitis 2.7 4.2 11.1 294 5277 425 0.99 602
spoken as an official language.

Learnability of a language
depends on comprehensible input 0.7 23 147 51.2 311 4.10 0.78 557
taken in sufficient quantities.

Learners construct their linguistic
knowledge on the basis of societal
background and interactional
opportunities in real life.

09 36 18 531 244 397 0.81 557

Language is learned
subconsciously within a natural 23 88 204 451 234 3.78 0.98 603
context.

Linguistic aptitude is in constant
interplay with the social classthe 6.8 12.7 315 345 145 337 1.09 559
learner belongs to.

Learners’ performance in
language learning depends on
home environment and family
background.

6.7 18.7 309 358 79 319 1.04 598

Language aptitude is highly
related to a strong parental 83 196 332 278 11.1 3.14 1.11 557
interest, attention and support.

SD=Strongly Disagree; D=Disagree; U=Undecided; A=Agree; SA=Strongly Agree
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As for the items representing the formal (created) context-oriented view, Table
4.2.1.4 presents the participants’ tendencies. Based on those tendencies, the majority
of the participants seemed to support that linguistic competence is highly related to a
positive and encouraging classroom atmosphere (M=4.17); improved teaching
techniques makes the learners learn a language faster and to a greater degree
(M=4.03); language learning occurs best when learners learn from each others by
interacting freely (M=3.94); and the teacher’s approach and attitude has the greatest

influence on a learner’s linguistic aptitude (M=3.87).

Table 4.2.1.4 Cognitions supporting Formal (Created) Context

Items % M SD N

SO D U A SA

Linguistic competence is highly
related to a positive/encouraging 1 33 124 44 393 417 0.84 598
classroom atmosphere.

Improved teaching techniques
makes the learners learnalanguage 1 3.2 186 46.4 30.8 4.03 0.84 506
faster and to a greater degree.

Language learning occurs best
when learners learn from each 08 6.9 189 441 293 394 091 598
others by interacting freely.

The teacher’s approach and attitude
has the greatest influence on a 32 48 219 422 279 3.87 098 599
learner’s linguistic aptitude.

School context, where language
learning takes place, directly 19 6.2 228 482 209 3.80 0.90 593
affects learners’ language aptitude.

A remarkable and intensive
educational program has the
central role in shaping learners’
language learning.

25 68 24 46.7 20 3.75 0.94 559

The quality of the materials used in
class is the key factor to learn a 27 55 289 413 216 3.74 0.95 560
language efficiently.

Consciously created academic
contexts facilitate a better process 3.2 9.2 25.1 429 19.6 3.66 1.00 597
for language learning.

SD=Strongly Disagree; D=Disagree; U=Undecided; A=Agree; SA=Strongly Agree
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Additionally, the participants tended to believe that school context, where
language learning takes place, directly affects learners’ language aptitude (M=3.80);
a remarkable and intensive educational program has the central role in shaping
learners’ language learning (M=3.75); the quality of the materials used in class is the
key factor to learn a language efficiently (M=3.74); and consciously created
academic contexts facilitate a better process for language learning (M=3.66) (see
Table 4.2.1.4).

4.2.2. EFL Instructors’ Cognitions on Priorities in Language Learning

As the second dimension of the first research question, the participant
instructors’ cognitions about priorities in language learning were investigated
through 12 items under two categories: (a) competence-oriented and (b)
performance-oriented approaches. The mean values indicated that the participants
were much more inclined to adopt a performance-oriented approach (M=3.60) rather
than a competence-oriented approach (M=2.41). This finding could imply that the
EFL instructors have a tendency to give more emphasis to doing something with the

language, rather than knowing about the language (see Table 4.2.2).

Table 4.2.2 EFL Instructors’ Cognitions on Priorities in Language Learning

Priorities in Language Learning M* SD N
Competence-oriented Approach 2.41 .78 592
Performance-oriented Approach 3.60 73 587

*1t was computed by summing up the responses of all the items and dividing the sum
by the number of the items within a category.

4.2.2.1. Cognitions reflecting Competence-oriented Approach

In relation to the participants’ cognitions on the competence-oriented approach,
only some of the participants tended to believe that language proficiency means
using language forms appropriately (M=3.06). As displayed in Table 4.2.2.1, all the
other items in this dimension were rated more negatively by the participants, as they
tended to disagree that literary language is superior to spoken language (M=2.11); the
basic indication of language proficiency is to be able to translate from one language

into another easily (M=2.25); understanding grammatical rules of the target language
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is the primary goal of language learning (M=2.20); language learning requires a
detailed presentation of consciously learned grammatical structures (M=2.39); and

the preliminary skills to be developed are reading and writing (M=2.46).

Table 4.2.2.1 Cognitions reflecting Competence-oriented Approach

Items % M SD N

SD D U A SA

Language proficiency means
using language forms 129 191 27 312 9.7 306 119 596
appropriately.

The preliminary skills to be
developed in language learning 27.1 251 271 159 4.8 246 1.18 598
are reading and writing.

Language learning requires a
detailed presentation of a set of
consciously learned grammatical
structures.

242 30.1 304 127 25 239 1.06 598

Understanding grammatical rules
of the target language is the
primary goal of language
learning.

326 29 252 119 13 220 1.06 599

The basic indication of language
proficiency is to be able to
translate from one language into
another easily.

312 296 25 114 28 225 110 597

Literary language is superior to

36.1 306 22 88 25 211 1.07 601
spoken language.

SD=Strongly Disagree; D=Disagree; U=Undecided; A=Agree; SA=Strongly Agree

4.2.2.2. Cognitions reflecting Performance-oriented Approach

As for the participants’ cognitions on the performance-oriented approach, the
participants mostly had the ideas that language proficiency is reflected best in real-
life situations in which target language is used effectively (M=4.39) and language
learning requires an intense exposure to spoken communication (M=4.08).
Furthermore, they participants were into the importance of focusing on what to say
rather than how to say it for language learners (M=3.63). On the other hand, only
some of the participants had a tendency to agree that language learners need to

master listening and speaking skills before they begin to read and write (M=3.02);
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and it is necessary to teach language learners speaking skills before they acquire
grammar and vocabulary (M=2.92) (see Table 4.2.2.2).

Table 4.2.2.2 Cognitions reflecting Performance-oriented Approach

Items % M SD N

SD D U A SA

Language proficiency is
reflected best in real-life
situations in which target
language is used effectively.

03 28 73 36.2 533 439 0.77 599

Language learning requires an
intense exposure to spoken 1.8 43 14 438 36.1 4.08 091 601
communication.

It is more important for language
learners to focus on what they 6.7 6.7 253 39.6 216 3.63 110 593
try to say than how to say it.

Language is primarily speech. 8 8 271 358 211 354 1.15 601

Language learners need to
master listening and speaking
skills before they begin to read
and write.

13.4 189 335 204 137 3.02 122 597

It is necessary to teach language
learners speaking skills before
they acquire grammar and
vocabulary.

142 209 331 22 98 292 118 599

SD=Strongly Disagree; D=Disagree; U=Undecided; A=Agree; SA=Strongly Agree

4.2.3. EFL Instructors’ Cognitions on Good Language Learners

As the third dimension of the first research question, the participant instructors’
cognitions about good language learners were investigated through 18 items under
three categories: (a) executive learner-oriented view; (b) legislative learner-oriented
view; and (c) judicial learner-oriented view. The mean values of all the three
categories were highly close to each other. Still, the participants tended to favour the
legislative learners (M=4.17) more than the executive (M=3.85) and judicial
(M=4.02) learners (see Table 4.2.3). These findings indicated that the EFL instructors
did not give as many ratings to the type of learners who perform a task by following
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given instructions as they gave to the ones who can use their power to make their
own plans and who can judge things and people.

Table 4.2.3 EFL Instructors’ Cognitions on Good Language Learners

Good Language Learners M* SD N

Executive Learners 3.85 73 581
Legislative Learners 4.17 .58 589
Judicial Learners 4.02 .67 579

*1t was computed by summing up the responses of all the items and dividing the sum
by the number of the items within a category.

4.2.3.1. Cognitions reflecting Executive Learner-oriented View

Table 4.2.3.1 presents the ratings of the items reflecting the executive learner-
oriented view. Accordingly, it was put forward that the majority of the participants
tended to label good language learners as the ones working better on tasks with clear
instructions and established guidelines (M=4.16) and listening carefully to directives
of their teachers (M=4.12). Additionally, they were inclined to think that good
language learners: like projects with clear structures and pre-determined aims and
goals (M=3.96); are safer with activities in which it is clear what role they must play
or in what way they should participate (M=3.92); and try to learn a topic whose

priorities and steps are provided in detail (M=3.80).

Table 4.2.3.1 Cognitions favouring Executive Learners

Items % M SD N

Good language learners... SD D U A SA

...work better on tasks with
clear instructions and established 15 34 139 40.3 409 4.16 0.89 596
guidelines.

...listen carefully to directives of

; 15 25 135 476 349 412 0.84 593
their teachers.

...like projects with clear
structures and pre-determined 23 50 179 434 313 396 0.95 597
aims and goals.
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Table 4.2.3.1 (continued)

...are safer with activities in
which it is clear what role they
must play or in what way they
should participate.

25 59 201 39.7 318 3.92 0.99 597

...try to learn a topic whose
priorities and steps are provided 2.7 6.7 249 39.2 26.6 3.80 0.99 595
in detail.

...adopt the views their teachers
believe to be correct on a 116 182 30.1 255 146 3.13 1.21 595
language point.

SD=Strongly Disagree; D=Disagree; U=Undecided; A=Agree; SA=Strongly Agree

4.2.3.2. Cognitions reflecting Legislative Learner-oriented View

Table 4.2.3.2 presents the ratings of the items reflecting the legislative learner-
oriented view. Accordingly, the majority of the participants were inclined to describe
good language learners as the ones who: take responsibility for their own learning
(M=4.65); are more comfortable with activities that allow them to do things their
own way (M=4.23); work better on language tasks that require creative strategies
(M=4.22); try to learn a topic that they believe is important (M=4.19); and prefer
open-ended and flexible assignments when they decide for what to do and how to do
it (M=4.09).

Table 4.2.3.2 Cognitions favouring Legislative Learners

Items % M SD N
Good language learners... SD D U A SA
...take responsibility for their

: - 1 42 234 715 465 0.61 599
own learning.

...are more comfortable with
activities that allow them to do 0.7 38 126 379 449 423 0.86 601
things their own way.

...work better on language tasks

: . : 17 28 127 376 452 422 0.89 599
that require creative strategies.

...try to learn a topic that they

AP 15 38 125 38.6 43.6 4.19 0.90 599
believe is important.

...like open-ended and flexible
assignments when they decide for 0.7 4.8 17.1 39.6 37.8 4.09 0.89 598
what to do and how to do it.
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Table 4.2.3.2 (continued)

...develop their own criteria for

. 47 94 295 347 216 359 1.07 596
correctness on a language point.

SD=Strongly Disagree; D=Disagree; U=Undecided; A=Agree; SA=Strongly Agree

4.2.3.3. Cognitions reflecting Judicial Learner-oriented View

Table 4.2.3.3 presents the ratings of the items reflecting the judicial learner-
oriented view. Accordingly, for most of the participants, good language learners like
projects enabling them to analyze, judge, and evaluate things and ideas (M=4.35) and
are happier with activities in which they can review and compare different points of
views (M=4.28). Moreover, they seemed to agree that good language learners
evaluate and judge the performance of other people and each other (M=4.02); work
well on language tasks that allow for their judgment (M=4.02); question explanations
even from language experts (M=3.76); and know to criticize the way the teachers
teach (M=3.66).

Table 4.2.3.3 Cognitions favouring Judicial Learners

Items % M SD N
Good language learners... SD D U A SA

...like projects that enable them

to analyze, judge, and evaluate - 29 94 38 49.7 435 0.77 595

things and ideas.

...are happier with activities in
which they can review and
compare different points of
views.

02 29 94 442 433 428 0.76 593

...work better on language tasks

that allow for their judgment. 03 4 206 428 322 4.03 0.85 593

...evaluate and judge the
performance of other people and 2 59 154 419 348 4.02 0.96 592
each other.

...question explanations even

4.2 10.7 195 36 296 376 1.11 591
from language experts.

...know to criticize the way the

4 12 226 369 245 366 1.09 593
teachers teach.

SD=Strongly Disagree; D=Disagree; U=Undecided; A=Agree; SA=Strongly Agree
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4.3. Inferential Results regarding EFL Instructors’ Cognitions

This section provides results of the inferential analyses about the second
research question, which investigated whether the participant instructors’ language
learning cognitions varied significantly by background variables or if there was a
significant relationship between the participants’ background variables and their
cognitions. In order to answer this question, Pearson correlation coefficients, t tests,
and ANOVAs, were conducted and necessary assumptions were checked as the
initial steps of the analyses. In order to test whether the distribution is normal,
skewness and kurtosis values for each dimension within the cognitions set were
checked, and Kolmogorov-Smirnov and Shapiro-Wilk tests were computed (see the
results of the normality tests for the dimensions within the cognitions set in
Appendix F). The skewness and kurtosis values were between +1 and -1, which
could mean that the normality of the distribution was not violated (Tabachnick &
Fidell, 2007), but Kolmogorov-Smirnov and Shapiro-Wilk tests were significant
except for the first dimension (innatist perspective). These results indicate a
distribution that differed from the normal distribution. Since the Kolmogorov-
Smirnov and Shapiro-Wilk Tests are conservative tests, normality was examined by
checking histograms, Q-Q Plots, and P-P Plots, and it was noticed that the normality
assumption was not violated. Boxplots were also examined to determine whether
there were any outliers, and it was seen that were no serious outliers for the
dimensions within the cognitions set, except for the informal and formal context-
oriented views. In relation to the results obtained from t-tests and ANOVAs, only the
points indicating statistically significant differences/relationships were included in

presentations and tables.

4.3.1. Differences in Cognitions by Age

In order to see whether EFL instructors’ language learning cognitions change
significantly according to age factor, Pearson correlation coefficients were conducted
for each dimension (linguistic aptitude, priorities in language learning, and good
language learners) within the cognitions set.

For the first dimension of the cognitions set, Pearson correlation coefficients

were conducted to see the relationship between the age and the three sub-categories
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of cognitions on linguistic aptitude. Using the Bonferroni approach to control Type |
error across the 6 correlations, a p value of less than .008 (.05 / 6 = .008) was
required for significance. The results of the correlational analyses presented in Table
4.3.1.1 indicated negatively significant correlations between the age and the innatist
perspective, r (299) = -.16; the informal context-oriented view, r (329) = -.15; and
the formal context-oriented view, r (282) = -.18. Each correlation had a small effect
size. According to Table 4.3.1.1, as the age level of the participants increased, their
orientations tended to reflect less innatist and less interactionist perspectives, which
could mean that as the participants got older, their beliefs in the innate feature of
linguistic aptitude and the power of the interaction with the environment decreases.

Table 4.3.1.1 Correlation between Age and Cognitions on Linguistic Aptitude

Innatist Interactionist Interactionist
Perspective (Informal Context) (Formal Context)

Age Pearson Corr. -.16* -.15* -.18*
Sig. (2-tailed) .005 .006 .003
N 301 331 284

*Correlation is significant at the .01 level.

In order to see the relationship between the age and the two sub-categories of
cognitions on priorities in language learning, Pearson correlation coefficients were
conducted. Using the Bonferroni approach to control Type | error across the 3
correlations, a p value of less than .016 (.05 / 3 = .016) was required for significance.
The results of the correlational analyses presented in Table 4.3.1.2 indicated a
negatively significant correlation between the age and the performance-oriented
approach, r (373) = -.24, which revealed a small effect size. Accordingly, the
younger the participants were, the more they were into the performance-oriented
approach, which could suggest that the younger EFL instructors prioritize the
performance and communicative elements of the language rather than the knowledge
and linguistic elements. On the other hand, there was not a statistically significant
correlation between the age and the competence-oriented approach (see Table
4.3.1.2).
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Table 4.3.1.2 Correlation between Age and Cognitions on Priorities in Language
Learning

Competence-oriented Performance-oriented
Approach Approach
Age Pearson Corr. -.01 -.24*
Sig. (2-tailed) .806 .001
N 377 375

*Correlation is significant at the .01 level.

To evaluate the relationship between the age and the three sub-categories of
cognitions on good language learners, Pearson correlation coefficients were
conducted. Using the Bonferroni approach to control Type | error across the 6
correlations, a p value of less than .008 (.05 / 6 = .008) was required for significance.
The results of the correlational analyses presented in Table 4.3.1.3 did not indicate
any statistically significant correlations between the age and the cognitions on good
language learners. The finding obtained from the Pearson correlation coefficients
revealed that the age factor did not create any differences in the preferences of the

participants with respect to the characteristics of good language learners.

Table 4.3.1.3 Correlation between Age and Cognitions on Good Language Learners

Legislative Executive Judicial

Learners Learners Learners
Age Pearson Corr. -.07 -.06 -.08
Sig. (2-tailed) .189 270 118
N 376 372 370

4.3.2. Differences in Cognitions by Teaching Experience
With the purpose of evaluating whether the EFL instructors’ language learning
cognitions change significantly according to the experience factor, Pearson
correlation coefficients were conducted for each dimension (linguistic aptitude,
priorities in language learning, and good language learners) within the cognitions set.
To assess the relationship between the teaching experience and the three sub-
categories of cognitions on linguistic aptitude, Pearson correlation coefficients were

conducted. Using the Bonferroni approach to control Type | error across the 6
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correlations, a p value of less than .008 (.05 / 6 = .008) was required for significance.
The results of the correlational analyses presented in Table 4.3.2.1 indicated a
negatively significant correlation only between the teaching experience and the
formal context-oriented view, r (283) = -.15, which had a small effect size. This
finding indicated that as the participants’ teaching experience increased, they tended
to reflect less formal context-oriented views, which could mean that the EFL
instructors with more teaching experience seemed to disbelieve in the power of the

consciously created school/classroom environment on linguistic aptitude.

Table 4.3.2.1 Correlation between Experience and Cognitions on Linguistic Aptitude

Innatist Interactionist Interactionist
Perspective (Informal Context) (Formal Context)

Experience Pearson Corr. -.13 -11 -.15*
Sig. (2-tailed) .020 .053 .007
N 303 331 285

*Correlation is significant at the .01 level.

With the intention of evaluating the relationship between the teaching
experience and the two sub-categories of cognitions on priorities in language
learning, Pearson correlation coefficients were conducted. Using the Bonferroni
approach to control Type | error across the 3 correlations, a p value of less than .016
(.05 / 3 = .016) was required for significance. The results of the correlational
analyses presented in Table 4.3.2.2 indicated a negatively significant correlation
between the teaching experience and the performance-oriented approach, r (374) = -
.16, which revealed a small effect size. Accordingly, as the participants became more
experienced, they were disinclined to adopt a performance-oriented approach, which
could imply that the EFL instructors having more teaching experience did not seem
to see the language as a system of communicative elements and a vehicle for the
realization of interpersonal relations. On the other hand, there was not a statistically
significant correlation between the teaching experience and the competence-oriented

approach.
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Table 4.3.2.2 Correlation between Experience and Cognitions on Priorities in
Language Learning

Competence-oriented Performance-oriented
Approach Approach
Experience Pearson Corr. .01 -.16*
Sig. (2-tailed) 913 .002
N 378 376

*Correlation is significant at the .01 level.

As for the relationship between the teaching experience and the three sub-
categories of cognitions on good language learners, Pearson correlation coefficients
were conducted. Using the Bonferroni approach to control Type I error across the 6
correlations, a p value of less than .008 (.05 / 6 = .008) was required for significance.
The results of the correlational analyses presented in Table 4.3.2.3 indicated not any
statistically significant correlations between the teaching experience and cognitions
on good language learners, which revealed that the experience factors did not create
any differences in the preferences of the participants with respect to the

characteristics of good language learners.

Table 4.3.2.3 Correlation between Experience and Cognitions on Good Language
Learners

Legislative Executive Judicial

Learners Learners Learners
Experience Pearson Corr. -.08 -.02 -12
Sig. (2-tailed) 131 127 .025
N 376 372 370

4.3.3. Differences in Cognitions by Type of Home Institution

With the purpose of evaluating whether EFL instructors’ language learning
cognitions change significantly by the type of the institution where they work,
independent-samples t tests were conducted. For this analysis, the participants were
divided into two groups: (a) the participants employed at state universities and (b) the
participants teaching at private universities. As the Levene’s tests evaluating the
assumption that the variances of the two groups are equal, did not indicate significant

values (except for the informal context-oriented view, p=.04) homogeneity of
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variance was not violated concerning the dimensions within the cognitions set (see
the results of the Levene’s tests in Appendix G). Independent-samples t-tests
conducted to investigate whether the participants from a public institution reflected
different language learning cognitions as opposed to the ones from a private
institution were non-significant for all the dimensions within the cognitions set. This
finding could suggest that teaching at a private or state university did not create any

difference in the language learning cognitions of the EFL instructors.

4.3.4. Differences in Cognitions by Undergraduate Education

In order to evaluate whether EFL instructors’ language learning cognitions
change significantly according to the background variables from their undergraduate
education, independent-samples t tests and one-way ANOVAs were conducted.

As the initial point, an independent-samples t-test was conducted to investigate
whether the participants’ fields of study at undergraduate education had a significant
effect on their language learning cognitions. For this analysis, the participants were
divided into two groups: (a) the graduates of Education Faculties and (b) the
graduates of other faculties. As the Levene’s tests evaluating the assumption that the
variances of the two groups are equal, did not indicate any significant values, the
homogeneity of variance was not violated concerning the dimensions within the
cognitions set (see the results of the Levene’s tests in Appendix G). The t tests were
significant for the following three dimensions in the cognitions set: competence-
oriented approach, t(378.87)=-2.79, p=.006; legislative learner-oriented view,
t(361.94)=2.01, p=.04; and judicial learner-oriented view, t(369.02)=2.03, p=.04. As
seen in Table 4.3.4.1, the graduates of other departments (M=2.53) tended to adopt a
more competence-oriented approach as opposed to the ELT graduates (M=2.30),
which could mean that the non-ELT graduates prioritized the linguistic elements of
the language more than the ELT graduates. Furthermore, the ELT graduates favoured
legislative learners (M=4.18) and judicial learners (M=4.03) more than the other
participants did. This finding indicated that the ELT graduates favoured language
learners who can take responsibility for their own learning and evaluate or judge

different points, things, and people.
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Table 4.3.4.1 Differences in Cognitions by Study Field at Undergraduate Education*

Significant Dimensions Study Field M SD N

Competence-oriented Approach ELT 2.30 .78 188
t(378.87)=-2.79, p=.006 Non-ELT 2.53 .82 193
Legislative Learner-oriented View  ELT 4.18 49 187
t(361.94)=2.01, p=.04 Non-ELT 4.06 .62 192
Judicial Learner-oriented View ELT 4.03 .65 183
t(369.02)=2.03, p=.04 Non-ELT 3.88 73 190

*Only the results indicating statistically significant differences are included.

As a further grouping, the participants were divided into five groups on the
basis of their academic program at undergraduate education: (a) English Language
Teaching; (b) English Language and Literature; (c) English Linguistics; (d)
American Culture and Literature; and (e) English Translation and Interpretation. In
order to test the homogeneity of variance, Levene’s test for each dimension was
computed, and it was seen that the homogeneity of variance was not violated (see the
results of the Levene’s tests in Appendix G). The ANOVAs testing whether the
group means on the dependent variables differ significantly from each other were
significant for: innatist perspective, F(5,297)=2.96, p=.013, 1?=.047; competence-
oriented approach, F(5,375)=2.95, p=.012, n=.038; and performance-oriented
approach, F(5,373)=4.28, p=.001, n°=.054. The strength of the relationship assessed
by n? was small with the factor accounting for approximately 4% to 5% of the
variance of the dimensions in the dependent variable. Follow-up tests were
conducted to evaluate pairwise differences among the means, and Dunnett’s C test,
which does not assume equal variances among the five groups, was used. For the
innatist perspective, there was a significant difference in the means between the
graduates of ELL (M=3.05) and LING (M=3.54). This finding could mean that the
EFL instructors holding a degree from the Department of Linguistics were more
inclined to believe that linguistic aptitude is inborn and fixed in humans. For the
competence-oriented approach, there was a significant difference in the means
between the graduates of ELT (M=2.30) and ACL (M=2.80). This could indicate that

the EFL instructors graduating from the ELT departments did not seem to prioritize
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the linguistic elements of the language as much as the ACL graduates did (see Table
4.3.4.2).

Table 4.3.4.2 Differences in Cognitions by Academic Program at Undergraduate
Education*

Significant Dimensions Academic Program M SD N
Innatist Perspective (@) ELT 3.21 .64 187
F(5,297)=2.96, p=.013 (b) ELL 3.05 .65 99
(c) LING 3.54 e 36
(d) ACL 3.31 48 31
(e TI 3.24 .68 20
Competence-oriented Approach (a) ELT 2.30 .78 188
F(5,375)=2.95, p=.012 (b) ELL 2.53 .80 99
(c) LING 2.47 .70 37
(d) ACL 2.80 .92 31
(e) TI 2.32 .88 20
Performance-oriented Approach (a) ELT 3.75 73 187
F(5,373)=4.28, p=.001 (b) ELL 3.42 71 99
(c) LING 3.45 .63 36
(d) ACL 4.07 57 31
(e) TI 3.70 87 20

*Only the results indicating statistically significant differences are included.
ELT=English Language Teaching; ELL=English Language & Literature; LING=
Linguistics; ACL=American Culture & Literature; TI=Translation & Interpretation

For the performance-oriented approach, there was a significant difference in
the means between the graduates of ACL (M=4.07) and ELL (M=3.42) or LING
(M=3.45). This finding could reveal that the instructors with a degree from the
Department of American Culture and Literature tended to see the language as a
vehicle for communication and interpersonal relations, as opposed to the graduates of
ELL and LING (see Table 4.3.4.2).

Lastly, an independent-samples t-test was conducted to investigate whether the
participants having a pedagogical formation certificate tended to reflect different
language learning cognitions as opposed to the ones without a pedagogical formation
certificate. As the Levene’s tests evaluating the assumption that the variances of the
two groups are equal, did not indicate any significant values, the homogeneity of

variance was not violated concerning the dimensions within the cognitions set (see
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the results of the Levene’s tests in Appendix G). The t test was significant for only
one dimension within the cognitions set, which was legislative learner-oriented view,
t(57.68)=2.23, p=.03. The participants having a pedagogical formation certificate
(M=4.14) favoured legislative learners more than the ones lacking a pedagogical
formation certificate (M=3.90) did (see Table 4.3.4.3). This finding revealed that
holding a pedagogical formation certificate created a difference only in preferences

for legislative learners over other learners.

Table 4.3.4.3 Differences in Cognitions by Holding a Pedagogical Formation
Certificate*

Significant Dimension Pedagogical Formation M SD N
Legislative Learner-oriented View  Yes 4.14 56 330
t(57.68)=2.23, p=.03 No 3.90 .60 48

*Only the results indicating statistically significant differences are included.

4.3.5. Differences in Cognitions by Graduate Education

An independent-samples t-test was conducted to investigate whether the
participants holding a Master’s degree reflected different language learning
cognitions as opposed to the ones without a Master’s degree. As the Levene’s tests
evaluating the assumption that the variances of the two groups are equal, did not
indicate any significant values, the homogeneity of variance was not violated
concerning the dimensions within the cognitions set (see the results of the Levene’s
tests in Appendix G). The t test was significant for only one dimension in the
cognitions set: competence-oriented approach, t(259.41)=-2.54, p=.01. Accordingly,
the participants who didn’t do a Master’s (M=2.55) tended to adopt more
competence-oriented approach by prioritizing the linguistic elements of the language
than the ones holding a Master’s degree (M=2.32) (see Table 4.3.5.1).

Table 4.3.5.1 Differences in Cognitions by Holding a Master’s Degree*

Significant Dimension Holding a Master’s Degree M SD N
Competence-oriented Approach  Yes 232 75 241
t(259.41)=-2.54, p=.01 No 255 .87 140

*Only the results indicating statistically significant differences are included.
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An independent-samples t-test was conducted to investigate whether the
participants’ fields of study at graduate education had a significant effect on their
language learning cognitions. For this analysis, the participants were divided into two
groups: (a) the participants holding a Master’s degree in the field of education and
(b) the participants holding a Master’s degree outside the field of education. As the
Levene’s tests evaluating the assumption that the variances of the two groups are
equal, did not indicate significant values except for the performance-oriented
approach, p=.005, the homogeneity of variance was violated only for the dimension
of performance-oriented approach (see the results of the Levene’s tests in Appendix
G). The t tests were significant for two dimensions within the cognitions set: (a)
competence-oriented approach, t(182.39)=-1.90, p=.05; and (b) legislative learner-
oriented view, t(185.34)=3.45, p=.001. As shown in Table 4.3.5.2, the participants
who did a Master’s at the departments outside the field of education (M=2.43) tended
to adopt more competence-oriented approach compared to the ones who did their
Master’s in the field of education (M=2.23). This finding could mean that the priority
of the knowledge about the linguistic elements of the language was seemed to be
agreed upon more by the EFL instructors holding a Master’s degree outside the field
of education. Furthermore, the participants having a Master’s degree from education-
related departments labelled legislative learners (M=4.22) as good language learners
more than the other participants did (M=3.95). This finding could mean that the EFL
instructors holding a Master’s degree within the field of education tended to prefer

language learners who can take responsibility for their own learning.

Table 4.3.5.2 Differences in Cognitions by Study Field at Graduate Education

Significant Dimensions Study Field M SD N

Competence-oriented Approach Education 2.23 12 133
t(182.39)=-1.90, p=.05 Non-education 2.43 7 90
Legislative Learner-oriented View Education 4.22 53 130
t(185.34)=3.45, p=.001 Non-education 3.95 .56 90

*Only the results indicating statistically significant differences are included.

As a further grouping, the participants were divided into five groups on the

basis of their Master’s program at graduate education: (a) English Language
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Teaching; (b) English Language and Literature; (c) English Linguistics; (d)
Educational Sciences; and (e) Other Programs. In order to test the homogeneity of
variance, Levene’s test for each dimension within the cognitions set was computed,
and it was seen that the homogeneity of variance was not violated (see the results of
the Levene’s tests in Appendix G). The ANOVAs testing whether the group means
on the dependent variables differ significantly from each other were significant for
the following dimensions: innatist perspective, F(6,170)=3.83, p=.001, n’=.119;
competence-oriented approach, F(6,216)=2.93, p=.009, n°=.075; and legislative
learner-oriented view, F(6,213)=2.44, p=.027, 1?=.064. The strength of the
relationship assessed by n® was small to medium with the factor accounting for
approximately 6% to 12% of the variance of the dimensions in the dependent
variable. Follow-up tests were conducted to evaluate pairwise differences among the
means, and Dunnett’s C test was used. For the innatist perspective, there was a
significant difference in the means between the participants holding a Master’s
degree in LING (M=3.99) and all the other participants holding a Master’s degree in
other programs. For the competence-oriented approach, there was a significant
difference in the means between the participants with a Master’s degree in ELT
(M=2.15) and the participants having a Master’s degree in other programs (M=2.77).
For the legislative learner-oriented view, there was a significant difference in the
means between the participants holding a Master’s degree in other programs
(M=3.83) and the participants having their Master’s in ELT (M=4.22) or EDS
(M=4.21) (see Table 4.5.5.3).

Table 4.3.5.3 Differences in Cognitions by Master’s Program at Graduate Education

Significant Dimensions Master’s Program M SD N
Innatist Perspective ELT 3.19 .61 80
F(6,170)=3.83, p=.001 ELL 2.95 72 35
LING 3.99 44 17
EDS 3.15 .68 42
Other Programs 3.10 .53 32
Competence-oriented Approach ELT 2.15 74 87
F(6,216)=2.93, p=.009 ELL 2.30 .82 35
LING 2.31 .69 17
EDS 2.37 .68 46
Other Programs 2.77 .56 38
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Table 4.3.5.3 (continued)

Legislative Learner-oriented View  ELT 4.22 52 85
F(6,213)=2.44, p=.027 ELL 4.01 61 35
LING 4.09 58 17
EDS 4.21 .56 45
Other Programs 3.83 48 38

*Only the results indicating statistically significant differences are included.
ELT=English Language Teaching; ELL=English Language and L.iterature;
LING=Linguistics; ACL=American Culture and Literature; TI=Translation and
Interpretation; EDS=Educational Sciences

These findings could mean that: the instructors holding a Master’s degree in
Linguistics were more inclined to agree upon the innate feature of linguistic aptitude;
the instructors holding a Master’s degree in English Language Teaching tended to
disbelieve in the priority of the leaning about the linguistic elements of the language;
and the instructors holding a Master’s degree in English Language Teaching or
Educational Sciences favoured language learners who can take responsibility for

their own learning more than the other participants.

4.3.6. Differences in Cognitions by National/International Exam Scores

In order to see the relationship between the participants’ language learning
cognitions and their scores at national or international language examinations, the
participants were investigated about their exam scores in YDS (Foreign Language
Examination conducted by OSYM [Student Selection and Placement Centre] in
Turkey) or TOEFL (Test of English as a Foreign Language conducted by ETS
[Educational Testing Service] in the USA.

As for the relationship between the YDS scores and the language learning
cognitions of the participants, Pearson correlation coefficients were conducted for
each dimension within the cognitions set. However, none of the correlational
analyses indicated statistically significant correlations between the YDS score and
the cognitions as a p value of less than .001 was required for significance in order
control Type I error across all the correlations (see Table 4.3.6.1).

To look into the relationship between the TOEFL scores and the language

learning cognitions of the participants, Pearson correlation coefficients were
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conducted for each dimension within the cognitions set. However, none of the
correlational analyses indicated statistically significant correlations between the
TOEFL score and the cognitions as a p value of less than .001 was required for
significance in order control Type | error across all the correlations (see Table
4.3.6.2).

Table 4.3.6.1 Correlation between YDS Scores and Language Learning Cognitions

Dimensions YDS Score

Pearson Sig. N

Corr. (2-tailed)

Innatist Perspective 10 129 239
Informal Context-oriented View -.08 227 227
Formal Context-oriented View -21 .002 229
Competence-oriented Approach -.04 473 238
Performance-oriented Approach .00 999 294
Executive Learner-oriented View -.09 123 297
Legislative Learner-oriented View -.13 .028 297
Juridical Learner-oriented View -.09 107 298
Table 4.3.6.2 Correlation between TOEFL Scores and Language Learning
Cognitions
Dimensions TOEFL Score

Pearson Sig. N

Corr. (2-tailed)

Innatist Perspective -.16 343 36
Informal Context-oriented View .01 955 41
Formal Context-oriented View -37 .036 33
Competence-oriented Approach .08 .583 46
Performance-oriented Approach -.16 281 47
Executive Learner-oriented View .06 .696 45
Legislative Learner-oriented View -.22 143 45
Juridical Learner-oriented View .05 736 44
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4.4. Descriptive Results regarding EFL Instructors’ Actions

This section provides descriptive information about the third research question
that focused on the participant instructors’ self-reported actions in relation to
pedagogical inclinations, instructional planning, error correction, learner-centred
practices, and personal and professional development, which were investigated
through 48 items and presented through means, standard deviations, frequencies, and
percentages. The tendencies among the responses were interpreted through the mean
values and the ratings in the options from (5) Always to (1) Never for each item. The
mean value for a particular dimension was computed by summing up the responses
of all the items of that dimension and dividing the sum by the number of the items
within the same dimension. Table 4.4 demonstrates the descriptive results of the
mean values of each dimension regarding language teaching actions. As for the first
two dimensions regarding the participants’ pedagogical inclinations when teaching a
language, there was a slight mean difference in the ratings between the innovative
(liberal) pedagogy (M=3.48) and the traditional (conservative) pedagogy (M=3.38).
Accordingly, the participants seemed to be slightly more inclined to trying new and

innovative ways of teaching a language.

Table 4.4 EFL Instructors’ Language Teaching Actions

Dimensions M* SD N

Traditional (Conservative) Pedagogy 3.38 51 569
Innovative (Liberal) Pedagogy 3.48 .60 562
Communicative Instructional Planning 3.58 .62 573
Communicative Error Correction 3.93 .58 539
Learner-centred Practices 4.02 51 584
Personal/Professional Development 4.16 54 583

*1t was computed by summing up the responses of all the items and dividing the sum
by the number of the items within a dimension.

Considering the top ratings of the dimensions within the actions set, the highest
mean score was of the actions pertaining to personal and professional development

(M=4.16), which was followed by the actions reflecting learner-centred practices
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(M=4.02), and communicative practices in error correction (M=3.93). In relation to
the dimension of communicative practices in instructional planning, the participants

gave a considerable number of ratings, as well (M=3.58).

4.4.1. Actions reflecting Traditional (Conservative) Pedagogy

The first dimension in the actions set was the traditional (conservative)
pedagogy. As seen in Table 4.4.1, the majority of the participants tended to follow
the essentials in the foreign language teaching curriculum of the school they teach
(M=4.19). Additionally, they were likely to organize teaching situations where they
can follow a pre-determined routine (M=3.69) and employ textbooks approved by the
school administration and committee as the best resources for teaching (M=3.65). On
the other hand, one particular item that did not receive as many ratings as the other
items did was about requiring language learners to apply a pre-set language rule to
the examples they are given in a deductive way (M=2.91).

Table 4.4.1 Actions reflecting Traditional (Conservative) Pedagogy

Items % M SD N

N R S U A

| follow the essentials in the
foreign language teaching - 24 114 511 351 419 0.72 589
curriculum of the school | teach.

| organize teaching situations
where | can follow a pre- 1 41 313 519 117 3.69 0.77 591
determined routine.

I employ textbooks approved by
the school administration and
committee as the best resources
for teaching.

1.7 75 284 491 133 3.65 0.86 588

I rely on teaching guidelines
containing step-by-step strategies 3 169 34.6 34.6 10.8 3.33 0.98 592
during in-class implementation.

I choose testing as the basic key
to obtain information about my 32 193 38 30.2 93 323 097 592
students’ progress.

I include language teaching tasks
that follow similar procedures to 2 223 476 25 31 305 0.82 588
previously used ones.
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Table 4.4.1 (continued)

| follow standard lesson planning

X 6.3 21.1 421 267 39 3.01 094 592
rules based on certain norms.

I require my students to apply a
pre-set language rule to the
examples they are given in a
deductive way.

56 263 437 20 44 291 0.93 590

N=Never, R=Rarely, S=Sometimes, U=Usually, A=Always

4.4.2. Actions reflecting Innovative (Liberal) Pedagogy

The second dimension within the actions set was the innovative (liberal)
pedagogy. As seen in Table 4.4.2, most of the participants seemed to make use of
imagination and creativity in implementing teaching strategies (M=4.01); organize
teaching situations where they can try new ways of doing things (M=3.90); and make
use of alternative assessments (such as portfolios, learning logs, diaries, etc.) to
observe their students’ progress (M=3.75). Regarding the least frequently-reported
action in this dimension, it was seen that the participants were less tended to prepare

language tasks that involve novelty and ambiguity (M=3.06).

Table 4.4.2 Actions reflecting Innovative (Liberal) Pedagogy

Items % M SD N

N R S U A

I make use of imagination and
creativity in implementing 0.7 32 228 406 327 4.01 0.86 591
teaching strategies.

| set goals and objectives without

norms but high flexibility. 2 122 332 415 112 348 092 591

| organize teaching situations
where | can try new ways of 0.7 52 201 516 223 390 0.83 591
doing things.

I make use of alternative
assessments (portfolios, learning
logs, diaries, etc.) to observe my
students’ progress.

29 118 241 30 312 375 111 593

I try lesson planning in new ways

not used by others in the past. 15 16 422 301 101 331 091 592

| offer flexible schedules and

: 49 159 36 325 10.7 328 1.01 591
adjustable programs.
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Table 4.4.2 (continued)

Each year | select brand new

) 54 233 345 279 88 3.11 1.04 588
materials to teach my courses.

| prepare language tasks that S5 204 381 285 56 306 097 586
involve novelty and ambiguity. ' ' . - : : .

N=Never, R=Rarely, S=Sometimes, U=Usually, A=Always

4.4.3. Actions reflecting Communicative Instructional Planning

In relation to instructional planning, the participants were asked to what extent
they adopted communicative practices in instructional planning. As demonstrated in
Table 4.4.3, most of the participants reported that they provide their students with
meaningful practice rather than insignificant repetition (M=4.20); foster their
students to become fluent in the target language through communicative tasks
(M=4.08); organize their lessons around conversational activities and situation-based
(thematic) tasks (M=3.72); and focus on the process of communication rather than
the mastery of language forms (M=3.70). As for the least frequently-reported action
within this dimension, avoiding a syllabus making the learners memorize newly-

acquired words and structures received fewer ratings from the participants (M=2.95).

Table 4.4.3 Actions reflecting Communicative Instructional Planning

Items % M SD N

N R S U A

| provide my students with
meaningful practice rather than 05 14 113 512 356 420 0.73 592
insignificant repetition.

| foster my students to become
fluent in the target language 0.7 22 171 487 313 4.08 0.79 591
through communicative tasks.

| organize my lessons around
conversational activities and 1.7 72 296 404 21 372 0.93 594
situation-based (thematic) tasks.

| focus on the process of
communication rather than the 1.2 56 325 438 169 3.70 0.86 593
mastery of language forms.

I avoid constructing my lessons
on structural patterns and
explicitly presented grammar
rules.

2 103 292 437 148 359 0.93 593

153



Table 4.4.3 (continued)

I plan to use the target language
outside the classroom when
interacting with my students to
foster their language acquisition.

9 178 278 29.7 158 3.25 1.18 590

| keep away from a syllabus
which is composed of linguistic 4.4 214 381 282 7.8 314 098 588
structures.

I avoid a syllabus making my
students memorize newly- 106 25 319 233 91 295 1.13 592
acquired words and structures.

N=Never, R=Rarely, S=Sometimes, U=Usually, A=Always

4.4.4. Actions reflecting Communicative Error Correction

As for error correction, the participants were asked to what extent the
communicative approach was followed in their error correction practices through
self-reported items. All the items in this dimension received a considerable number
of ratings. As demonstrated in Table 4.4.4, most of the participants follow
communicative practices in error correction by: permitting their students to make
errors in early stages to encourage them speak well later on (M=4.18); letting their
students interact freely without the concern of accuracy (M=3.99); allowing their
students to learn from their own mistakes through self-correction (M=3.97); allowing
their students to say anything in the target language no matter whether they say it
correctly or not (M=3.95); allowing their students to learn from each other’s mistakes
through peer correction (M=3.90); ignoring when language learners make oral errors
and try to understand what they are saying (M=3.82); promoting their students’ using
a fluent language rather than a correct or accurate language (M=3.87); and keeping
silent and observing students when they are producing the language in early stages
(M=3.69).

Table 4.4.4 Actions reflecting Communicative Error Correction

Items % M SD N

N R S U A
I permit my students to make
errors in early stagesto encourage 1 2.6 13.7 426 40.2 4.18 0.84 585
them speak well later on.
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Table 4.4.4 (continued)

I let my students interact freely

: 05 31 217 46 287 399 0.82 589
without the concern of accuracy.

I allow my students’ to learn from
their own mistakes through self- - 42 222 459 277 397 0.82 549
correction.

I allow my students to say
anything in the target language no
matter whether they say it
correctly or not.

09 75 202 389 324 395 095 583

I allow my students to learn from
each other’s mistakes through peer 0.7 5.1 23.6 44.8 25.8 3.90 0.87 589
correction.

I promote my students’ using a

fluent language rather than a 1.2 3.7 255 457 238 3.87 0.86 588
correct or accurate language.

I ignore oral errors that language
learners make and try to 15 58 228 488 21.1 3.82 0.88 588
understand what they are saying.

| keep silent and observe my
students when they are producing 1.7 9.6 25.8 442 182 3.69 0.94 586
the language in early stages.

N=Never, R=Rarely, S=Sometimes, U=Usually, A=Always

4.4.5. Actions reflecting Learner-centeredness

Regarding learner-centeredness, it was seen that a high number of the
participants reported that they follow a learner-centred approach in their language
teaching practices by adjusting their instructions and explanations to their students’
needs and levels (M=4.48); and listening attentively to their students for any matter
in and outside the classroom (M=4.50); taking their students’ needs and interests into
account when they are planning and organizing the materials or resources (M=4.25);
examining their students’ characteristics and individual differences closely (M=4.19);
trying to find a way to reach even the most difficult learners in their classrooms
(M=4.19); carrying out responsibilities for the social and cultural development of
their students (M=3.77); and keeping careful records of their students’ language
learning progress (M=3.68). The latter item received extra comments from some

respondents such as: It is not my responsibility to keep the records of the students in
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my institution, which indicates once more that contextual factors play significant
roles in teachers’ approaches. As a final but striking point about learner-
centeredness, only 6.3% of the participants always and 20.5% of the participants
usually let their students choose their own activities and decide what they want to do
in class (M=3.03) (see Table 4.4.5).

Table 4.4.5 Actions reflecting Learner-centeredness

Items % M SD N

N R S U A

I listen attentively to my students
for any matter in and outsidethe 0.7 1.7 59 304 614 450 0.74 593
classroom.

| adjust my instructions and
explanations to my students’ - 07 51 399 544 448 0.63 592
needs and levels.

I take my students’ needs and
interests into account when | am
planning and organizing the
materials or resources.

08 1.7 99 465 411 425 0.77 594

I examine my students’
characteristics and individual 0.7 15 147 448 383 419 0.79 592
differences closely.

I try to find a way to reach even
the most difficult learnersinmy 03 2 138 455 38.3 4.19 0.77 593
classrooms.

I carry out responsibilities for the
social and cultural development 08 9.8 235 428 23 3.77 0.94 591
of my students.

| keep careful records of my
students’ language learning 22 81 29 409 199 3.68 0.95 5%
progress.

I let my students choose their own
activities and decide what they 39 218 475 205 6.3 3.03 091 591
want to do in class.

N=Never, R=Rarely, S=Sometimes, U=Usually, A=Always
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4.4.6. Actions reflecting Personal and Professional Development

Finally, the participants were required to rate their actions related to personal
and professional development practices. All of the related actions received high
ratings from the participants. According to Table 4.4.6, the participants seemed to:
look up the dictionary for the meaning of an unknown word they encounter
(M=4.27); reflect personally on their performance for their self-development
(M=4.25); watch the films or TV in the target language without subtitles (M=4.25);
search for the meaning of different idioms that are used by the native speakers
(M=4.20); read magazines, newspapers, novels, or stories in the target language
(M=4.19); work cooperatively with professional colleagues by sharing their
observations and experiences in language teaching (M=4.16); contribute to school
activities such as meetings, in-service training, materials preparation sessions, etc.
(M=4.15); and go on getting the knowledge of general linguistic theories for their
development (M=3.85).

Table 4.4.6 Actions reflecting Personal and Professional Development

Items % M SD N

N R S U A

I look up the dictionary for the
meaning of an unknown word | 0.3 52 135 285 524 427 091 593
encounter.

I watch the films or TV in the

target language without subtitles. 05 29 131 386 449 425 083 594

| reflect personally on my
performance for my self- 0.7 22 119 422 431 425 0.80 590
development.

| search for the meaning of
different idioms that are used by - 48 161 336 455 420 0.88 589
the native speakers.

| personally read magazines,
newspapers, novels, or stories in 0.7 19 189 352 434 419 0.85 5%
the target language.

I work cooperatively with
professional colleagues by sharing
my observations and experiences
in language teaching.

12 29 166 38 414 416 0.88 592
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Table 4.4.6 (continued)

I contribute to school activities
such as meetings, in-service
training, materials preparation
sessions, etc.

1.7 71 142 291 48 415 1.02 592

I go on getting the knowledge of
general linguistic theories formy 0.8 84 242 38.3 282 385 0.96 592
professional development.

N=Never, R=Rarely, S=Sometimes, U=Usually, A=Always

4.5. Inferential Results regarding EFL Instructors’ Actions

This section provides the results of the inferential analyses about the fourth
research question, which investigated whether the participant instructors’ language
teaching actions vary significantly by background variables or if there was a
relationship between the participants’ background variables and their actions. In
order to answer this question, Pearson correlation coefficients, t tests, and ANOVAs
conducted and necessary assumptions were checked as the initial steps of the
analyses. In order to test whether the distribution is normal, skewness and kurtosis
values for each dimension within the actions set were checked, and Kolmogorov-
Smirnov and Shapiro-Wilk tests were computed (see the results of the normality tests
for the dimensions within the actions set in Appendix F). The skewness and kurtosis
values were between +1 and -1, which could mean that the normality of the
distribution was not violated (Tabachnick & Fidell, 2007), but Kolmogorov-Smirnov
and Shapiro-Wilk Tests were significant, which indicate a distribution that differed
from the normal distribution. Since the Kolmogorov-Smirnov and Shapiro-Wilk
Tests are conservative tests, normality was examined by checking histograms, Q-Q
Plots, and P-P Plots, and it was noticed that the normality assumption was not
violated. Boxplots were also examined to determine whether there were any outliers,
and it was seen that were no serious outliers for the dimensions within the cognitions
set, except for the traditional (conservative) pedagogy. In relation to the results
obtained from t-tests and ANOVAs, only the points indicating statistically significant
differences/relationships were included in presentations and tables. In relation to the
results obtained from t-tests and ANOVAs, only the points indicating statistically

significant differences/relationships were included in presentations and tables
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4.5.1. Differences in Actions by Age

In order to see whether EFL instructors’ self-reported language teaching
actions vary significantly by the age factor, Pearson correlation coefficients were
conducted for each dimension within the actions set. The correlational analyses
indicated three negatively significant correlations between the age and the actions
regarding: communicative instructional planning, r (365) = -.10, p<.05;
communicative error correction, r (334) = -.11, p<.05; and personal-professional
development, r (376) = -.18, p=.001. These results indicated that as the participants
became older, they implemented less communicative practices in curriculum
planning and error correction processes. Furthermore, the older they became, the less

they followed personal and professional development practices (see Table 4.5.1).

Table 4.5.1 Correlation between Age and Language Teaching Actions

Dimensions Age
Pearson Sig. N
Corr. (2-tailed)

Traditional (Conservative) Pedagogy .04 441 367
Innovative (Liberal) Pedagogy -.08 131 362
Communicative Instructional Planning -.10* .037 367
Communicative Error Correction -11* .035 336
Learner-centeredness -.09 .073 379
Personal-Professional Development -.18** .001 378

*Correlation is significant at the .05 level.
**Correlation is significant at the .01 level.

4.5.2. Differences in Actions by Teaching Experience

To examine the relationship between the teaching experience and the
participants’ language teaching practices, correlational analyses were conducted
between the variable teaching experience and each dimension in language teaching
actions. The results presented in Table 4.5.2 indicated only two negatively significant
correlations between the teaching experience and the practices regarding innovative
(liberal) pedagogy, r (360) = -.11, p<.05; and personal and professional development,

r (376) = -.16, p=.002. Accordingly, as the participants became more experienced,
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they tended to exhibit less innovative (liberal) pedagogy in their language teaching
actions and they tend to abandon personal and professional development actions.

Table 4.5.2 Correlation between Experience and Language Teaching Actions

Dimensions Experience
Pearson Sig. N
Corr. (2-tailed)

Traditional (Conservative) Pedagogy .04 480 366
Innovative (Liberal) Pedagogy -11* .044 362
Communicative Instructional Planning -.09 .070 368
Communicative Error Correction -131 .017 336
Learner-centeredness -.09 .089 379
Personal-Professional Development -.16** .002 378

*Correlation is significant at the .05 level.
**Correlation is significant at the .01 level.

4.5.3. Differences in Actions by Type of Home Institution

With the purpose of evaluating whether EFL instructors’ language teaching
actions change significantly by the type of institution where they work, independent-
samples t tests were conducted. As the Levene’s tests indicated, the homogeneity of
variance was violated for the following dimensions: communicative error correction,
p=.005; and learner-centeredness, p=.004 (see the Levene’s tests results in Appendix
G). Independent-samples t-tests conducted to investigate whether the participants
from a public institution followed different language teaching practices as opposed to
the ones from a private institution was non-significant for all the dimensions within
the action set. This finding could mean that teaching at a private or state university

did not create any difference in the actions of the participant instructors.

4.5.4. Differences in Actions by Undergraduate Education

With the purpose of evaluating whether EFL instructors’ language teaching
actions change significantly according to their background from undergraduate
education, independent-samples t tests and one-way ANOVAs were conducted.

As the first step, an independent-samples t-test was conducted to investigate

whether the participants’ fields of study at undergraduate education had a significant
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effect on their language teaching practices. For this analysis, the participants were
divided into two groups: (a) the graduates of Education Faculties and (b) the
graduates of other faculties. As the Levene’s tests did not indicate any significant
values, the homogeneity of variance was not violated concerning the dimensions
within the actions set (see the Levene’s results in Appendix G). The t tests were
significant for the following dimensions within the actions set: (a) innovative
(liberal) pedagogy, t(359.06)=-2.00, p=.04; (b) communicative instructional
planning, t(368.30)=-2.19, p=.03; and (c) communicative error correction,
t(336.91)=-2.34, p=.02.

Table 4.5.4.1 Differences in Actions by Study Field at Undergraduate Education

Significant Dimensions Study Field M SD N

Innovative (Liberal) Pedagogy ELT 3.43 .59 180
t(359.06)=-2.00, p=.04 Non-ELT 355 57 187
Communicative Instructional Plan. ELT 3.53 .56 181
t(368.30)=-2.19, p=.03 Non-ELT 3.65 .56 190
Communicative Error Correction ELT 3.85 .56 180
t(336.91)=-2.34, p=.02 Non-ELT 399 54 181

*Only the results indicating statistically significant differences are included.

According to the mean scores in Table 4.5.4.1, the graduates of other
departments (M=3.55) tended to follow more innovative (liberal) pedagogy as
opposed to the ELT graduates (M=3.43). Furthermore, the graduates of other
departments tended to implement more communicative practices in instructional
planning and error correction processes compared to the ELT graduates.

As a further grouping, the participants were divided into five groups on the
basis of the their academic program at undergraduate education: (a) English
Language Teaching; (b) English Language and Literature; (c) English Linguistics;
(d) American Culture and Literature; and (e) English Translation and Interpretation.
In order to test the homogeneity of variance, Levene’s test for each dimension within
the actions set was computed, and it was seen that the homogeneity of variance was
not violated for the analyses (see the results of the Levene’s tests in Appendix G).

The ANOVAs testing whether the group means on the dependent variables differ
161



significantly from each other were significant for: communicative practices in
instructional planning, F(5,365)=4.21, p=.001, 1?=.054; and error correction,
F(5,333)=2.81, p=.017, n°=.041. The strength of the relationship assessed by 1> was
small with the factor accounting for approximately 4% to 5% of the variance of the
dimensions in the dependent variable. Follow-up tests were conducted to evaluate
pairwise differences among the means. Accordingly, the graduates the Department of
American Culture and Literature tended to act more communicatively in curriculum
planning (M=3.85) and error correction (M=4.19) practices than the graduates of
other departments (see the mean scores in Table 4.5.4.2).

Lastly, independent-samples t tests were conducted to investigate whether the
participants holding a pedagogical formation certificate tended to reflect different
language teaching practices as opposed to the ones without a pedagogical formation
certificate. As the Levene’s tests indicated, the homogeneity of variance was not
violated (see the Levene’s test results in Appendix G). The t tests were non-
significant for all the dimensions within the actions set, which could mean that
having a pedagogical formation certificate did not create any difference among the

participants in terms of self-reported language teaching practices.

Table 4.5.4.2 Differences in Actions by Academic Program at Undergraduate
Education*

Dimension BA Program M SD N
Communicative Instructional Planning  (a) ELT 3.53 .56 181
F(4,365)=4.21, p=.001 (b) ELL 3.54 54 99
(c) LING 3.64 A7 35
(d) ACL 3.85 53 30
(e) TI 3.62 .65 20
Communicative Error Correction (@) ELT 3.85 .56 180
F(4,364)=2.81, p=.017 (b) ELL 3.88 .50 99
(c) LING 4.02 46 35
(d) ACL 4.19 .64 30
(e) TI 4.03 .60 20

*Only the results indicating statistically significant differences are included.
ELT=English Language Teaching; ELL=English Language and Literature;
LING=Linguistics; ACL=American Culture and Literature; TI=Translation and Inter.
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4.5.5. Differences in Actions by Graduate Education

First of all, an independent-samples t-test was conducted to investigate whether
the participants holding a Master’s degree followed different language teaching
actions as opposed to the ones without a Master’s degree. As the Levene’s tests
evaluating the assumption that the variances of the two groups are equal, did not
indicate any significant values, the homogeneity of variance was not violated
concerning the dimensions within the actions set (see the results of the Levene’s tests
in Appendix G). The t tests were significant for only two dimensions in the actions
set: traditional (conservative) pedagogy, t(249.95)=-2.55, p=.01 and innovative
(liberal) pedagogy, t(249.62)=2.11, p=.01. As seen in Table 4.5.5.1, the participants
who didn’t hold a Master’s degree (M=3.52) tended to adopt more traditional
(conservative) pedagogy in their language teaching practices compared to the ones
holding a Master’s degree (M=3.37). Alternatively, the participants who hold a
Master’s degree (M=3.66) tended to adopt more innovative (liberal) pedagogy in
their language teaching practices compared to the ones without a Master’s degree
(M=3.47). These findings could mean that being engaged in a graduate study would
create difference in pedagogical inclinations of the EFL instructors.

Table 4.5.5.1 Differences in Actions by Holding a Master’s Degree*

Significant Dimensions Master’s Degree M SD N

Traditional (Conservative) Pedagogy Yes 3.37 48 240
t(249.95)=-2.55, p=.01 No 3.52 .56 140
Innovative (Liberal) Pedagogy Yes 3.66 51 240
t(249.62)=-2.11, p=.01 No 3.47 .58 140

*Only the results indicating statistically significant differences are included.

Independent-samples t-tests were conducted to investigate whether the
participants’ fields of study (education or non-education) at Master’s program had a
significant effect on their language teaching actions. As the Levene’s tests indicated,
the homogeneity of variance was not violated for the dimensions within the action set
(see the results of the Levene’s tests in Appendix G). None of the t tests for the

dimensions within the actions set indicated a significant result, which could mean
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that the study field (education or non-education) at graduate education did not create
any difference among the participants in terms of their language teaching practices.

As another step, the participants were divided into five groups on the basis of
their Master’s program. In order to test the homogeneity of variance, Levene’s test
for each dimension within the actions set was computed, and it was seen that the
homogeneity of variance was not violated (see the results of the Levene’s tests in
Appendix G). The ANOVAs testing whether the group means on the dependent
variables differ significantly from each other were significant for only
communicative error correction, F(6,189)=3.02, p=.008, n°=.087. The strength of the
relationship assessed by 1> was small to medium with the factor accounting for
approximately 9% of the variance of the dependent variable. Follow-up tests were
conducted to evaluate pairwise differences among the means. Accordingly, the
graduates of other departments (M=3.48) tended to implement less communicative
practices in error correction compared to the ones holding a Master’s degree from the
departments of ELT (M=3.99), LING (M=3.98), or ELL (M=3.91) (see the mean
scores in Table 4.5.5.2).

Table 4.5.5.2 Differences in Actions by Master’s Program at Graduate Education

Significant Dimensions Master’s Program M SD N
Communicative Error Correction ELT 3.99 51 74
F(4,189)=3.02, p=.008 ELL 391 49 30
LING 3.98 23 13
EDS 3.87 .56 19

Other Programs 3.48 .53 60

*Only the results indicating statistically significant differences are included.

4.5.6. Differences in Actions by National/International Exam Scores

In order to examine the relationship between the national/international exam
scores and the participants’ language teaching practices, correlational analyses were
conducted between the variables. The results of the correlational analyses presented
in Table 4.5.6.1 did not indicate any statistically significant correlations between the
YDS scores and the language teaching practices of the participants. Similar analyses
performed with TOEFL scores also did not indicate any statistically significant

correlations (see Table 4.5.6.2).
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Table 4.5.6.1 Correlation between YDS Scores and Language Teaching Actions

Dimensions YDS Score
Pearson Sig. N
Corr. (2-tailed)

Traditional (Conservative) Pedagogy -.08 157 293
Innovative (Liberal) Pedagogy A1 074 285
Communicative Instructional Plan. .07 271 291
Communicative Error Correction .06 335 261
Learner-centeredness -.07 239 299
Personal-Professional Development .05 412 298

Table 4.5.6.2 Correlation between TOEFL Scores and Language Teaching Actions

Dimensions TOEFL Score

Pearson Sig. N

Corr. (2-tailed)

Traditional (Conservative) Pedagogy -.22 154 43
Innovative (Liberal) Pedagogy 23 118 45
Communicative Instructional Plan. -11 476 46
Communicative Error Correction .02 911 42
Learner-centeredness 19 192 47
Personal-Professional Development -.05 723 47

4.6. Canonical Correlation between Cognitions and Actions

The fifth research question aimed to examine the pattern and the strength of the
relationship between cognitions and actions of the participant EFL instructors. In
other words, it was intended to answer how strongly one set of variables (language
learning cognitions) would relate to or predict the other set of variables (language
teaching actions). To answer this question, a canonical correlation analysis was
conducted. As canonical correlation is used when the variables in each set can be
grouped together conceptually, it is defined to be an exploratory technique enabling
researchers to see which variables would go together and which subset of the
variables in one set would best relate to which subset of the variables in the other set
(Leech, Barrett, & Morgan, 2005).
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The first set of variables selected for the analysis was cognitions set, which
included language learning cognitions on innatist, interactionist, competence-
oriented, performance-oriented, executive learner-oriented, legislative learner-
oriented, and judicial learner-oriented views. The second set of variables was
actions set, which included language teaching practices reflecting traditional
(conservative) and innovative (liberal) pedagogies, communicative instructional
planning and error correction, learner-centeredness, and personal and professional
development.

Necessary assumptions for the analysis such as multivariate normality,
linearity, homoscedasticity, and multicollinearity were checked as the initial step of
the analyses. As the first assumption, multivariate normality is that all variables and
all linear combinations of variables are normally distributed. As Tabachnick and
Fidell (2007) state, multivariate normality is not an easily testable hypothesis, but if
the variables happen to be normally distributed, the likelihood of multivariate
normality is increased. Therefore, univariate normality was checked through
skewness and kurtosis values, significance of Kolmogorov-Smirnov and Shapiro-
Wilk tests and histograms with normal curves. Not all skewness and kurtosis values
were close enough to the ideal value zero, and Kolmogorov-Smirnov and Shapiro
Wilk tests indicated significant (p < .05) values, which could mean that the data were
not normally distributed (see the results of normality tests for the dimensions in
Appendix F). However, Field (2009) claims that it is easier to get such significant
results from small deviations from normality in a study with a large sample size.
Considering this argument, it was thought to look at the shape of the distribution
rather than using formal inference tests as the sample was quite large (Tabachnick &
Fidell, 2007). Thus, Q-Q plots, and histograms were inspected for normality
assumption. It was noticed that the univariate normality was not violated based on
the histograms with normal curves. Boxplots were also examined to determine
whether there were any outliers, and it was seen that there were no serious outliers.
Secondly through an examination of scatterplots, the linearity was checked to
determine whether the variables are linearly related, and the homoscedasticity was
inspected to see that the variability in scores for one continuous variable is roughly

the same at all values of another continuous variable. Accordingly, if both variables
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are normally distributed and linearly related, the scatterplot is oval-shaped, and if the
scatterplot between the two variables are of roughly the same width all over with
some bulging toward the middle, the homoscedasticity was ensured. As the
homoscedasticity is related to the assumption of normality, if the normality
assumption is met, the relationships between variables become homoscedastic
(Tabachnick & Fidell, 2007). For the current data set, the shapes of most of the
scatterplots reflected no obvious departures from linearity and homoscedasticity
since the overall shapes did not curve and they were about the same width
throughout. Finally, it was important that the variables in each set and across sets are
not too highly correlated with each other, and thus the multicollineratity was checked
in the output. As Field (2006) suggests, there should be no perfect linear relationship
(>.90) between two or more of the predictors. Accordingly, none of the correlations
in the matrix exceeded .90 (Tabachnick & Fidell, 2007).

As demonstrated in Table 4.6.1, neither among the variables in the cognitions
set, nor among the variables in the actions set, and not even between the two sets
there was a correlation over .60. Accordingly, most of the variables in each set were
weakly or moderately correlated with each other, which were not interpreted as a

violation of the assumption.

Table 4.6.1 Bivariate Correlations among Predictors and Outcome Variables

Set | - Cognitions Set Set Il - Actions Set
INN INT CA PA LL EL JL |TCP ILP CIP CEC LC PPD

Set-I INN 1.0
INT 38 1.0
CA 07 18 10
PA 20 34 15 10
LL 28 35 -07 24 10
EL 21 43 27 12 28 10
JL 33 33 -03 .07 5 .26 10

Set-Il TCP .10 22 33 .09 -04 34 03| 1.0
ILP A8 32 07 21 26 .11 27| -07 1.0
clp 18 28 -06 .29 20 .03 .15|-13 61 10
CEC .18 3 -10 .23 21 .18 24| 20 .22 32 10
LC 14 37 12 24 16 09 20| -01 45 49 21 10
PPD 20 36 -01 .16 .22 .12 14| 08 40 .32 18 47 10
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INN=Innatist Perspective; INT=Interactionist Perspective; CA=Competence-oriented Approach;
PA=Performance-oriented Approach; EL=Executive Learner-oriented View; LL=Legislative Learner-
oriented View; JL=Judicial Learner-oriented View; TCP= Traditional (Conservative) Pedagogy;
ILP=Innovative (Liberal) Pedagogy; CIP=Communicative Instructional Planning;
CEC=Communicative Error Correction; LC=Learner-centeredness; PPD= Personal and Professional
Development in Tables 4.6.1 and 4.6.2.

A canonical correlation analysis was performed to determine the structure of
the relationship between the two sets, and the analysis yielded two functions with
squared canonical correlations (Rc?) of .308 and .215, respectively. Both of the
functions accounted for a significant amount of overlapping variance, and both of the
solutions were over .30. The first canonical correlation was .55 (31% overlapping
variance); the second was .46 (22% overlapping variance). With both canonical
correlations included, Wilks” A = .471, p <.001. With the first removed, Wilks’ A =
681, p >.001 (see Table 4.6.2).

Table 4.6.2 Correlation Solutions for Cognitions Predicting Actions

Variables First Second
Canonical Correlation Canonical Correlation
Coefficient Lo(ar (:;ng Es/z ) Coefficient LO(? ci;ng (f;:)
Predictors INN -.06 -.10 .01 A7 .26 .07
INT -13 -.02 .00 -12 .05 .00
CA 7 .85* 12 -.55 -27 07
PA -.19 -.16 .03 .16 13 .02
EL 41 43* .18 .80 A48* 23
LL -.34 -.38* 14 -17 -.18 .03
JL .01 -.18 .03 -.69 -.45* .20
Outcomes TCP .85 16* .58 42 50* .25
ILP .20 -.18 14 -.75 -.54* 29
CIP -.33 -44* 19 .67 .02 .00
CEC -.46 -.38* 14 23 .29 .08
LC .28 -.06 .00 -.70 -.45* .20
PPD -.35 -.26 .07 45 A1 .01
*>.30

rs: structure coefficient (canonical loadings)
rs®: squared structure coefficient
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As the first canonical correlation revealed statistically significant results to
make meaningful interpretations, the second model was not taken in to consideration
for discussion. In the framework of the first canonical correlation, competence-
oriented approach, executive learner-oriented view, and legislative learner-oriented
view were significantly correlated with the first variate at .85, .43, and -.38,
respectively. On the other hand, traditional (conservative) pedagogy, communicative
instructional planning, and communicative error correction were significantly
correlated with the first variate at .76, -.44, and -.38, respectively. When redundancy
analysis output was examined, it was seen that the first canonical variate for the
cognitions set extracted 32% of the variance from the cognitions (its own set) and
10% of the variance from the actions (the other set). Similarly, the first canonical
variate for the actions set extracted 36% of the variance from the actions (its own set)
and 11% of the variance from the cognitions (the other set).

Figure 4.6.1 presents the loadings and correlations for both pairs in the first
canonical solution. Accordingly, competence-oriented approach, executive learner-
oriented view, and legislative learner-oriented view as the three predictors were
related to the three outcomes, which were traditional (conservative) pedagogy,
communicative curriculum planning, and communicative error correction.
Considering positive and negative signs of the loadings, it was interpreted that the
participants having more competence-oriented approach and executive learner
preferences would probably follow more traditional (conservative) pedagogy but less
communicative practices in curriculum planning and error correction. Similarly, the
participants disfavouring legislative learners would probably follow less
communicative practices in instructional planning and error correction; on the
contrary they would probably reflect more traditional (conservative) pedagogy. In
other words, the EFL instructors who see the language as a system of linguistic
elements emphasizing the knowledge about the language and who prefer learners
performing a task according to the given instructions rather than the learners who
take reasonability for their own learning would probably follow customary patterns
of thoughts and practices about teaching that have been used for a long time and also
implement less communicative practices in instructional planning and error

correction procedures.
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Figure 4.6 Canonical Correlation Model
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CHAPTER YV

CONCLUSION AND IMPLICATIONS

This chapter discusses the main results pertaining to language learning
cognitions and language teaching actions of the EFL instructors teaching at tertiary
level, the factors influencing their cognitions and actions, and the relationship
between those cognitions and actions. Implications for practice and further research

are provided at the end of the chapter, as well.

5.1. Discussion of the Descriptive Results

This section, firstly, summarizes the background of the participants in the study
and later discusses the descriptive results in relation to language learning cognitions
and language teaching actions of the participants under two headings.

First of all, the items in relation to demographic information were not
responded to by all of the participants. Among the participants responding to the
demographic information items, almost half of them were at the age of 30 and below,
and more than half of them had 1 to 10 years of teaching experience. The participants
in the study represented 15 different teaching contexts (higher education institutions)
in Ankara. While almost half of the participants were working at state universities,
the other half were from private universities. Concerning the participants’ English
language proficiency, the mean value regarding YDS scores was 95 out of 100.

As to academic background of the participants, half of the participants were the
graduates of the departments of English Language Teaching; whereas the other half
graduated from alternative routes to teaching profession. This finding puts forwards

the claim that Education Faculties supply half of the demand for the instructors
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teaching English at universities in Turkey, and the other half graduate from faculties
other than Education and do the same task, which is teaching. Another striking point
was that one-fourth of the graduates of Non-education Faculties did not hold a
pedagogical formation certificate.

The participants in the study represented the graduates of 38 different
universities in Turkey and other countries. However, the highest percentages were
from Hacettepe University and Middle East Technical University. These proportions
could mean that these two prominent universities have the potential to supply the
demand for tertiary level EFL instructors in Ankara. Regarding the participants’
tendencies to carry out graduate studies, it was seen that more than half of the
participants held a Master’s degree, which was a significant indication of the
participants’ attempts to further academic development and research-based approach.
The highest percentages of the Master’s holders were again from Middle East
Technical University and Hacettepe University. These proportions could also
indicate that these two universities offer preferable graduate studies for the EFL

instructors in Ankara.

5.1.1. Discussion of the Descriptive Results Regarding Cognitions

In relation to the first research question investigating language learning
cognitions of EFL instructors with regards to linguistic aptitude, priorities in
language learning, and good language learners, it was seen that the participants did
not reflect clear-cut or straightforward positions or orientations towards a particular
dimension; instead, they had tendencies towards diverse perspectives and approaches
at the same time. Similar cases was also stated in the literature, as it was claimed that
teachers usually adopted a combination of dichotomous approaches in teaching
(Hong, 2012; Ong, 2011) or eclectic methods and techniques (Saengboon, 2012)
rather than relying on a single way that could not work perfectly in all situations
(Tantani, 2012).

Even so, there appeared some significant accumulations in particular aspects of
the inventory. To exemplify for linguistic aptitude, the interactionist perspective
received much more ratings than the innatist perspective did, as the frequencies

indicated. This finding revealed that the EFL instructors were inclined to believe that
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language learning occurs through countless interactions between the learner and the
environment, which takes a reference from Vygotsky’s (1962) socio-cultural theory
emphasizing the role of interaction and reflects Krashen’s theory (1994) that
interaction can enhance second language acquisition and fluency. According to Gass
and Selinker (2008), “in the social interactionist view, it has been argued that
language and social interaction cannot be separated without resulting in a distorted
picture of the development of linguistic and interactive skills” (p. 480).

Regarding the subcategories in the interactionist perspective, both informal
(natural) context and formal (created) context were rated to be important factors on
language learning aptitude in the responses of the participant instructors even though
they were slightly in favour of the formal context-oriented view. In this framework, it
was predominantly believed that: the more social connections the learners have, the
better they learn a foreign language (Long, 1985; Pica, 1996); it is better to learn a
foreign language in a country where it is spoken as an official language (Vibulphol,
2004; Diab; 2009); and the learnability of a language depends on comprehensible
input taken in sufficient quantities, which is consistent with the conceptual literature
(Krashen, 1985, 1994) highlighting the critical role of comprehensible input for
second language acquisition.

On the other hand, it was also reported, by the majority of the participants, that
linguistic competence is highly related to a positive and encouraging classroom
atmosphere; and improved teaching techniques makes language learners learn a
language faster and to a greater degree. These findings support the assumption that
school setting has a significant role in implementing an innovation; therefore, it is
essential to improve current classroom conditions before starting a desirable
innovation (Kirkgoz, 2008).

In the matter of the innatist perspective, which presupposes that certain aspects
of language are innate and hardwired (Gass & Selinker, 2008; Randall, 2007), even if
most of the participants seemed to think that the capacity to learn a language is
inborn in all humans, they also tended to disbelieve that all people learn a language
more or less in the same way, and language competence is a result of 80% ability and
20% effort. The latter finding is fairly contradictory with the finding in Vibulphol’s

(2004) study, in which almost 90% of participants were inclined to admit that some
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people possess a special ability for learning foreign languages. This point was rated
by more than half of the participants in Diab’s (2009) study, as well. However in the
current dissertation, only one-fifth of the EFL instructors were inclined to this point.

Nonetheless, most of the participants tended to believe that the capacity to
learn a language is inborn in all humans; language skills are inherent in our genes; all
people, regardless of intelligence, can learn to speak a language; and learning a
language is like learning to walk. Regarding a similar position, Gass and Selinker
(2008) shed light on the concept, by claiming that it is innate for people to learn
languages just like it is innate to ride a bike. As Lightbown and Spada (2006) also
state, “Chomsky argued that children are biologically programmed for language and
that language develops in the child in just the same way that other biological
functions develop” (p. 15). Consequently, it could mean that the EFL instructors had
parallel views on certain points with the conceptual literature putting forward that the
innatist perspective has a mentalist orientation that underlines the role of “a complex
and biologically specified language module in the mind of the learner” (Ellis et al.
2009, p. 10).

When the participants’ cognitions on priorities in language learning were
examined, it was seen that they were mostly on the side of the performance-oriented
approach, which was also highlighted as communication-oriented language teaching
beliefs in Yook’s (2010) dissertation. On the other hand, the competence-oriented
approach had fewer ratings, which is in opposition to the findings in Canh (2011);
Chia (2003); Eisenstein-Ebsworth and Schweers (1997); and Soontornwipast (2010),
whose participants reflected a tendency towards formal, explicit, conscious, and
deductive instruction of grammar in language teaching as the competence-oriented
approach usually suggests.

Although Burns (1992) mentions the emphasis on both communicative and
linguistic competences in language proficiency, the competence-oriented approach
was less popular among the participants in the current study, because they tended to
disbelieve that: literary language is superior to spoken language; understanding
grammatical rules of the target language is the primary goal of language learning; the
basic indication of language proficiency is to be able to translate from one language

into another; language learning requires a detailed presentation of a set of
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consciously learned grammatical structures; and the preliminary skills to be
developed in language learning are reading and writing. Those items’ getting fewer
ratings indicated that the participants did not attach much importance to the idea that
language is the target of learning. In contrast, the performance-oriented approach,
which sees the language as a tool of communication, was much more popular,
because the participants were supportive of the following ideas: language proficiency
is reflected best in real-life situations in which target language is used effectively,
and language learning requires an intense exposure to spoken communication.

As stated before, some dimensions in the inventory did not receive
straightforward ratings and hence did not reflect clear-cut tendencies among the
participants. For instance, the participant instructors both favoured learners taking
responsibility for their own learning and desired to have learners analyzing,
evaluating, and judging the things and ideas; at the same time they were fond of
learners listening carefully to directives of their teachers. Consequently, the mean
scores of all the categories of the cognitions on good language learners were highly
close to each other. This finding showed that the participants did not exhibit definite
preferences about their learners’ characteristics, which is emphasized in the literature
as well. As learners learn through different ways, the way that works for a particular
group might not work for others (Cohen & Dornyei, 2002). Considering that every
single learner has the right to be successful, teachers are expected “to improve the
chances of success for students who are struggling” (Nel, 2008, p. 54). Similarly,
Naiman et al. (1996) remind that teachers need to exhibit a wide repertoire of
learning styles and characteristics, because successful learners, with predetermined
overall characteristics, do not exist, and learners cannot be expected to be tied to one
particular set of habits.

However, the percentages indicated that the participants tended to favour the
legislative learners a little more than they favoured the judicial and executive
learners. For instance, good language learners were attributed to be more comfortable
with activities that allow them to do things their own way; work better on language
tasks that require creative strategies; try to learn a topic that they believe is
important; and like open-ended and flexible assignments when they decide for what

to do and how to do it. The participants did not rate the executive learners as much as
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they rated the legislative and judicial learners, because they preferred learners who
can take responsibility for their own learning, and they tended to disfavour the
learners who adopt the views their teachers believe to be correct on a point. These
positions are depicted in Ellis (1992) through the concepts named “active task
approach” which stands for the learners “who take charge of their own learning
rather than relying on the teacher and who are persistent in pursuing goals” and
“awareness of the learning process” which represents “thoughtful learners who make
conscious decisions about what study habits and tactics to employ” (p. 184).
Similarly, higher level learners are described to have strategies to regulate and
manage their own learning (Griffiths, 2008), and therefore instilling confidence,
independence, and ability to communicate well among the learners are recommended
(Mori, 2011). Besides all those, the participants also perceived good language
learners as the ones who like projects promoting analysis, judgment, and evaluation
of the things and ideas and activities in which they can review and compare different
points of views, which are parallel with the constructivist orientations of the

participants in Poulson et al. (2001).

5.1.2. Discussion of the Descriptive Results Regarding Actions

In relation to the third research question exploring EFL instructors’ language
teaching actions, it was seen that the participants’ actions regarding personal and
professional development received the highest ratings compared to other dimensions.
In this framework, the participants seemed to follow necessary paths to develop
themselves both personally and professionally. As highlighted by Sprinthall et al.
(1996), professional development is somewhat of personal development, and for this
reason “getting satisfaction in professional development would guarantee personal
development in general” (p. 667).

Another top rating was given to learner-centred practices being inconsistent
with Caner, Subasi, and Kara’s (2010) study confirming the learner-centred attitudes
of the two Turkish teachers in early childhood education. However, in some of the
literature from Far East and Middle East (Ali & Ammar, 2005; J. Choi, 2008; D. Li,
1998), EFL teachers were inclined to the traditional teacher-centred approach over

the constructive learner-centred approach.
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One of the two items that did not receive as many ratings as the other items
among learner-centred practices in the inventory were about letting the students
choose their own activities and decide what they want to do in class. The rating given
to this item revealed a confirmatory finding on the related literature claiming that in-
service language teachers have challenges in internalizing the idea of autonomy and
promoting learner autonomy in their classrooms (Dickinson, 1992; Hurd, Beaven &
Ortega, 2001; Littlewood, 1997; Nunan, 1997). The other item having fewer ratings
was about keeping careful records of the students’ language learning progress, on
which the participants provided further comments like: It is not my responsibility,
because the people in test development unit design the test, and the ones in student
affairs unit keep the records of the students in my institution.

As for the third dimension receiving the highest ratings, the participants in the
study exhibited considerable tendencies to follow communicative practices in error
correction, as they reported to: permit their students to make errors in early stages to
encourage them to speak well later on; let their students interact freely without the
concern of accuracy; allow their students to learn from their own mistakes through
self-correction; allow their students to say anything in the target language no matter
whether they say it correctly or not; allow their students to learn from each other’s
mistakes through peer correction; and ignore language learners’ oral errors and try to
understand what they are saying. Similar to these findings, Mori’s (2011) sample
also attached importance to corrective feedback and communicative ability in
language teaching. In opposition, a tendency to form-focused correction, which
places too much emphasis on grammar-based errors, was found among the sample in
Paiva’s (2011) dissertation.

Regarding the communicative practices in instructional planning, it could also
be concluded that the participants were positively inclined to communicative
language teaching, as in Nishino (2008), seeing that the participants had a tendency
to provide their students with meaningful practice rather than insignificant repetition
and foster their students to become fluent in the target language through
communicative tasks. However, one particular item did not receive as many ratings
as the other items in instructional planning dimension, apparently due to contextual

factors: | avoid a syllabus making my students memorize newly-acquired words and
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structures. At this point, the participants provided further comments by referring to
this item, and the following sentence could summarize the main theme emerging
from those comments: As a teacher, | do not have any interference in the curriculum
development process, which was employed by the curriculum and material
development unit.

As justified in the literature as well, teachers’ practices might be shaped by the
social, psychological and environmental realities of the workplace (Borg, 1998c). In
particular, contextual factors like curriculum mandates, standardized tests, and
school policies are mentioned in a lot of papers (Ahn, 2009; Borg, 2003; Farrell &
Lim, 2005; H. Lee, 2006; Ng & Farrell, 2003). A similar claim is made by Dauvis,
Konopak, and Readence (1993), who suggest the environmental realties of the school
and classroom as the factors hindering the teachers’ personally held belief systems.
The powerful influence of contextual factors on what teachers could do is
emphasized in many other studies (Erkmen, 2010; Kang, 2008; Spada & Massey,
1992; Pennington & Richards, 1997; Richards & Pennington, 1998; Tsui, 1996).

Finally, the participants’ language teaching actions were explored as signs of
their pedagogical inclinations, and it was observed that participants tended to follow
practices which were neither completely traditional (conservative) nor entirely
innovative (liberal). This is also supported in the preceding literature (Hong, 2012;
Ong, 2011; Saengboon, 2012; Tantani, 2012) mentioning teachers’ tendencies to
make use of more than one approach rather than relying solely on one approach. Still
in this study, the actions reflecting the innovative (liberal) pedagogy seemed to be
employed slightly more than the traditional (conservative) pedagogy by the
participants, as opposed to the findings in Canh (2011); J. Choi (2008); El-Okda
(2005); Ellis (2006); D. Li (1998); Phipps and Borg (2009); and Sifakis and Sougari
(2005).

The innovative (liberal) pedagogy was rated more, as in Wolf and Riordan
(1991), because the participants of this study tended to make use of imagination and
creativity in implementing teaching strategies; organize teaching situations where
they can try new ways of doing things; and make use of alternative assessments
(such as portfolios, learning logs, diaries, etc.) to observe their students’ progress.

This indicates a parallel finding with Chan (2008)’s study, which reports the
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majority’s use of task-based assessments more frequently than traditional paper-and-
pencil assessments.

On the other hand, most of the participants tended to follow the essentials in
the foreign language teaching curriculum of the school they teach, most probably due
to institutional policies in many contexts. This item also received some further
comments by the participants such as: Our syllabus is designed by the curriculum
development unit, so we are supposed to follow what is written on the agenda.

In order to summarize the findings through a broad and descriptive look, EFL
instructors’ language learning cognitions indicated: (a) an interactionist perspectives
emphasizing the significance of the environment around individuals when learning a
language; (b) a performance-oriented approach focusing on real-life functions of
language skills and areas; and (c) a slight orientation to legislative learners who can
create their own rules and decide on their own priorities. On the other hand, their
self-reported actions for language teaching revealed: (a) both traditional
(conservative) and innovative (liberal) pedagogies; (b) communicative practices in
error correction and instructional planning; (c) learner-centeredness; and (d) personal

and professional development attempts.

5.2. Discussion of the Inferential Results

This section reviews the results obtained from inferential analyses with respect
to the background factors affecting language learning cognitions and language
teaching actions of the participants as well as the patterns of the relationships

between those cognitions and actions.

5.2.1. Discussion of the Impacts of Background Factors

To answer the second and fourth research questions aiming to examine
possible relationships between the background factors (such as age, teaching
experience, type of home institution, undergraduate education, and graduate
education) and language learning cognitions or language teaching actions of the
participants, necessary inferential analyses were performed. As Borg (2003) states,
teachers’ cognitions and educational practices are shaped by a wide range of

interacting factors. In this framework, the gender effect, as a variable, on teacher
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cognition was investigated in a few papers. For example, Bacon and Finneman
(1992) claimed that beliefs regarding language learning could be predicted by
gender, whereas Tercanlioglu (2001) stated that beliefs about language learning did
not vary by gender as the differences among males and females were not significant.
Similarly, Moini (2009) and Rakicioglu (2005) found that the relationship between
beliefs and gender was not statistically significant. As the female instructors
outnumbered the male instructors in both of the pilot works of the current study, the
gender factor was not taken as a background variable in the scope of the study.

However, the age factor was interpreted to have impacts on certain aspects of
both cognitions and actions, in contrast to Chan (2008), who claim that the
relationship between teacher belief and age is not statistically significant. To
interpret more specifically, as the participants got older, their tendencies to adopt
innatist or interactionist perspectives decreased, which could mean younger
instructors could easily base linguistic aptitude upon the innate features as well as the
environment (formal or informal). In other words, older instructors seemed to rely on
neither innatist nor interactionist perspectives much as much as the younger ones
did. Another point was that the older the participants became, the more ratings the
competence-oriented approach received from them, which could mean that the
younger instructors did not seem to agree upon the priority of knowing about the
language over doing something with the language. As for actions, the age factor was
found to be negatively correlated with the actions reflecting communicative practices
in instructional planning and error correction as well as personal and professional
development. These results indicated that the older participants tended to abandon
communicative practices in their instructional planning and error correction.
Besides, as they became older, they showed fewer tendencies towards attempts for
personal and professional development.

As the second variable, the experience factor suggested similar findings to the
age factor. For instance, there appeared a negatively significant correlation between
the teaching experience and the performance-oriented approach, which could reveal
that the more experienced the participants were, the less they were inclined to the
performance-oriented approach, which emphasizes the communicative elements of

the language. In addition, as the participants’ teaching experiences increased, their
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ratings for the formal context-oriented view decreased, which could indicate that the
younger EFL instructors supported the formal context-oriented view more than their
older colleagues. These findings could be interpreted on the basis of two
assumptions: (1) Classroom events that the participants experienced routinely over
years might have created shifts in their cognitions; or (2) Pre-service teacher
education that the participants received years ago might have helped them construct
those cognitions long ago.

In a great number of papers, teaching experience is mentioned as an important
factor affecting teachers’ cognitions or actions (Akyel, 1997; Breen et al. 2001,
Canh, 2011; Chan, 2008; Chia, 2003; Crookes & Arakaki, 1999; Cumming, 1990;
Johnson, 2003; Johnston & Goettsch, 2000; Moini, 2009; Mok, 1994; Nishino, 2008;
Nunan, 1992; Osam & Balbay, 2004; Seferoglu, Korkmazgil, & Olgii 2009;
Richards, 1998; Richards, Li, & Tang, 1998; Tantani, 2012; Tsui, 2003; Westerman,
1991). In relation to the impact of teaching experience on actions, it was seen that the
experience factor had negative correlations with the actions concerning innovative
(liberal) pedagogy and personal and professional development. More specifically, as
the participants became more experienced, they tended to diverge from innovative
(liberal) pedagogy in their language teaching practices and their adherence to
personal and professional development decreased. These findings justify Johnson’s
(1992b) work, which revealed a relationship between years of teaching experience
and teachers’ theoretical orientation. Accordingly, the less experienced teachers
employed the most recent theoretical stances and the more experienced teachers were
on the side of the least recent ones. However, a positive impact of teaching
experience was indicated both in Gatbonton (2008), who assert that experienced
teachers’ pedagogical knowledge and practices are more stable, and in Seferoglu,
Korkmazgil, and Olgii (2009), who report that in-service teachers reflected learner-
centred perspective as they became experienced.

As the third variable, the workplace’s effect (being a private/public institution)
on cognitions and actions was explored. Unlike Kavanoz (2006), who claim a
difference between private and public primary school teachers in terms of
conceptualization and implementation of learner-centeredness, there was not a

significant difference between private and state institutions, as indicated in the
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analyses, in terms of both language learning cognitions and language teaching
actions of the participant instructors. Therefore in this study, it was concluded that
teaching at a private or state university did not create any difference in cognitions or
actions of the EFL instructors. All in all, it could be summarized that this study did
not put forward the statistically significant effect of the workplace (being a
private/public institution) on teacher cognitions and actions, as opposed to many
papers attaching importance to the impact of working environment and setting (Ahn,
2009; Borg, 1998c; Burns, 1996; Crookes & Arakaki, 1999; Davis, Konopak, &
Readence, 1993; Farrell & Lim, 2005; Kang, 2008; H. Lee, 2006; Moini, 2009; Ng
and Farrell; 2003; Pennington & Richards, 1997; Richards & Pennington, 1998;
Spada & Massey, 1992; Tsui, 1996).

As one of the most central foci of investigation in some studies, educational
background is claimed to be an important source of teacher cognition by Johnston
and Goettsch (2000). Therefore, the impact of pre-service years on teacher cognitions
and actions was also explored in this study, and it was discovered that ‘the field of
study’ at undergraduate education had a significant effect on the participants’
language learning cognitions concerning competence-oriented approach, legislative
learner-oriented view, and judicial learner-oriented view as well as on their
language teaching actions concerning innovative (liberal) pedagogy; communicative
instructional planning; and communicative error correction. Since the impact of pre-
service years was observed in only six dimensions out of fourteen dimensions in the
inventory, it could be interpreted that pre-service years created a limited effect on
teachers’ cognitions as justified by the previous literature (Bigelow & Ranney, 2005;
Florio-Ruane & Lensmire, 1990; Hobbs, 2007; Kagan, 1992; Kunt & Ozdemir, 2010;
H. Lee, 2006; Nettle, 1998; Peacock, 2001; Pennington & Urmston, 1998;
Richardson, 1996; Richards & Pennington, 1998; Urmston, 2003; Weinstein, 1990).

The following interpretations were deduced from the inferential results
regarding the impact of the pre-service years (undergraduate education) on teachers’
cognitions and actions:

(1) Firstly, the graduates of other departments tended to adopt a competence-
oriented approach more than the ELT graduates did, and the ELT

graduates favoured legislative and judicial learners more than the
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graduates of other departments did. These two results could imply that the
pre-service teacher education programs at ELT departments might have
created positive cognitive changes among their graduates (Chambless &
Bass, 1996; L. Li, 2012; Ozmen, 2012; Richards, Ho, & Giblin, 1996).
Likewise, Grisham (2000) illustrates the influence of teacher education
programs on promoting more constructivist views among the participants.

(2) However for actions, it was discovered that the graduates of other
departments claimed to follow slightly more innovative (liberal)
pedagogy as opposed to the ELT graduates. Besides, the graduates of
other departments claimed to adopt slightly more communicative
practices in instructional planning and error correction than the ELT
graduates did. These findings could mean that the pre-service teacher
education programs at ELT departments might not have created intended
changes in their graduates’ behaviours particularly in terms of
communicative practices in instructional planning and error correction as
well as innovative (liberal) pedagogy.

(3) Considering the first two findings discussed above, it could be interpreted
that there seemed to be gaps between cognitions and actions of the ELT
graduates according to the responses given to the items in the inventory.
Discrepancies between cognitions and practices were mentioned in some
other papers as well. For instance, Karavas-Doukas (1996) found that the
teachers’ classroom practices deviated from their attitudes towards
communicative language teaching; Sato and Kleinsasser (1999) found
little evidence of communicative language teaching in practice, while
positive understandings about communicative language teaching among
the participants were observed. Similarly, S. Choi (2000) and D. Li
(1998) claimed discrepancies between the teachers’ perceptions of CLT
and their instructional practices. Alternatively, Almarza (1996) proposed
an opposite point by emphasizing the fully-exhibited behavioural changes
but partially-exhibited cognitive changes among the participants even
though teacher education programs were claimed to exert cognitive and

behavioural changes on pre-service teachers at the same time.
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(4) Secondly, the cognitions about the innatist perspective was rated more by
the graduates of the departments of Linguistics, which might be attributed
to the theories taught through the curricula implemented at the Linguistics
departments, as Binnie-Smith (1996) claim that the teachers’ decisions
were influenced heavily by their personal constructs of L2 theories. Based
on this finding, it could be interpreted that Linguistics graduates tended to
believe in innatist theories that see aptitude for language learning as a
fixed and inborn feature among all humans.

(5) Another interesting finding was that the cognitions about the competence-
oriented approach was rated more by the graduates of the departments of
American Culture and Literature, which could mean they that attached
more importance to knowledge about language rather than a
communicative performance in the case of a real life situation. However,
the same group of the participants (the graduates of the Department of
American Culture and Literature) tended to follow communicative
practices in instructional planning and error correction more. These two
positions indicated a gap between the cognitions and actions of the
American Culture and Literature graduates, as well.

(6) Lastly, it was indicated that the participants completing a pedagogical
formation course in their pre-service years favoured legislative learners
more than the ones lacking a pedagogical formation certificate did. This
finding could be interpreted that attending an intensive teacher
certification program might have created changes, at least, on cognitions
regarding good language learners, since the ones having a pedagogical
formation certificate had a tendency towards more autonomous learners
taking responsibility for their own learning. For actions, however, it was
seen that having a pedagogical formation certificate did not create any
difference among the participants in terms of their language teaching
practices.

According to Chia (2003), teachers’ academic degree is slightly associated
with their beliefs and pedagogies. In a parallel standpoint, Moini (2009) emphasizes

the importance of educational level in creating significant differences in cognitions
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and practices of teachers. Taking a reference from these arguments, the impact of
graduate education, which was not discussed in the literature thoroughly as a critical
source, was also explored in this study, and it was seen that the features of graduate
education had some impacts on certain dimensions of both cognitions and actions.
The following findings were drawn from the inferential results regarding the impact
of graduate education on teachers’ cognitions and actions:

(1) First of all, the participants’ holding or not holding a Master’s degree
crated significant differences in their cognitions on competence-oriented
approach and actions regarding traditional (conservative) pedagogy.
Accordingly, it could be concluded that the participants without a
Master’s degree were more inclined to the competence-oriented approach
than the ones having a Master’s degree. Similarly, the participants who
did not have a Master’s degree tended to adopt a traditional
(conservative) pedagogy more than the ones holding a Master’s degree. In
view of these findings, being engaged in graduate studies could be
claimed to have positive cognitive changes among the participants.

(2) Secondly, ‘the field of study’ at graduate programs had a significant
effect on the participants’ language learning cognitions regarding
competence-oriented approach and legislative learner-oriented view. For
instance, the participants who did a Master’s at the departments outside
the field of education tended to adopt a more competence-oriented
approach compared to the ones who did their Master’s in the field of
education. Furthermore, the participants having a Master’s degree from
education-related departments favoured legislative learners more than the
other participants did. However, for actions, the participants’ fields of
study (education or non-education) at their Master’s program did not have
any significant effects on their language teaching practices. These
findings could mean that graduate studies might have created some
cognitive but not behavioural differences among the participants.

(3) Comparing the categories of the academic programs at graduate education
more specifically, it was indicated that adherence to cognitions about the

innatist perspective was more common among the participants holding a
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Master’s degree in the departments of Linguistics, which might be
interpreted once more as the result of the curricula at graduate programs
of the Linguistics departments.

(4) On the other hand, the participants with a Master’s degree in ELT
departments diverged from the cognitions concerning competence-
oriented approach, but they showed more tendencies towards legislative
learner-oriented view. These two points indicated certain impacts of the
graduates programs offered at the ELT departments on cognitive changes
in the participants.

(5) As for actions, the participants having a Master’s in ELT, ELL, and LING
tended to adopt more communicative practices in error correction
compared to the graduates of other departments.

(6) Considering the findings (from 1 to 5) discussed above, the effect of
M.A./M.S. courses was also investigated by Burns and Knox (2005), who
claimed that teachers reflected more traditional approaches and
experienced difficulty in transferring their knowledge despite the courses

in M.A. programs.

5.2.2. Discussion of the Relationship between Cognitions and Actions

In order to answer the fifth research question, the patterns of the relationships
between cognitions and actions were examined. Based on the literature (Breen, 1991;
Burns, 1996; Calderhead, 1996; Fang, 1996a; Flores, 2001; Johnson, 1992b, 1994;
Mitchell, Brumfit, & Hooper, 1994a, 1994b; Mitchell & Hooper, 1992; Pajares,
1992; Richards et al., 1992; Richards & Lockhart, 1996; Smith, 1996; Thompson,
1992) that gives a wide coverage to the causal relationship between teachers’ beliefs
or thinking and their pedagogical (reported or observed) practices, an illustrative
model revealing the patterns of the connections between cognitions and actions was
obtained as a result of the canonical correlation analysis.

As the model revealed, there was a relationship among the following sets of
variables: (1) competence-oriented approach; executive learner-oriented view;
legislative learner-oriented view; (2) traditional (conservative) pedagogy;

communicative instructional planning; and communicative error correction. In this
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framework, competence-oriented approach, executive learner-oriented view, and
legislative learner-oriented view were the three predictors of the outcomes
concerning traditional (conservative) pedagogy, communicative instructional
planning, and communicative error correction. Considering positive and negative
correlations in the analyses, the participants having competence-oriented approach
and executive learner preferences exhibited adherence to traditional (conservative)
pedagogy, but divergence from communicative practices in instructional planning
and error correction. At this point, it could be concluded that EFL instructors seeing
the language as a system of linguistic elements and the learners as individuals
performing pre-established duties by following given instructions would probably
adopt traditional and conservative ways in their language teaching practices, rather
than employing communicative principles in their instructional planning and error
correction practices. Similarly, the participants disfavouring legislative (more
autonomous) learners would tend to diverge from communicative practices in
instructional planning and error correction; on the contrary they would reflect a
tendency towards traditional (conservative) pedagogy.

As justified by various studies in the literature, teacher cognition and classroom
practice exist in ‘symbiotic relationships’ (Foss & Kleinsasser 1996: 441, cited in
Borg, 2003). For instance, Johnson (1992b) highlights the relationship between
teachers’ theoretical beliefs and their classroom practices. In another study, Johnson
(1994) mentions the associations between beliefs about language teaching and the
instructional practices of pre-service teachers. Consistent findings are also seen in the
studies of Smith (1996), who claims that teachers’ curricula design and selection of
learning tasks and teaching approaches are influenced by their beliefs about second
language teaching and learning. Likewise, Richards and Lockhart (1996) emphasize
that teachers’ beliefs influence how they make decisions or act in a classroom.
Andrews (2003), more specifically, claim that the teachers’ beliefs in a form-focused
approach to grammar are positively correlated to beliefs in a deductive approach to
grammar. Finally, Altan (2006) states that teachers’ beliefs influence their
consciousness as well as their teaching attitudes, methods and policies.

Considering all the points discussed so far and asserted in the related literature,

there are noticeable relationships between cognitions and actions, and the canonical
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correlation model in the current dissertation justifies the idea that it is essential to
create awareness in cognitions to be able to create changes in actions.

5.3. Implications for Practice

Research on teaching suggested that it is necessary to uncover teachers’
cognitions, because teachers’ mental lives are claimed to be underlying sources of
their educational practices. Teachers’ approaches, attitudes, awareness, behaviours,
consciousness, curricular decisions, instructional policies, pedagogical orientations,
and teaching methods and strategies are all linked to their interactions with their
learners and their learners’ development. In this respect, both cognitions and actions
are mutually informative about the implications to be drawn in teaching. With the
help of this empirical study, a comprehensive understanding of what happens in EFL
teaching at tertiary level contexts in Turkey was obtained. The findings obtained
from this study offered implications for teachers as well as the other stakeholders in

the contexts of both pre-service and in-service years.

5.3.1. Implications for Teachers’ Development

It is revealed that teaching has a complex feature being both a cognitive as well
as a social activity, and it is mostly guided by teachers’ personal, practical, and
experiential knowledge as well as their beliefs and understandings. This study had an
objective to explore teachers’ cognitions, and therefore it could be seen as a tool for
the teachers to confront their own cognitions and reflect on their cognitive and
behavioural orientations when teaching. It had also a value for raising awareness
among the participants of the study.

In this study, it was not intended to criticize or misrepresent the teachers by
uncovering their thoughts, beliefs, or knowledge; on the contrary, this dissertation
exists to be a valuable opportunity for them to reflect on. Through this reflection,
they might replace inefficient or out-dated understandings or perceptions about
teaching or reinforce efficient teaching practices and pedagogies that work
effectively in the classroom. Employing a reflective teaching approach might result

in discovering new ideas as well as reshaping existing beliefs and thinking.
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Concerning the current research, the first thing for teachers to reflect on could
be about the participants’ not taking active roles in curriculum and test development
processes at institutional levels. As inferred from the further comments of the
participants on certain items and low ratings that certain items received, some of the
institutions adopt a top-down approach about instructional policies and set up
separate curriculum development units that decide on and design the scope of the
instruction, and therefore the teachers are expected to follow pre-determined rules
and established guidelines. However, it was argued, long ago by Taba (1962), that
teachers, as the users of the programs, should participate in curriculum development
phases. Being obliged to follow the institutional curricula brings a standard, but it
also takes away the flexibility and variability principles of instruction. For that
reason, EFL instructors should search for the ways to be involved in all decision-
making processes regarding both curriculum and assessment. Otherwise, their
autonomy might be limited, and they might feel dependent. Teachers with limited
autonomy might have difficulty in promoting learner autonomy in their classrooms.

Promoting learner autonomy would start with internalizing the meaning of
autonomy. As one of the findings of this study put forward, letting students choose
their own activities and decide what they want to do in class was not acknowledged
by the participants as much as the other items This might also restrict autonomy from
the learners’ sides. It is obvious among the principles of curriculum development that
not only teachers, but other stakeholders like students are expected and should be
permitted to take active roles in decision-making processes. In this case, EFL
instructors should consider involving their students at classroom level decisions and
themselves at school level decisions. Considering the finding that most of the
participants did not believe in people’s special ability in language learning but the
importance of the environment, in particular school setting and classroom conditions,
EFL instructors should do their best to create positive and encouraging learning
atmospheres for their learners.

Another striking point was about keeping careful records of students’ progress,
which received lower ratings than the other items in the same category. This finding
indicated a kind of indifference towards tertiary level learners’ progress. In fact,

teaching is not a job that starts and finishes in the classroom; on the contrary it is
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extended to a lot of duties such as planning, assessing, and keeping records.
Teaching at tertiary level should not prevent keeping careful records of the learners,
because learners, no matter at what age, always need guidance and monitoring of
their teachers.

As one of the valuable findings of the study, EFL instructors choose to benefit
from diverse perspectives and look from broader views, rather than adhering to
straightforward orientations. This approach enables them to have a rich repertoire of
pedagogy and reach their fullest potential in teaching. However, there appeared
certain factors that led shifts in cognitions and actions of the instructors such as age,
experience, and undergraduate/graduate education. For instance, as the instructors
get older and more experienced, they tended to diverge from personal and
professional development, and their cognitions and actions tended to reflect
traditional and conservative approaches. Even though it is a personal choice to
employ certain approaches in teaching, it is also important to seek for opportunities
to refresh minds. Experienced teachers’ cognitions could be refreshed with the help
of their newly-graduated and younger colleagues. As an important step, they could
start or join a teacher network within the institution or across the country or even
internationally, and by this way they could establish professional links outside the
school. It was also seen that being engaged in a graduate study might have positive
changes both in cognitions and actions; hence, those instructors could consider

carrying out graduate studies and adopting a research-based teaching approach.

5.3.2 Implications for Improving Pre-service Teacher Education

Both conceptual and empirical literature on teaching indicated that teachers’
pedagogical beliefs, thinking, and knowledge influence their learners’ learning and
improvement, and the formation of those cognitions mostly occur during pre-service
years. It was persistently mentioned that certain educational beliefs are shaped by
individuals through certain educational programs. The results in the current study
also revealed that pre-service years, either during authorized teacher education
programs or through alternative certification routes, had an important impact on
teachers’ cognitive and behavioural development. For instance, it was seen that ELT

programs created tendencies towards certain orientations among their own graduates
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while non-ELT programs created different tendencies among their own graduates.
Considering another finding that put forward the fact that authorized teacher
education programs supply only half of the demand for tertiary level EFL teachers
and that the other half come from alternative routes, there ought to be other steps to
be taken in order to fill in the gap between the graduates of these two edges. It should
also be noted that providing pedagogical formation certificates did not seem to have
a powerful effect on cognitions and actions of the participants and that one-fourth of
the teachers coming from alternative routes did not have pedagogical formation
certificates. All these points indicate a need for a joint, interdisciplinary, and updated
program to be initiated by the two pre-service paths mentioned above. Although it is
not stated literally, it could be seen, from current conditions, that alternative
programs also train EFL teachers in Turkey. Therefore, the programs offered in those
paths might need to be updated to include components of pedagogy and language
teaching. Taking a look at the programs of the departments that supply the demand
for the EFL teachers/instructors in Turkey, the following points were noted from
Hacettepe University ECTS Information Package and Course Catalogue (HUPIMS,
2014):
= The three main components of the programs implemented at the
departments of English Language and Literature are Literature (69%);
Culture (9%); and History (6%). Besides, Language Skills, Translation, and
Research (3% each) are included in the program.
= The programs implemented at the departments of American Culture and
Literature basically consist of Literature (45%); Culture (22%); History
(18%); Research (5%); and Language Skills (3%).
= The programs implemented at the departments of Linguistics include
Theories of Linguistics (50%); Linguistic Analysis (27%); Research (7%);
Language Skills (6%); and Translation (4%).
= The departments of Translation and Interpretation consist of a program
including Translation (55%); Language Skills (15%); Culture and History
(12%); Linguistics (8%); and Literature (4%).
= The components that the programs implemented at the departments of

English Language Teaching were ELT Methodology (28%); Language
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Skills (21%); Educational Sciences (18%); Literature (9%); Teaching
Practice (8%); Linguistics (7%); and Translation (5%).

As the points above indicate, the ELT programs seem to offer a comprehensive
perspective of other disciplines (Literature, Linguistics, and Translation). However,
the alternative routes (the other four programs) rather seem to have a single-focus.
As the ELT programs include pieces from other disciplines, those alternative routes
could also include a ‘language teaching” component. However, it is crucial that this
component be organized not literally through intense certification programs but
through extensive and integrated programs, because ‘the art of teaching’ might
require time to internalize.

As student teachers’ cognitive development should be considered in all
planning and guiding phases of pre-service teacher education, the findings of the
current study could also be utilized to reshape the current content and structure of
authorized teacher education programs, because a gap between the cognitions and
actions of the graduates of pre-service teacher education programs was inferred from
the findings. To illustrate, it was seen that the ELT programs created intended
cognitive changes among their own graduates but limited behavioural transfer of
those changes. In other words, the cognitions of the ELT graduates did not seem to
be reflected on their practices. There might be two possible reasons for this situation:
(1) current contextual factors might be restricting teachers’ ability or potential to
transfer their cognitions into actions; or (2) teachers might not have had sufficient
real classroom practices when they were student teachers in pre-service years. The
first assumption would be the issue of in-service training and institutional policies,
but the second one brings the importance of practice teaching in pre-service
education to surface. At this point, a teacher education program should provide
optimized opportunities of real teaching practices for its students to transfer their
cognitions into actions. This could be ensured through various attempts such as
increasing the amount of school experience and practice teaching courses, which
takes only 8% of the whole program (HUPIMS, 2014) and including diverse school
settings for practice teaching. For instance, teacher candidates are usually sent to
primary or secondary education institutions to gain initial teaching experience;

however, they do not have the opportunity to teach to young adults at tertiary level.
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Considering that teaching at higher education level might be the first choice of
teacher candidates, including higher education institutions into the practice teaching
agenda and enabling teacher candidates to receive mentoring from an instructor at a
university would add to cognitive and behavioural development of prospective
teachers. Cognitive and behavioural changes in prospective teachers, no matter
limited, weak, or powerful, could be tracked in pre-service training through surveys,
interviews, observations, reflections, journals, narratives, diaries, and so on.
Improvement and enrichment in teacher education programs would certainly have an
effect on prospective teachers’ cognitions and actions regarding all teaching and
learning issues.

Based on the findings obtained in this study, teacher educators could consider
acknowledging how cognitions are linked to actions, and teaching certificate
providers could establish valuable environments that will guide early development of
teacher candidates and provide them with insights about how to guide their own
further development in teaching profession. Fostering necessary attitudes towards
teaching and learning among prospective teachers as well as assisting them in
internalizing pedagogical orientations could be best achieved during pre-service
years. For that reason, this study will be a good base for teacher educators in order to

design effective teacher certification programs.

5.3.3. Implications for Improving In-service Teacher Education

Pre-service teacher education cannot be considered a single-handed party in
preparing teachers for a life-long career and enabling their personal and professional
development. In-service years also play significant roles in teachers’ development.
Based on the findings obtained in this study, in-service teacher trainers could also
consider acknowledging the significance of studying teacher cognition, because
understanding how teachers’ cognitions relate to certain practices might provide the
them with useful signs about teachers’ orientations towards educational issues.

As asserted in many other studies as well as in the current study, teachers’
cognitions cannot be static or unchangeable. Cognitive development has such a
dynamic feature that it is possible to observe changes in teachers’ cognitions and

actions as they become more experienced. This assumption was justified by the
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current dissertation, because the experience factor created variations in both the
cognitions and actions of the participants. Taking this finding into account, designing
professional development activities as in-service trainings are good ways to update
practicing teachers about the latest developments and innovations in education and
thus promote necessary cognitive and behavioural changes among them. Such a
design should include training modules that could be provided for the teachers
coming from alternative routes, since the current study asserted that there are
cognitive differences between the graduates of authorized teacher education
programs and alternative certification routes. In order to fill in this gap and update
the target group, specific training programs could be initiated just after they start to
teach.

Since teachers’ priorities in designing their teaching and creating effective
learning environments rely on their own assumptions or knowledge about learning
and teaching, positive impacts of in-service trainings on creating intended changes in
teachers’ thinking and acting would be inevitable. Such in-service trainings could be
designed on the basis of the findings obtained from inferential analyses, which
claimed the impacts of three major variables on cognitions and actions:
age/experience, pre-service years, and graduate studies. These variables shed light on
the three key elements that would essentially support teacher development processes:
experience; schooling, in particular pre-service years; and research. Considering
these key components, the following features could portray the philosophy of teacher
development: (1) Appreciation of Research: Having a crucial meaning research
should be appreciated from the sides of both more and less experienced teachers,
because an inquiry-based teaching approach would provide valuable contributions to
practicing teachers’ personal and professional development. (2) Balance of Expertise
between Experienced and Novice Teachers: There should be a balance between the
more and less experienced teachers, as they share mutual responsibilities and equal
spaces to work together to reach their fullest potential. In such cooperative work,
experienced teachers might bring know-how with their real in-class experiences, and
novice teachers might bring fresh backgrounds from their schooling including
theoretical and methodological issues. Hence, such cooperation put neither an expert

on top of everything nor layers between the stakeholders. Both parties happen to be
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learners, since they learn from each other through peer-interaction and pave the way
together towards their mutual development. When doing this, they might be expected
to observe, monitor, and reflect on each other’s progress. Each party should have a
complementary role for the other one, because it possible that they have different
strengths and potentials to share and different weaknesses to improve. (3) Continuity:
There should be a continuous process in teacher development. Teaching is
considered a life-long career, because knowledge is tentative and constantly being
created and revised. Therefore, there is not an end for learning and developing in the
art of teaching.

To sum up the implications for practice, a considerable body of research,
together with the current study, claim that both development of teachers and their
classroom practices are influenced by their educational orientations. Thus,
identifying teachers’ cognition creates spaces for teachers’ own growth as well as
their students and their schools. All types of teacher organizations, teacher educators,
directors, teacher education researchers, educational specialists, and other
stakeholders who are responsible for the professional development of teachers should

take into account the systematic examinations of teachers’ cognitions.

5.4. Implications for Further Research

With regard to the methodology adopted in this study, an important and valid
step was taken to examine self-reported cognitions and actions of the EFL instructors
teaching at tertiary level in Turkey. Still, it is acceptable that eliciting cognitive and
behavioural inclinations of individuals through only a survey is a challenging task.
Considering the complexity of studying teacher cognition, a qualitative aspect could
be added to the current design as a follow-up study, and therefore an in-depth
exploration could be ensured. To portray contextual realities better and more
meaningfully, case studies form different teaching contexts could be employed as a
research design in further studies.

As there are two main components (cognitions and actions) of the current
study, different methods for different components could be utilized to work more
efficiently. This could be realized in two ways: (a) investigating cognitions through

interviews and (b) actions through observations. A researcher could take only one
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aspect and work on it or combine both aspects and use observations and interviews
together. Such an approach would facilitate a comparison between cognitive and
behavioural aspects, because it would enable a detailed description of cognitions
together with underlying sources behind them and patterns of behaviours through
real practices rather than reported ones.

Another step could be taken about the data source, the sample, although the
size and representativeness of the current study group should not be underestimated.
For instance, EFL instructors from other universities all around the country or EFL
teachers from all levels of education could be involved as the sample of a future
study. Investigating EFL teaching contexts at different educational levels and in
different institutions with a larger sample would definitely add value to the
significance of this study. This could be accomplished by including all geographical
areas or provinces and selecting equal sample sizes from each institution, which

would make it more objective to analyze group differences.

196



REFERENCES

Abdullah, H., Ferran, R., & Malek, A. A. (2012). Readers and reading teachers of
ESL.: Perceptions of future English language teachers. Elixir Social Studies,
52, 11551-11554.

Abdullah-Sani, A. S. Z. (2000). An analysis of the development of teacher belief
construct during teaching practice and in the novice year of teaching: A case
study of English language teachers in the Malaysian context. (Unpublished
doctoral dissertation). University of Warwick, Coventry.

Adams, P. E., & Krockover, G. H. (1997). Beginning science teacher cognition and
its origins in the pre-service science teacher program. Journal of Research in
Science Teaching, 34, 633-653.

Aguirre, J. M., Haggerty, S. M., & Linder, C. J. (1990). Student-teachers’
conceptions of science, teaching and learning: A case study in pre-service
science education. International Journal of Science Education, 12, 381-390.

Ahn, K. (2009). Learning to teach in the context of English language curricular
reform in South Korea. (Unpublished doctoral dissertation). The
Pennsylvania State University, University Park, Pennsylvania.

Akbulut, Y. (2007). Exploration of the beliefs of novice language teachers at the first
year of their teaching endeavours. Selcuk University Journal of Social
Sciences Institute, 17, 1-14.

Akyel, A. (1997). Experienced and student EFL teachers’ instructional thoughts and
actions. Canadian Modern Language Review, 53(4), 677-704.

Ali, M. F. A. & Ammar, M. I. A. (2005). An investigation of the relationships
between EFL pre-service teachers’ epistemological beliefs and their learning
strategies, teaching practices, and foreign language classroom anxiety.
(Unpublished research paper). Fayoum University - Sohag University, Saudi
Avrabia.

Allen, L. Q. (2002). Teachers’ pedagogical beliefs and the standards for foreign
language learning. Foreign Language Annals, 35(5), 518-529.

Almarza, G. (1996). Student foreign language teachers’ knowledge growth. In D.
Freeman, & J. C. Richards (Eds.), Teacher learning in language teaching (pp.
50-78). Cambridge: CUP.

Altan, M. Z. (2006). Beliefs about language learning of foreign language-major
university students. Australian Journal of Teacher Education. 31(2), 45-52.

197



Altan, M. Z. (2012) Pre-service EFL teachers’ beliefs about foreign language
learning. European Journal of Teacher Education, 35(4), 481-493.

Andrews, S. (1994). The grammatical knowledge/awareness of native-speaker EFL
teachers: What the trainers say. In M. Bygate, A. Tonkyn, & E. Williams
(Eds.), Grammar and the language teacher. (pp. 69-89). London: Prentice
Hall International.

Andrews, S. (1997). Meta-linguistic knowledge and teacher explanation. Language
Awareness, 6(2/3), 147-161.

Andrews, S. (1999a). All these like little name things: A comparative study of
language teachers’ explicit knowledge of grammar and grammatical
terminology. Language Awareness, 8(3/4), 143-1509.

Andrews, S. (1999b). Why do L2 teachers need to know about language? Teacher
meta-linguistic awareness and input for learning. Language and Education,
13(3), 161-177.

Andrews, S. (2001). The language awareness of the L2 teacher: Its impact upon
pedagogical practice. Language Awareness, 10(2/3), 75-90.

Andrews, S. (2003). Teacher language awareness and the professional knowledge
base of the L2 teacher. Language Awareness, 12(2), 81-95.

Andrews, S., & McNeil, A. (2005). Knowledge about language and the good
language teacher. In N. Bartels (Ed.), Applied linguistics and language
teacher education (pp. 159-178). New York, NY: Springer.

Ariogul, S. (2007). Understanding foreign language teachers’ practical knowledge:
What is the role of prior language learning experience? Journal of Language
and Linguistic Studies, 3(1), 168-181.

Atay, D., Camlibel, Z., Ersin, P., Kaslioglu, O., & Kurt, G. (2009). Turkish EFL
teachers’ opinions on intercultural approach in foreign language education.
Procedia - Social and Behavioral Sciences, 1, 1611-1616.

Attardo, S. & Brown, S. (2005). What’s the use of linguistics? Pre-service English
teachers’ beliefs towards language use and variation. In N. Bartels (Ed.),
Applied linguistics and language teacher education (pp. 91-102). New York:
Springer.

Bailey, K. M. (1996). The best laid plans: Teachers’ in-class decisions to depart from
their lesson plans. In K. M. Bailey & D. Nunan (Eds.), Voices from the
language classroom (pp. 15-40). Cambridge: CUP.

Bailey, K. M., Bergthold, B., Braunstein, B., Jagodzinski Fleischman, N., Holbrook,
M. P., Tuman, J., ..., Zambo, L. J. (1996). The language learners’

198



autobiography: Examining the "apprenticeship of observation”. In D.
Freeman, & J. C. Richards (Eds.), Teacher learning in language teaching (pp.
50-78). Cambridge: CUP.

Balgikanli, C. (2010). Learner autonomy in language learning: Student teachers’
beliefs. Australian Journal of Teacher Education, 35(1), 90-103.

Ball, D. L., & McDiarmid, G. W. (1990). The subject-matter preparation of teachers.
In W. R. Houston (Ed.), Handbook of research on teacher education (pp.
437-449). New York: Macmillan.

Bangou, F., Flemeng, D. & Goff-Kfouri, C. A. (2011). Pre-service teachers’ beliefs
related to English as a Second Language and English as a Foreign Language:
Where is the difference? Theory and Practice in Language Studies, 1(9),
1031-1040.

Bartels, N. (1999). How teachers use their knowledge of English. In H. Trappes-
Lomax & I. McGrath (Eds.), Theory in language teacher education (pp. 46-
56). London: Prentice Hall International.

Basturkmen, H., Loewen, S., & Ellis, R. (2004). Teachers’ stated beliefs about
incidental focus on form and their classroom practices. Applied Linguistics,
25(2), 243-272.

Bayyurt, Y. (2006). Non-native English language teachers’ perspective on culture in
English as a Foreign Language classrooms. Teacher Development: An
International Journal of Teachers’ Professional Development, 10(2), 233-
247.

Beach, S. A. (1994). Teacher’s theories and classroom practice: Beliefs, knowledge,
or context? Reading Psychology, 15 (3), 189-196.

Bernardo, A. B. I. (2008). Exploring epistemological beliefs of bilingual Filipino
pre-service teachers in the Filipino and English languages. The Journal of
Psychology, 142(2), 193-208.

Berry, R. (1997). Teachers’ awareness of learners’ knowledge: The case of meta-
linguistic terminology. Language Awareness, 6(2/3), 136-146.

Bigelow, M., & Ranney, M. (2005). Pre-service ESL teachers’ knowledge about
language and its transfer to lesson planning. In N. Bartels (Ed.), Applied
linguistics and language teacher education (pp. 179-200). New York:
Springer.

Borg, M. (2001). Teachers’ beliefs. ELT Journal, 55 (2), 186-188.

Borg, M. (2005). A case study of the development in pedagogic thinking of a pre-
service teacher. TESL-EJ, 9(2), 1-30.

199



Borg, S. (1998). Teachers’ pedagogical systems and grammar teaching: A qualitative
study. TESOL Quarterly, 32(1), 9-38.

Borg, S. (1999). Studying teacher cognition in second language grammar teaching.
System, 27(1), 19-31.

Borg, S. (2003). Teacher cognition in language teaching: A review of research on
what language teachers think, know, believe, and do. Language Teaching,
36(2), 81-109.

Borg, S. (2006). Teacher cognition and language education: Research and practice.
London: Continuum.

Borg, S. (2011). The impact of in-service teacher education on language teachers’
beliefs. System, 39(3), 370-380.

Borko, H., & Putnam, R. (1996). Learning to teach. In D. Berliner & R. Calfee
(Eds.), Handbook of educational psychology (pp. 673-708). New York:
Macmillan.

Breen, M. P. (1991). Understanding the language teacher. In R. Phillipson, E.
Kellerman, L. Selinker, M. S. Sharwood, & M. Swain (Eds.), Foreign/second
language pedagogy research (pp. 213-233). Clevedon: Multilingual Matters.

Breen, M. P., Hird, B., Milton, M., Oliver, R., & Thwaite, A. (2001). Making sense
of language teaching: Teachers’ principles and classroom practices. Applied
Linguistics, 22(4), 470-501.

Brickhouse, N. W. (1990). Teachers’ beliefs about the nature of science and their
relationship to classroom practice. Journal of Teacher Education, 41, 53-62.

Briscoe, C. (1991). The dynamic interactions among beliefs, role metaphors, and
teaching practices: a case study of teacher change. Science Education, 75,
185-199.

Brookhart, S. M., & Freeman, D. J. (1992). Characteristics of entering teacher
candidates. Review of Educational Research, 62, 37—60.

Brown, J., & J. McGannon (1998). What do | know about language learning? The
story of the beginning teacher. Proceedings of the Twenty-third ALAA
(Australian Linguistics Association of Australia) Congress, Griffith
University, Brisbane.

Brumfit, C., Mitchell, R., & Hooper, J. (1996). Grammar, language and classroom

practice. In M. Hughes (Ed.), Teaching and learning in changing times (pp.
70-87). Oxford: Blackwell.

200



Burgess, J., & Etherington, S. (2002). Focus on grammatical form: Explicit or
implicit? System, 30(4), 433-458.

Burns, A. (1992). Teacher beliefs and their influence on classroom practice.
Prospect, 7(3), 56-66.

Burns, A. (1996). Starting all over again: From teaching adults to teaching beginners.
In D. Freeman & J.C. Richards. (Eds.), Teacher learning in language
teaching (pp. 154-177). Cambridge: CUP.

Burns, A., & Knox, J. (2005). Realisation(s): Systemic-functional linguistics and the
language classroom. In N. Bartels (Ed.), Applied linguistics and language
teacher education (pp. 235-259). New York: Springer.

Cabaroglu, N., & Roberts, J. (2000). Development in student teachers’ pre-existing
beliefs during a 1-year PGCE programme. System, 28, 387-402.

Cabaroglu, N., & Yurdaisik, A. (2008). University instructors’ views about and
approaches to reading instruction and reading strategies. The Reading Matrix,
8(2), 133-154.

Cajkler, W., & Hislam, J. (2002). Trainee teachers’ grammatical knowledge: the
tension between public expectation and individual competence. Language
Awareness, 11(3), 161-177.

Calderhead, J. (1987). Introduction. In: Calderhead, J. (Ed.), Exploring teachers’
thinking (pp. 1-19). London: Cassell.

Calderhead, J. (Ed.) (1988). Teachers’ professional learning. London: The Falmer
Press.

Calderhead, J. (1996). Teachers: Beliefs and knowledge. In D. C. Berliner & R. C.
Calfee (Eds.), Handbook of educational psychology (pp. 709-725). New
York: Macmillan.

Calderhead, J., & Robson, M. (1991). Images of teaching: Student teachers’ early
conceptions of classroom practice. Teaching and Teacher Education, 7(1), 1-
8.

Caner, M., Subasi, G., & Kara, S. (2010). Teachers’ beliefs on foreign language
teaching practices in early phases of primary education: A case study. Turkish
Online Journal of Qualitative Inquiry, 1(1), 62-76.

Canh, L. V. (2011). Form-focused instruction: A case study of Vietnamese teachers’

beliefs and practices. (Unpublished doctoral dissertation). University of
Waikato, Hamilton.

201



Carter, C., & Doyle, W. (1996). Personal narrative and life history in learning to
teach. In J. Sikula (Ed.), Handbook of research on teacher education (2™ ed.)
(pp. 120-142). New York: Macmillan.

Carter, K. (1990). Teachers’ knowledge and learning to teach. In W. R. Houston
(Ed.), Handbook of research on teacher education (pp. 291-310). New York:
Macmillan.

Castro, P., Sercu, L., & Garcia, C. M. (2004). Integrating language-and-culture
teaching: An investigation of Spanish teachers’ perceptions of the objectives
of foreign language education. Intercultural Education, 15, 91-104.

Chambless, M. S., & Bass, J. A. F. (1996). Effecting changes in student teachers’
attitudes toward writing. Reading Research and Instruction, 35(2), 153-159.

Chan, Y. (2008). Elementary school EFL teachers’ beliefs and practices of multiple
assessments. Reflections on English Language Teaching, 7(1), 37-62.

Chia, S. C. C. (2003). Singapore primary school teachers’ beliefs in grammar
teaching and learning. In D. Deterding, A. Brown, & E. L. Low (Eds.),
English in Singapore: Research on grammar (pp. 117-127). Singapore:
McGraw Hill.

Chiba, R., & Matsuura, H. (1998). Native and non-native ideas about teaching goals
of EFL in Japan. Paper presented at the 5th International Conference on
World Englishes, University of Illinois.

Choe, H. (2005). Negotiation of status of Korean non-native English speaking
teachers. (Unpublished doctoral dissertation). Indiana  University,
Bloomington.

Choi, J. (2008). Teacher-learners’ beliefs about proficiency goals and teaching
methods for Korean secondary English education. English Teaching, 63(1), 3-
27.

Choi, S. (2000). Teachers’ beliefs about communicative language teaching and their
classroom teaching practices. English Teaching, 55(4), 3-32.

Chou, C. (2008). Exploring elementary English teachers’ practical knowledge: A
case study of EFL teachers in Taiwan. Asia Pacific Educational Review, 9,
529-541.

Chou, Y. (2008). Exploring the reflection of teachers’ beliefs about reading theories
and strategies on their classroom practices. Feng Chia Journal of Humanities
and Social Sciences, 16, 183-216.

202



Clandinin, D. J., & Connelley, F. M. (1986). Rhythms in teaching: The narrative
study of teachers® personal practical knowledge of classrooms. Teaching and
Teacher Education, 2(4), 377-387.

Clandinin, J.D., & Connelly, M.F. (1987). Teachers’ personal knowledge: what
counts as personal in studies of the personal. Journal of Curriculum Studies,
19, 487-500.

Clark, C. M. & P. L. Peterson (1986). Teachers’ thought processes. In M. C.
Wittrock (Ed.), Handbook of research on teaching (3%ed.) (pp. 255-96). New
York: Macmillan.

Clark, C., & Yinger, R. (1977). Research on teacher thinking. Curriculum Inquiry,
7(4), 279-304.

Cohen, A. D., & Doémyei. Z. (2002) Focus on the language learner: motivation,
styles and strategies. In N. Schmitt (ed.), An Introduction to Applied
Linguistics. London: Edward Arnold, pp. 170-190.

Cohen, A. D., & Fass, L. (2001). Oral language instruction: Teacher and learner
beliefs and the reality in EFL classes at a Colombian university. lkala
(Journal of Language and Culture, Universidad de Antioquia), 6, 43-62.

Crawley, F., & Salyer, B. (1995). Origins of life science teachers’ beliefs underlying
curriculum reform in Texas. Science Education 79, 611-635.

Crookes, G. & L. Arakaki (1999). Teaching idea sources and work conditions in an
ESL program. TESOL Journal, 8(1), 15-19.

Cumming, A. (1990). Expertise in evaluating second language compositions.
Language Testing, 7, 31-51.

Davis, A. (2003). Teachers’ and students’ beliefs regarding aspects of language
learning. Evaluation and Research in Education, 17(4), 207-222.

Davis, M. M., Konopak, B. C., & Readence, J. E. (1993). An investigation of two
chapter i teachers’ beliefs about reading and instructional practices. Reading
Research and Instruction, 33(2), 105-118.

Debreli, E. (2012). Change in beliefs of pre-service teachers about teaching and
learning English as a foreign language throughout an undergraduate pre-
service teacher training program. Procedia - Social and Behavioral Sciences
46, 367-373.

Decker, L. E., & Rimm-Kaufman, S. E. (2008). Personality characteristics and

teacher beliefs among pre-service teachers. Teacher Education Quarterly,
35(2), 45-64.

203



Delgado, R. (2008). The instructional dynamics of a bilingual teacher: One teacher’s
beliefs about English language learners. Higher Education, 7(1), 43-53.

Diab, R. L. (2009). Lebanese EFL teachers’ beliefs about language learning. TESL
Reporter, 42, 13-34.

Dickinson, L. (1992). Learning autonomy 2: Learner training for language learning.
Dublin: Authentik.

Dobson, R.L., Dobson, J.E., 1983. Teacher beliefs-practice congruency. Viewpoints
in Teaching and Learning, 59(1), 20-27.

Dogruer, N., Menevis, 1., & Eyyam, R. (2010). EFL teachers’ beliefs on learning
English and their teaching styles. Procedia - Social and Behavioral Sciences
3, 83-87.

EFEPI [Education First English Proficiency Index] Report (2013). EF English
Proficiency Index Trends (3" ed.). Retrieved from www.ef.com/epi on
February 20, 2014.

Eisenhart, M. A, J. L. Shrum, J. R. Harding & A. M. Cuthbert (1988). Teacher
beliefs: definitions, findings and directions. Educational Policy, 2(1), 51-70.

Eisenstein-Ebsworth, M., & Schweers, C. W. (1997). What researchers say and
practitioners do: Perspectives on conscious grammar instruction in the ESL
classroom. Applied Language Learning, 8(2), 237-260.

Elbaz, F. (1981). The teacher’s practical knowledge: A report of a case study.
Curriculum Inquiry, 11, 43-71.

Elbaz, F. (1983). Teacher thinking: A study of practical knowledge. London: Croom
Helm.

Ellis, R. (1992). Second language acquisition and language pedagogy. Clevedon,
Philedelphia, Adelaide: Multilingual Matters.

Ellis, R. (2006). Current issues in the teaching of grammar: an SLA perspective.
TESOL Quarterly, 40(1), 83-107.

Ellis, R., Loewen, S., Elder, C., Erlam, R., Philp, J, & Reinders, H. (2009). Implicit
and explicit knowledge in second language learning, testing, and teaching. D.
Singleton (Ed.) Bristol, Buffalo, Toronto: Multilingual Matters.

El-Okda, M. (2005). EFL student teachers’ cognition about reading instruction. The
Reading Matrix, 5(2), 43-60.

204


http://www.ef.com/epi

Erdogan, S. (2005). Experienced EFL teachers’ personal theories of good teaching:
A PCT-based investigation. (Unpublished doctoral dissertation). University of
Warwick, Coventry.

Erkmen, B. (2010). Non-native novice EFL teachers’ beliefs about teaching and
learning. (Unpublished doctoral dissertation). University of Nottingham,
Nottingham.

Ertmer, P. A., & Ottenbreit-Leftwich, A. T. (2010). Teacher technology change:
How knowledge, confidence, beliefs, and culture intersect. Journal of
Research on Technology in Education, 42(3), 255-284.

Ezzi, N. A. A. (2012). Yemeni teachers’ beliefs of grammar teaching and classroom
practices. English Language Teaching, 5(8), 170-184.

Fang Z.H. (1996a) A review of research on teacher beliefs and practices. Educational
Research, 38(1), 47-65.

Fang, Z. (1996b). What counts as good writing? A case study of relationships
between teacher beliefs and pupil conceptions. Reading Horizons, 36(3), 249-
258.

Farrell, T. S. C. (1999). The reflective assignment: Unlocking pre-service teachers’
beliefs on grammar teaching. RELC Journal, 30(2), 1-17.

Farrell, T. S. C. (2001). English language teacher socialisation during the practicum.
Prospect, 16(1), 49-62.

Farrell, T. S. C. (2003). Learning to teach English language during the first year:
Personal influences and challenges. Teaching and Teacher Education, 19(1),
95-111.

Farrell, T. S. C. (2006a). The first year of language teaching: Imposing order.
System, 34(2), 211-221.

Farrell, T, S, C. (2006b). The teacher is an octopus: uncovering pre-service English

language teachers’ prior beliefs through metaphor analysis. RELC Journal,
37(2), 236-248.

Farrell, T. S. C. (2006c). The TESOL methods course: What did they really learn? In
T. S. C. Farrell (Ed.), Language teacher research in Asia (pp. 47-60).
Alexandria: TESOL.

Farrell, T. S. C., & Kun, S. T. K. (2007). Language policy, language teachers’
beliefs, and classroom practices. Applied Linguistics, 29(3), 381-403.

Farrell, T. S. C., & Lim, P. C. P. (2005). Conceptions of grammar teaching: A case
study of teachers’ beliefs and classroom practices. TESL-EJ, 9(2), 1-13.

205



Feiman-Nemser, S. & R. E. Floden (1986). The cultures of teaching. In M. C.
Wittrock (Ed.), Handbook of research on teaching (3" ed.) (pp. 505-26). New
York: Macmillan.

Fennema, E. and Franke, M. L. (1992) Teachers’ knowledge and its impact. In D. A.
Grouws (ed.), Handbook of research on mathematics teaching and learning
(pp. 147-64). New York: Macmillan.

Fenstermacher, G. D. (1994). The knower and the known: The nature of knowledge
in research on teaching. Review of Research in Education, 20, 1-54.

Field, A. (2009). Discovering statistics using SPSS (3" ed.). London: Sage

Flores, B. B. (2001). Bilingual education teachers’ beliefs and their relation to self-
reported practices. Bilingual Research Journal, 25(3), 251-275.

Flores, M. A. (2002). Learning, development, change in the early years of teaching:
A two-year empirical study. (Unpublished doctoral dissertation). University
of Nottingham, Nottingham.

Florio-Ruane, S., & Lensmire, T. J. (1990). Transforming future teachers’ ideas
about writing instruction. Journal of Curriculum Studies, 22, 277-289.

Fraenkel, J. R., & Wallen, N. E. (2006). How to design and evaluate research in
education (6" ed.). New York: McGraw-Hill Companies.

Freeman, D. (1993). Renaming experience/reconstructing practice: developing new
understandings of teaching. Teaching and Teacher Education, 9(5/6), 485-97.

Freeman, D. (1991). To make the tacit explicit: Teacher education, emerging
discourse, and conceptions of teaching. Teaching and Teacher Education,
7(5/6), 439-454.

Freeman, D., & Johnson, K. E. (1998). Reconceptualizing the knowledge-based of
language teacher education. TESOL Quarterly, 32(3), 397-417.

Freeman, D., & Richards, J. 1996. (Ed.). Teacher learning in language teaching.
Cambridge: CUP.

Gabillon, Z. (2012). Discrepancies between L2 teacher and L2 learner beliefs.
English Language Teaching, 5(12), 94-99.

Gatbonton, E. (1999). Investigating experienced ESL teachers’ pedagogical
knowledge. Modern Language Journal, 83(1), 35-50.

Gass, S. M., & Selinker, L. (2008). Second language acquisition: An introductory
course (3 ed.). New York: Routledge.

206



Gatbonton, E. (2008). Looking beyond teacher s’ classroom behaviour: Novice and
experienced ESL teachers’ pedagogical knowledge. Language Teaching
Research, 12(2), 161-182.

Gil, G., & Carazzi, M. R. P. (2007) Contextualizing an EFL teacher’s beliefs about
grammar teaching. Rev. Brasileira de Lingiiistica Aplicada, 7(2), 91-108.

Grimmett, P. P. and Mackinnon, A. M. (1992). Craft knowledge and the education of
teachers. Review of Research in Education, 18, 385-456.

Goker, S. D. (2006). Impact of peer coaching on self-efficacy and instructional skills
in TEFL teacher education. System, 34(2), 239-254.

Golombek, P. R. (1998). A study of language teachers’ personal practical
knowledge. TESOL Quarterly, 32(3), 447-464.

Gomez, M. L. (1990). Learning To Teach Writing: Untangling the Tensions between
Theory and Practice. East Lansing: National Center for Research on Teacher
Education, College of Education, Michigan State University.

Graden, E. C. (1996). How language teachers’ beliefs about reading are mediated by
their beliefs about students. Foreign Language Annals, 29(3), 387-395.

Griffiths, C. (2008). Strategies and good language learners. In C. Griffiths (Ed.),
Lessons from good language learners (pp. 83-98). Cambridge: CUP.

Grisham, D. L. (2000). Connecting theoretical conceptions of reading to practice: A
longitudinal study of elementary school teachers. Reading Psychology, 21(2),
145-170.

Grossman, P. (1990). The making of a teacher: Teacher knowledge and teacher
education. New York: Teachers’ College.

Gupta, R. (2004). Old habits die hard: Literacy practices of pre-service teachers.
Journal of Education for Teaching, 30(1), 67-78.

Guskey, T. R. (2002). Professional development and teacher change. Teachers and
Teaching: Theory and Practice, 8(3), 381-391.

Giiven, M. (2012). Epistemological beliefs and meta-cognitive strategies of ELT pre-
service teachers in distance and formal education. Turkish Online Journal of
Distance Education, 13(2), 346-369.

Hair, J.F., Anderson, R.E., Tatham, R.L. & Balck, W.C. (2006). Multivariate data
analysis. Upper Saddle River, NJ: Prentice Hall.

207



Hall, L. (2005). Teachers and content area reading: Attitudes, beliefs, and change.
Teaching and Teacher Education, 21(4), 403-414.

Halkes, R., & Olson, J. K. (1984). Introduction. In R. Halkes & J. K. Olson (Eds.),
Teacher thinking: A new perspective on persisting problems in education (pp.
1-6). Lisse: Swets & Zeitlinger.

Harrington, S., & Hertel, T. (2000). Foreign language methods students’ beliefs
about language learning and teaching. Texas Papers in Foreign Language
Education, 5(1), 53-68.

Hashweh, M. Z. (1996). Effects of science teachers’ epistemological beliefs in
teaching. Journal of Research in Science Teaching, 33, 47-63.

Hayes, D. (2005). Exploring the lives of non-native speaking English educators in Sri
Lanka. Teachers and Teaching: Theory and Practice, 11(2), 169-194.

Hermans, R., Tondeur, J. van Braak, J., & Valcke, M. (2008). The impact of primary
school teachers’ educational beliefs on the classroom use of computers.
Computers and Education, 51, 1499-15009.

Hislam, J., & Cajkler, W. (2005). Teacher trainees’ explicit knowledge of grammar
and primary curriculum requirements in England. In N. Bartels (Ed.), Applied
linguistics and language teacher education (pp. 295-312). New York:
Springer.

Hismanoglu, M. (2012). Prospective EFL teachers’ perceptions of ICT integration: A
study of distance higher education in turkey. Educational Technology and
Society, 15(1), 185-196.

Hobbs, V. (2007). Examining short-term ELT teacher education: An ethnographic
case study of trainees’ experiences. (Unpublished doctoral dissertation).
University of Sheffield, Sheffield.

Holt Reynolds, D. (1992). Personal history-based beliefs as relevant prior knowledge
in course work. American Educational Research Journal, 29(2), 325-349.

Hong, N. C. (2012). Teacher cognition and grammar teaching approaches. Southeast
Asia: A Multidisciplinary Journal, 12, 17-31.

Horwitz, E.K. (1985). Using student beliefs about language learning and teaching in
the foreign language methods course. Foreign Language Annals, 18(4), 333-
340.

Hurd, S., Beaven, T. & Ortega, A. (2001). Developing autonomy in a distance

language learning context: Issues and dilemmas for course writers. System,
29(3), 341-355.

208



HUPIMS [Hacettepe University Program Information Management System]. (2014).
Hacettepe University ECTS Information Package and Course Catalogue.
Retrieved from http://akts.hacettepe.edu.tr/ on March 15, 2014.

Islam, C. (1999). The relationship among early childhood educators’ beliefs,
knowledge bases, and practices related to early literacy. Paper presented at
the International Language in Education Conference, Hong Kong.

Johnston, B., & Goettsch, K. (2000). In search of the knowledge base of language
teaching: Explanations by experienced teachers. Canadian Modern Language
Review, 56(3), 437-468.

Johnson, K. E. (1992a). Learning to teach: Instructional actions and decisions of pre-
service ESL teachers. TESOL Quarterly, 26(3), 507-535.

Johnson, K.E. (1992b). The relationship between teachers’ beliefs and practices
during literacy instruction for non-native speakers of English. Journal of
Reading Behaviour, 14(1), 83-108.

Johnson, K.E., 1994. The emerging beliefs and instructional practices of pre-service
ESL teachers. Teaching and Teacher Education, 10(4), 439-452.

Johnson, K. E. (1996). The vision versus the reality: The tensions of the TESOL
practicum. In D. Freeman & J. C. Richards (Eds.), Teacher learning in
language teaching (pp. 30-49). Cambridge: CUP

Johnson, K. (2003). Designing language teaching tasks. Basingstoke: Palgrave
Macmillan.

Kagan, D. (1992). Implications of research on teacher beliefs. Educational
Psychologist, 27, 65-90.

Kang, D. (2008). The classroom language use of a Korean elementary school EFL
teacher: Another look at TEE. System, 36, 214-226.

Karabenick, S. A., & Noda, P. A. C. (2004). Professional development implications
of teachers’ beliefs and attitudes toward English language learners. Bilingual
Research Journal, 28, 55-76.

Karavas-Doukas, E. (1996). Using attitude scales to investigate teachers’ attitudes to
the communicative approach. ELT Journal, 50(3), 187-198.

Kavanoz, S. H. (2006). An exploratory study of English language teachers’ beliefs,

assumptions, and knowledge about learner-centeredness. The Turkish Online
Journal of Educational Technology, 5(2), 3-9.

209


http://akts.hacettepe.edu.tr/

Kaya, E. S. (2007). A quantitative study on teacher decision making behaviour in
EFL classes. Cukurova University Journal of the Institute of Social Sciences,
16(2), 327-342.

Kern, R. G. (1995). Student’s and teachers beliefs about language learning. Foreign
Language Annals, 28(1), 71-92.

Kettle, B. & N. Sellars (1996). The development of student teachers’ practical theory
of teaching. Teaching and Teacher Education, 12(1), 1-24.

Khonamri, F., & Salimi, M. (2010). The interplay between EFL high school
teachers’ beliefs and their instructional practices regarding reading strategies.
Novitas-ROYAL (Research on Youth and Language), 4(1), 96-107.

Kirkgéz, Y. (2008). A case study of teachers’ implementation of curriculum
innovation in English language teaching in Turkish primary education.
Teaching and Teacher Education, 24(7), 1859-1875.

Kim, E. (1997). A survey on effective English teaching methods in elementary
schools. English Teaching, 52(2), 157-174.

Kim, E. (2008). Status quo of CLT-based English curricular reform: A teacher’s
voice from the classroom. English Teaching, 63(2), 43-69.

Kim, K. J. (2006). Language learning beliefs in relation to English proficiency: A
Korean sample. English Teaching, 61(4), 27-49.

Krashen, S. (1985). The input hypothesis. Beverly Hills, CA: Laredo Publishing
Company.

Krashen, S. (1994). The input hypothesis and its rivals. In N. Ellis (Ed.) Implicit and
explicit learning of languages (p. 45-77). London: Academic Press.

Komiir, S. (2010). Teaching knowledge and teacher competencies: A case study of
Turkish pre-service English teachers. Teaching Education, 21(3), 279-296.

Kubanyiova, M. (2006). Developing a motivational teaching practice in EFL teachers
in Slovakia: Challenges of promoting teacher change in EFL contexts. TESL-
EJ, 10(2), 1-17.

Kunt, N., & Ozdemir, C. (2010) Impact of methodology courses on pre-service EFL
teachers’ beliefs. Procedia - Social and Behavioral Sciences 2, 3938-3944.

Kuzborska, I. (2011). Links between teachers’ beliefs and practices and research on
reading. Reading In A Foreign Language, 23(1), 102-128.

210



Lam, Y. (2000). Technophilia vs. Technophobia: A preliminary look at why second-
language teachers do or do not use technology in their classrooms. Canadian
Modern Language Review, 56(3), 390-420.

Lau, K. (2007). Chinese language teachers’ orientation to reading instruction and
their instructional practices. Journal of Research in Reading, 30(4), 414-428.

Lawrence, G. P. (2001). Second language teacher belief systems towards computer-
mediated language learning: Defining teacher belief systems. In K. Cameron
(Ed.), C.A.L.L. - the challenge of change: Research and practice (pp. 41-52).
Exeter: EIm Bank Publications.

Lee, H. J. (2006). A study on the impact of in-service teacher education on teachers’
instructional change. Foreign Languages Education, 13(3), 283-320.

Leech, N. L., Barrett, K. C., & Morgan, G. A. (2005). SPSS for intermediate
statistics: Use and interpretation (2" ed.). Mahwah, New Jersey, London:
Lawrence Erlbaum Associates, Inc. Publishers.

Li, D. (1998). “It’s always more difficult than you plan and imagine”: Teachers’
perceived difficulties in introducing the communicative approach in South
Korea. TESOL Quarterly, 32(4), 677-703.

Li, L. (2008). EFL teachers’ beliefs about ICT integration in Chinese secondary
schools. (Unpublished doctoral dissertation). Queen’s University, Belfast.

Li, L. (2012). Belief construction and development: Two tales of non-native English
speaking student teachers in a TESOL programme. Novitas-ROYAL
(Research on Youth and Language), 6(1), 33-58.

Li, L. and Walsh, S. (2011). ‘Seeing is Believing’: Looking at EFL Teachers’ Beliefs
through Classroom Interaction. Classroom Discourse, 2(1), 39-57.

Lightbrown, P. M., & Spada, N. (1999). How languages are learned. Oxford: Oxford
University Press.

Linek, W. M., Nelson, O. G., Sampson, M. B., Zeek, C. K., Mohr, K. A. J., &
Hughes, L. (1999). Developing beliefs about literacy instruction: A cross-case
analysis of preservice teachers in traditional and field based settings. Reading
Research and Instruction, 38(4), 371-386.

Linek, W. M., Sampson, M. B., Raine, I. L., Klakamp, K., & Smith, B. (2006).
Development of literacy beliefs and practices: Pre-service teachers with
reading specializations in a field-based program. Reading Horizons, 46(3),
183-213.

211



Littlewood, W. (1997). Self-access: Why do we want it and what can it do? In P.
Benson & P. Voller (Eds.), Autonomy and Independence in language
learning (pp. 79-92). London: Longman.

Long, M. H. (1985). Input and second language acquisition theory. In S. Gass and C.
Madden (Eds.) Input in second language acquisition (p. 377-393). Rowley,
MA: Newbury House.

Lou, W-H. (2004). Construction of teacher knowledge: Learning to teach EFL at the
elementary level. Journals of Languages of National Hsinchu Teachers
College, 11, 259-287.

Loughran, J., & Russell, T. (1997). (Eds.), Teaching about teaching: Purpose,
passion and pedagogy in teacher education. London: Falmer Press.

MacDonald, M., Badger, R., & White, G. (2001) Changing values: What use are
theories of language learning and teaching? Teaching and Teacher Education,
17, 949-963.

Maloch, B., Flint, A. S., Eldridge, D., Harmon, J., Loven, R., Fine, J. C., ...
Martinez, M. (2003). Understandings, beliefs, and reported decision making
of first-year teachers from different reading teacher preparation programs.
Elementary School Journal, 103(5), 431-458.

Mann, S. J. (2008). Teachers’ use of metaphor in making sense of the first year of
teaching. In: Farrell, Thomas S.C., (Ed.), Novice language teachers: Insights
and perspectives for the first year (pp. 11-28). London: Equinox Publishing.

Mangubhai, F., Marland, P., Dashwood, A., & Son, J. B. (2004). Teaching a foreign
language: One teacher’s practical theory. Teaching and Teacher Education,
20(3), 291-311.

Mathews-Aydinli, J., & Elaziz, F. (2010). Turkish students’ and teachers’ attitudes
toward the use of interactive whiteboards in EFL classrooms. Computer
Assisted Language Learning, 23(3), 235-252.

Matsuura, H., Chiba, R., & Hilderbrandt, P. (2001). Beliefs about learning and
teaching communicative English in Japan. JALT Journal, 23(1), 69-89.

Mattheoudakis, M. (2007) Tracking changes in pre-service EFL teacher beliefs in
Greece: A longitudinal study. Teaching and Teacher Education, 23, 1272-
1288.

McCutchen, D., Abbott, R. D., Green, L. B., Beretvas, S. N., Cox, S., Potter, N. S,,
... Gray, A. L. (2002). Beginning literacy: Links among teacher knowledge,
teacher practice, and student learning. Journal of Learning Disabilities, 35(1),
69-86.

212



Meijer, P.C., Verloop, N., & Beijard, D. (1999). Exploring language teachers’
practical knowledge about teaching reading comprehension. Teaching &
Teacher Education, 15, 59-84.

Mitchell, R., Brumfit, C., & Hooper, J. (1994a). Perceptions of language and
language learning in English and foreign language classrooms. In M. Hughes
(Ed.), Perceptions of teaching and learning (pp. 53-65). Clevedon:
Multilingual Matters.

Mitchell, R., Brumfit, C., & Hooper, J. (1994b). Knowledge about language: Policy,
rationales and practices. Research Papers in Education, 9(2), 183-205.

Mitchell, R., & Hooper, J. (1992). Teachers’ views of language knowledge. In C.
James & P. Garrett (Eds.), Language awareness in the classroom (pp. 40-50).
London: Longman.

Moini, M. R. (2009) The impact of EFL teachers’ cognition on teaching foreign
language grammar. Pazhuhesh-e Zabanha-ye Khareji, 49 (Special Issue),
141-164.

Mok, W. E. (1994). Reflecting on reflections: A case study of experienced and
inexperienced esl teachers. System, 22(1), 93-111.

Mori, R. (2011). Teacher cognition in corrective feedback in Japan. System, 39(4),
451-467.

Mosenthal, J. H. (1995). Change in two teachers’ conceptions of math or writing
instruction after in-service training. Elementary School Journal, 95(3), 263-
2717.

Muchmore, J. A. (2001). The story of "anna™: A life history of the literacy beliefs
and teaching practices of an urban high school English teacher. Teacher
Education Quarterly, 28(3), 89-110.

Musayeva-Vefali, G. & Tuncergil, C. (2012). Exploring in-service English language
teacher trainees’ and trainers’ practice and beliefs in Northern Cyprus.
ELTED (English Language Teacher Education and Development), 15, 42-56.

Naiman, N., Frohlich, M., Stern, H., & Todesco, A. (1996). The good language
learner. M. Grenfell (Ed.) Modern languages in practice (4). Clevedon,
Philedelphia, Adelaide: Multilingual Matters.

Nel, C. (2008). Learning style and good language learners. In C. Griffiths (Ed.),
Lessons from good language learners (pp. 49-60). Cambridge: CUP.

Nettle, E. B. (1998). Stability and change in the beliefs of student teachers during
practice teaching. Teaching and Teacher Education, 14(2), 193-204.

213



Nespor, J. (1987). The role of beliefs in the practice of teaching. Journal of
Curriculum Studies, 19(4), 317-328.

Ng, J., & Farrell, T. S. C. (2003). Do teachers’ beliefs of grammar teaching match
their classroom practices? A Singapore case study. In D. Deterding, A. Brown
& E. L. Low (Eds.), English in Singapore: Research on grammar (pp. 128-
137). Singapore: McGraw Hill.

Ng, W., Nicholas, H., & Williams, A. (2009). School experience influences on pre-
service teachers’ evolving beliefs about effective teaching. Teaching and
Teacher Education, 26(2), 278-289.

Nishino, T. (2008). Japanese secondary school teachers’ beliefs and practices
regarding communicative language teaching: An exploratory survey. JALT
Journal, 30(1), 27-50.

Norman, K. A., & Spencer, B. H. (2005). Our lives as writers: Examining pre-service
teachers’ experiences and beliefs about the nature of writing and writing
instruction. Teacher Education Quarterly, 32(1), 25-40.

Numrich, C. (1996). On becoming a language teacher: Insights from diary studies.
TESOL Quarterly, 30(1), 131-149.

Nunan, D. (1992). The teacher as decision-maker. In J. Flowerdew, M. Brock & S.
Hsia (Eds.), Perspectives on second language teacher education (pp. 135-
165). Hong Kong: City Polytechnic.

Nunan, D. (1997). Designing and adapting materials to encourage learner autonomy.
In P. Benson & P. Voller (Eds.), Autonomy and independence in language
learning (pp. 192-203). London: Longman.

Olson, J. R., & Singer, M. (1994). Examining teacher beliefs, reflective change and
the teaching of reading. Reading Research and Instruction, 34(2), 97-110.

Ong, C. T. (2011). Pre-service teachers™ beliefs about teaching and the learning of
grammar. The English Teacher, XL, 27-47.

Orafi, S. M. S., & Borg, S. (2009). Intentions and realities in implementing
communicative curriculum reform. System, 37(2), 243-253.

Ozmen, K. S. (2012). Exploring student teachers’ beliefs about language learning
and teaching: A longitudinal study. Current Issues in Education, 15(1), 1-16.

Paiva, K. S. F. (2011). Brazilian English as Foreign Language teachers’ beliefs

about grammar-based feedback on L2 writing. (Unpublished master’s thesis).
lowa State University, lowa.

214



Pajares, M.F. (1992). Teachers’ beliefs and educational research: Cleaning up a
messy construct. Review of Educational Research, 62(3), 307-332.

Park, W., An, R., & Ha, Y. (1997). A research survey on the actual condition and
teachers recognition of kindergarten English education. The Journal of Early
Childhood Education, 17(2), 183-206.

Peacock, M. (2001). Pre-service ESL teachers’ beliefs about second language
learning: A longitudinal study. System, 29(2), 177-195.

Pearson, J., 1985. Are teachers’ beliefs incongruent with their observed classroom
behavior? Urban Review, 17(2), 128-146.

Pennington, M. C., & Richards, J. C. (1997). Reorienting the teaching universe: The
experience of five first-year English teachers in Hong Kong. Language
Teaching Research, 1(2), 149-178.

Pennington, M. C., & Urmston, A. (1998). The teaching orientation of graduating
students on a batesl course in hong kong: A comparison with first-year
students. Hong Kong Journal of Applied Linguistics, 3(2), 17-46.

Peterson, P. L., & Walberg H. J. (1979). (Eds.), Research on teaching: Concepts,
findings, and implications. Berkeley, CA: McCutchan.

Phipps, S. (2007). What difference does delta make? Research Notes, 29, 12-16.

Phipps, S., & Borg, S. (2009). Exploring tensions between teachers’ grammar
teaching beliefs and practices. System, 37(3), 380-390.

Pica, T. (1996). Second Language Learning Through Interaction: Multiple
perspectives. Working Papers in Educational Linguistics, 12(1), 1 — 22.

Polat, N. (2010). Pedagogical treatment and change in preservice teacher beliefs: An
experimental study. International Journal of Educational Research, 49(6),
195-209.

Pomeroy, D. (1993). Implications of teachers’ beliefs about the nature of science:
Comparison of the beliefs of scientists, secondary science teachers, and
elementary teachers. Science Education, 77(3), 261-278.

Popko, J. (2005). How ma TESOL students use knowledge about language in
teaching esl classes. In N. Bartels (Ed.), Applied linguistics and language
teacher education (pp. 387-403). New York: Springer.

Poulson, L., Avramidis, E., Fox, R., Medwell, J., & Wray, D. (2001). The theoretical
beliefs of effective teachers of literacy in primary schools: An exploratory
study of orientations to reading and writing. Research Papers in Education,
16(3), 271-292.

215



Powell, R. R. (1992). The influence of prior experiences on pedagogical constructs
of traditional and non-traditional pre-service teachers. Teaching and Teacher
Education, 8(3), 225-238.

Poynor, L. (2005). A conscious and deliberate intervention: The influence of
language teacher education. In D. Tedick (Ed.), Second language teacher
education: International perspectives (pp.157-175). Mahwah, NJ: Lawrence
Erlbaum Associates.

Rakicioglu, A. S. (2005). The relationship between epistemological beliefs and
teacher-efficacy beliefs of English language teaching trainees. (Unpublished
master’s thesis). Abant [zzet Baysal University, Bolu.

Randall, M. (2007). Memory, psychology, and second language learning. J. H.
Hulstijin & N. Spada (Eds.) Language learning and language teaching
(Volume 19). Amsterdam, Philadelphia: John Benjamins Publishing
Company.

Raymond, A. M. (1997). Inconsistency between beginning elementary school
teachers’ mathematics beliefs and teaching practice, Journal for Research in
Mathematics Education, 28, 550-576.

Richards, J. C. (1996). Teachers’ maxims in language teaching. TESOL Quarterly,
30(2), 281-296.

Richards, J. C. (1998). Teacher beliefs and decision making. In J. C. Richards (Ed.),
Beyond training (pp. 65-85). Cambridge: CUP.

Richards, J. C., Gallo, P. B., & Renandya, W. A. (2001). Exploring teachers’ beliefs
and the processes of change. The PAC Journal, 1(1), 43-64.

Richards, J. C., Ho, B., & Giblin, K. (1996). Learning how to teach in the rsa cert. In
D. Freeman & J. C. Richards (Eds.), Teacher learning in language teaching
(pp. 242-259). Cambridge: CUP.

Richards, J. C., Li, B., & Tang, A. (1998). Exploring pedagogical reasoning skills. In
J. C. Richards (Ed.), Beyond training (pp. 86-102). Cambridge: CUP.

Richards, J.C., & Lockhart, C. (1996). Reflective teaching in second language
classrooms. Cambridge: CUP.

Richards, J. C., & Pennington, M. (1998). The first year of teaching. In J. C.
Richards (Ed.), Beyond training (pp. 173-190). Cambridge: CUP.

Richards, J. C., & Rodgers, T. (2001). Approaches and methods in language
teaching (2" ed.). Cambridge: CUP.

216



Richards, J. C., Tung, P., & Ng, P. (1992). The culture of the English language
teacher: A hong kong example. RELC Journal, 23(1), 81-102.

Richardson, V. (1996). The role of attitudes and beliefs in learning to teach. In J.
Sikula, T. J. Buttery & E. Guyton (Eds.), Handbook of research on teacher
education (2nd ed.) (pp. 102-119). New York: Macmillan.

Richardson, V., Anders, P., Tidwell, D., & Lloyd, C. (1991). The relationship
between teachers’ beliefs and practices in reading comprehension instruction.
American Educational Research Journal, 28(3), 559-586.

Saengboon, S. (2012). Exploring beliefs of exemplary Thai EFL teachers toward
teaching efficacy. Journal of Education and Practice, 3(4), 39-45.

Sato, K., & Kleinsasser, R. C. (1999). Communicative language teaching (CLT):
Practical understandings. Modern Language Journal, 83(4), 494-517.

Savas, P. (2012). Pre-service English as a Foreign Language teachers’ perceptions of
the relationship between multiple intelligences and foreign language learning.
Learning and Individual Differences, 22, 850-855.

Scott, R., & Rodgers, B. (1995). Changing teachers’ conceptions of teaching writing:
A collaborative study. Foreign Language Annals, 28(2), 234-246.

Seferoglu, G., Korkmazgil, S., & Olgii, Z. (2009). Gaining insights into teachers’
ways of thinking via metaphors. Educational Studies, 35, 323-335.

Sendan, F., & Roberts, J. (1998). Orhan: A case study in the development of a
student teacher’s personal theories. Teachers and Teaching: Theory and
Practice, 4, 229-244.

Shavelson, R. J. & P. Stern (1981). Research on teachers’ pedagogical thoughts,
judgements and behaviours. Review of Educational Research, 51(4), 455-98.

Shi, L., & Cumming, A. (1995). Teachers’ conceptions of second language writing
instruction: Five case studies. Journal of Second Language Writing, 4(2), 87-
111.

Shuck, S. (1997). Using a research simulation to challenge prospective teachers’
beliefs about mathematics. Teaching and Teacher Education, 13(5), 529-539.

Shulman, L. S. (1987). Knowledge and teaching: Foundations of the new reform.
Harvard Educational Review, 57(1), 1-22.

Schulz, R. A. (1996). Focus on form in the foreign language classroom: Students’
and teachers’ views on error correction and the role of grammar. Foreign
Language Annals, 29(3), 343-364.

217



Schulz, R. A. (2001). Cultural differences in student and teacher perceptions
concerning the role of grammar teaching and corrective feedback: USA-
Colombia. Modern Language Journal, 85(2), 244-258.

Sifakis, N. C., & Sougari, A. M. (2005). Pronunciation issues and EIL pedagogy in
the periphery: A survey of Greek state school teachers’ beliefs. TESOL
Quarterly, 39(3), 467-488.

da Silva, M. (2005). Constructing the teaching process from inside out: How pre-
service teachers make sense of their perceptions of the teaching of the four
skills. TESL-EJ, 9(2), 1-19.

Smith, D.B. (1996). Teacher decision making in the adult ESL classroom. In D.
Freeman & J.C. Richards. (Eds.), Teacher learning in language teaching (pp.
197-216). Cambridge: CUP.

Smith, D., & Neale, D. (1991). The construction of subject matter knowledge in
primary science teaching. In J. Brophy (Ed.), Advances in research on
teaching, Vol. 2 (pp. 187-243). Greenwich: JAI Press.

Son, K., & Lee, K. (2003). A study on the problems of ‘teaching English in English
and their alternatives. The Journal of Korean Education, 30(1), 201-234.

Soontornwipast, K. (2010). EFL teachers’ beliefs about grammar and grammar
teaching: A case study of a language institute at a Thai university. The
International Journal of the Humanities, 8(8), 143-151.

Spada, N., & Massey, M. (1992). The role of prior pedagogical knowledge in
determining the practice of novice ESL teachers. In J. Flowerdew, M. Brock
& S. Hsia (Eds.), Perspectives on second language teacher education (pp. 23-
37). Hong Kong: City Polytechnic.

Sprinthall, N. A., Reiman, A. J., & Thies-Sprinthal, L. 1996. Teacher professional
development. In J. Sikula (Ed.), Handbook of research on teacher education
(pp. 666-703). New York: Macmillan.

Swafford, J. O., Jones, G. A., & Thornton, C. A. (1997). Increased knowledge in
geometry and instructional practice. Journal for Research in Mathematics
Education, 28(4), 467-483.

Sternberg, R. J., & Wagner, R. K. (1991). MSG Thinking Styles Inventory manual
Unpublished test manual.

Taba, H. (1962). Curriculum development: Theory and practice. New York:
Harcourt, Brace & World.

Tabachnick, B. G., & Fidell, L.S. (2007). Using multivariate statistics. Needham
Heights, MA: Allyn and Bacon.

218



Tabachnick, B.R., & Zeichner, K.M. (1986). Teacher beliefs and classroom
behaviours: Some teacher responses to inconsistency. In M. Ben-Peretz, R.
Bromme, & R. Halkes (Eds.), Advances of research on teacher thinking, (pp.
84-96). Lisse: Swets and Zeitlinger.

Tantani, A. S. N. (2012). Significant relationships between EFL teachers’ practice
and knowledge in the teaching of grammar in Libyan secondary schools.
(Unpublished doctoral dissertation). University of Sunderland, Sunderland.

Tatto, M. T. (1998). The influence of teacher education on teachers’ beliefs about
purposes of education, roles and practice. Journal of Teacher Education,
49(1), 66-77.

Tercanlioglu, L. (2001). Pre-service teachers as readers and future teachers of EFL
reading. TESL-EJ, 5(5), 1-17.

Tercanlioglu, L. (2005). Pre-service EFL teachers’ beliefs about foreign language
learning and how they relate to gender. Electronic Journal of Research in
Educational Psychology, 5-3(1), 145-162.

Thompson, A. (1992). Teachers’ beliefs and conceptions: A synthesis of the
research. In D. Grouws (ed.), Handbook of research on mathematics teaching
and learning (pp. 127-146). New York: Macmillan.

Tillema, H. H. (1998). Stability and change in student teachers’ beliefs about
teaching. Teachers and Teaching, 4(2), 217-228.

Tillema, H. H. (2000). Belief change towards self-directed learning in student
teachers: immersion in practice or refection on action. Teaching and Teacher
Education, 16(5), 575-591.

Tsang, W. K. (2004). Teachers’ personal practical knowledge and interactive
decisions. Language Teaching Research, 8(2), 163-198.

Tsui, A. B. M. (1996). Learning how to teach ESL writing. In D. Freeman & J. C.
Richards (Eds.), Teacher learning in language teaching (pp. 97-119).
Cambridge: CUP.

Tsui, A. B. M. (2003). Understanding expertise in teaching: Case studies of ESL
teachers. Cambridge: CUP.

Tiizel, A. E. B., & Akcan, S. (2009). Raising the language awareness of pre-service

English teachers in an EFL context. European Journal of Teacher Education,
32(3), 271-287.

219



Ulichny, P. (1996). What’s in a methodology? In D. Freeman & J. C. Richards
(Eds.), Teacher learning in language teaching (pp. 178-196). Cambridge:
CUP.

Urmston, A. (2003). Learning to teach English in Hong Kong: The opinions of
teachers in training. Language and Education, 17(2), 112-137.

Urmston, A. & Pennington, M. C. (2008). The beliefs and practices of novice
teachers in Hong Kong: Change and resistance to change in an Asian teaching
context. In T.S.C. Farrell (Ed.), Novice language teachers: Insights and
perspectives for the first year (pp. 89-103). London: Equinox Publishing Ltd.

Ustiinel, E. (2008). The relationship between trainee teachers’ views and practices
related to classroom discipline. Hacettepe University Journal of Education,
35, 332-341.

Vanci-Osam, U. V., & Balbay, S. (2004). Investigating the decision-making skills of
cooperating teachers and student teachers of English in a Turkish context.
Teaching and Teacher Education, 20(7), 745-758.

Verloop, N., Van Driel, J.,, & Meijer, P. C. (2001). Teacher knowledge and the
knowledge base of teaching. International Journal of Educational Research,
35(5), 441-461.

Vibulphol, J. (2004) Beliefs about language learning and teaching approaches of
pre-service EFL teachers in Thailand. (Unpublished doctoral dissertation).
Chulalongkorn University, Bangkok.

Vygotsky, L. (1962). Thought and language. Cambridge: MIT Press.

Wallestad, C. K. (2009). Prospective TESOL teachers’ beliefs, understandings, and
experiences of cooperative learning. (Unpublished doctoral dissertation).
State University of New York, New York.

Warford, M. K., & Reeves, J. (2003). Falling into it: Novice TESOL teacher
thinking. Teachers and Teaching, 9(1), 47-66.

Weinstein, C. S. (1990). Prospective elementary teachers’ beliefs about teaching:
Implications for teacher education. Teaching and Teacher Education, 6(3),
279-290.

Wenden, A. (1999). An introduction to meta-cognitive knowledge and beliefs in
language learning: Beyond the basics [Special Issue]. System, 27, 435-441.

Westerman, D. (1991). Expert and novice teacher decision making. Journal of
Teacher Education, 42(4), 292-305.

220



Westwood, P., Knight, B.A. & Redden, E. (1997). Assessing teachers’ beliefs about
literacy acquisition: The development of the teachers’ belief about literacy
questionnaire (TBALQ). Journal of Research in Reading, 20, 224-235.

Williams M. & Burden R. L. (1997). Psychology for language teachers: A social
constructivist approach. Cambridge: CUP

Williamson, J., & Hardman, F. (1995). Time for refilling the bath? A study of
primary student-teachers’ grammatical knowledge. Language and Education,
9(2), 117-134.

Wilson, E. K., Konopak, B. C., & Readence, J. E. (1992). Examining content area
and reading beliefs, decisions, and instruction: A case study of an English
teacher. Yearbook of the National Reading Conference, 41, 475-482.

Wolf Jr., W. C., & Riordan, K. M. (1991). Foreign language teachers’ demographic
characteristics: In-service training needs and attitudes toward teaching.
Foreign Language Annals, 24, 471-478.

Woods, D. (1996). Teacher Cognition in Language Teaching. Cambridge: CUP.

Wray, D. (1993). Student-teachers’ knowledge and beliefs about language. In N.
Bennett & C. Carré (Eds.), Learning to teach (pp. 51-72). London:
Routledge.

Wubbels, T. (1992). Taking account of student teachers’ preconceptions. Teaching
and Teacher Education, 8(2), 137-149.

Xu, L. (2012). The role of teachers’ beliefs in the language teaching-learning
process. Theory and Practice in Language Studies, 2(7), 1397-1402.

Yang, N. (2000). Teachers’ beliefs about language learning and teaching: A cross-
cultural comparison. Texas Papers in Foreign Language Education, 5(1), 39-
52.

Yim, L. M. (1993). Relating teachers " perception of the place of grammar to their
teaching practices. (Unpublished master’s thesis). National University of
Singapore, Singapore.

Yin, M. (2010). Understanding classroom language assessment through teacher
thinking research. Language Assessment Quarterly, 7(2), 175-194.

Yook, C. M. (2010). Korean teachers’ beliefs about English language education and
their impacts upon the ministry of education-initiated reforms. (Unpublished
doctoral dissertation). Georgia State University, Atlanta.

Zacharias, N. T. (2003). 4 survey of tertiary teachers’ beliefs about English
language teaching in Indonesia with regard to the role of English as a global

221



language. (Unpublished master’s thesis). Assumption University of Thailand,
Bangkok.

Zacharias, N. T. (2005). Teachers’ beliefs about internationally-published materials:
A survey of tertiary English teachers in Indonesia. RELC Journal, 36(1), 23-
38.

Zhang, W. (2008). In search of English as a Foreign Language (EFL) teachers’
knowledge of vocabulary instruction. (Unpublished Doctoral Dissertation).
Georgia State University, Atlanta.

Zheng, H. (2009). A review of research on EFL pre-service teachers’ beliefs and
practices. Journal of Cambridge Studies, 4(1), 73-81.

222



APPENDICES

Appendix A: Last Decade’s International Research

Last Decade’s International Research on Teacher Cognition: EFL/ESL Contexts

Year  Researcher(s) Concept(s) Focus/Foci Study Context(s)*
2004  Bastiirkmen, -beliefs -teaching grammar 3 in-service NZ
Loewen, & Ellis  -practices years
2004  Castro, Sercu, &  -perceptions -FLE objectives 35 in-service Spain
Garcia -teaching culture years
2004  Gupta -beliefs -literacy 29  pre-service  Singapore
-practices -teaching reading years
2004  Karabenick & -beliefs -immigrant ESL 729 in-service USA
Noda -practices learners years
2004  Luo -knowledge -TEYL 4 pre-service  Taiwan
4 in-service
years
2004  Mangubhai etal.  -practical -CLT practices 1 in-service Australia
theory years
2004  Tsang -personal -interactive 3 pre-service  HK
practical decision-making years
knowledge
2004  Vibulphol -beliefs -language learning 42  pre-service  Thailand
years
2005  Ali & Ammar -beliefs -epistemological 114 pre-service  SA
-practices beliefs’ impact years
2005  Andrews & -knowledge -KAL 3 in-service HK
McNeil -good teachers years UK
2005 Bigelow & -knowledge -transfer of KAL - 20  pre-service  USA
Ranney -practices lesson-planning years
2005 M. Borg -pedagogical -development in 1 pre-service UK
thinking thinking years
-language learning
& teaching
2005  Burns & Knox -knowledge -transfer of KAL 2 in-service Australia
-practices years
2005 Choe -perceptions -native speaker 4 in-service Korea
teachers’ role years
2005 EI-Okda -cognitions -teaching reading 57  pre-service  Oman
years
2005  Farrell & Lim -beliefs -teaching grammar 2 in-service Singapore
-practices years
2005 Hislam & Cajkler -knowledge -transfer of KAL 4 novice years UK
-practices
2005 Norman & -beliefs -writing 59  pre-service  USA
Spencer -experiences -teaching writing years
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2005  Popko -knowledge -transfer of KAL 4 pre-service  USA
-practice years
2005  Sifakis & -beliefs -teaching 421 in-service Greece
Sougari -practices pronunciation years
2005 daSilva -perceptions -teaching four skills 3 pre-service  Brazil
years
2005  Zacharias -beliefs -internationally- 100 in-service Indonesia
published materials years
2006  Goker -beliefs -instructional skills 32  pre-service  NC
-practices -self-efficacy years
-change in beliefs
-impact of training
2006  Farrell (a) -beliefs -induction process 1 novice years Singapore
-experiences
2006  Farrell (b) -belief -change in beliefs 3 pre-service  Singapore
systems -teaching-learning years
-metaphors
2006  Farrell (c) -beliefs -change in concepts 20  pre-service  Singapore
-concept maps  -teaching reading years
2006  H. Lee -beliefs -change in beliefs 4 in-service Korea
-teaching-learning years
2006  Kim, K. J. -beliefs -language learning 29  in-service Korea
-teachers’ and years
students’ beliefs
2006  Kubanyiova -cognitive -change in beliefs 8 in-service Slovakia
development  -motivation years
2006  Lineketal. -beliefs -change in beliefs 11 pre-service  USA
-practices -teaching literacy years
2007  Farrel & Kun -beliefs -native language 3 in-service Singapore
use in class years
2007  Gil & Carazzi -beliefs -teaching grammar 1 in-service Brazil
-practices years
2007  Hobbs -beliefs -change in beliefs 12 pre-service UK
-practices -language teaching years
2007  Lau -orientations -teaching reading 493 in-service China
-practices years
2007  Mattheoudakis -beliefs -change in beliefs 66  pre-service  Greece
-teaching-learning years
2008  Bernardo -beliefs -epistemological 864 pre-service  Philippines
beliefs years
2008  Chan -beliefs -multiple 520 in-service Taiwan
-practices assessments years
2008  Choi -beliefs -teaching methods 20  pre-service  Korea
years
2008 C.Chou -practical -TEYL 3 in-service Taiwan
knowledge years
2008 Y. Chou -belief -reading theories 42  in-service Taiwan
systems and strategies years
-practices
2008  Decker & Rimm-  -personality -teaching 397 pre-service  USA
Kaufman -beliefs years
2008  Delgado -beliefs -teaching reading 1 in-service USA
-practices -learners with years
learning disability
2008  Gatbonton -knowledge -pedagogical 4 novice Canada
knowledge 7 in-service
years
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2008 Kang -perceptions -native language 1 in-service Korea
use in class years
-TEE Policy
2008 E.Kim -beliefs -change in beliefs 1 in-service Korea
-teaching methods years
-CLT
2008 Mann -metaphors -induction process 5 novice years Taiwan
Japan
Cyprus
Shanghai
2008  Nishino -beliefs -CLT 21  in-service Japan
-practices years
2008  Zhang -beliefs -teaching 7 in-service China
-practices vocabulary years
2008  Urmston & -beliefs -change in beliefs 3 novice years HK
Pennington -practices -language teaching
2009  Ahn -orientations -CLT 4 pre-service  Korea
-practices -TEE Policy years
2009 Diab -beliefs -language learning 19  pre-service  Lebanon
31  in-service
years
2009  Moini -cognitions -differences in 130 in-service Iran
cognitions years
-teaching grammar
2009  Orafi & Borg -beliefs -CLT 3 in-service Libya
-practices years
2009  Wallestad -beliefs -change in beliefs 7 pre-service  China
-perceptions -cooperative years Japan
-experiences learning Korea
Poland
USA
2010  Dogruer, -beliefs -language learning 35  in-service NC
Menevis, & years
Eyyam
2010  Erkmen -beliefs -language learning 9 novice years NC
& teaching
2010  Grisham -conceptions -teaching reading 12 pre-service  USA
-beliefs -teaching language years
-practices arts novice years
-knowledge
2010  Khonamri & -belief -reading strategies 57  in-service Iran
Salimi systems years
-practices
2010  Kunt & Ozdemir  -beliefs - language learning 89  pre-service  NC
-impact of training years
2010  Soontornwipast -beliefs -teaching grammar 12  in-service Thailand
-practices years
2010 Yin -cognitions -language 2 in-service UK
assessment years
2010 Yook -beliefs -language teaching 158 in-service Korea
-educational reform years
2011  Bangou, -beliefs -ESL 11  pre-service  Lebanon
Flemeng, & -knowledge -EFL 8 years Canada
Goff-Kfouri
2011 Borg -beliefs -change in beliefs 6 in-service UK
-language learning years

& teaching
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2011  Canh -beliefs -teaching grammar 8 in-service Vietnam
-practices years
2011  Kuzborska -beliefs -teaching reading 8 in-service Lithuania
-practices years
2011  Mori -cognitions -corrective 2 in-service Japan
feedback years
2011 Ong -beliefs -teaching grammar 39  pre-service  Singapore
years
2011 Paiva -beliefs -grammar-based 15 in-service Brazil
feedback on writing years
2012  Abdullah, Ferran, -perceptions -readers 60 pre-service  Malaysia
& Malek -teaching reading years
2012  Debreli --beliefs -language learning 3 pre-service  NC
& teaching years
-change in beliefs
-impact of training
2012  Ezzi -beliefs -teaching grammar 80  in-service Yemen
-practices years
2012  Hong -cognitions -teaching grammar 37  in-service Singapore
years
2012  Li -beliefs -change in beliefs 2 pre-service UK
-teaching-learning years
2012  Musayeva-Vefali  -beliefs -change in beliefs 13 in-service NC
& Tuncergil -practices -impact of training years
2012  Saengboon -beliefs -teaching-learning 2 in-service Thailand
-practices years
2012  Tantani -knowledge -teaching grammar 8 in-service Libya
-practices years

*The there columns represent sample size, study group, and country.

CLT=Communicative Language Teaching; ESL=English as a Second Language; EFL=English as a
Foreign Language; FLE=Foreign Language Education; HK=Hong Kong; KAL=Knowledge about
Language; NC=Northern Cyprus; NZ=New Zealand; SA=Saudi Arabia; TEE=Teaching English in
English; TEYL=Teaching English to Young Learners; UK=United Kingdom; USA=United States of

America
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Appendix B: Studies in Turkish Context

Studies Conducted in Turkish Context: Concept and Focus

Year Researcher(s) Concept(s) Focus/Foci
1998 Sendan & Roberts -personal theories  -effective teaching
-change in beliefs
2001 Tercanlioglu -perceptions -reading
-teaching reading
2004 Vanci-Osam & Balbay -decision-making  -FLE
-instructional planning
2005 Erdogan -personal theories  -effective teaching
2005 Rakicioglu -beliefs -relationship btw self-efficacy and
epistemological beliefs
2005 Tercanlioglu -beliefs -foreign language learning
-gender effect
2006 Altan -beliefs -foreign language learning
2006 Bayyurt -conceptions -teaching culture
-perceptions
2006 Kavanoz -beliefs -learner-centeredness
-assumptions
-knowledge
2007 Akbulut -beliefs -induction process
-teaching
2007  Ariogul -practical -factors shaping practical knowledge
knowledge
2007 Kaya -interactive -difference btw novice & experienced
decisions teachers
2007 Phipps -beliefs -teaching grammar
-awareness -change in beliefs
-practices -impact of training
2008 Cabaroglu & Yurdaisik -views -teaching reading
-approaches
2008 Kirkgoz -understandings -CLT
-practices -TEYL
2008  Ustiinel -views -classroom management
-practices
2009 Atayetal. -opinions -teaching intercultural competence
-attitudes
2009 Phipps & Borg -beliefs -teaching grammar
-practices
2009 Seferoglu, Korkmazgil, -metaphors -teaching
& Olgii -thinking -teachers
2009 Tiizel & Akcan -awareness -target language use
-perceptions -language awareness
-impact of training
2010 Balgikanl -beliefs -learner autonomy
2010 Caner, Subasi, & Kara -beliefs -TEYL
-practices
2010 Komiir -knowledge -relationship btw knowledge and
competency
2010 Mathews-Aydinli & -attitudes -use of interactive whiteboards
Elaziz
2010 Polat -beliefs -change in beliefs

-impact of training
-effectiveness of materials
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2012 Altan -beliefs -foreign language learning
2012 Guven -beliefs -epistemological beliefs
-meta-cognitive strategies
2012 Hismanoglu -perceptions -integrating ICT into FLE
2012 Ozmen -beliefs -FLE
-change in beliefs
-impact of training
2012 Savas -perceptions -role of MI Theory in FLE

CLT=Communicative Language Teaching; FLE=Foreign Language Learning; ICT=Information and
Communication Technology; MI=Multiple Intelligences; TEYL=Teaching English to Young Learners

Studies Conducted in Turkish Context: Research Setting

Year  Researcher(s) Sample  Study Context(s)

Size Group(s)
1998  Sendan & Roberts 1 pre-service teacher ~ a BA Program
2001  Tercanlioglu 132 pre-service teachers a BA Program
2004  Vanci-Osam & Balbay 7 pre-service teachers  a BA Program

4 in-service teachers a Secondary Level Inst
2005 Erdogan 4 in-service teachers a Secondary Level Inst
2005 Rakicioglu 456 pre-service teachers  five BA Programs
2005  Tercanlioglu 118 pre-service teachers  a BA Program
2006  Altan 248 pre-service teachers  five BA Programs
2006 Bayyurt 12 in-service teachers two Secondary Level Inst
2006  Kavanoz 4 in-service teachers two Primary Level Inst
2007  Akbulut 13 novice teachers graduates of a BA

Program

2007  Ariogul 3 in-service teachers a Tertiary Level Inst
2007 Kaya 4 novice teachers a Tertiary Level Inst

4 in-service teachers
2007  Phipps 1 in-service teacher a DELTA course
2008 Cabaroglu & Yurdaisik 50 in-service teachers three Tertiary Level Inst
2008  Kirkgoz 32 in-service teachers 22 Primary Level Inst
2008  Ustiinel 65 pre-service teachers  a BA Program
2009 Atayetal. 200 in-service teachers seven Regions
2009  Phipps & Borg 3 in-service teachers a Tertiary Level Inst
2009  Seferoglu, Korkmazgil, & 150 pre-service teachers  a BA Program

Ol¢ii 70 in-service teachers Various Inst.

2009  Tiizel & Akcan 5 pre-service teachers  a BA Program
2010 Balgikanli 112 pre-service teachers  a BA Program
2010 Caner, Subasi, & Kara 2 in-service teachers a Primary Level Inst
2010 Komiir 39 pre-service teachers  a BA Program
2010  Mathews-Aydinli & Elaziz 82 in-service teachers seven different Inst
2010 Polat 90 pre-service teachers  a BA Program
2012  Altan 217 pre-service teachers  seven BA Programs
2012  Guven 381 pre-service teachers  two BA Programs
2012  Hismanoglu 85 pre-service teachers  a BA Program
2012 Ozmen 49 pre-service teachers  a BA Program
2012  Savas 160 pre-service teachers  a BA Program

BA=Bachelor of Arts; DELTA=Diploma in English Language Teaching to Adults; Inst=Institution
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Appendix C: Sample Copy of the Inventory

EFL INSTRUCTORS’ COGNITIONS AND ACTIONS INVENTORY
(EFLICAI)

Dear colleague,

The following inventory has been designed to investigate the language
learning cognitions and language teaching actions of the instructors teaching
English at tertiary level and to see to what extent those cognitions and actions
change with respect to certain variables. Since the results of this study will
contribute both to the stakeholders in the profession and other institutions
responsible for teacher training and development, it is absolutely essential that
you express your views sincerely.

Your identity and individual responses will be kept strictly confidential,
and the results of the survey will be used only for research purposes. If you
would like to receive a report about the findings, you can provide your e-mail
address at the end of the form. Thank you for your participation and sincerity.

Mustafa OZTURK
PhD Student
Department of Educational Sciences
Middle East Technical University

SECTION I: DEMOGRAPHIC INFORMATION

1. Age:
The university you graduated from:
3. The undergraduate program you graduated from:
. () English Language Teaching
. () English Literature
. () Linguistics
4. () American Culture and Literature
5. () Translation and Interpretation
6. ( ) Other (please specify )
4. How long have you been teaching English? year(s)
Do you have pedagogical formation certificate?
1. () Yes
2. ()No
6. The type of the institution you are currently working at:
1. () State
2. () Private
7. The name of the institution you are currently teaching at:

N

-

w N

o

8. Do you hold a Master’s degree?
1. () Yes (Please indicate the name of the university and the program:

2. ()No
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9.

Have you done/been doing a PhD?

1. () Yes (Please indicate the name of the university and the program:

2. ( )No

10. Could you write your latest test score for any of the following exams if you have?

1. YDS:
2. TOEFL:

SECTION Il: LANGUAGE LEARNING COGNITIONS

Part I: Circle the choice across each statement that
best indicates your opinion in relation to linguistic

aptitude.

Strongly
Disagree

Disagree

Agree

Strongly
Agree

1.

Learning a language is like learning to walk.

I

2.

The capacity to learn a language is inborn in all
humans.

w |w| Undecided

All people, regardless of intelligence, can learn to
speak a language.

&

Language skills are inherent in our genes.

o

Linguistic aptitude is fixed in humans.

The innate talent for language makes all
languages equally learnable.

N (NN DN

W [ Wwl w

R

All people learn a language more or less in the
same way.

Language competence is a result of 80% ability
and 20% effort.

Language is learned subconsciously within a
natural context.

10.

It is better to learn a foreign language in a
country where it is spoken as an official
language.

11.

The more social connections the learners have,
the better they learn a foreign language.

12.

Linguistic aptitude is in constant interplay with
the social class the learner belongs to.

13.

Learners’ performance in language learning
depends on home environment and family
background.

14.

Language aptitude is highly related to a strong
parental interest, attention and support.

15.

Learnability of a language depends on
comprehensible input taken in sufficient
quantities.

16.

Learners construct their linguistic knowledge on
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the basis of societal background and interactional
opportunities in real life.

17.

Consciously created academic contexts facilitate

. 1 2 3 4 5
a better process for language learning.
18. School context, where language learning takes
: ) : 1 2 3 4 5
place, directly affects learners’ language aptitude.
19. Linguistic competence is highly related to a
2 : 1 2 3 4 5
positive and encouraging classroom atmosphere.
20. The teacher’s approach and attitude has the
greatest influence on a learner’s linguistic 1 2 3 4 5
aptitude.
21. Language learning occurs best when learners
. . 1 2 3 4 5
learn from each others by interacting freely.
22. A remarkable and intensive educational program
has the central role in shaping learners’ language 1 2 3 4 5
learning.
23. The quality of the materials used in class is the
. 1 2 3 4 5
key factor to learn a language efficiently.
24. Improved teaching techniques makes the learners
1 2 3 4 5
learn a language faster and to a greater degree.
Part I1: Circle the choice across each statementthat |5 | @ | © 2 59
best indicates your opinion in relation to priorities in § § § 2| 5 § 5
language learning. il g < |z <
25. Understanding grammatical rules of the target
language is the primary goal of language 1 2 3 4 5
learning.
26. Language learning requires a detailed
presentation of a set of consciously learned 1 2 3 4 5
grammatical structures.
27. The basic indication of language proficiency is to
be able to translate from one language into 1 2 3 4 5
another easily.
28. Literary language is superior to spoken language. 1 2 3 4 5
29. The preliminary skills to be developed in
; ) iy 1 2 3 4 5
language learning are reading and writing.
30. Language proficiency means using language
: 1 2 3 4 5
forms appropriately.
31. It is necessary to teach language learners
speaking skills before they acquire grammar and 1 2 3 4 5
vocabulary.
32. Language learning requires an intense exposure
S 1 2 3 4 5
to spoken communication.
33. Language proficiency is reflected best in real-life 1 2 3 4 5
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situations in which target language is used
effectively.

34. Language is primarily speech. 1 2 3 4 5
35. Language learners need to master listening and
speaking skills before they begin to read and 1 2 3 4 5
write.
36. It is more important for language learners to
focus on what they are trying to say than how to 1 2 3 4 5
say it.
Part I11: Continue the sentence “Good language >3 g | 8 o |24
learners... ” with each statement below and then 25 S 8 o |20
circle the choice across each statement that best g S 8 = &” g &”
indicates your opinion. ®al o | 5§ n
37. ... listen carefully to directives of their teachers. 1 2 3 4 5
38. ... work better on tasks with clear instructions
) . 1 3 4 5
and established guidelines.
39. ... are safer with activities in which it is clear
what role they must play or in what way they 1 2 3 4 5
should participate.
40. ... like projects with clear structures and pre-
. . 1 2 3 4 5
determined aims and goals.
41. ... try to learn a topic whose priorities and steps
o : 1 2 3 4 5
are provided in detail.
42. ... adopt the views their teachers believe to be
. 1 2 3 4 5
correct on a language point.
43. ... take responsibility for their own learning. 1 2 3 4 5
44. ... work better on language tasks that require
. ) 1 2 3 4 5
creative strategies.
45. ... are more comfortable with activities that allow
. . 1 2 3 4 5
them to do things their own way.
46. ... like open-ended and flexible assignments 1 9 3 4 5
when they decide for what to do and how to do it.
47. - try to learn a topic that they believe is 1 5 3 4 5
important.
48. ... develop their own criteria for correctness on a
: 1 2 3 4 5
language point.
49. ... know to criticize the way the teachers teach. 1 2 3 4 5
50. ... work better on language tasks that allow for
o 1 2 3 4 5
their judgment.
51. ... are happier with activities in which they can
. . . ) 1 2 3 4 5
review and compare different points of views.
52. ... like projects that enable them to analyze,
: . . 1 2 3 4 5
judge, and evaluate things and ideas.
53. ... evaluate and judge the performance of other 1 2 3 4 5
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people and each other.

54. ... question explanations even from language

1 2 3 4 5
experts.
SECTION I1I: LANGUAGE TEACHING ACTIONS
8
Part 1V: Circle the choice across each statement s | 2| E = €
that best indicates the frequency of your action in > % D g C;U
relation to pedagogical decision making. Z x| E|3|<
(9p]
1. 1 organize teaching situations where I can follow
: ; 1 2 3 4 5
a pre-determined routine.
2. | follow standard lesson planning rules based on
. 1 2 3 4 5
certain norms.
3. I employ textbooks approved by the school
administration and committee as the best 1 2 3 4 5
resources for teaching.
4. | follow the essentials in the foreign language
: . 1 2 3 4 5
teaching curriculum of the school | teach.
5. 1 choose testing as the basic key to obtain
. . ; 1 2 3 4 5
information about my students’ progress.
6. | rely on teaching guidelines containing step-by-
i A ) i 1 2 3 4 5
step strategies during in-class implementation.
7. linclude language teaching tasks that follow
similar rules and procedures to those 1 2 3 4 5
previously/traditionally used.
8. I require my students to apply a pre-set language
rule to the examples they are given in a deductive | 1 2 3 4 5
way.
9. | set goals and objectives without norms but high
A 1 2 3 4 5
flexibility.
10. I organize teaching situations where | can try new
: ) 1 2 3 4 5
ways of doing things.
11. I try lesson planning in new ways not used by
; 1 2 3 4 5
others in the past.
12. Each year | select brand new materials to teach 1 9 3 4 5
my Courses.
13. | prepare language tasks that involve novelty and
e 1 2 3 4 5
ambiguity.
14. 1 offer flexible schedules and adjustable 1 5 3 4 5
programs.
15. I make use of alternative assessments (such as
portfolios, learning logs, diaries, etc.) to observe 1 2 3 4 5
my students’ progress.
16. I make use of imagination and creativity in 1 2 3 4 5

233




implementing teaching strategies.

[72)
Part V: Circle the choice across each statement that | » | > qg) = £
best indicates the frequency of your action in relation | 3 % D § C;U
to instructional planning. Z x| E|3|<
(9p]
17. 1 avoid a syllabus making my students memorize
. 1 2 3 4 5
newly-acquired words and structures.
18. I organize my lessons around conversational 1 5 3 4 5
activities and situation-based (thematic) tasks.
19. | focus on the process of communication rather
1 2 3 4 5
than the mastery of language forms.
20. | provide my students with meaningful practice
o - 1 2 3 4 5
rather than insignificant repetition.
21. | foster my students to become fluent in the target
- 1 2 3 4 5
language through communicative tasks.
22. | avoid constructing my lessons on structural
- 1 2 3 4 5
patterns and explicitly presented grammar rules.
23. | keep away from a syllabus which is composed
A 1 2 3 4 5
of linguistic structures.
24. | plan to use the target language outside the
classroom when interacting with my students to 1 2 3 4 5
foster their language acquisition.
3
Part VI: Circle the choice across each statement = > | E = Q
that best indicates the frequency of your action in PR % D S ‘§
relation to error correction. 2|l x| E|3|<
(9p]
25. | keep silent and observe my students when they
. ! 1 2 3 4 5
are producing the language in early stages.
26. | ignore oral errors that language learners make
. 1 2 3 4 5
and try to understand what they are saying.
27. 1 allow my students to learn from each other’s
: . 1 2 3 4 5
mistakes through peer correction.
28. | let my students interact freely without the 1 5 3 4 5
concern of accuracy.
29. | allow my students to learn from their own
: . 1 2 3 4 5
mistakes through self-correction.
30. | permit my students to make errors in early
1 2 3 4 5
stages to encourage them speak well later on.
31. I promote my students’ using a fluent language 1 5 3 4 5

rather than a correct or accurate language.
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32. I allow my students to say anything in the target

language no matter whether they say it correctly 1 2 3 4 5
or not.
8
Part VII: Circle the choice across each statement s | 2| E = €
that best indicates the frequency of your action in > % D g C;U
relation to learner-centeredness. < | g O | <
(9p]
33. I take my students’ needs and interests into
account when | am planning and organizing the 1 2 3 4 5
materials or resources.
34. | adjust my instructions and explanations to my
\ 1 2 3 4 5
students’ needs and levels.
35. I examine my students’ characteristics and
e ; 1 2 3 4 5
individual differences closely.
36. I try to find a way to reach even the most difficult 1 9 3 4 5
learners in my classrooms.
37. I keep careful records of my students’ language 1 5 3 4 5
learning progress.
38. | listen attentively to my students for any matter
: . 1 2 3 4 5
in and outside the classroom.
39. | let my students choose their own activities and 1 9 3 4 5
decide what they want to do in class.
40. | carry out responsibilities for the social and
1 2 3 4 5
cultural development of my students.
3
Part VIII: Circle the choice across each statement = > | E = Q
that best indicates the frequency of your action in PR % D S ‘§
relation to personal and professional development. < | x g 3| <
(9]
41. | personally read magazines, newspapers, novels,
. 1 2 3 4 5
or stories in the target language.
42. | watch the films or TV in the target language
; : 1 2 3 4 5
without subtitles.
43. 1 look up the dictionary for the meaning of an
1 2 3 4 5
unknown word | encounter.
44. | search for the meaning of different idioms that
. 1 2 3 4 5
are used by the native speakers.
45. 1 go on getting the knowledge of general
linguistic theories for my professional 1 2 3 4 5
development.
46. | work cooperatively with professional colleagues | 1 2 3 4 5
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by sharing my observation and experiences in
language teaching.

47. | reflect personally on my performance for my
1 2 3 4 5
self- development.

48. | contribute to school activities such as meetings,
in-service training, materials preparation 1 2 3 4 5
sessions, etc.

Please provide your further comments on any item here by referring to item number:

Please provide your e-mail address if you want to have a report of the study results:
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Appendix D: Tables and Figures regarding Factor Analyses

Test of Normality for Cognitions Set

Skewness Kurtosis Kolmogorov-Smirnov Shapiro-Wilk

SE SE df Sig. df  Sig.
item 1 -705 .104 -705 .104 245 435  .000 .862 435 .000
item 2 -787 .103 -.787 .103 230 435  .000 .853 435 .000
item 3 -509 .100 -509 .100 223 435  .000 .887 435 .000
item 4 -566 .100 -566 .100 222 435  .000 .886 435 .000
item 5 -218 .101 -218 .101 183 435  .000 .906 435 .000
item 6 -085 .103 -085 .103 181 435  .000 910 435 .000
item 7 515 103 515  .103 .200 435  .000 .864 435 .000
item 8 21 100 121 .100 185 435  .000 .908 435 .000
item 9 -728 .100 -728 .100 279 435  .000 861 435 .000
item 10 -1.440 .100 -1.440 .100 303 435  .000 739 435 .000
item 11 -1.536 .100 -1.536 .100 314 435  .000 714 435 .000
item 12 -420 .103 -420 .103 218 435  .000 .898 435 .000
item 13 -332 .100 -332 .100 215 435  .000 904 435 .000
item 14 -152 104 -152 .104 A71 435  .000 916 435 .000
item 15 -830 .104 -830 .104 272 435  .000 811 435 .000
item 16 -768 .104 -768 .104 303 435  .000 819 435 .000
item 17 -630 .100 -630 .100 265 435  .000 861 435 .000
item 18 -717 100 -717 .100 .280 435  .000 .857 435 .000
item 19 -1.073 .100 -1.073 .100 247 435  .000 .802 435 .000
item 20 -856 .100 -.856 .100 263 435  .000 .838 435 .000
item 21 -699 .100 -699 .100 265 435  .000 .846 435 .000
item 22 -719 .103 -719 .103 .285 435  .000 .856 435 .000
item 23 -600 .103 -600 .103 239 435  .000 874 435 .000
item 24 -774 109 -774 109 259 435  .000 831 435 .000
item 25 447 100 447 100 195 578  .000 .868 578 .000
item 26 311 100 .311  .100 183 578  .000 .892 578 .000
item 27 520 .100 520  .100 199 578  .000 874 578 .000
item 28 702 100 .702  .100 210 578  .000 .852 578 .000
item 29 325 100 .325  .100 174 578  .000 .892 578 .000
item 30 -226 .100 -226 .100 198 578  .000 .905 578 .000
item 31 -014 .100 -014 .100 178 578  .000 915 578 .000
item 32 -1.081 .100 -1.081 .100 267 578  .000 .810 578 .000
item 33 -1.351 .100 -1.351 .100 316 578  .000 731 578 .000
item 34 -638 .100 -638 .100 224 578  .000 .880 578 .000
item 35 -031 .100 -031 .100 171 578  .000 913 578 .000
item 36 -751 .100 -.751 .100 247 578  .000 .868 578 .000
item 37 -1.827 .100 -1.827 .100 434 563  .000 .603 563 .000
item 38 -1.250 .100 -1.250 .100 .255 563  .000 784 563 .000
item 39 -1.069 .100 -1.069 .100 267 563  .000 789 563 .000
item 40 -817 .100 -.817 .100 229 563  .000 .829 563 .000
item 41 -1.187 .100 -1.187 .100 249 563  .000 794 563 .000
item 42 -517 .100 -517 .100 214 563  .000 .889 563 .000
item 43 -1.095 .100 -1.095 .100 269 563  .000 .803 563 .000
item 44 -1.113 100 -1.113 .100 240 563  .000 .800 563 .000
item 45 -844 100 -844 .100 239 563  .000 .848 563 .000
item 46 -936 .100 -936 .100 262 563  .000 .835 563 .000
item 47 -668 .100 -668 .100 234 563  .000 .868 563 .000
item 48 -157 .100 -.157 .100 .166 563  .000 912 563 .000
item 49 -585 .100 -585 .100 237 563  .000 .882 563 .000
item 50 -580 .100 -580 .100 237 563  .000 842 563 .000
item 51 -994 .100 -994 .100 262 563 .000 .780 563 .000
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item 52 -1.062 .100 -1.062 .100 304 563  .000 .759 563 .000
item 53 -986 .100 -986 .100 .258 563  .000 .827 563 .000
item 54 -719 101 -719 101 237 563 .000 .863 563 .000
Test of Normality for Actions Set (Pedagogical Inclinations)
Skewness Kurtosis Kolmogorov-Smirnov Shapiro-Wilk

SE SE df Sig. df  Sig.
item 1 -493 .101 721 201 299 540 .000 .835 540 .000
item 2 -188 100 -295 .201 223 540  .000 .899 540 .000
item 3 -590 .101 416 .201 283 540  .000 861 540 .000
item 4 -683 101  .388  .201 262 540  .000 798 540 .000
item 5 -076 .100 -450 .201 198 540  .000 .906 540 .000
item 6 -208 .100 -445 201 198 540  .000 .903 540 .000
item 7 022 101 -184 201 247 540 .000 871 540 .000
item 8 .082 .101 -193 .201 214 540 .000 .898 540 .000
item 9 -365 .101 -157 201 249 540  .000 .884 540 .000
item 10 -.650 .101 462 201 294 540  .000 .839 540 .000
item 11 .028 .100 -372 .201 231 540  .000 .893 540 .000
item 12 -045 101 -606 .201 A75 540  .000 912 540 .000
item 13 -119 101 -448  .202 195 540  .000 .905 540 .000
item 14 -252 101 -364 .201 195 540  .000 .906 540 .000
item 15 -530 .100 -589 .200 200 540  .000 873 540 .000
item 16 -581 .101 -.035 .201 231 540 .000 .840 540 .000

KMO and Bartlett’s Test Results

KMO Measure

Bartlett's Test of Sphericity

Dimensions

Linguistic Aptitude 797
Priorities in Language Learning 774
Good Language Learners .848
Pedagogical Inclinations .755

+ (276) =2802.01, p < .001
1 (66) =1956.53, p < .001

1 (153) =4516.66, p < .001
2 (120) =1861.38, p < .001
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Appendix E: List of Participants’ Institutions

Institutions the Participants Received Undergraduate/Graduate Degrees From

Name of Institution (n=32)
(Undergraduate Education)

Name of Institution (n=15)
(Graduate Education)

Ahmet Yesevi University
Anadolu University

Atilim University

Auckland University
Baskent University

Celal Bayar University

Cag University

Cankaya University
Cukurova University

Dicle University

Dokuz Eyliil University
Dumplupinar University
Ege University

Erciyes University

Gearge Mason University
Istanbul University
Karadeniz Technical University
Keele Univesity

Kherson University

Kog University

London University
Marmara University

Mersin University

METU NCC

Ondokuze Mayis University
Rider University

Selguk University

Stirling University
Siileyman Demirel University

Victoria University
Yakin Dogu University
Yeditepe University

Ahmet Yesevi University
Anadolu University
Atilim University

Celal Bayar University
Cankaya University
Cukurova University
Dokuz Eyliil University
Gazi University

Keele Univesity

Kog University

Marmara University

Stirling University
Turgut Ozal University
Ufuk University
Victoria University




Appendix F: Results regarding Normality Tests

Test of Normality for the Dimensions within Cognitions Set

Skewness Kurtosis Kolmogorov-Smirnov ~ Shapiro-Wilk

SE SE df Sig. df Sig.
Innatist Perspective .093 108 -.189.216 .048 397 .030 .994 397 .143
Informal Context-oriented View -422 105 752 210 .071 397 .000 .982 397 .000
Formal Context-oriented View -.553 .110 .610 .220 .088 397 .000 .969 397 .000
Competence-oriented Approach 137 .100 -.534 .201 .070 397 .000 .985 397 .000
Performance-oriented Approach -.241 101 -.145.201 .067 397 .000 .985 397 .001
Executive Learner-oriented View -.484 101 -.055.201 .084 397 .000 .953 397 .000
Legislative Learner-oriented View -.651 .101 .791 .202 .069 397 .000 .959 397 .000
Juridical Learner-oriented View -476 .102 -.154 .203 .099 397 .000 .959 397 .000

Test of Normality for the Dimensions within Actions Set

Skewness Kurtosis Kolmogorov-Smirnov  Shapiro-Wilk

SE SE df  Sig. df Sig.
Traditional (Conservative) Pedagogy .030 .102 415 .204 .082 458 .000 .989 458 .002
Innovative (Liberal) Pedagogy -.258 .103 -.210 .206 .077 458 .000 .988 458 .001
Communicative Instructional Plan. -.370 .102 .927 .204 .058 458 .001 .977 458 .000
Communicative Error Correction -460 .105 .657 .210 .066 458 .000 .975 458 .000
Learner-centeredness -775.101 1.204 .202 .092 458 .000 .960 458 .000
Personal-Professional Development -.613.101 .208 .202 .082 458 .000 .962 458 .000
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Appendix G: Levene’s Test Results (Homogeneity of VVariance)

Independent-Samples t Tests for Type of Home Institution

Levene’s Test for Equality of Variances

Dimensions

F Sig.

Cognitions  Innatist Perspective .054 816
Set Informal Context-oriented View 4.369 .037
Formal Context-oriented View .004 949
Competence-oriented Approach .005 .942
Performance-oriented Approach 1.143 .286

Executive Learner-oriented View 562 454

Legislative Learner-oriented View 2.422 120

Juridical Learner-oriented View .680 410

Actions Traditional (Conservative) Pedagogy 776 379
Set Innovative (Liberal) Pedagogy 1.632 .202
Communicative Instructional Planning 3.613 .058
Communicative Error Correction 7.888 .005
Learner-centeredness 8.528 .004

Personal and Professional Development .090 .765

Independent-Samples t Tests for Study Field at Undergraduate Education

Levene’s Test for Equality of Variances

Dimensions

F Sig.

Cognitions  Innatist Perspective .092 762
Set Informal Context-oriented View .305 581
Formal Context-oriented View .044 .835
Competence-oriented Approach 347 .556
Performance-oriented Approach .007 .935

Executive Learner-oriented View 11.541 JA11

Legislative Learner-oriented View .049 .824

Juridical Learner-oriented View 4.210 141

Actions Traditional (Conservative) Pedagogy .740 .390
Set Innovative (Liberal) Pedagogy .005 .945
Communicative Instructional Planning .006 939
Communicative Error Correction .002 .967
Learner-centeredness .060 .807

Personal and Professional Development 1.004 317

ANOVAs for Academic Program at Undergraduate Education

Dimensions Levene’s Test for Equality of Error Variances
F dfl df2. Sig.
Cognitions  Innatist Perspective 1.250 5 297 .286
Set Competence-oriented Approach .700 5 375 .623
Performance-oriented Approach 2.170 5 373 .057
Actions Communicative Instructional Plan. 1.027 5 365 402
Set Communicative Error Correction 1.063 5 333 .381
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Independent-Samples t Tests for Pedagogical Formation Certificate

Dimensions

Levene’s Test for Equality of Variances

F Sig.

Cognitions  Innatist Perspective 1.368 243
Set Informal Context-oriented View 490 484
Formal Context-oriented View .158 .691
Competence-oriented Approach 2.197 139
Performance-oriented Approach 277 599

Executive Learner-oriented View 1.037 .309

Legislative Learner-oriented View 217 .642

Juridical Learner-oriented View 207 .649

Actions Traditional (Conservative) Pedagogy T74 379
Set Innovative (Liberal) Pedagogy .617 433
Communicative Instructional Planning .023 .878
Communicative Error Correction 1.417 .235
Learner-centeredness 426 515

Personal and Professional Development 1.092 .297

Independent-Samples t Tests for Holding a Master’s Degree

Levene’s Test for Equality of Variances

Dimensions ;
F Sig.
Cognitions  Innatist Perspective .369 544
Set Informal Context-oriented View 931 .335
Formal Context-oriented View 1.503 221
Competence-oriented Approach 3.232 .073
Performance-oriented Approach 1.264 .262
Executive Learner-oriented View .016 .900
Legislative Learner-oriented View 1.438 231
Juridical Learner-oriented View .615 433
Actions Traditional (Conservative) Pedagogy .963 327
Set Innovative (Liberal) Pedagogy 454 501
Communicative Instructional Planning .043 .835
Communicative Error Correction .956 .329
Learner-centeredness .520 A71
Personal and Professional Development .607 436

Independent-Samples t Tests for Study Field at Graduate Education

Levene’s Test for Equality of Variances

Dimensions -
F Sig.
Cognitions  Innatist Perspective 251 .617
Set Informal Context-oriented View .346 557
Formal Context-oriented View 1.002 318
Competence-oriented Approach .359 550
Performance-oriented Approach 7.946 .005
Executive Learner-oriented View .069 .793
Legislative Learner-oriented View .150 .699
Juridical Learner-oriented View 316 575
Actions Traditional (Conservative) Pedagogy .008 .928
Set Innovative (Liberal) Pedagogy 110 741
Communicative Instructional Planning 944 332
Communicative Error Correction .027 .869
Learner-centeredness 3.933 .059
Personal and Professional Development 531 467
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ANOVAs for Academic Program at Graduate Education

Dimensions Levene’s Test for Equality of Error Variances
F dfl df2. Sig.
Cognitions  Innatist Perspective 1.271 6 170 273
Set Competence-oriented Approach .938 6 216 .469
Legislative Learner-oriented View 1.461 6 213 193
Actions Set Communicative Error Correction 2.242 6 189 .061
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Appendix H: Curriculum Vitae

PERSONAL INFORMATION

Surname, Name: Oztiirk, Mustafa
E-mail Address: moustaphaozturk@gmail.com

EDUCATION

PhD METU, Curriculum and Instruction 2014

MS METU, Educational Sciences 2008

Non-degree Postgraduate  University of Turku, Learning, Learning 2007
Environments, and Educational Systems

BA METU, Foreign Language Education 2004

High School Nigde Anatolian Teacher Training High School 2000

WORK EXPERIENCE

2008- Present Hacettepe Univ. Dept. of Basic English EFL Instructor
2011-2013 Hacettepe Univ. Sch. of Foreign Languages Vice Director
2011-2012 Hacettepe Univ. Sch. of Foreign Languages  Erasmus Coordinator
2008-2011 Hacettepe Univ. Dept. of Basic English Test Developer
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Appendix I: Turkish Summary

TURKCE OZET

INGILiZCE OGRETIM ELEMANLARININ YABANCI DiLL. OGRENME VE
OGRETME SURECLERINE ILiSKiN BiLiS VE EYLEMLERI

Giris

Ogretmenin, egitimde basariy1 etkileyen degiskenler arasinda énemli bir yeri
oldugu distinildiginde, ogretmen eylemlerinin de ayn1 sekilde basarinin
sekillenmesinde 6nemli bir etki yarattigi aciktir. Bu eylemlerin birtakim bilislerin
yansimalart oldugu varsayildigi i¢in, ‘Ggretmen bilisi’ egitim arastirmalarinda
derinden incelenen &nemli bir konu olarak ortaya ¢tkmaktadir. Ogretim isinin sadece
davraniglarin =~ gozlemlenmesi  ile  degerlendirilemeyecegi,  arastirmalarda
ogretmenlerin biligsel yonlerinin de agirlikli olarak incelenmesi gerektigi goze
oniinde bulunduruldugu icin, bu calismanin iki temel bileseni vardir: ‘bilis’ ve
‘eylem’ bilesenleri. Calismadaki ‘bilis’ kavrami genel manada bireyin zihninde
olusturdugu bilgi, inang, diisiince ve alginin tamamimi temsil ederken, ‘eylem’
kavrami ise herhangi bir durum ile basa ¢ikmak veya her hangi bir islevi yerine
getirmek lizere yiiriitiilen davraniglar1 kapsar. Her iki bilesen de, 6grenci basarisi ve
Ogretmen gelisimi tlizerinde 6nemli etkilere sahiptir. Bu nedenle, bu ¢alismada elde
edilen bulgular, giiniimiizde yiiriitiilmekte olan Ingilizce dgretim uygulamalarmin
daha iyi anlasilmasini saglamanm yami sira yabanci/ikinci dil olarak Ingilizce
Ogretimi konusunda hizmet-6ncesi egitim ve hizmet-i¢i mesleki gelisim etkinliklerini
yonlendirmek i¢in de bir temel olusturacaktir.

Yapilan alanyazin taramasinda, 6gretmen egitimine ve Ogretmen gelisimine
katk1 saglayabilecek her tiirlii yenilik konusunda uygun adimlar atabilmek ig¢in
arastirmacilarin  Oncelikle 6gretim konusunu derinlemesine anlamalar1 gerektigi

ortaya konmustur. Ogretim isini anlayabilmek igin de oOgretmenlerin bilissel
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altyapilarmi incelemek gerektigi vurgulanmis, bu nedenle Ogretmenlerin bilissel
stirecleri son yillarin egitim arastirmalarinin ana odagi olmustur. Yapilan
caligmalarin bazilar1 6gretmenlerin belli konular hakkindaki algilarini anlamaya veya
bilgilerini saptamaya calisirken, baz1 ¢alismalar ise 6gretmenlerin inanis ve diisiince
bicimlerini incelemeyi hedeflemistir. Cogu calisma bunu yaparken, bilissel siireclere
kisisel, pedagojik ve pratik boyutlar1 da dahil etmis, bilis boyutu uygulama boyutuyla
iliskilendirilerek incelenmistir. Bu calismalar sayesinde Ogretimin yapis1 ve
dogasinin ortaya konmasi amaglanmustir.

1980’1lerden itibaren, dgretimin bilissel boyutlarinin pedagojik uygulamalara
yansimasi, Ozellikle de 6gretmenlerin bilissel altyapilari ile sinif i¢i uygulamalari
arasindaki iligki bircok arastirmanin konusu olmustur. 1990’lara gelindiginde, alan
Ogretmeni yetistirme konusu 6nem kazanmig, 6gretmen bilisi, alan temelli olarak
incelenmeye baslanmistir. Bu nedenle dil 6gretimi alaninda yapilan galismalar
dgretmen bilisini cogunlukla yabanci/ikinci dil olarak Ingilizce 6grenme ve 6gretme
konusunda incelemistir. Bu calismalar temel olarak ii¢ tema altinda toplanmustir:
aday Ogretmen bilisi ve hizmet-6ncesi donem; yeni ogretmen bilisi ve ilk yillar;
deneyimli 6gretmen bilisi ve hizmet-i¢i yillar.

Ogretimin, bilissel siireglere agirlik verilerek incelendigi ¢alismalarda, ‘bilis’
baslig1 altinda yer alabilecek bir dizi farkli tema ve kavram kullanilmistir. Bunlardan
bazilari, pratik bilgi (Elbaz, 1981, 1983; Meijer, Verloop, & Beijard, 1999); kuramlar
ve inanglar (Clark & Peterson, 1986); 6gretim kiiltiirii (Feiman-Nemser & Floden,
1986; Richards, Tung, & Ng, 1992); pedagojik bilgi (Gatbonton 1999; Shulman,
1987); pedagojik muhakeme (Richards, Li, & Tang, 1998; Shulman, 1987); kavrayis
(Freeman, 1993); yerlesmis kavrayis (Wubbels, 1992); yansimalar (Golombek, 1998;
Johnson, 1994); inanglar (Richards & Lockhart, 1996); IVB (inanglar, varsayimlar,
bilgi) (Woods, 1996); 6zdeyisler (Richards, 1996); kisisel pedagojik sistemler (Borg,
1998); ortiik kuramlar ve bilgi (Richards, 1998); kisisel kuramlar (Sendan & Roberts,
1998); rutinler (Crookes & Arakaki, 1999); pedagojik ilkeler (Breen ve digerleri,
2001); bilisler (Borg, 2003); 6gretime iliskin bakis agilar1 (Tabachnick & Zeichner,
2003) gibi kavramlardir.

Su ana kadar ne kadar ¢esitli kavram veya terim kullanilmis olursa olsun,

Calderhead’in (1996) ifade ettigi gibi, inang, deger, tutum, yargi, goriis, ideoloji, algi,
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kavrayis, kavramsal sistem, yerlesmis kavrayis, egilim, ortiili kuram, kisisel kuram
ve perspektif gibi terimler birbiri yerine kullanilagelmistir. Dolayisiyla, 6gretmenler,
herhangi bir 6gretim durumunu, 6grenme ve 6gretme konusunda tasidiklar1 bilisler
151g¢1inda yorumlar ve bu yorumlama ile siniflarinda etkili bir 6gretim olusturmak igin
kendi kararlarin1 ve girisimlerini yonlendirir hale gelmistir. Woods’a (1996) gore,
bilissel bilimlerdeki gelismeler ii¢ 6geden olusan bir model ortaya koymustur: (1)
simif i¢i etkinlikler ve eylemler, (2) bu etkinlik ve eylemler 6ncesinde yapilan
planlama, (3) bu etkinlik ve eylemler sonrasinda edinilen algi ve yapilan
degerlendirmeler. Biitiin bunlarin 1s18inda, 6gretim isi biligsel bir faaliyet olarak
tanimlanmis, ‘Ogretmen bilisi’ kavrami, bir dizi farkli kavram ve coklu bakis
acilarinmn yansitildig: kapsayici bir terim olarak karsimiza ¢ikmistir. Ogretmen bilisi
kavrami, Borg (2006) tarafindan “6gretmenlerin tasidiklar1 6gretim kaygilar1 ya da
disiinceler, uygulamaya calistiklar1 ilkeler ya da ozdeyigler; farkli baglamlar
hakkindaki diistinceleri, sahip olduklar1 pedagojik bilgileri, kisisel bilgi ve inanglar1”
seklinde 6zetlenmistir.

Allen’in (2002) ifade ettigi gibi, egitim arastirmalarinda Ggretmen bilisini
incelemenin ¢ temel gerekcesi vardir: (1) Ogretmenlerin inanglart ve siif igi
eylemleri arasindaki iliskiyi incelemek egitim uygulamalarini yonlendirir; (2) eger
Ogretmen egitimi, Ogretmen adaylarinin gelecekte yiiriitecekleri egitim-6gretim
faaliyetlerini etkileyen bir olgu ise, 6gretmen egitiminde 6gretmen bilisini dikkate
alan ve inceleyen bir yol izlenmelidir; (3) 6gretmenlerin inanglar dikkate alinmadan
yenilikgi uygulamalara tesebbiis edilmesi hayal kirikligina yol acan sonuglar
yaratabilir. Bu gerekgeler dogrultusunda, 6gretmen bilisi ve bu bilisin eylemlere
yansimasi egitim arastirmalarinda kayda deger bir arastirma konusu olarak sik¢a yer

almstir.

Calismanin Onemi

Cumbhuriyetin kurulusundan bu yana, iilke olarak Tiirkiye, gelismislik, refah ve
istikrar agisindan batili tilkeler arasinda yer almayi amac¢ edinmis, bu nedenle de
diger tiim alanlarda oldugu gibi egitim alaninda da bir¢ok reform girisiminde
bulunmustur. Egitim alanindaki reformlarin kuskusuz iki 6nemli baghig ‘yabanci dil

egitimi’ ve ‘Ogretmen yetistirme’ olmustur. Bu kapsamda, en az bir yabanci dil
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konusabilen nesiller ve bu nesilleri egitebilecek yeterlige sahip nitelikli 6gretmenler
yetistirmek hedeflenmistir. Bu hedefler dikkate alindiginda, bu ¢alismanin temel iki
odagi olan ‘yabanci dil 6gretimi’ ve ‘Ogretmenlerin bilis ve eylemleri’ konularinin
Onemi daha acik anlasilabilecektir.

Yabancit dil egitimi, Tirk egitim sisteminde tizerinde en ¢ok durulan
konulardan biri olmus, cagdas, bilimsel ve teknolojik gelismeler dikkate alinarak
egitim politikalar1 arasinda oncelikli bir konumda yer almistir. Bu durum, egitimin
her diizeyinde (ilk, orta ve yliksekogretim) yabanci dil 6gretimi ile ilgili programlarin
nicelik ve nitelik agisindan sik¢a yenilenmesini ve gilincellenmesini zorunlu hale
getirmigtir. Buna ragmen, Tiirkiye, Ingilizce dil yeterligi acisindan Avrupa
tilkelerinin, hatta bazi1 Uzakdogu iilkelerinin ¢ok gerisinde kalmistir (EFEPI Report,
2013). Yabanci dil 6gretiminin ilkogretim diizeyinde erken yaslara kadar inmesi ya
da K-12 kademelerindeki yabanci dil ders saatlerinin artmasi gibi stratejik
girisimlere ragmen, bireylerin yabanci dil edinimi ilkdgretim ve ortadgretim
yillarinda basarilamayan bir hedef olmus, bu sorunun ¢6ziimii cogunlukla tiniversite
yillarina birakilmistir. Bu gercek, yiiksekdgretim kurumlarmin yabanci dil bilen
mezunlar yetistirebilmek i¢in bir-iki yillik yogun dil egitim programlari planlayip
uygulamasint zorunlu kilmis, bunun sonucu olarak da {tiniversiteler Tirkiye’de
yabanci dilin 6gretildigi 6ncli kurumlar olmaya zorlanmistir. Bu g¢aligmada odak
olarak yliksekdgretim diizeyinin segilmesinin arkasindaki neden, orgiin egitim
kapsaminda yogun dil 6gretim programlar1 sunan tek diizey olarak yiiksekdgretimin
Tirkiye’deki yabanci dil 6gretimine 151k tutacak saglikli bir veri kaynagi olabilecek
bir ortama sahip olmasidir.

Genel olarak yabanci dil yeterligini artirmak i¢in yapilan tiim bu girisimler
ayni zamanda yabanci dil Ogretmeni yetistiren kurumlarin hedeflerine de
yansitilmistir. Yaygin anlayisa gore, ogretmen adaylar egitim yaklasimlar ve dil
ogretim yontemleri agisindan kapsamli bir bilgi ile egitilmektedir. Ancak,
uygulamada, bazi nedenlerin alanyazinda yer aldigi bazilarinin ise yeterince
irdelenmedigi bir dizi giligliik ile karsilagilmaktadir. Bu varsayimdan hareketle,
ogretmenlerin biligsel ve davranigsal gelisimini besleyen kaynaklarin veya etkileyen
faktorlerin incelenmesi gerekliligi ortaya c¢ikmaktadir. Bu husus da mevcut

calismanin amaglar1 arasinda yer almistir. Ogretmen bilisi, yiiriitiilmekte olan egitim
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uygulamalari i¢in 6nemli ipuglar1 tasidigr i¢in, bu arastirma ile sinifta islerin nasil
yiridigi, Ogretmenlerin islerini nasil gordiigli, biliglerin davraniglar1 nasil
yonlendirdigi veya yonettigi, ogretmenlerin O6gretim etkinliklerini nasil ve neden
yiriittiikleri, egitimde yeni bir teknigi ne denli benimseyecekleri ve hayata nasil
gecirecekleri, egitim reformlarini ne derece uygulayacaklari, egitim politikalarina
nasil tepki verecekleri gibi konularin anlasilmasinin daha kolay olacag:
distinilmiistiir.

Calisma, temelini biligsel psikolojinin ogretilerinden almaktadir. Biligsel
psikoloji, bilgi, diisiince ve inanglarin insanlarin davraniglari {izerinde yaratigi etkiyi
incelemektedir. Bu nedenle, 6gretimi anlamak oOncelikle Ogretmenlerin zihinsel
hayatini anlamay1 gerektirir (Borg, 2006). Genis kabul gérmiis bir sayiltiya gore,
yabanci dil 6gretiminin en énemli ¢iktilarindan biri olan 6grencilerin dil 6grenme ve
dil gelisimleri, oncelikle 6gretmenlerin 6gretim stillerinden etkilenmektedir. Ay
sekilde, 6gretmenlerin 6gretim stillerinin de diisiinme stillerinden etkilenmis olmasi
beklenir. Bu neden-sonug zinciri géz oniine alindiginda, 6gretmenlerin 6grenme ve
Ogretmeye iliskin kavrayislarinin ve bu kavrayislarin yansimasi olarak tutum ve
davraniglarinin egitim arastirmalarinin énemli konular1 arasinda yer almasi beklenir.
Bu dogrultuda, bu ¢alismanin amaci 6gretmenlerin dil 6gretiminin hem biligsel hem
de davranigsal yonlerini incelemektir.

Caligmaya, katilimci grup olarak hizmet-ici 6gretmen grubunun dahil
edilmesinin nedeni ise Tiirkiye’deki Ingilizce 6gretmenlerinin bilis ve eylemleri
tizerinde yapilan arastirmalarin ¢ogunlukla hizmet-6ncesi Ogretmen grubuyla
yiiriitiilmiis ¢aligmalarla sinirli olmasidir. Yabanci/ikinci dil olarak ingilizce 6gretimi
konusunda diinyada yapilmis uluslararas1 ¢aligmalar genellikle hizmet-i¢i
ogretmenleri ele alirken, Tiirkiye’de bu tiir calismalar sayica ¢ok azdir. Tiirkiye’de,
kapsam, icerik ve katilimci sayis1 acisindan da smirl olan s6z konusu caligmalar
genellikle ‘Ggretmen inanci’ bileseni lizerinde yogunlasmis, soz konusu ¢alismalar
hizmet-oncesi 6gretmen adaylarint merkeze almis ve tek bir kurumu temsil eden
orneklemlerle yiiriitiilmiistiir. Sonug¢ olarak, mevcut calismanin daha kapsayici
kavramlar olan bilis ve eylem kavramlarini ele almasi, daha genis bir katilimci1 grubu
ile yiiriitiilmiis olmasi ve yliksekdgretim diizeyindeki yabanci dil 6gretim ortamlarini

yansitabilecek bir ¢alisma olmas1 bu arastirmanin giiclii yanlarindandir.
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Yontem

Bu calismanin amaci, Ingilizce 6gretim elemanlarinmn, dil yetenegi, dil
o0grenmede Oncelikler ve dil 6grenmeye yatkin 6grenci 6zelliklerine iliskin bilisleri
ile egitim yaklagimi, 6gretimi planlama, yanlis diizeltme, 6grenci merkezci olma ve
kisisel ve mesleki gelisim konularina yonelik eylemlerini aragtirmaktir. Ayrica
calisma kapsaminda, bu degiskenler arasinda var olan iliski bigcimleri ile
Ogretmenlerin bilissel ve davramigsal gelisimine katki saglayan etkenlerin de
incelenmesi hedeflenmistir.

Belirtilen hedefler dogrultusunda, calisma, yabanci dil 6grenme ve Ogretme
stireclerine iliskin kosullara, o6zelliklere, algilara ve uygulamalara iligkin mevcut
durumu betimlemeyi hedefledigi i¢in bir tarama arastirmasi; ayn1 zamanda istenilen
verileri toplamak tizere tasarlanmis 6lgek kullanilarak herhangi bir giidiimleme veya
miidahale olmadan var olan degiskenler arasindaki iliskileri irdelemeyi hedefledigi
icin de bir korelasyon arastirmasi 6zelligi tasir.

Calismanin bes temel arastirma sorusu bulunmaktadir:

» Ingilizce dgretim elemanlarmin, dil yetenegi, dil 5grenmede oncelikler ve
dil 6grenmeye yatkin 6grenci Ozelliklerine iliskin dil 6grenme bilisleri
nelerdir?

* Bu  biligler, yas, deneyim, akademik gecmis, gorev yeri,
ulusal/uluslararas1 yabanci dil sinav puanlart gibi degiskenlere gore
farklilik gostermekte midir?

» Ingilizce 6gretim elemanlarinin, egitim yaklasimi, dgretimi planlama,
yanlis diizeltme, 6grenci merkezci olma ve kisisel ve mesleki gelisim
konularina yonelik dil 6gretme eylemleri nelerdir?

* Bu eylemeler, yas, deneyim, akademik ge¢mis, gorev yeri,
ulusal/uluslararas1 yabanci dil smav puanlar1 gibi degiskenlere gore
farklilik gostermekte midir?

* Ingilizce &gretim elemanlarmin dil 6grenme bilisleri ile dil 6gretme
eylemleri arasindaki iliski bi¢cimi nedir?

Calismada, ‘dil 6grenme bilisleri’ 6gretmenlerin dil 6grenme hakkinda ne
diisiindiikleri, neye inandiklari, ne bildikleri ve dil 6grenme konusundan ne

anladiklarin1 ifade eder. Benzer sekilde, dil 0gretme eylemleri de Ggretmenlerin,
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onceki Ogrenme hayati, hizmet-oncesi ve hizmet-i¢i egitimlerinden ve sinif igi
ogretmenlik deneyimlerinden elde ettikleri kazanimlarin bir sonucu olarak rutin bir
sekilde yiiriittiikleri dil 6gretim uygulamalarini kapsamaktadir.

Nicel bir arastirma olan bu calismanin ilk asamasi, arastirma sorularinin ve
(bagimli/bagimsiz) degiskenlerin tespit edildigi arastirma probleminin se¢imi ve
tanimi ile baslamistir. Bu asamayi, arastirma problemi ile ilgili kavramsal
kaynaklarin ve oOnceki yillarda yiiriitiilmiis deneysel ¢alismalarin incelendigi
alanyazin taramasi takip etmistir. Arastirmanin en 6nemli agamalarindan biri olan
alanyazin taramasi, hem c¢aligmanin hedefledigi katilimer grubun se¢imi ve
tanimlanmasi icin, hem de veri toplama araci olarak kullanilacak dlgek igin gerekli
maddelerin toplanacagi madde havuzunun olusturulmasi i¢in temel olusturmustur.
Aragtirmanin 6rneklemi Ankara ilinde bulunan 15 farkli (6zel ve devlet)
yiiksekogretim kurumunda gorev yapmakta olan 606 ingilizce 6gretim elemanindan
olugmaktadir. Veri toplama araci gelistirilirken, detayli bir silire¢ izlenmistir.
Havuzda bulunan maddeler, akran gorlisii, uzman goriisi ve danigman
degerlendirmesi sonucunda silizgecten gecirilmis, elde edilen taslak iki defa pilot
edilmistir. ilk pilot calisma Hacettepe Universitesi’nde gorev yapmakta olan 55
Ogretim elemani, ikinci pilot calisma ise Tirkiye’'nin farkli yiiksekdgretim
kurumlarinda gorev yapmakta olan 86 Ogretim elemani ile yiiriitiilmistiir. Pilot
calismalarda elde edilen veriler, gegerlik, giivenilirlik ve madde analizi yapilmasina
olanak saglamis, veri toplama aracinin son seklini almasinda 6nemli katkilar
saglamistir.

Veriler, aragtirmaci tarafindan tasarlanmis ve uygulamaya konulmus olan
Ingilizce Ogretim Elemanlart Bilis ve Eylem Envanteri isimli &lgek yoluyla
toplanmistir. Veri toplama araci ii¢ temel boliimden olusmaktadir: (1) Katilimeilarin
kisisel bilgilerine ve akademik ge¢cmislerine yonelik maddelerin yer aldig
demografik kisim; (2) Dil yetenegi, dil 6grenmede Oncelikler ve dil 6grenmeye
yatkin 6grenci Ozellikleri boyutlarinin yer aldigr dil 6grenmeye iliskin biligler; (3)
Egitim yaklasimi, 6gretimi planlama, yanlis diizeltme, 6grenci merkezci olma, kisisel
ve mesleki gelisim boyutlarinin yer aldig1 dil 6gretmeye iliskin eylemler. Envanterin
ikinci ve tgtincii boliimleri 5°1i Likert tipi 6l¢ek kullanilarak tasarlanmis kapali uglu

maddelerden olusmaktadir. Veriler, frekans dagilim tablolari, yiizdeler, aritmetik
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ortalamalar, standart sapma, t-testi, ANOVA, Pearson korelasyon katsayis1 ve
kanonik korelasyon gibi betimleyici ve ¢ikarsamali istatistik yontemleri kullanilarak

analiz edilmistir.

Sonuglar ve Tartisma

Birinci ve liglincli arastirma sorusunu cevaplandirmak {izere gergeklestirilen
betimsel analizlerin genel sonuglari, arastirmanin bilis boyutuna iligkin olarak,
katilimcilarin dil 6grenen bireyler i¢in gevrenin énemini vurgulayan etkilesimci bir
goriise, dil beceri ve alanlariin gergek hayattaki islevlerine Oncelik veren
performansa odakli bir yaklagima, kendi kurallarin1 olusturabilen ve kendi
onceliklerine karar verebilen kural koyucu 6grenci tercihine daha yatkin olduklarini
ortaya koymustur. Arastirmanin eylem boyutuna iligkin genel sonuglart ise, hem
geleneksel hem de yenilik¢i egitim anlayisinin; 6gretimi planlama ve yanlis diizeltme
stireclerinde iletisimsel uygulamalarin; égrenci-merkezci olmanin; kisisel ve mesleki
gelisim girisimlerinin katilimeilar tarafindan benimsendigini géstermistir.

Olgegin birinci boliimiinde yer alan demografik bilgilere iliskin maddeler tiim
katilimcilar tarafindan cevaplandirilmamistir. Bu maddeleri cevaplandiranlar dikkate
alindiginda, katilimcilarin neredeyse yarisinin 30 yas ve altinda oldugu, yarisindan
fazlasinin 10 yi1l ve daha az Ogretmenlik deneyimine sahip oldugu izlenmistir.
Ankara’da bulunan 15 farkli yiiksekogretim kurumunu temsil eden katilimcilarin
yarist 0zel bir kurumda gorev yaparken diger yarisinin devlet {iniversitelerinde
gorevli oldugu saptanmistir.

Akademik ge¢mislere iliskin sonuglar, katilimcilarm yarismin Ingilizce
Ogretmenligi béliimlerinden mezun oldugunu; diger yarisinin ise Egitim Fakiilteleri
disindaki alternatif programlardan mezun olduklarini géstermistir. Bu bulgu, Egitim
Fakiilteleri mezunlarmin, iiniversitelerin Ingilizce 6gretim elemani talebinin yarisina
kaynak olusturabildigini, ihtiyacin diger yarisinin Egitim Fakiilteleri disindaki
fakiiltelerden mezun olanlar tarafindan karsilandigina isaret etmektedir. Diger bir
carpict nokta ise alternatif programlardan mezun olan 6gretim elemanlarinin dortte
birinin pedagojik formasyon egitimi almamis oldugudur.

Calismanin katilimcilar1 Tiirkiye iginde ve disinda bulunan toplam 38 farkli

iniversitenin mezunlarini temsil etmektedir. Lisansiistii ¢alisma yiiriitme egilimine
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iliskin olarak, katilimecilarin yarisindan fazlasiin yiiksek lisans derecesine sahip
oldugu saptanmistir. Bu bulgu da, yliksekdgretim kurumlarinda gérev yapan 6gretim
elemanlarinin, akademik gelisimlerini destekleyecek girisimlerde bulunan ve
arastirma temelli bir 6gretim yaklasimi benimseyen bireyler oldugunun 6nemli bir

gostergesi olarak degerlendirilmistir.

Ingilizce Ogretim Elemanlarimin Dil Ogrenmeye iliskin Bilisleri

Ingilizce dgretim elemanlarmin bilislerinin belirli bir goriisii acik ve kesin bir
sekilde yansitmadigi, aksine farkli bakis agilar1 ve yaklasimlari benimseme egilimi
gosterdikleri ortaya ¢ikmustir. Alanyazindaki benzer bulgular, dgretmenlerin tiim
Ogretim durumlar i¢in miikemmel bir sekilde islemesi beklenen tek bir yonteme bel
baglamak yerine (Tantani, 2012), genellikle farkli yaklagimlarin birlesimi olabilecek
tutumlar gelistirdigini (Ong, 2011 Hong, 2012) ya da derleyici yontem ve teknikleri
benimsedigini (Saengboon, 2012) gostermistir.

Yine de bu g¢alismada veri toplama aracinin belirli boyutlarinda bir takim
yigilmalar oldugu gozlenmistir. Ornegin dil yetenegi konusunda, etkilesimci bakis
acisinin dogustanlik bakis agisindan daha fazla onay gordiigii ortaya ¢ikmistir. Bu
bulgu, Ingilizce 6gretim elemanlarinin agrilikli olarak, Vygotsky’nin (1962) sosyo-
kiiltiirel kuramini temel alan ve Krashen’in (1994) ikinci dil ediniminde etkilesimin
roliinii vurgulayan kuramini yansitan bir yaklasimla, dil 6grenmenin &8renen ve
cevre arasindaki sayisiz etkilesimin bir {iriinii oldugu goriisiine daha yakin
olduklarini ortaya koymaktadir.

Etkilesimci bakis agis1 altinda yer alan kategorilere iligkin egilimler, biraz daha
bigimsel (olusturulmus) ortam lehine olsa da, Ingilizce Ogretim elemanlar:, dil
ogrenme konusunda hem dogal hem de olusturulmus ortamin 6nemini vurgulayan bir
yaklasim sergilemislerdir. Bu g¢ergcevede agirlikli olarak, dil 6grenenlerin ne kadar
cok sosyal baglantilar1 olursa o derece daha iyi dil 6grenebilecekleri (Long, 1985;
Pica, 1996); hedef dilin resmi dil olarak konusuldugu bir iilkede yabanci dil
O0grenmenin daha etkili olacagi (Vibulphol, 2004; Diab; 2009); bir dilin
Ogrenilebilirliginin o dilde maruz kalinan anlagilir girdinin yeterli miktarda

alinmasina bagli oldugu goriislerine inanildigr saptanmistir. Bu yondeki bulgular,
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Krashen’mn (1985, 1994) ikinci dil ediniminde anlagilir girdinin ciddi roliinii
vurgulayan kavramsal alanyazin ile tutarli sonuglar igermektedir.

Dil yeteneginin bazi1 yonlerinin dogustan ve degistirilmez oldugunu 6ngoren
(Gass & Selinker, 2008; Randall, 2007) dogustaniik bakis agisina iliskin sonuglar,
katilimeilarin belli bir kisminin dil 6grenme kapasitesinin tiim insanlarda dogustan
var oldugu goriisiine sahip oldugunu, ancak biitiin insanlarin bir dili asag1 yukar1 ayni
sekilde 6grenebilecegi ve dil edinimin %80 yetenek %20 caba sonucu olabilecegi
gorlslerini pek benimsemediklerine isaret etmektedir. Bu bulgu, katilimcilarin
yaklasik % 90’1min bazi insanlarin yabanci dil 6grenme konusunda 6zel bir yetenege
sahip oldugunu iddia ettigi Vibulphol’un (2004) c¢alismasindaki bulgular ile ters
diismektedir. Benzer bir yargi, Diab’in (2009) ¢alismasinda katilimcilarin yarisindan
fazlas1 tarafindan onay gdrmiistiir. Ancak mevcut calismada, Ingilizce &gretim
elemanlarinin sadece beste biri bu konuda benzer bir bilis sergilemistir.

Katilimecilarin  dil 6grenme Oncelikleri hakkinda bilisleri incelendiginde,
Ingilizce o6gretim elemanlarinin ¢ogunlukla dili kullanmanin &ncelikli olarak
vurgulandig1 performans odakli bir yaklasim benimsedigi goériilmistiir. Benzer bir
durum, Yook’un (2010) calismasinda “iletisime dayali dil 6gretime dair inanglar”
seklinde vurgulanmustir. Ote yandan, dil hakkinda bilgi edinmenin 6nceligini
vurgulayan edin¢ odakli yaklasim ise daha az sayida katilimci tarafindan onay
gormustur.

Daha once de belirtildigi gibi, 6lgegin bazi1 boyutlarina katilimcilar tarafindan
verilen yamitlar kesin ve net egilimleri yansitmamistir. Ornegin, dil 6grenmeye yatkin
ogrenci Ozelliklerine iliskin kategorilerden her ticiiniin de ortalama degerleri birbirine
¢ok yakin ¢ikmistir. Katilimcilar bir yandan kendi 6grenmeleri i¢in sorumluluk
alabilen Ogrenciler ile analiz, degerlendirme ve yargilama yapabilen Ogrencileri
tercih ettiklerini yansitirken, aynt zamanda 6gretmenlerinin direktiflerini dikkatle
dinleyen ogrencileri de onemsediklerini belirtmislerdir. Ancak, yiizdelik dilimler
incelendiginde, katilimeilar arasinda kural koyucu 6grencilerin yiiriitiicii ve elestirici

ogrencilere gore daha popiiler oldugu izlenmistir.
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Ingilizce Ogretim Elemanlarinin Dil Ogretmeye iliskin Eylemleri

Ugiincii arastirma sorusunda Ingilizce 6gretim elemanlarmin dil 6gretim
eylemleri incelenmis, katilimcilar tarafindan verilen derecelendirmelerde kisisel ve
mesleki gelisime yonelik eylemlerin diger boyutlara gore daha yiiksek frekansta
isaretlendigi saptanmistir. Bu ¢ercevede, katilimcilarin hem kisisel hem de
profesyonel olarak kendilerini gelistirmek i¢in gerekli yollar1 takip ettigi sdylenebilir.
Sprinthall ve digerleri (1996) tarafindan vurgulandig iizere, mesleki gelisim bir nevi
kisisel gelisimdir, bu nedenle mesleki gelisimden alinan tatmin kisisel gelisimi de
garanti etmig alacaktir.

Dil 6gretim eylemleri arasinda sik¢a yansitilan diger bir boyut ise, Caner,
Subasi, ve Kara’nin (2010) ¢aligmalarinda da vurgulandigi gibi 6grenci-merkezci
olma egilimidir. Fakat Uzakdogu ve Ortadogu’da yapilmis bazi ¢aligmalarda (Ali &
Ammar, 2005; Choi, 2008; Li, 1998), 6gretmenlerin 6grenci-merkezci yaklasima
gore geleneksel Ogretmen-merkezci yaklasima daha yatkin oldugu saptanmustir.
Mevcut calismada ise Ogrenci-merkezci olma boyutu altinda bulanan diger
maddelere gore oldukca az ragbet goren maddelerden biri sinifta uygulanacak
etkinliklerin 6grenciler tarafindan segilmesine ve Ogrencilerin karar verme siirecine
dahil edilmesine iliskin maddedir. Bu maddenin frekans oranlarinin azligi, 6grenci
6zerkliginin hizmet-i¢i 6gretmenler tarafindan yeterince icsellestirilemedigine ya da
smif i¢inde yeterince tesvik edilemedigine deginen ilgili ¢aligmalar1 (Dickinson,
1992; Hurd, Beaven & Ortega, 2001; Littlewood, 1997; Nunan, 1997) destekler
niteliktedir.

Ugiincii olarak katilimeilar arasinda en fazla ragbet goren boyut yanls
diizeltme boyutudur. Buna gore katilimcilar, 6grenci yanlisi diizeltme konusunda
kayda deger diizeyde iletisimsel uygulamalar1 benimsemislerdir. Ornegin, 6gretim
elemanlar1, &grencilerin ilerleyen zamanlarda hedef dili daha iyi konusabilmesi
adimna, erken asamalarda ifade hatalar1 yapmalarina izin veren ve grencilerinin dil
bilgisel acidan dogru ciimle kurmas1 kaygisi tasimadan serbestge iletisim kurmasini
destekleyen bir tutum sergilediklerini ortaya koymustur. S6z konusu tutumlar,
Mori’nin (2011) ¢alismasinin sonuglar1 ile benzer bulgular ortaya koyarken, gramer
tabanli hatalarin c¢okca vurgulandigi yapi-temelli yanlis diizeltme yaklagiminin

benimsendigi Paiva’nin (2011) bulgulari ile ters diismektedir.
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Ogretimi planlama siirecinde yiiriitiilen iletigimsel uygulamalar ile ilgili olarak,
katilimcilarin  iletigimsel dil 6gretimi yaklagimina olduk¢a yatkin olduklar
goriilmiistiir. Bu bulgular, Ogretmenlerin anlamsiz tekrarlar yerine anlaml
egzersizleri destekleyen, iletisim agirlikli etkinlikler yoluyla 6grencilerin hedef dili
akict bir sekilde konusabilecekleri bir ortam yaratmaya daha yatkin olduklar
sonuglarina varan Nishino’nun (2008) ¢alismasini destekler niteliktedir.

Son olarak, dil 6gretim eylemlerinin yansittigi egitim yaklasimi iki kategori
altinda degerlendirilmistir. Yapilan analizlerde, katilimcilarin ne tamamen gelenekgi
bir egitim yaklasgimimi, be de biitiinliyle yenilik¢i bir egitim yaklagimini
benimsediklerini ortaya koymustur. Bu durum oOnceki yillarda yiiriitiilmiis bazi
calismalarca da desteklenmektedir (Hong, 2012; Ong, 2011; Saengboon, 2012;
Tantani, 2012). Fakat biitiin bu ikilige ragmen, mevcut ¢alismanin katilimcilari, daha
once yapilmis birgok ¢alismanin aksine (Canh 2011); J. Choi, 2008; EI-Okda, 2005;
Ellis, 2006; D. Li, 1998; Phipps & Borg, 2009; Sifakis & Sougari, 2005), yenilik¢i

egitim yaklasimina az bir farkla da olsa daha yatkin bir yaklagim sergilemislerdir.

Ingilizce Ogretim Elemanlarinin Bilis ve Eylemelerini Etkileyen Faktorler

Yas, deneyim, akademik ge¢mis, gorev yeri (kurum tiirii), ulusal/uluslararasi
yabanci dil sinav puanlar1 gibi bagimsiz degiskenler ile katilimcilarin dil 6grenme
bilisleri veya dil 6gretme eylemleri arasindaki olast iligkileri incelemeyi amaglayan
ikinci ve dordiincii arastirma sorularini cevaplandirmak igin yiiriitiilen ¢ikarsamali
analizler gostermistir ki, yas, Ogretmenlik deneyimi, lisans egitimi ve lisansiistli
egitim gibi degiskenler, katilimcilarin dil 6grenme bilisleri ve dil 6gretme eylemleri
tizerinde farkliliklar yaratmustir.

Ogretmen bilisi ve yas arasinda istatistiksel olarak anlamli bir iliski olmadigin1
one siiren Chan’in (2008) tersine, yas faktoriiniin hem bilislerin hem de eylemlerin
baz1 boyutlarinda etkili oldugu disiinlilmektedir. Daha belirgin bir bi¢imde
yorumlanacak olursa, katilimcilarin yasi arttikga, dogustanlik ve etkilesimci bakis
acilarint1  benimseme egilimleri azalmistir. Bu da yasca daha gen¢ Ogretim
elemanlarinin, bireylerin dil yetenegini dogustan gelen 6zelliklere ve cevreye daha
kolay bir sekilde dayandirabildikleri anlamina gelmektedir. Diger bir nokta ise,

katilimcilar yaslandikca, edin¢ odakli yaklasimi daha fazla benimseme egilimi
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gostermislerdir. Bu da, yas¢a daha biiylik olan Ogretim elemanlarinin, geng
Ogretmenlerin aksine, dili kullanarak bir performans sergilemekten ¢ok, dille ilgili
bilgi edinmeye oncelik verilmesi goriisiine daha yatkin olduklarina isaret etmektedir.
Eylemlere bakildiginda ise, sonuglar, yasca biiylik katilimcilarin ogretimi planlama
ve yanlis diizeltme siireglerinde iletisimsel uygulamalardan vazgegme egiliminde
olduklarin1 ortaya koymustur. Bunun yam sira, katilimecilar yaslandikca, kisisel ve
profesyonel gelisime yonelik ¢abalar1 da azalma egilimi gostermistir.

Ikinci degisken olan deneyim faktorii, yas faktdriiyle benzer sonuglar ortaya
koymustur. Ornegin, 6gretmenlik deneyimi ve performans odakli yaklasim arasinda
olumsuz yonde anlamli bir korelasyon bulunmustur. Bu da katilimcilarin deneyim
kazandikga dilin iletisimsel unsurlarini vurgulayan performans odakli yaklasima olan
egilimlerinin azaldigini ortaya koymustur. Buna ek olarak, katilimeilarin 6gretmenlik
deneyimleri arttik¢a, olusturulmus ortam odakli gorisle ilgili derecelendirmelerinde
azalma izlenmistir. Bu da yas¢a daha biiyiik olan meslektaglariyla kiyaslandiginda,
geng Ingilizce 6gretim elemanlarinin olusturulmus ortam odakli goriisii daha cok
desteklediklerini isaret etmektedir. Ogretmenlik deneyimin eylemler iizerindeki
etkisine bakildiginda, deneyim faktoriinlin yenilik¢i egitim yaklasimi ve kisisel ve
profesyonel gelisim boyutlarin1 yansitan eylemlerle arasinda olumsuz bir korelasyon
oldugu gozlenmistir. Daha belirgin olarak, katilimcilar daha fazla deneyim
kazandik¢a, dil 6gretme uygulamalarinda yenilik¢i egitim yaklasimindan uzaklagma
egilimi gostermis, kisisel ve profesyonel gelisime olan tesebbiisleri ise azalmistir. Bu
bulguyu destekleyecek sekilde, c¢ok sayida calismada, oOgretmenlik deneyimi
ogretmenlerin biligsel ve davranigsal yonlerini etkileyen 6nemli bir faktor olarak ele
alinmigtir (Akyel, 1997; Breen et al. 2001; Canh, 2011; Chan, 2008; Chia, 2003;
Crookes & Arakaki, 1999; Cumming, 1990; Johnson, 2003; Johnston & Goettsch,
2000; Moini, 2009; Mok, 1994; Nishino, 2008; Nunan, 1992; Osam & Balbay, 2004;
Seferoglu, Korkmazgil, & Olgii 2009; Richards, 1998; Richards, Li, & Tang, 1998;
Tantani, 2012; Tsui, 2003; Westerman, 1991).

Uciincii degisken olan gorev yerinin (6zel veya devlet kurumu olmasi),
O0gretmenlerin bilisleri ve eylemleri tizerindeki etkisi incelenmistir. Ancak, is
ortaminin etkisini vurgulayan birgok calismanin (Ahn, 2009; Borg, 1998c; Burns,
1996; Crookes & Arakaki, 1999; Davis, Konopak, & Readence, 1993; Farrell & Lim,
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2005; Kang, 2008; H. Lee, 2006; Moini, 2009; Ng and Farrell; 2003; Pennington &
Richards, 1997; Richards & Pennington, 1998; Spada & Massey, 1992; Tsui, 1996)
aksine, mevcut calismada kurum tiiriinlin ne bilisler ne de eylemler iizerinde
istatistiksel agcidan anlamali bir etkisinin oldugu ortaya konmustur.

Johnston ve Goettsch (2000) ¢alismalarinda, akademik ge¢misin 6gretmenlerin
biligsel temellerinin 6nemli bir kaynagi oldugunu 6ne siirmiislerdir. Bu nedenle, bu
calismada hizmet-Oncesi yillarin (lisans egitimi) O0gretmen biligleri ve eylemleri
tizerindeki etkisi de incelenmistir. Genel olarak, katilimcilarin lisans egitimi
sirasindaki akademik g¢alisma alanlarinin, katihmeilarin eding odakli yaklasim, kural
koyucu ogrenci odakli goris ve elestirici ogrenci odakli goriis boyutlarina iliskin
bilisleri lizerinde ve yenilik¢i egitim yaklasimi; iletisimsel ogretimin planlanmasi ve
iletigimsel yanlis diizeltme boyutlarina iliskin eylemler lizerinde 6nemli etkilerinin
oldugu kesfedilmistir.

Lisans egitimin bilisler iizerinde yattig1 farklara iliskin olarak, alternatif
programlardan mezun olan &gretim elemanlarmin, Ingiliz Dili Ogretimi (IDO)
mezunlarina kiyasla daha cok eding odakli bir yaklasim benimsedikleri ve IDO
mezunlarinin diger bolimlerin mezunlarina kiyasla kural koyucu ve elestirici 6grenci
tipini daha cok tercih ettikleri saptanmstir. Bu iki sonug, IDO béliimlerinde
yiirlitiilen hizmet-6ncesi 0gretmen yetistirme programlarinin, mezunlar iizerinde bir
takim biligsel degisiklikler yaratabildigi anlamina gelebilir (Chambless & Bass,
1996; L. Li, 2012; Ozmen, 2012; Richards, Ho, & Giblin, 1996). Fakat eylemler s6z
konusu oldugunda, IDO mezunlarmin aksine, alternatif programlardan mezun olan
ogretim elemanlar1 daha yenilik¢i bir egitim yaklagimi takip ettiklerini iddia
etmislerdir. Bunun yani sira, IDO mezunlariyla kiyaslandiginda diger béliimlerin
mezunlarinin, &gretimin planlanmasi Ve yanls diizeltme boyutlarinda iletisimsel
uygulamalar1 biraz daha fazla benimsedikleri goriilmiistiir. Bu bulgular yoluyla, IDO
boliimlerindeki hizmet-6ncesi Ogretmen yetistirme programlarmnin, 6zellikle
ogretimin planlanmasi ile yanlhs diizeltmede iletisimsel uygulamalar ve yenilik¢i
egitim yaklasimi boyutlar1 acisindan, hedeflenen davranigsal degisiklikleri
mezunlarinin eylemlerine yansitamadigi sonucuna varilabilir. Olgekte yer alan
maddelere verilen cevaplara gore, yukarida bahsedilen iki bulgu, IDO mezunlarinin

bilisleri ve eylemleri arasinda birtakim farkliliklarin oldugu seklinde yorumlanabilir.
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Ikinci olarak, dogustanlik bakis agistyla ilgili olan bilisler Dilbilim béliimii
mezunlar1 tarafindan daha fazla kabul gormistir. Binnie-Smith’in  (1996)
Ogretmenlerin kararlarinin ciddi 6l¢iide kendilerinin ikinci dil kuramlar ilgili
olusturduklar1 kisisel kurgulardan etkilendigini ortaya koydugu gibi, bu sonug
Dilbilim béliimlerinde uygulanan egitim programlart yoluyla dgretilen kuramlara de
dayandirilabilir. Diger ilging bir bulgu ise eding odakli yaklasimla ilgili olan
bilislerin Amerikan Kiiltiirii ve Edebiyati boliimii mezunlar1 tarafindan daha fazla
ragbet gormiis olmasidir. Bu da o bdliimiin mezunlarinin, dil 6grenmede oncelik
konusunda, ger¢ek hayat ortamina yansitilabilecek iletisimsel performans yerine dil
hakkinda bilgi edinmeyi daha ¢cok 6nemsedikleri anlamina gelebilir. Fakat ayn1 grup
katilimcilarin (Amerikan Kiiltiiri ve Edebiyati boliimii mezunlart) 6gretimi planlama
ve yanlis diizeltme konusunda daha c¢ok iletisimsel uygulamalar1 takip ettikleri
goriilmektedir.

Son olarak, hizmet-6ncesi yillarinda pedagojik formasyon egitimi alan
katilimeilarin kural koyucu 6grenci tipini, pedagojik formasyon sertifikasi olmayan
Ogretim elemanlarina oranla daha fazla tercih ettikleri saptanmistir. Pedagojik
formasyon sertifikasina sahip olan Ogretim elemanlari, daha ¢ok kendi 6grenme
sorumlulugunu istlenen 6zerk Ogrencileri benimsedikleri i¢in, bu bulgu yogun
ogretmenlik sertifikasi programina katilmanin en azindan dil 6grenmeye yatkin
Ogrenci Ozelliklerine iliskin bilislerde farklilik yaratmis olabilecegi seklinde
yorumlanabilir. Fakat eylemlere bakildiginda, pedagojik formasyon sertifikasina
sahip olmanin dil 6gretim uygulamalar agisindan katilimcilar arasinda herhangi bir
fark olusturmadig1 da ortaya konmustur.

Alanyazinda 6nemli bir kaynak olarak derinligine ele alinmayan lisansiistii
egitimin etkisi de bu calismada incelenmistir ve yiiksek lisans egitiminin, hem
bilislerin hem de eylemlerin belli boyutlar1 lizerinde bir takim etkileri oldugu
1zlenmistir.

[lk olarak, katilimcilarm yiiksek lisans derecesine sahip olup olmadiklari eding
odakly yaklagimla 1ilgili bilislerinde ve geleneksel egitim yaklasimi iligkili
eylemlerinde onemli farkliliklar olusturmustur. Buna bagli olarak, yiiksek lisans
derecesine sahip olmayan katilimcilar eding odakli yaklagima yiiksek lisans derecesi

olanlardan daha ¢ok yonelmislerdir. Benzer sekilde, yiiksek lisans derecesine sahip
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olmayan katilimeilar geleneksel egitim yaklasimim yiiksek lisans derecesi olanlara
kiyasla daha ¢ok benimsemislerdir. Bu bulgular g6z onilinde bulunduruldugunda,
lisansiistii ¢alisma yiiriitmiis olmanin Ingilizce 6gretim elemanlar1 arasinda olumlu
biligsel degisiklere neden oldugu sdylenebilir.

Ayrica, ylksek lisans programlarindaki g¢alisma alanlarinin, katilimcilarin
eding odakli yaklasima ve kural koyucu ogrenci odakli gorise iliskin olarak dil
ogrenme bilisleri {izerinde énemli bir etkisi oldugu goriilmektedir. Ornegin, egitim
alan1 disindaki programlarda yiiksek lisans yapmis olan katilimcilar egitim alaninda
yiiksek lisans yapmis olanlarla kiyaslandiginda edin¢ odakli yaklasimi daha c¢ok
benimsemislerdir. Buna ek olarak, egitimle ilgili bodlimlerden yiiksek lisan
derecesine sahip olan katilimcilar, diger katilimcilarla kiyaslandiginda kural koyucu
Ogrenci tipini daha c¢ok tercih etmislerdir. Fakat eylemlere bakildiginda,
katilimcilarin yiiksek lisans programindaki ¢aligma alanlarinin (egitim ya da egitim
dis1 olmasi) dil 6gretme uygulamalari tizerinde 6nemli bir etkisinin olmadig1 ortaya
konmustur.

Yiiksek lisans egitimindeki akademik programlarin kategorileri daha belirgin
olarak kiyaslandiginda, dil yetenegiyle ilgili bilislere iliskin olarak dogustaniik
goriigiine bagliligin Dilbilim boliimlerinden yiiksek lisans derecesi olan katilimcilar
arasinda daha yaygin oldugu gdézlenmistir. Bu da, bir kez daha Dilbilim bdliimlerinin
yiiksek lisans programlarindaki igerigin sonucu olarak yorumlanabilir. Ote yandan,
IDO béliimlerinden yiiksek lisans derecesine sahip olan katilimcilar dil grenmedeki
oncelikler ilgili bilislere iliskin olarak erin¢ odakli yaklasimdan uzaklasmig, ancak
dil 6grenmeye yatkin 6grenci ozellikleriyle ilgili bilislere iligskin olarak kural koyucu
dgrenci tipini daha fazla benimsemislerdir. Eylemler incelendiginde, Ingiliz Dili
Ogretimi, Ingiliz Dili ve Edebiyat1 ve Dilbilim béliimlerinde yiiksek lisans yapmis
olan katilimcilar, diger boliimlerin mezunlariyla kiyaslandiginda yanlis diizeltme

konusunda daha ¢ok iletisimsel uygulamalar1 benimsemislerdir.

Bilisler ve Eylemler Arasindaki Mliski Bicimi
Besinci arastirma sorusunu cevaplandirmak i¢in bilisler ve eylemler arasindaki
iliski bigimi incelenmistir. Ogretmenlerin goriisleri ya da diisiinceleri ve (rapor edilen

veya gozlemlenen) pedagojik uygulamalar1 arasindaki nedensel iliskiye genis bir yer
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veren alanyazina (Breen, 1991; Burns, 1996; Calderhead, 1996; Fang, 1996a; Flores,
2001; Johnson, 1992b, 1994; Mitchell, Brumfit, & Hooper, 1994a, 1994b; Mitchell
& Hooper, 1992; Pajares, 1992; Richards et al., 1992; Richards & Lockhart, 1996;
Smith, 1996; Thompson, 1992) dayali olarak yapilan kanonik korelasyon analizi
sonucunda, biligler ve eylemler arasindaki iligkiyi ortaya cikaran tanimlayici bir
model elde edilmistir.

Kanonik korelasyon modelinin ortaya koydugu iki grup degisken arasinda bir
iliski bulunmustur: (1) eding odakli yaklasim; yiiriitiicii 6grenci odakli goriis; kural
koyucu 6grenci odakli goriis; ve (2) geleneksel egitim yaklagimi; iletisimsel 6gretimi
planlama; iletisimsel hata diizeltme. Analizlerdeki olumlu ve olumsuz korelasyonlara
bakildiginda, dil 6grenmede Oncelikler konusunda eding odakli bir yaklasgim
benimseyen ve Onceden belirlenmis kurallar1 sdylendigi gibi uygulayan yiiriitiicii
ogrencileri tercih eden katilimcilarin, geleneksel egitim anlayisina daha yatkin
olabilecegi, fakat Ogretimi planlama ve yanlis diizeltme konusunda iletisimsel
uygulamalardan uzaklasabilecegi gozlenmistir. Benzer sekilde, kendi dnceliklerine
karar verebilen kural koyucu 6grencileri tercih etmeyen katilimeilarin da 6gretimi
planlama ve yanlis diizeltme konusunda iletisimsel uygulamalardan uzaklagabilecegi

ve geleneksel egitim anlayisina daha yatkin olabilecegi gézlenmistir.

Uygulamaya Yénelik Oneriler

Bu c¢alismada, 6gretimin, 6gretmenlerin kisisel, pratik ve deneyime dayali
bilgi, inang ve algilar1 yoluyla yiiriitiilen, sosyal ve biligsel bir faaliyet olarak ne denli
karmasik bir yapis1 oldugu ortaya konmustur. Bu nedenle, ¢calismada elde edilen
bulgular, 6gretmenlerin gelisimi icin oldugu kadar hizmet-oncesi ve hizmet-ici
ogretmen egitimiyle ilgili paydaslar i¢in de kayda deger dneriler ortaya koymustur.

Biligsel altyapilarinin (inang, diisiince, bilgi ve algilarinin) ve eylemlerinin
incelendigi bu c¢alismada, 6gretim elemanlarini elestirmek ya da uygulamalarina
yanlis anlamlar yiiklemek gibi bir amag¢ yoktur; bu c¢aligma daha ¢ok &gretim
elemanlarina kendileri ile ilgili 6z-degerlendirme yapabilecekleri yansitic1 diigiinme
i¢in bir firsat tanimaktadir. Bu dogrultuda, 6gretim elemanlar1 uygulamalarini gozden
gecirerek, etkili cagdas uygulamalar1 pekistirirken, giincel olmayan yaklasim ve

tutumlarmi yenileyebileceklerdir. Daha 06zel bulgulardan hareketle, 6gretim

262



elemanlarinin ilk olarak karar verme siireclerine kendi 6grencilerini daha sik dahil
etmeleri onerilmektedir. Ogrenci &zerkliginin tesvik edilemedigi bir ortamda
ogretmen Ozerkliginden bahsedilemeyecegi agiktir. Dolayisiyla, program gelistirme
ve Ogretimin degerlendirilmesi slireglerinden baslayarak, smif diizeyinde
Ogrencilerin, kurumsal diizeyde de Ogretim elemanlarinin tiim karar verme
stireclerine dahil edilmesi gerekmektedir. Ayrica, 6gretim elemanlarinin, kendi
Ogrencilerinin gelisimlerini takip ederek, basarilarinin kaydini tutmasi son derece
onemlidir. Yiiksekogretim diizeyinde, geng yetiskinlere yonelik 6gretim etkinlikleri
diizenliyor olmanin Ogretim elemanlarin1 bu gibi sorumluluklardan muaf tutuyor
olmasi beklenemez. Ogretmenlik mesleginin, egitimin hangi kademesinde olursa
olsun benzer ilgi ve hassasiyetle yapiliyor olmas1 beklenir, ¢linkii 6gretmenlik sadece
smif ici siireglerle siirli bir is degildir. Planlama, degerlendirme ve kayit tutma
stireclerinde de 6gretim elemanlarinin aktif rol almasi gerekmektedir.

Bu calisma kapsaminda hizmet-Oncesi 6gretmen egitimine iligkin bulgular,
ister alternatif lisans programlari, ister Ingilizce Ogretmenligi programlari yoluyla
olsun, lisans egitimi siirecinin 6gretim elemanlarinin bilissel ve davranigsal gelisimi
lizerinde &nemli etkileri oldugunu teyit etmistir. Ornegin, Ingilizce Ogretmenligi
programlarinin  yiiksekdgretim kurumlarinda gorev yapan Ogretim elemani
ihtiyacinin  yarisin1  karsilayabiliyor olmas, IDO mezunlar1 ile alternatif
programlardan mezun olan Ogretim elemanlar1 arasinda biligsel diizeyde anlaml
farkliliklar olmasi, pedagojik formasyon egitiminin katilimeilarin bilis ve eylemleri
tizerinde herhangi bir etki yaratmamasi, liniversitelerde 6gretim elemani ihtiyacini
karsilayan bu iki kaynagin bir noktada birleserek ortak programlar yliriitiilmesi
gereksinimini vurgulamaktadir. Eger ki alternatif programlardan mezun olanlarin
biiylik ¢ogunlugu egitim sektoriinde gorev aliyor ise, bu boliimlerin programlarina
icerik olarak pedagoji bileseninin eklenmesi oldukca 6nemli goriilmektedir. Pedagoji
bileseninin sadece hizlandirilmis sertifika programlar1 yoluyla degil, daha uzun
zaman diliminde sindirilebilecek sekilde yayilmis bir program yoluyla sunulmasi
gerekir; zira 6gretmenlik hizlandirilmig bir programla edinilecek bir meslek degildir.

Hizmet-oncesi 6gretmen egitimine iliskin elde edilen diger bir bulgu da,
ogretmenlik programlariin IDO mezunlarinda bilissel farkliklilar yarattigini, ancak

bu bilislerin mezunlarin eylemlerine istendik dilizeyde yansimadigin1 ortaya
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koymustur. Bilis ve eylem arasindaki bu farkin en aza indirilebilmesi ve edinilen
biligsel farkindaligin davranislara da aktarilabilmesi i¢in, mevcut programda sadece
%8’lik bir oranla temsil edilen Ogretmenlik uygulamalarina hizmet-6ncesi
programlarda daha fazla agirlik verilmesi onerilmektedir. Ayrica, okul deneyimi ile
Ogretmenlik uygulamalarinin yiiriitiildiigii okul ortamlarinin, sadece ilkogretim ve
ortadgretim kademeleri ile smirlt kalmayip, yiiksekogretim diizeyinde de temsil
edilmesi onerilmektedir. Universitelerde dgretim elemani olarak istihdam edilmek,
bircok mezun i¢in Oncelikli bir tercih olabilecegi icin, yliksekogretim diizeyinde
yiiritiilecek staj uygulamalaria agirlik vermek gerektigi degerlendirilmektedir
Hizmet-i¢i 6gretmen egitimi i¢in de ayni 6zen ile gerekli mesleki gelisim
etkinlikleri planlanip uygulanabilir. Mevcut calismanin ortaya koydugu, yas,
deneyim, lisansiistii calisma yliriitmiis olma degiskenlerinin bilis ve eylemler
lizerinde yarattigr etkiler dikkate alindiginda, s6z konusu hizmet-i¢i egitim
uygulamalarinin ii¢ 6nemli ilkesi olmasi gerektigi ortaya ¢ikmistir: (1) arastirma-
odakli 6gretim yaklasimi, (2) deneyimli ve yeni 6gretmen arasindaki denge ve (3)
devamlilik. Lisansiistlii calisma yiirlitmiis olmanin olumlu etkisi diisliniildiigiinde,
arastirma-odakli bir 6gretim anlayisinin 6gretim elemanlarinin kisisel ve mesleki
gelisimine saglayacagi degerli katkilarin hem deneyimli hem de yeni d6gretmenlerce
benimsenmesi gerekir. Yas ve deneyim faktorleri dikkate alindiginda, yeni ve
deneyimli Ogretim elemanlarinin birbirlerinin gelisimine karsilikli olarak katki
saglayacak ve potansiyellerini esit diizeyde ortaya koyacak bir yaklasim
sergilemeleri beklenmektedir. 1ki grup arasindaki etkilesim, taraflardan herhangi
birini ‘uzman’ tayin etmeden, aralarinda herhangi bir hiyerarsi olusturmadan,
deneyimli 6gretmenlerin ustalik bilgi ve birikimlerini, yeni 6gretmenlerin ise kuram
ve Ogretim yontemlerine dair giincel bilgi ve kazanimlarmi ortaya koydugu bir
isbirligi  etkilesimi  olmalidir. Bilginin stirekli  degiserek yeniden iiretilip
giincellendigi bdylesi bir ortamda, 6grenmenin ve kisisel gelisimin de ayni sekilde

hayat-boyu siirecek bir devamlilik arz etmesi beklenebilir.

Ileride Yapilacak Arastirmalara Yonelik Oneriler
Bu ¢alismada benimsenen arastirma deseni ile 6nemli bir adim atilmis, 6gretim

elemanlarinin bilis ve eylemleri tarama yontemi ile ortaya konmustur. Ancak, ileride
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yapilacak c¢aligmalarda, s6z konusu siireclerin derinlemesine incelenebilmesi i¢in
aragtirma desenine nitel bir boyut eklenebilir. Bu baglamda, biliglerin goriisme,
eylemlerin ise gdzlem yontemi yoluyla irdelenmesi onerilmektedir. Ayrica, drneklem
olarak Tirkiye’nin farkli kurumlarindan katilimecilarin dahil edilmesi ya da egitimin
diger kademelerinin (ilkogretim ve ortadgretim) arastirmaya dahil edilmesi, yabanci

dil 6gretimine dair farkli boyutlarin ortaya konmasini miimkiin kilabilir.
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Gonderen :  Prof. Dr. Canan Ozgen j&ﬁ,
|IAK Bagkan!
ilgi - Etik Onay!

Danigsmanligini yapmig oldugunuz Egitim Bilimleri Bolumu dgrencisi
Mustafa Ozturk'dn “Teacher Cognition and Teacher Action: The
Relationship between Language Learning Beliefs and Language
Teaching Practices of EFL (English as a Foreign Language)
Instructors at Tertiary Level” isimli aragtirmasi “‘lnsan Arastirmalari

Komitesi” tarafindan uygun gorulerek gerekli onay verilmistir.

Bilgilerinize saygilarimla sunarim.

Etik Komite Onay!
Uygundur

15/03/2012

Prof.Dr. Canan Ozgen
Uygulamali Etik Arastirma Merkezi
( UEAM ) Bagkan!

ODTU 06531 ANKARA
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Appendix K: Permission for Photocopying

TEZ FOTOKOPISI iZiN FORMU

ENSTITU

Fen Bilimleri Enstitiist

Sosyal Bilimler Enstitiisii

Uygulamali Matematik Enstitiisii

Enformatik Enstittisi

Deniz Bilimleri Enstitiist

YAZARIN

Soyad : Oztiirk
Adi  : Mustafa
Bolimi: Egitim Bilimleri

TEZIN ADI (ingilizce): EFL INSTRUCTORS’ COGNITIONS AND
ACTIONS IN RELATION TO FOREIGN LANGUAGE LEARNING AND
TEACHING PROCESSES

TEZIN TURU : Yiiksek Lisans Doktora

. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

. Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir

boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

. Tezimden bir bir (1) yil siireyle fotokopi alinamaz.

TEZIN KUTUPHANEYE TESLIM TARIiHI:
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