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ABSTRACT

RESEARCH ENGAGEMENT IN AND BEYOND PRE-SERVICE TEACHER
EDUCATION: A CASE STUDY OF AN ENGLISH LANGUAGE TEACHER
EDUCATION PROGRAM IN TURKEY

Tanis, Selin
M.A., Department of Foreign Language Education
Supervisor  : Assist. Prof. Dr. Ali Fuad Selvi
Co-Supervisor: Dr. Deniz Salli-Copur

September 2019, 166 pages

This case study aims to explore how pre-service EFL teachers and teacher educators
conceive research engagement in pre-service teachers’ professional development in an
English language teacher education program in Turkey. The data in this case study
were collected through questionnaire administered to pre-service teachers, focus group
interviews with pre-service teachers, and individual interviews with teacher educators.
Also, document review of syllabi and course descriptions of the formal research course
provided by Higher Education Council (HEC) and the English language teacher
education program was conducted in order to explore to what extent perceived
outcomes and program’s goals are congruent. The results revealed that the English
language teacher education program makes significant contribution to pre-service
teachers’ academic research skills, conceptions of academic research, and researcher
identities in terms of encouragement for postgraduate studies. However, the findings

suggested research engagement in the professional development is mostly

iv



conceptualized over academic research due to the perceived irrelevancy of research to
practice by the participants. Although senior pre-service teachers and teacher
educators value research engagement in the professional development of pre-service
teachers, pre-service teachers might not have a comprehensive understanding of
teacher research. Drawing on the findings, the present study has some implications for
the English language teacher education program and stakeholders such vamping the
formal research course and highlightling overt relationship between practice and

teaching through a more inclusive curriculum mapping.

Keywords: Research Engagement, Professional Development, Research Education,

English Language Teacher Education Program, Pre-service EFL Teachers
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OGRETMEN EGITIMINDE VE SONRASINDA ARASTIRMA ANLAYISI:
TURKIYE’NIN INGILiZCE DiLi EGITIMI PROGRAMI UZERINE
BiR DURUM CALISMASI

Tanig, Selin
Yuksek Lisans, Yabanci Diller Egitimi BolUmdi
Tez Yoneticisi : Dr. Ogretim Uyesi Ali Fuad Selvi
Ortak Tez Y0neticisi: Dr. Deniz Salli-Copur

Eylil 2019, 166 sayfa

Bu vak’a calismasi, bir Ingilizce 6gretmeni yetistirme programindaki aday Ingilizce
Ogretmenlerinin ve 0gretmen egitmenlerinin, aday 6gretmenlerin arastirmaya katilimi
mesleki gelisimlerinde nasil algiladiklarin1 incelemeyi amaglamaktadir. Vak’a
calismasi olarak tasarlanan bu calismada veriler, aday Ingilizce 6gretmenlerinden
anket ve odak grup goériismesiyle, 6gretmen egitmenlerinden ise bireysel goriismeler
ile toplanmigtir. Ayrica, arastirma dersinin algilanan ¢iktilar1 ve program amaglarinin
arasmdaki tutarhligmi incelemek amaciyla, Yiiksekogretim Kurumu (YOK) ve
calisma katilimeilarmin bagli bulundugu Ingilizce dgretmeni yetistirme programi
tarafindan hazirlanan ders izlencesi ve igeriginin dokiiman analizi gergeklestirilmistir.
Sonuglar, ingilizce gretmen yetistirme programinin, aday Ingilizce 6gretmenlerinin
akademik arastirma becerilerine, algilarina ve lisans iistii programlara tesvik acisindan
arastirmaci kimliklerine biiyiik katkida bulundugunu ortaya koymustur. Ote yandan

sonuglar, Ingilizce &gretmeni adaylarmnin, arastirmanin pratige karsi baglantisiz
Vi



algilanmasi sebebiyle mesleki gelisimlerinde arastirmaya katilimi akademik arastirma
iizerinden algiladiklarini ortaya koymustur. Son smif Ingilizce 6gretmeni adaylar1 ve
ogretmen egitmenleri, aday 6gretmenlerin arastirmaya katilimi mesleki gelisimlerinde
degerli bulmalarmma ragmen, aday ingilizce dgretmenleri, 6gretmenler tarafindan
yapilan arastirmayla ilgili bitunsel bilgiye sahip olmayabilirler. Bulgular 1s1ginda,
arastirma dersinin igeriginin giincellenmesi ve pratik ile arastirma arasindaki iligskinin
daha acikca belirtilmesi i¢in daha kapsamli miifredat planlanmasi gibi Ingilizce

Ogretmeni yetigtirme programina Ve paydaslara ¢esitli 6nerilerde bulunulmustur.

Anahtar Kelimeler: Arastirmaya Katilim, Mesleki Gelisim, Arastirma Egitimi,

Ingilizce Ogretmeni Yetistirme Programi, Aday Ingilizce Ogretmeni
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CHAPTER 1

INTRODUCTION

The effectiveness of teaching-learning process is dependent on many constituents and
stakeholders. Irrespective of the context-sensitive nature of teaching and learning
process, one of the conducive factors that increases the success of teaching-learning
process is teacher quality. Highlighting the core role played by teachers on the
accomplishment of students, teacher quality is directly linked with the academic
growth of students (Akcan et al., 2016; Darling- Hammond, 2000; Sanders & Horn,
1998).

There has been a growing interest in teacher professional development as a means of
improving and sustaining the quality of teaching and learning. Therefore, enabling
teachers to take part in appropriate development programs and enhance their capacities
are of utmost importance in professional development interventions (Borg, 2018). As
suggested by Vrasidas and Zembylas (2004), professional development activities vary
to a great extent and they encapsulate but are not limited to the following: “collective
or individual development; continuing education; pre- and in-service education; group
work; team curriculum development; peer collaboration; and peer support” (as cited
in Karakaya, 2015, p. 2).

Although there is no single best form of professional development when the local
dynamics of teaching context and teachers’ needs are taken into consideration,
research engagement as a form of teacher self-development in the field of English
Language Teaching (ELT) received a lot of attention in academic milieu as a way to
overcome the limitations of short-term in-service programs. Cullen (1997) states short
term and one-shot in-service programs provided by the outside “experts” constitute the

majority of traditional professional development for in-service teachers. However, as



stated by Atay (2008), they might turn out to be insufficient in increasing teachers’
professional development, since the knowledge provided by “experts” may not be
conceptually and practically relevant to the context of teachers. Therefore, it is
suggested that professional development of teachers should be self-initiated in order
to meet their diverse needs in line with their teaching context (Lieberman, 2000;
Yesilgmar & Cakir, 2018).

Teacher research engagement in ELT is defined as having two aspects which are
engaging in (i.e. doing) research and engaging with (i.e. reading) research (Borg,
2013). Both dimensions of research engagement have been long under investigation
as a means of professional development, as it might contribute to evidence-informed
practice. This kind of practice requires research involvement through critical research
literacy, and creating an immediate relationship between research and teaching in
order to minimize the perceived gap between theory and practice (Reis-Jorge, 2005).
The teacher education programs (both at in-service and pre-service levels) become an
agent in bridging the perceived gap, since they provide prospective and practicing
teachers with an opportunity that harbors research culture and accessibility to research
(Borg, 2006). A good number of initiatives have been launched to increase English
language teachers’ research engagement as a mean of professional development in
various contexts. Chartered Teacher Program, Teacher Research Grant Scheme and
The Innovative Grants Project could be enlisted as the examples of initiatives to foster
research engagement of teachers in the UK and Australia (Borg, 2013; Kirkwood &
Christie, 2006; Zeichner & Noffke, 2001).

Regarding Turkish context, the system of Turkish National Education values
professional development interventions as well. Ministry of National Education
(MEB, 2017) listed continuing professional development as one of the general
competencies for teaching profession that should be included in the processes of
teacher training and development. In line with this, the Turkish Ministry of National
Education (MEB, 2018) organized short term in-service development courses in 2018

for practitioners including English language teachers. Foreign language departments
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including preparatory schools in Turkey organize short seminars and/or courses for in-
service teachers working at the tertiary level. Also, the recent initiatives highlight the
research engagement of ELT teachers in the context of Turkey such as accreditation
studies of private K-12 schools and universities especially in the field of Foreign
Language Education (FLE). Moreover, the foreign language instructors working at
institutions of higher education are required to have at least a master’s degree
according to a new regulation went into effect by Higher Education Council (HEC)
(Resmi Gazete, 2018). At the pre-service level, research engagement of teacher
candidates is aimed to be cultivated through a dedicated research course offered by

pre-service teacher education programs.

There are a few studies conducted on the research engagement of in-service English
teachers in Turkish EFL context revealing that teachers may not have adequate
knowledge, skills, conducive conditions, and have limited conceptions of research,
which affects their research engagement (Aksit, 2010; Atay, 2008; Bulut, 2011,
Karakaya, 2015; Yesilgmar & Cakir, 2018). Given the significance attributed to
research engagement, there is a great paucity of studies focusing on research
engagement of pre-service EFL teachers in Turkish context from professional
development perspective, though. Drawing on the gaps in the literature, the present
study explores the extent to which pre-service EFL teachers and teacher educators in
an English language teaching education program in Ankara, Turkey conceive research
engagement as a professional development tool. The aim of the current study is to
provide an in-depth understanding of conceptions and beliefs about research
engagement in a pre-service teacher education program and inform the redesign of the

formal research course during the curriculum renewal.

1.1 Background of the Study

All pre-service programs including FLE programs in Turkey have been operating
under the control of HEC since 1981. HEC prepares two nation-wide standardized

exams, which are Basic Competencies Exam (Temel Yeterlilik Testi) and Foreign

3



Language Exam (Yabanc: Dil Testi) for the admission to FLE programs as of 2018.
After taking these exams, prospective pre-service English teachers are placed to FLE
programs according to their scores and study at FLE for four years in line with the
curriculum offered by HEC.

HEC prepares its own curricula for each initial university-based teacher education
program and forwards them to the faculties of education in Turkey. For FLE programs,
HEC designs a fixed curriculum consisting of compulsory courses in three different
categories namely; Subject Matter (Alan Egitimi), Pedagogical Formation (Meslek
Bilgisi) and General Culture (Genel Kultiir). According to the recent regulation by
HEC pertaining to the pre-service teacher education programs which went into effect
in 2018 and applicable to the current first-year pre-service service teachers in FLE
programs, Subject Matter courses take up the most place in the pre-service education
program with a rate of 48%, whereas Pedagogical Formation and General Culture
courses make up 34% and 18% on average, respectively (YOK, 2018a). Besides
compulsory courses, HEC provides a range of pre-set elective courses from which
programs can choose to tailor their pre-service teacher education programs according
to the FLE teacher candidates’ needs and interests. Out of 155 hours of initial teacher

education, 141 hours are dedicated to theory whereas 14 hours are devoted to practice.

There is also a compulsory course dedicated to research education in pre-service
teacher education. This course, which is in the scope of the present study, was exposed
to some changes with the newest regulation provided by HEC (YOK, 2018b). First,
the name of the course has been changed from Bilimsel Arastirma Yontemleri
[Scientific Research Methods] to Egitimde Arastirma Yontemleri [Research Methods
in Education]. Second, it used to be a third-year course and a three-credit course;
however, it has become a second-year course with two credits with the new regulation,
which means a decrease in the contact hours. Third, this course was categorized as one
of the General Culture courses in 2007 (YOK, 2007), but it has been grouped as one

of the Pedagogical Formation courses in the 2018 curriculum renewal. Finally, the



course description was exposed to some changes in terms integrating action research.

The new course description is as the following:

The basic concepts and principles about research methods in education;
research process (realizing a potential problem, identifying the sampling and
problem, data collection and analysis, interpretation of results); general
characteristics of data collection tools; data analysis and evaluation; accessing
the databases for searching articles and theses; research designs and types of
designs; basic paradigms in scientific research; quantitative and qualitative
research designs; sampling, data collection and analysis in qualitative research;
validity and reliability in qualitative research; analyzing, evaluating and
presenting articles and theses; preparing research report compatible with
research ethics and principles; action research in education (YOK, 2018a).

As noted by HEC, the new pre-service teacher education program including FLE
underlines that the graduates of these programs should become intellectuals who have
a research-oriented mindset and have teacher-researcher identity (YOK, 2018b). It
becomes evident that pre-service teacher education programs have a great role in pre-
service teachers’ research engagement in and beyond pre-service teacher education.
Pre-service teachers’ conceptions of research are (re)defined with the gained
knowledge and skills to engage with and in research. This affects their attitude toward
research engagement as a professional development tool in their future professional

practice with an understanding of extended professional behavior (Reis-Jorge, 2007).

Following this course description, Department of FLE in Middle East Technical
University (METU), the context of the present study, describes the course objectives
in the syllabi for “Advanced Writing and Research Skills” for the two subsequent fall
terms and university catalog as the following (METU, 2013; METU, 2017a; METU,
2018):

This course is designed to introduce students to the essential basics of
conducting original research in education. Students are expected to engage in
data collection and conduct small-scale data analysis which will lead to the
production of a full-length research paper at the end of term. More specifically,
the course will involve choosing and narrowing down a topic for investigation,
finding and reviewing credible sources in existing literature, developing

5



original research questions and/ or hypotheses and a suitable research design
(qualitative, quantitative or mixed methods) that takes into account factors such
as reliability and validity. The rest of the course will focus on hands-on practice
in developing/adapting data collection tools, collecting and analyzing the data
(using specialized statistical software and procedures), and synthesizing the
results and formulating sound conclusions. Emphasis in the class will also be
placed on the know-how of writing a good research paper. With this aim,
students will be instructed on and given opportunities to practice their
summarizing, paraphrasing, quoting, citing and referencing skills. They will be
introduced to the “APA style manual” to ensure their conformity to widely
accepted academic standards when writing up their research.

As can be seen in the course descriptions, explicit references are made to the
engagement with and in research; however, how they are conceived by the
stakeholders in FLE program is missing in the big picture. Therefore, it is crucial to
investigate (i) the conceptions of research and research engagement held by pre-
service EFL teachers, and (ii) the views about pre-service EFL teachers’ research
engagement held by teacher educators in the teacher education program in order to
(iii) reveal the inherent (in)congruencies between their experiences and formal course

descriptions.

1.2 Statement of the Problem

Studies regarding teachers’ research engagement in ELT literature are investigated
from different dimensions such as in-service teachers’ views about and conceptions of
research, in-service teachers’ research experience as a means of professional
development, and pre-service teachers’ research engagement. Among these, a good
number of studies have been conducted in various contexts such as the UK (Tavakoli
& Howard, 2012), EFL (Borg, 2009; Moore, 2011; Sadeghi & Abutorabi; 2017) and
Turkish context (Beycioglu, Ozer & Ugurlu, 2010; Yesilgmar & Cakar, 2018) focusing
on how in-service ELT teachers conceive research. These studies also scrutinized in-
service ELT teachers’ beliefs and views about research engagement. Furthermore, in-
service teachers’ research engagement with regard to professional development aspect
has been studied extensively in EFL context (Shehadeh, Levis, & Barkhuizen, 2009)

and particularly in Turkey (Atay, 2008; Celik & Dikilitag, 2015; Wyatt & Dikilitas,
6



2016). In spite of the abundance of the studies conducted with in-service ELT teachers
in EFL context, the literature on pre-service teachers’ research engagement as a means

of professional development tool in the field of ELT is rather limited.

Research investigating research engagement of pre-service teachers offers an analysis
on different perspectives such as (i) the experience of research engagement in research
courses, (ii) the experience of research engagement in practicum courses, and (iii) the
conceptions of and views about research held by pre-service teachers; however, some
studies are conducted at postgraduate level teacher education programs. For example,
Reis-Jorge (2007) examined the process by which ELT teachers construct teacher-
researcher identities in a B.Ed. Teaching English as a Foreign Language (TEFL)
program. Also, Guilbert, Lane and Van Bergen (2016) studied the research literacy,
perceptions, experience of education students in general without a specific reference
to pre-service English teachers. In a similar vein, Medwell and Wray (2014) analyzed
the way pre-service teachers involved in classroom research as a means of developing
reflection and inquiry skills. Moreover, teacher educators’ beliefs are also integrated
in addition to that of pre-service teachers majoring in different teacher education
programs than ELT. To give a more concrete example, Joram (2007) focused on the
beliefs about knowledge and research in education in a teacher education program
while Pendry and Husbands (2000) analyzed pre-service teachers and teacher
educators’ views about the value of research in relation to professional development
in a postgraduate history teacher education program. All previously stated studies are
conducted in various settings but there is a paucity of related studies performed at the
undergraduate ELT programs in EFL context. The studies conducted in EFL context
scrutinize research engagement on the following dimensions: pre-service teachers’
research literacy skills (Banegas, 2018), their conceptions of research (Reyes-Cruz,
Rueda de Ledn-Barbosa, & Murrieta-Loyo, 2017) and the role of research engagement
on identity construction of pre-service EFL teachers (Trent, 2012).

As for the related literature in Turkish context, there are studies conducted on pre-

service EFL teachers’ professional development needs in practicum (Geng, 2016), and
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their opinions about the ways of professional development (Inal & Biiyiikyavuz,
2013). Drawing on these studies, research engagement is valued highly by pre-service
EFL teachers; however, to the best knowledge of the researcher, there is a limited
number of studies particularly focusing on pre-service EFL teachers’ research
engagement in undergraduate FLE programs in Turkish context. Even though the
majority of studies widely discussed in-service EFL teacher’ research engagement
(Aksit, 2010; Atay, 2008; Bulut, 2011; Karakaya, 2015; Wyatt & Dikilitas, 2016) in
Turkey, there are some studies that scrutinize the research engagement of pre-service
EFL teachers through various perspectives such as pre-service teachers’ conceptions
of research and experience of research engagement (Akyel, 2015; Elmas & Aydin,
2017) and engagement with research and its relation to professional growth in pre-
service teacher education (Altmer, 2016). However, these studies problematize
research engagement without explicit references to formal learning outcomes and
teacher educators’ views on pre-service teachers’ research engagement. On the other
hand, Sener (2017) examined research engagement through the perspective of teacher
educators and provided reflections as a research course mentor while Oztabay (2015)
focused on the congruencies between perceptions and realities of research engagement
in pre-service FLE programs referring to formal documents. Due to the fragmented
dimensions and limited research on pre-service teachers’ research engagement, an in-
depth understanding of the role of undergraduate FLE programs as well as teacher
educators is understudied. Therefore, there is a need to explore the role of FLE
programs in developing the knowledge base of conceptions and beliefs about research
as a professional development tool held by pre-service EFL teachers. Taking the
significant role played by pre-service teacher education and its stakeholders (i.e.
teacher educators) in the professional development of pre-service teachers into
consideration, the present study aims to address and build the contextual gap in ELT
literature through offering an analysis of (i) prior and (re)constructed conceptions of
research held by pre-service EFL teachers in professional development, (ii) the
(in)congruencies between self-reported learning outcomes by stakeholders (i.e. pre-
service teachers and teacher educators) and formally stated learning outcomes

provided by HEC and METU FLE, and (iii) teacher educators’ voices of pre-service
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teachers’ research engagement in terms of professional development in and beyond

the pre-service teacher education program.

1.3 Research Questions

The purposes of the current study are to explore (i) pre-service teachers’ and teacher
educators’ conceptions of and views about research in professional development, and
(i1) the (in)congruency between perceived and formal learning outcomes of research

engagement. In line with the stated aims, the following questions were addressed:

1. How do pre-service EFL teachers conceive research engagement in their
professional development?

a. What prior cognitions do pre-service EFL teachers bring to the research
course?

2. What are the perceived needs and reasons for, and challenges and benefits of being
engaged with and in research as a professional development tool for pre-service
EFL teachers?

a. To what extent are pre-service EFL teachers’ conceptions of research
congruent with the program’s goal?

3. How do teacher educators conceive research engagement in the professional

development of pre-service EFL teachers?

1.4 Significance of the Study

It is asserted that to have an in-depth insight into teachers’ research engagement it is
necessary to investigate their “attitudinal, conceptual, procedural, and institutional
barriers to research engagement” (Borg, 2009, p. 358). In Turkish context, the studies
have been conducted on attitudinal and institutional levels (Aksit, 2010), procedural
(Atay, 2008; Wyatt & Dikilitas, 2016), and conceptual (Bulut, 2011; Karakaya, 2015)
components of research engagement with in-service EFL teachers. Nonetheless, the

studies have been conducted on pre-service teachers’ research engagement in these
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perspectives is rather limited to have a deeper understanding of pre-service teachers’
perceived needs and reasons for research engagement besides challenges and benefits
of research engagement as a professional development tool in and beyond pre-service
teacher education program. Arguing for the need for the holistic nature in teacher
cognition studies, Borg (2006) suggested studies scrutinizing teacher cognition should
have a bearing on the perceived learning outcomes by students. This study attempts to
add to the limited literature in Turkish context by revealing a holistic nature of research
engagement of pre-service EFL teachers through offering (i) an analysis on how not
only pre-service teachers but also teacher educators conceive pre-service teachers’
research engagement, and (ii) a comparative analysis on perceived and stated learning
outcomes of research engagement by stakeholders in a pre-service teacher education

program.

As suggested by Alptekin and Tatar (2011), there are many teacher cognition studies
conducted with pre-service teachers in Turkey, nevertheless, there are not ample
research studies concerning pre-service EFL teachers’ cognitions on research
engagement. Borg (2007) addressed the need to problematize research engagement in

ELT and offer empirical findings as the following:

If as a field ELT values and wants to promote and support research engagement
by teachers more widely, it is necessary for it to begin to generate the empirical
evidence which is required to inform initiatives of this kind (p. 745).

The holistic nature of the present study offers an analysis of the pre-service EFL
teachers’ prior and existing cognitions of research, so it reveals what cognitions they
bring to the research course. Making these cognitions explicit has the potential not
only to inform teacher educators about pre-service teachers’ needs and expectations
regarding research engagement but also the design of the research course. HEC (YOK,
2018a) states that the research course in line with the curriculum renewal, pre-service
EFL teachers need to be familiar with different kinds of research such as teacher
research (TR) and action research. Therefore, establishing a baseline of conceptions

and views about research informs the prospective design of the research courses,
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curriculum, and stakeholders in an undergraduate FLE program in Turkey in the light

of the prospective implications this study might have.

Moreover, this study investigates pre-service teachers’ and teacher educators’
perspectives on the nature of the posited relationship between research engagement
and professional development as well as practice. Therefore, the study has implications
for pre-service teachers and teacher educators in terms of the empowering pre-service
teachers’ teacher-researcher identities. Revealing the perceived challenges and
benefits of research engagement as well as reasons and needs for research engagement
might help stakeholders in terms of how to respond to these perceived views. In a
similar vein, the current study has the potential to inform stakeholders (i.e. HEC and
FLE program) to design interventions to help pre-service teachers to become more
cognizant on the process of TR. Learning about TR enables them to learn about
themselves as professionals, their classrooms, learners, and instruction, which greatly
contributes to their professional development and becoming inquiring practitioners

themselves.

The comparison of self-reported and formal learning outcomes might show how
congruent the latter is interpreted by pre-service teachers and teacher educators in
terms of professional development. Therefore, this study has the potential to inform
the research course design, teacher educators and policymakers about the areas to take
action to help pre-service teachers progress through the research engagement
continuum in and beyond the pre-service teacher education in order to become
research-engaged professionals. Also, this research study establishes a niche and
background for other prospective studies on pre-service EFL teachers’ research

engagement in undergraduate or graduate FLE programs.

1.5 Definition of Key Terms

In the section to follow, operationalized definitions of the terms adopted throughout

the present study are presented.
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Professional Development: Professional development is referred as systematic
activities geared towards long-term professional growth (Richards & Farrell, 2005)
and a positive “change in the classroom, in the practices of teachers, in their attitudes
and beliefs, and in the learning outcomes of students” (Guskey, 2002, p. 381).

Teacher Research: “Systematic inquiry and qualitative and/or quantitative,
conducted by teachers in their own professional contexts, individually or
collaboratively (with other teachers and/or external collaborators), and which aims to
enhance teachers’ understanding of some aspect of their work, is made public, has
potential to contribute to better quality teaching and learning in individual classrooms
and which may also inform institutional improvement and educational policy more
broadly” (Borg, 2010, p. 395).

Teacher Research Engagement: “Teacher research engagement has two dimensions:
using research, mainly from reading publications, and doing research” (Borg, 2013, p.
3).

Teacher Cognition: “The beliefs, knowledge, theories, assumptions and attitudes that
teachers hold about all aspects of their work™ (Borg, 1999 as cited in Borg 2006, p.
49).

Beliefs: “Statements teachers make about their ideas, thoughts and knowledge that are

expressed as evaluations of what should be done, should be the cased and is preferable”
(Basturkmen, Loewen & Ellis, 2004, p. 244).
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CHAPTER 2

LITERATURE REVIEW

This chapter offers relevant literature on research engagement in three sections. First,
the concept of teacher cognition, the framework employed in the study derives from,
is introduced so as to form a basis for the role of conceptions in the mental lives of
pre-service teachers. In the section to follow, the concept of research engagement from
a professional development perspective is presented along with the related
terminology and former empirical studies conducted in pre-service and in-service
teacher education programs in various contexts. The last section includes a review of
literature and related empirical studies focusing on (i) pre-service teachers' research
engagement experiences, (ii) reflections of teacher educators on pre-service teachers'
research engagement and (iii) practicum courses with regards to research engagement
at the pre-service teacher education level.

2.1 Conceptual Framework: Teacher Cognition

Research on teacher cognition emerged as a line of inquiry in the late 1960s as an
alternative to studying merely observable teaching behaviors. The underlying reasons
for teacher cognition research to be given an increasing prominence are twofold. First,
there was a growing awareness on the notion that teachers have a substantial potential
to transform the educational processes due to the shift from being passive transmitters
of knowledge to the more proactive agents (Borg, 2006). Second, there has been a
growing awareness on the need to study “mental lives” of teachers as well instead of
relying solely on the observable part of teaching behaviors to have a complete
understanding of teaching and learning process (Borg, 2006, p. 6). Therefore,
investigating teachers' cognitive processes sheds further light on the interplay between

the unobservable dimensions shaping teaching-learning process (i.e. judgments,
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expectations, hypothesis and decisions of teachers) and the observable practice of
these dimensions (i.e. actions of teachers) (Shavelson & Stern, 1981). Building on this
notion, Clark and Peterson (1986) further suggest that there is a bidirectional
relationship between teachers’ cognitions and their actions. This means that the
conceptions held by teachers are not affected only by their practice but also have the
potential to influence their actions. Therefore, teacher cognition is considered to be the
utmost importance in terms of obtaining an in-depth understanding of teachers'
implicit theories about teaching as well as the effects of these tacit theories on teachers'
praxis and vice versa. Moreover, studying teacher cognition is also closely linked to
having a deeper understanding of the processes of decision-making and planning

besides teachers' implicit theories (Clark & Yinger, 1977).

In the field of teacher education, teacher cognition has traditionally attracted
considerable attention. Studying cognition with an emphasis on teacher reflection and
its effects on learning to teach provides an insight about how teacher knowledge
informs praxis in line with the growing interest in reflection as a means of professional
development (Fenstermacher, 1994). For example, Shulman (1987) examines how
teacher knowledge is acquired and employed in teaching practice. In a similar vein,
the researcher explores how teacher knowledge could be represented. According to
Shulman (1987), what teachers know might be classified under seven types of
knowledge some of which were “subject-matter content knowledge, pedagogical
content knowledge, curricular knowledge, knowledge of learners and their
characteristics, knowledge of educational contexts and knowledge of educational
ends” (Shulman, 1987 as cited in Borg, 2006, p. 19). Similarly, Carter (1990) suggests
three categories under which teacher knowledge could be categorized: (i) processing
of information (ii) practical knowledge and (iii) pedagogical content knowledge.
Different from the previously offered classification, information processing category
contains the knowledge teachers employ for decision making. Also, practical
knowledge category contains the knowledge derived from individual and classroom
knowledge. Convergently, pedagogical content knowledge emerges as a significant

concept which is widely used today in teacher cognition studies. Pedagogical content
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knowledge means that knowledge of pedagogy and content is transformed in a way
that enables teachers to arrange, deliver and adjust their instruction in line with the
learners’ needs and the context of teaching. In the 1990s, Thompson (1992)
problematized the teacher cognition in the dimensions of beliefs and conceptions
rather than what teachers know. More specifically, she investigated the interplay
among beliefs, conceptions and teachers' actions and offered an operationalized

definition of conception as the following:

Mental structures encompassing both beliefs and any aspect of the teachers'
knowledge that bears on their experiences, meanings, concepts, propositions,
rules, mental images and the like- instead of just beliefs (Thompson, 1992, p.
141 as cited in Borg, 2006, p. 27).

This body of knowledge in teacher cognition is also reflected in teacher education.
Newer models of explaining teacher cognition that take teacher education into account
have emerged. Drawing on the understanding that learning to teach is a multifaceted
process comprising of changes in cognitive, affective and behavioral domains,
Richardson (1996) highlights the importance of beliefs and attitudes in the process of
learning to teach. This concept is defined by Freeman (2002, p. 4) ““...as a matter of
mastering content on the linguistic and meta-linguistic levels, practicing classroom
methodologies and technique, and learning theoretical rationales for them”. It is
suggested that pre-service teachers bring prior beliefs to teacher education programs,
which affects what and how pre-service teachers learn. Richardson (1996, p. 106)
further discerns three sources of experience that are powerful in shaping pre-service
teachers' beliefs and knowledge pertaining to teaching as the following: (i) “personal
experience, (ii) the experience of schooling and instruction, and (iii) experience with
formal knowledge” (as cited in Borg, 2006, p. 30). The emphasis on former school
experience also resonates with the concept “the apprenticeship of observation” coined
by Lortie (1975). This defines the phenomenon in which pre-service teachers'
preconceptions about teaching are formed due to a large amount of time they spend as
students observing and assessing teachers' behaviors. For example, Johnson (1994)

argues that pre-service teachers' prior conceptions about teaching, teachers,
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instructional activities and materials constructed in their second language learning
experiences are heavily reflected on the instructional decisions that pre-service

teachers make during their practice teaching.

The recent focus of the studies on pre-service teachers' cognitions, which examined
the cognitions during and beyond pre-service teacher education by making references
to the influence of initial teacher education on practice, were on: (i) how former
language learning experience affects the cognitions of pre-service teachers, (ii) the
beliefs held by pre-service teachers pertaining the nature of language teaching, (iii) the
cognitions with regards to practicum experience and (vi) the instructional decision-

making process and practical knowledge of pre-service teachers.
In the light of the former empirical findings on teacher cognition, Borg (2006, p. 283)

provided a framework of the constituents which shape language teacher cognition as

illustrated in Figure 2.1.
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Figure 2.1 Constituents of language teacher cognition.
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In this framework, language teacher cognition is employed as an umbrella term
covering the constructs such as conceptions, perceptions, knowledge, and beliefs that
language teachers have about the profession. Acknowledging the impact of learning
to teach on language teacher cognitions, the framework recognizes the categories of
schooling and professional coursework. In this model, schooling refers to the prior
experiences and preconceptions about education and teaching-learning that pre-service
language teachers bring to pre-service teacher education programs and these might
affect pre-service teachers' cognitions at the pre-service teacher education level unless
these are made explicit to them. Professional coursework defines the role of
professional preparation through pre-service teacher education programs on the
development of language teachers' existing cognition. The bidirectional relationship
between language teacher cognition and pre-service teacher education implies that pre-
service teachers' prior cognitions also affect (thereof are affected) what and how they
learn to teach with regards to professional preparation. The factors of context in which
teaching practice takes place also contribute to the development of teacher cognition
as contextual factors act as mediators between teacher cognitions and teaching
behaviors. In a similar vein, classroom practice not only affects language teacher
cognition and but is also affected by that. Therefore, pre-service teachers' teaching
experience in practicum informs their cognitions about language teaching and
education in general “consciously through reflection or unconsciously” (Borg, 2006,
p. 283).

2.2 Professional Development and Teachers’ Research Engagement

Teachers hold a substantial influence on the development and academic achievements
of the learners they work with, achieving the learning outcomes of the programs they
work in, and the overall success of the education systems they are part of. Besides the
accomplishment of students in the cognitive domain, teachers also affect students'
affective outcomes, including their motivation and confidence (Borg, 2018).
Considering the fundamental role of teachers on teaching quality, it is crucial that

teachers need to engage in professional development for improving and updating
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themselves as practitioners who continuously seek professional and individual growth.
In that sense, teacher professional development becomes a significant component that

merits as much attention as the teachers themselves.

Although there is no consensus on the definition of professional development, three of
the most cited elements to define professional development are about the length,
systematicity, and impacts of it. Professional development is referred as systematic
activities geared towards long-term professional growth (Richards & Farrell, 2005)
and a positive “change in the classroom, in the practices of teachers, in their attitudes
and beliefs, and in the learning outcomes of students” (Guskey, 2002, p. 381).
Therefore, professional development underscores the progress and transformation in
teachers' professional activities and knowledge. Resonating with this idea,
professional development is perceived as a process that starts in and transcends beyond
pre-service teacher education through continuous efforts, activities, interventions
known as in-service teacher education. In other words, these continuous efforts are
employed throughout teachers’ professional careers. The recent paradigm shift from
traditional to non-traditional professional development has placed emphasis on
constructivist views regarding the nature and types of activities in professional
development (Villegas-Reimers, 2003). To be more specific, the transition from
teacher “training” to teacher “development” underscores the proactive role teachers
undertake to promote their professional growth in a bottom-up approach (Villegas-
Reimers, 2003). In that sense, the types of professional development activities and
practices teachers could engage cover but not limited to the collective development
such as peer collaboration (e.g., team teaching) and individual development through
self-directed study (e.g., action research) (Vrasidas & Glass, 2004 as cited in Vrasidas
& Zembylas, 2004). Engagement in these professional development activities
empowers language teachers to develop an awareness on their implicit theories and
beliefs about language teaching, their decision-making process in practice and
“learners' perceptions of classroom activities” (Richards & Farrell, 2005, p. 4). It also
enables English language teachers to update their professional knowledge by learning

about developments such as new methods in the field of ELT (Turhan & Arikan, 2009).
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Given the potential of professional development has in promoting professional
knowledge and practice, pre-service education programs are perceived as the key
agents to cultivate a culture for pre-service teachers to show extended professional
behaviors (i.e. engagement with and in research as well as enthusiasm to participate
in-service work) after they graduate (Willegems et al., 2018). More specifically, pre-
service teachers' prior and existing cognitions about professional development could
be screened and redefined by pre-service teacher education programs. As these
programs have the potential to provide opportunities for pre-service teachers to
become cognizant on their cognitions about professional development through the
reflection of prior and existing experiences, pre-service teachers are more likely to

show extended professional behaviors (Willegems et al., 2018).

Echoing the same aim, empirical studies are also conducted on pre-service teachers'
cognitions about professional development in the teacher education contexts in
Turkey. For example, Inal and Biiyiikyavuz (2013) conducted a qualitative study with
234 pre-service EFL teachers about their beliefs on the ways in which they would
engage in professional development after graduation in an ELT program in Turkey.
They argued that pre-service EFL teachers valued engaging with research through
academic books and journals as well as pursuing postgraduate degrees as they believed
it would contribute to their professional development. Contrarily, pre-service teachers
valued in-service seminars as a kind of professional development relatively less than
reading research and pursuing postgraduate degrees. The researchers underscored that
pre-service teachers' beliefs about the lack of professional development value of in-
service seminars were related to their preconceptions and experiences about these
professional development interventions as language learners. The researchers stated
further need analysis about in-service seminars was needed to adapt these interventions
in line with the pre-service teachers' needs. Moreover, pre-service teachers' motivation
to engage with and in research should be promoted and sustained at the in-service level
as well by incentives (e.g., the title of expert teacher assigned to ELT teachers who

had MA degrees) provided by Ministry of National Education.
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Geng (2016) investigated pre-service EFL teachers' professional development needs
in a practicum course. The qualitative study was conducted with twelve pre-service
EFL teachers in an ELT program. The findings underscored that one of the challenges
pre-service EFL teachers face was that they did not perceive the link between theory
and practice during their practicum experience. It is also suggested that pre-service
teachers need more practical opportunities where they could gain hands-on teaching
experience to develop practitioner knowledge since pre-service teachers theorize their
practice. As stated by Burns and Richards (2009), demonstrating practitioner
knowledge explicitly and providing instances by which pre-service teachers could
discern, reflect and revisit this type of knowledge are among professional development

needs in practicum.

Olcli Dinger and Seferoglu (2018) examined professional development plans as part
of career development of pre-service EFL teachers. A mixed method study (with
questionnaires and interviews) was conducted with 672 fourth-year pre-service EFL
students in various ELT programs in Turkey. Pre-service teachers were reported to
have a high level of motivation; however, their understanding about the professional
development activities was restricted only to traditional professional development
interventions that took place at an institutional level such as “in-service training,
graduate studies, attending conferences/workshops/ trainings” (p. 2049). The
researchers noted that non-traditional professional development activities such as
“reflective practices” (e.g., action research) and “cooperative” practices (e.g., peer
observation) were not stated as professional development activities since they did not
have knowledge about them (p. 2041). Therefore, it was argued that restricted
understanding pertaining professional development activities stemmed from the
preconceptions and prior experiences held by pre-service teachers about professional
development activities as well as insufficient training on professional development

activities at pre-service teacher education.

Taking the context responsive nature of professional development into consideration,

it is plausible to suggest the types of professional development activities employed by
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teachers differ to a great extent. According to the report by OECD (2009), research
engagement was stated to be the most powerful activity as a means of professional
development in a large-scale study conducted with secondary school teachers in 23
countries. Therefore, it can be said that research engagement merits as much attention

as professional development per se.

2.3 Teachers’ Research Engagement

Research engagement as a tool to promote professional development has gained
popularity since it allows teachers to involve in professional development through a
bottom-up approach, which emphasizes teachers' needs and interest regarding
professional development. Among the various conceptualizations and related aims of
research engagement, professional development perspective is emphasized in the
academic milieu as well. Cochran-Smith and Lytle (1999), and Hammersley (2004)
offer engagement in TR and action research, respectively, serve to (i) break and
promote social inequities by taking a critical stance, (ii) contribute to development of
teachers and schools in a more collaborative and communal sense, and (iii) promote
teachers' practically-oriented knowledge focusing on individual professionals.
Although the types and aims of activities through which teachers engage in research
(i.e. “taking action for change” through action research and “taking action for
understanding” through exploratory practice) vary, the impact of research on teachers'
professional development is highlighted (Allwright & Hanks, 2009, p. 172) Drawing
on these views, research engagement as a professional development tool enables
teachers to unfold their practical knowledge and reflect on them as well as to help them

solve the problems they encountered in teaching.

Engagement in and with research of teachers have received a lot of attention in the
field of ELT since the conceptualization of “research” is controversial. Teacher as
researcher movement (Stenhouse, 1975) is among the pioneering studies to promote
teachers' involvement in and with research. Stenhouse (1975) stresses the importance

of collaboration of researchers with “teachers as researchers” in the curriculum
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development as they are the key agents to promote teaching-learning quality. In that
sense, this movement contributes to the empowerment of teachers in the efforts to
minimize the theory and practice dichotomy. Nunan (1992) describes research in
second language education as “a systematic process of inquiry involving formulating
a question or questions, the collecting of data that have relevant bearing on the
question(s), the analysis and interpretation of the data, and the publication of the
outcome” (as cited in Nunan, 2018, p. 7). This definition of research might be
associated more with academic rigor in a more traditional sense and language teachers
might not perceive research as a relevant activity to their practice in this sense (Borg,
2009). On the other hand, with the emergence of TR in the form of action research in
the 1940s by Kurt Lewin, the emphasis has been placed on the proactive role of
teachers in taking the ownership of generating knowledge for their professional
development. Cochran-Smith and Lytle (1993) define TR as, “systematic and
intentional inquiry about teaching, learning, and schooling carried out by teachers in
their own school and classroom settings” (p. 27). Therefore, it is important to note that
TR has a set of fundamental characteristics; and therefore, not all inquiries performed
by teachers could be regarded as research. The most cited characteristics of TR in the
definitions provided by various researchers are systematicity, self-initiation,
reflection, clear purpose about enriching their understanding about profession and
dissemination of knowledge (Borg, 2013, p. 8). Thus, how research is conceived as a
concept by teachers has bearings on the elements and characteristics associated with
research as a professional development activity. To give a more specific example,
Borg (2013) examined the ELT teachers' beliefs about characteristics of good research
and enlisted these beliefs as the following: (1) objectivity, (2) contribution to the body
of knowledge, (3) linguistic and conceptual accessibility to research material, (4)
replicability, (5) ethics, (6) being built on existing literature, and (7) potential to
contribute teachers' practical knowledge. As revealed by teachers' beliefs, the
perceived overlap between the characteristics of conventional scientific research and
TR such as objectivity might occur since teachers lack conceptions or have
misconceptions not only about nature and types of research but also the criteria against

which scientific research and TR is evaluated per se.
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In a similar vein, how ELT teachers conceive research and what it entails affect the
way of their research engagement. Also, how research is conceived has bearings on to
what extent teachers are research-engaged professionals and engage in the evidence-
informed practice (Borg, 2009). Prior to the development of evidence-informed
practice, evidence-based practice has been given prominence with the aim of
increasing teachers’ research engagement. Evidence-based practice is defined as the
process by which “teachers engage with and in research to make pedagogical decisions
based on or informed by sound research evidence” (Davies, 1999 as cited in Borg,
2013, p. 14). Nonetheless, the shift from evidence-based practice to evidence-informed
practice puts emphasis on the proactive role played by teachers in generating
knowledge. As one of the premises of evidence-informed practice, teachers need to
use available evidence in their teaching context and they need be generator of their
own knowledge rather than passive consumers of generalized findings which
overlooks the contextual factors and are provided by experts in evidence-based
practice (Hammersley, 2007). This shift is also significant in promoting the perceived
relevancy of research to teaching practice. In the light of evidence-informed practice,
teachers are expected to engage with research, filter and evaluate the outcomes
according to their teaching context, students' needs, and interests in order to increase
teaching quality and students’ learning outcomes. Also, an increase in the perceived
relevancy of research to practice is associated with the enrichment in professional
identities assumed by teachers. For example, Gewirtz et al. (2009) stated researcher
identity is integrated into teacher identity when teachers take the ownership of their
knowledge, assume new roles for professional commitment and develop an
understanding of research which a feasible activity they could engage with and in.
Although the types of research might differ, each is a rigorous process that needs
careful planning and implementation. Also, teachers including ELT teachers need to
have the basic set of skills, knowledge, and understanding about research to engage
research as a professional development tool. Therefore, research becomes an umbrella
term covering both “standard scientific research” (Robson, 2002, p. 19) and TR in
different forms (e.g., action research and exploratory research) so as to avoid

polarization between researcher and teacher tension and is motivated with the notion
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that they are complementary endeavors to enhance teachers professionally (Bailey &
Nunan, 1996; Freeman, 2018).

2.4 Research Engagement in Pre-service Teacher Education

In order to promote a long-term research engagement, teacher education programs,
especially at pre-service levels, deserve specific attention since they are perceived as
the initial stage of professional development (Feryok, 2010; Freeman, 1993; Stuart,
Akyeampong & Croft, 2009). Pre-service foreign language teacher education
programs often act as mediators in shaping prospective EFL teachers’ dynamic and
complex cognitions about any aspect of future teaching including conceptions about
research engagement (Borg, 2006).

Motivated with the notion of professional development, inquiry-oriented approach to
education has gained attention as one of its premises is “to look at evidence as a means
of improving practice and enhancing learning” (Cordingley, 2004, p. 83 as cited in
Oztabay, 2017, p. 98). Given the significance of “inquiry-oriented” approach to
teacher education, the need to include a dedicated research course to foster pre-service
teachers' research skills and educate “research-capable” pre-service teachers have
received attention (Oztabay, 2015). Moreover, as stated by Reis-Jorge (2007), the
purpose of the inclusion of research course in teacher education are twofold: (i) “an
academic perspective which focuses mainly on the development of teacher's academic
skills and abilities to deal with theoretical discourse”, and (ii) “a professional
development perspective which draws on the reflective practitioner model to
encourage teachers to adopt a reflective stance to practice as a means of on-going
professional development” (p. 402). Both purposes serve pre-service teachers to move
along the research engagement continuum (i.e. ranging from engagement with to in
research). To put it differently, the former (i.e. academic perspective) might help pre-
service teachers gain the necessary skills and knowledge to be capable consumers of
research by improving their academic skills and it could be regarded as the initial step

of research engagement in that sense. The latter (i.e. professional development
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perspective) might have direct links to help them to demonstrate extended professional
behaviors by gaining initial research competence in pre-service teacher education and
engage in TR in their own professional in-service context (Banegas, 2018; Willegems
etal., 2018).

From both the academic and professional development perspectives of research
engagement underlined by Reis-Jorge (2007), pre-service teachers need to have basic
skills, knowledge, and experience in order to engage with and in research. In this
picture, pre-service teacher education programs serve as key agents in the provision
and establishment of these skills, knowledge, and experience. In the process of
educating research-capable teachers, research literacy is one of the key competencies
valued by pre-service teacher education programs. Research literacy is defined as the
following by Kostoulas (2018, p. 14):

...teachers' ability to use the scholarly record in sensible ways. It involves the
ability to locate relevant information, the ability to subject this evidence to
critical scrutiny, and the ability to synthesize it into a useful working theory.

Research literacy requires higher-order thinking skills such as critical thinking,
interpreting and synthesizing, and the integration of this information gained through
reading into teachers’ professional activities. In this sense, engagement with research
has the potential to help pre-service teachers to link the theory to their practical
knowledge and minimizes the perceived dichotomy between practice and teaching
(Lambe, 2011). In a study exploring the perceptions of pre-service EFL teachers and
a teacher educator on the benefits and challenges of engagement with research in a
research course, Banegas (2018) found out that the course made positive contributions
to the course participants’ teacher-researcher identities as language teacher
professionals. While pre-service teachers familiarized themselves with the stylistic and
rhetorical conventions of the language used in research reports and experienced a
growth in their professional knowledge base, they also had difficulties in putting this
into action in the form of academic writing and meeting assignment deadlines. In the

same study, the teacher educator believed that the pre-service teachers gained content

25



knowledge while they struggled in such domains as critical thinking skills and
academic writing. Collectively, these results encouraged Banegas (2018) to conclude
that pre-service teachers are to be further scaffolded in areas such as critical thinking

and academic writing.

In a similar vein, research course and pre-service teacher education programs are also
perceived as fundamental in the development of pre-service teachers' research skills.
For example, Reis-Jorge (2007) examined the impact research course and B.Ed.
(Honors) TEFL program on ELT teachers’ perceptions of TR and their future
professional stance as “inquiring practitioners” (p. 405). The findings showcased that
teachers gained necessary research skills to fulfill the requirements of writing a
dissertation at the end of the program such as critical and analytical reading as well as
academic writing skills. Nonetheless, the rigor to complete a research project, the need
for extended timelines, and the expertise for conducting a research study were all
stated as major impediments for research engagement. Regarding their views on TR,
teachers were reported to regard TR as an activity to solve problems in teaching based
on teachers’ own occasional reflection without systematicity (p. 414). The researcher
concluded that perceptions and experience of standard conventional research done for

the fulfillment of academic requirements might have bearings on how TR is conceived.

Besides the development of skills, how the concept of research is perceived and
experienced by pre-service teachers influence and are influenced by the formation of
their language teacher identities. In other words, whether perceiving research as a
relevant activity to practice or an academic endeavor that is performed for academic
purposes has bearings on constructing a variety of identities such as teacher, researcher
or teacher-researcher identities. Shaw et al. (2008) conducted a study with 159 fourth-
year pre-service education students and revealed pre-service teachers who had higher
levels of motivation and self-efficacy in research engagement felt a sense of
commitment to “researcher community” (p. 89). On the other hand, the majority of

pre-service teachers in the study perceived themselves as “unconnected” to a “research
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and learning community” and preferred not to pursue postgraduate studies in their

teaching careers (p. 89).

It is also noted the perceived values of research engagement attributed by stakeholders
(i.e. in-service teachers, schools, and administrations) in the context of teaching are
influential in the conceptualization of research and construction of teacher-researcher
identities of pre-service teachers. To be more specific, Trent (2012) investigated the
impact of research engagement of six pre-service EFL teachers on their identity
construction in their practicum experience. The results illustrated that pre-service EFL
teachers conceived engagement with research as a facilitator to solve classroom
problem and to improve their teaching. In this sense, their researcher identities
contributed to the construction of teacher identities. However, construction of teacher-
researcher identity was found to be challenging for pre-service teachers since
engagement in research as a professional development tool was not supported by the
context of teaching and it was not among the job description of an English Language
teacher. Therefore, the perceived images of in-service teachers’ attitude towards
research and their research engagement are reflected in pre-service teachers’
conceptions of research and language teacher identity construction, which influences

pre-service teachers’ research engagement beyond teacher education.

In a similar vein, practicum experience in shaping pre-service teachers’ conceptions
of research is given prominence since pre-service teachers observe and draw broader
conclusions about research engagement performed in their prospective teaching
context, which could affect their teacher-researcher identities. In this sense, Gitlin et
al. (1999) investigated to what extent pre-service teachers’ cognitions about research
were influential to shape practicum experience in inquiry-oriented pre-service teacher
education. The data from pre-service teachers who were studying at elementary and
secondary education undergraduate programs showcased that school placement played
a major role in developing pre-service teachers’ conceptions about research. In other
words, the schools which provided conducive conditions for research engagement and

cooperating teachers who used research findings to inform their practice aided pre-
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service teachers to link theory to practice. Also, pre-service teachers who had
practicum experience in these schools conceived research as an activity that had
practical and potential professional development value in their teaching careers.
Therefore, providing pre-service teachers with the opportunities where they link theory
to practice enhances their conceptions about research as an activity not only exclusive

to academia but also practitioners as a professional development tool.

There has been an emphasis on teacher educators’ conceptions of research. It is noticed
that teacher educators in pre-service teacher education programs need to understand
how research is conceived by pre-service teachers in order to address their needs and
problems that might avoid research engagement in professional development.
Therefore, teacher educators' beliefs about research engagement are also integrated in
addition to that of pre-service teachers while scrutinizing research engagement. For
example, Pendry and Husbands (2000) analyzed the impact of pre-service teacher
education on educating teachers who engaged with research as a professional
development tool when they started their teaching careers. Quantitative data was
collected from teacher educators and students at 13 postgraduate history teacher
education programs. The results indicated students, who were also novice teachers,
gave prominence to reading research as it contributed to their professional
development by “making sense of teaching and learning” but fell short to solve
"practical challenges” (p. 333). In contrast, the researchers argued that teacher
educators perceived students' engagement with research was limited to a few books
used in the course and needed to be enriched by reading more research materials.
Hence, the roles of pre-service teacher education programs and teacher educators are
not only influential in the development of pre-service teachers’ research skills and
knowledge about research but also fundamental in helping pre-service teachers to
become both producer and consumer of research beyond pre-service teacher education.
Therefore, it is noted stakeholders need to include elements in pre-service teacher
education to sustain and meet pre-service teachers' professional development needs

through equipping them with means to engage with the findings of both practice-
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oriented research and theory-based research materials as well as engage in TR (Burns
& Richards, 2009; Pendry & Husbands, 2000).

As for Turkish EFL context, pre-service EFL teachers’ research engagement has been
under scrutiny from different dimensions as well. Although limited in number, studies
investigated pre-service teachers’ experience of research engagement as a professional
development tool in practicum (Akyel, 2015) and their conceptions of research
engagement in a research course (EImas & Aydin, 2017). Also, pre-service teachers’
engagement in a TR project was examined with regards to pre-service teachers’
development of classroom research skills and a teacher educator’s overall experience

as a mentor (Sener, 2017).

Akyel (2015) problematized pre-service EFL teachers’ perceptions of research
engagement as a professional development tool in the practicum experience. The
mixed method study was conducted with 24 fourth-year pre-service EFL teachers who
took a course dedicated to TR in an ELT program. The findings showcased that pre-
service teachers recognized the impact of TR on their teaching practice as it enabled
them not only to reflect more “analytically”” and “objectively” on their teachings as a
problem-solving activity but also to become cognizant on the ways to sustain
professional development. On the other hand, the challenges of research engagement
reported by the pre-service teachers were about not having complete control of the
class, limited time spent at practicum, and the difficulty of collecting data. As one of
the highlights of the study, the majority of pre-service EFL teachers stated that they
would engage in research on the condition that school administration advocated their
engagement. More preferably, they stated they would engage with research when they
start their teaching career as they believed research engagement would help them to
keep themselves updated about new developments, enhance teaching-learning, and
avoid burnout. It was argued that pre-service teachers examined, problematized and
restructured their understanding of teaching-learning in which research engagement

was perceived as a fundamental need for professional development.
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Elmas and Aydmn (2017) investigated pre-service EFL teachers’ conceptions of
research skills and experience in a research course offered by an undergraduate ELT
program. The course was designed within the scope of the course descriptions
provided by HEC. The qualitative study was conducted with 44 pre-service EFL
teachers and data were collected through diaries, reflections, and interviews. The
highlights of the study were about the benefits and challenges pre-service teachers face
in their overall research course experience. Pre-service teachers were found to have
developed their research skills, as they (i) obtained content knowledge within the scope
of their research topics, (ii) gained knowledge of methodological issues to conduct
research, (iii) developed their language skills in English (i.e. writing and reading), and
(iv) improved higher-order thinking skills such as critical thinking, problem-solving,
and synthesizing. The challenges they had in research engagement was about
accessing research materials, understanding the language of academic texts, and heavy
workload to meet deadlines. The researchers suggested that pre-service EFL teachers’
professional growth could be fostered at the pre-service level through extra support
provided by teacher educators since close collaboration with teacher educators could
enable pre-service teachers to overcome difficulties they faced. In a similar vein,
Oztabay (2015) scrutinized the (in)congruencies between perceptions and realities of
research engagement stated by formal documents in undergraduate ELT programs.
The researcher argued the need to integrate elements of TR into the compulsory
research course designed by HEC in order to assist pre-service teachers (i) to transfer
their research-based knowledge to practice and (ii) to perceive research as a practical

inquiry having professional development value.

Sener (2017) examined the experience of pre-service EFL teachers’ involvement in
classroom research and a teacher educator’s overall experience as a mentor inan ELT
program through an exploratory case study. 66 pre-service EFL teachers, who had
taken the compulsory research course designed by HEC, completed research projects
in the form of classroom research on ELT topics such as speaking anxiety and teacher
competency. The findings uncovered that pre-service teachers benefited from

engagement in classroom research as they developed conceptions of research that had
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practical value. Also, the participants perceived the potential to contribute to their
professional development since it served as a “feedback to improve” (p. 61) although
some pre-service teachers held the conception that research was an activity exclusive
to academics. They were also reported to develop their academic reading and writing
skills as well as self-confidence. The difficulties they had were related to the research
literacy skills such as locating relevant sources besides referencing and paraphrasing
skills. The teacher educator pointed out her experience was rewarding and motivating
as a mentor due to creating an opportunity for pre-service teachers to engage in
classroom research, helping them disseminate their research outputs, and raising other
teacher educators’ awareness about how pre-service teachers could engage in

classroom research.

Overall, the concepts, terminologies and the framework for studying pre-service
teachers’ conceptions of research engagement were represented in this chapter with
the following order: (i) the concept of and conceptual framework for language teacher
cognition, (ii) the relationship between professional development and research
engagement, (iii) conceptualization of teachers’ research engagement, and (iv)
research engagement at the pre-service teacher education from professional
development perspective. The critical presentation of related empirical studies was
also presented to form a basis to understand pre-service teachers’ research engagement

with regards to professional development.
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CHAPTER 3

METHODOLOGY

The following chapter gives a detailed account of the methodology employed in the
current study in five subsequent sections: research design, setting, participants, data
collection instruments and procedures, and data analysis.

3.1 Research Design

The overall aim of the present study was to explore pre-service EFL teachers’ and
teacher educators’ conceptions of research engagement. This study was also aimed to
uncover pre-service EFL teachers’ self-reported views about research engagement as
a means of professional development tool. In order to achieve these goals, a mixed
method embedded single case design was adopted. With these attempts in mind, the

following research questions were formulated:

1. How do pre-service EFL teachers conceive research engagement in their
professional development?

1.1. What prior cognitions do pre-service EFL teachers bring to the research
course?

2. What are the perceived needs and reasons for, and challenges and benefits of being
engaged with and in research as a professional development tool for pre-service
EFL teachers?

2.1. To what extent are pre-service EFL teachers’ conceptions of research
congruent with the program’s goal?

3. How do teacher educators conceive research engagement in the professional

development of pre-service EFL teachers?
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The present study was designed as a case study. A case study research design, also
referred to as a comprehensive research strategy, aims to provide in-depth insights into
a phenomenon, process, theme or a case bounded by a specific time and place
(Creswell, 2012; Stake, 1995). The case might be about real-life entities such as a
single individual, family, organization, group(s) of people, process or a relationship.
Moreover, case studies are conceived as appropriate research designs under several
circumstances such as: (i) for answering how and why inquires, (ii) when the case
under investigation do not require control over behavioral events within a bounded
system, and (iii) when the distinction between the case and the context is not obvious
(Yin, 2003). To uncover how pre-service teachers and teacher educators conceive
research engagement in terms of professional development and to further reveal the
underlying factors shaping these conceptions, a case study research design was

employed.

More specifically, this study could be considered as an intrinsic case study, since it is
conducted with an aim of exploring a particular issue, phenomena or theme bounded
by a particular time and place, which is the focus of the study itself (Creswell, 2013).
In the present study, the aim is to explore the unique case itself (the pre-service EFL
teachers’ research engagement in METU FLE) rather than providing an understanding
of the other pre-service EFL teachers’ studying at other universities and/or FLE

programs.

This case study requires sub-units and analysis of these sub-units within the same
context because each sub-unit is considered important for the best exploration of the
case, which is called an embedded single case study design (Yin, 2003). Yin explains

embedded case studies with a specific example as follow:

For instance, even though a case might be about a single organization, such as
a hospital, the analysis might include outcomes about the clinical services and
staff employed by the hospital (and possibly even some quantitative analyses
based on the employee records of the staff) (2003, p. 42).
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Moreover, as stated by Yin (2003), the shift or orientation might occur during the
course of the research study due to the holistic and global approach in single case
studies. Therefore, it is an appropriate choice to divide the case into logical sub-units
to stay on track. The units of analysis are defined by the research questions for the

present study.

In order to forestall exploring the case (the pre-service EFL teachers’ research
engagement in METU FLE) without any reference to operational definitions about
factors influencing teacher cognition (i.e., schooling, professional coursework,
classroom practice), sub-units of analysis were formed as illustrated in Figure 3.1. In
the context (METU FLE) of the study, sub-units of analysis consisted of pre-service
EFL teachers and teacher educators. Sub-units might be developed through various
sampling techniques being convenience and criterion sampling which are discussed in
detail in Section 3.3 (Yin, 2003). In addition, various data collection tools are used to

investigate each sub-unit, ranging from questionnaires to document analysis.

Context
Case
Schooling: Pre-service EFL teachers who (Classroom  Practice  including
did not take the research course Practice teaching): Pre-service EFL

. . teachers who took the research course
Professional Coursework: Pre-service

and practicum course (have limited
EFL teachers who took the research course

teaching experience)
Teacher Educators who offered the

research course

Figure 3.1 Sub-units of analysis in the context.
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A mixed method research design was employed in the study. In the context of the
present study, quantitative design was utilized to investigate only “what” perceptions
pre-service EFL teachers held about research engagement, whereas qualitative design
served to investigate “how and why” questions about pre-service EFL teachers’ and
teacher educators’ views on research engagement with regards to professional
development. In other words, rather than providing a general view of conceptions of
pre-service teachers’ research engagement, this study aims to explore the underlying
reasons and/or factors building these conceptions. Taking this into consideration, the
use of mixed method design was more advantageous, since it brings more data to shed
light onto the selected case than quantitative or qualitative design per se (Creswell &
Plano Clark, 2011). First, due to the relatively big sample size of pre-service EFL
teachers at METU FLE, quantitative research design via questionnaires was employed.
On the other hand, the small sample size was required for the in-depth exploration of
the case, which was possible through qualitative data collection tools such as semi-
structured interviews and documents. Finally, data triangulation and multiple sources
of data collection are important requirements to elicit a comprehensive understanding
of the selected case and increase reliability, which renders the mixed method design

suitable to the aims of the present study (Creswell & Plano Clark, 2011).

In accordance with the types of mixed method design stated by Creswell (2012), an
embedded design was adopted in the present study. The embedded design aims to
collect both quantitative and qualitative data sequentially (before, during or after one
another) to address different research questions, but the former (i.e. quantitative)
augments and informs the latter (i.e. qualitative) form of collected data. As underlined
by Creswell (2012), quantitative design might be used before the qualitative part to
determine the sampling strategies for qualitative section. The embedded phases of

quantitative and qualitative data are sequenced as in Figure 3.2:
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Figure 3.2 Mixed method embedded design.

Within the context of this study, the phases of the embedded design were connected to
each other. The first step of research design being quantitative paradigm informed the
second step, which was the qualitative interviews. Based on the quantitative results,
the recruitment of participants for semi-structured interviews with pre-service EFL
teachers (the third- and fourth-year pre-service teachers) was conducted through
criterion sampling to shed light onto the pre-service teachers’ research engagement.
Last but not least, qualitative design steps informed each other since the findings of
semi-structured interviews were compared to the results of the document analysis to
provide an in-depth exploration of how congruent pre-service teachers’ and teacher
educators’ views about research engagement was to the formal documents pertaining
to their research engagement.

3.2 Setting

The setting of the present study is the Department of Foreign Language Education
(FLE) at Middle East Technical University (METU). Since HEC took the
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responsibility of education institutes and gave the control to the Faculties of Education
in 1981, FLE was founded as one of the departments of the Faculty of Education at
METU in 1982. Located in Ankara, METU is known to be one of the research
universities in Turkey, and METU FLE contributed to the accreditation studies about
the former pre-service teacher education programs as a piloting university in the
previous years (YOK, 2018b).

For the admission to FLE programs in Turkey, students are required to take two nation-
wide standardized exams which are Basic Competencies Exam (Temel Yeterlilik Testi)
and Foreign Language Exam (Yabanc: Dil Testi) as of 2018. Students are placed to
FLE according to their scores obtained from these two exams. In addition to this,
prospective pre-service teachers who are placed at METU FLE need to take the METU
EPE (English Proficiency Exam - the passing grade is 70 out of 100 for FLE students)
or declare a TOEFL IBT or IELTS Academic score before starting the first-year
undergraduate education. Pre-service EFL teachers study at FLE programs for four

years in line with the curriculum provided by HEC.

Following the framework provided by HEC, METU FLE offers the compulsory
courses in three different categories namely; Subject Matter (dlan Egitimi),
Pedagogical Formation (Meslek Bilgisi) and General Culture (Genel Kdltir). In
addition to these must courses, elective courses are offered with an emphasis in the
areas of literature and linguistics (METU, 2017b). The curriculum includes but not
limited to the courses such as ELT methodology, language acquisition, teaching
language skills, English language testing, and evaluation. Also, there are courses, such
as Introduction to Education and Information Technology in Education, offered by
departments like Educational Sciences (EDS) or Computer Education and Information
Technologies (CEIT).

At METU FLE, pre-service teachers take the compulsory FLE 311 Advanced Writing
and Research Skills with regards to research education. The course provides a

theoretical dimension to research as well as hands-on experience with research. First,

37



teacher candidates are presented with the fundamental concepts for carrying out
research in the field of education. Second, pre-service teachers engage in the phases
for conducting original research such as deciding on the topic, forming research
questions, reviewing literature, collecting data, drawing conclusions, and generate a
research report in the form of a research paper (METU, 2013). The course description

has been stated in METU Catalogue as the following:

This course is designed to introduce students to the essential basics of
conducting original research in education. Students are expected to engage in
data collection and conduct small-scale data analysis which will lead to the
production of a full-length research paper at the end of term.

More specifically, the course will involve choosing and narrowing down a
topic for investigation, finding and reviewing credible sources in existing
literature, developing original research questions and/ or hypotheses and a
suitable research design (qualitative, quantitative or mixed methods) that takes
into account factors such as reliability and validity. The rest of the course will
focus on hands-on practice in developing/adapting data collection tools,
collecting and analyzing the data (using specialized statistical software and
procedures) and synthesizing the results and formulating sound conclusions.
Emphasis in the class will also be placed on the know-how of writing a good
research paper. With this aim, students will be instructed on and given
opportunities to practice their summarizing, paraphrasing, quoting, citing and
referencing skills. They will be introduced to the “APA style manual” to ensure
their conformity to widely accepted academic standards when writing up their
research (METU, 2013).

Moreover, pre-service teachers are required to complete practicum courses in their last
two semesters before graduation. At METU FLE, these courses are offered as FLE
425 School Experience and FLE 404 Practice Teaching. Senior pre-service teachers
engage in teaching in a primary or secondary school under the supervision of a
cooperating teacher at practicum and teacher educators at METU FLE. Moreover, pre-
service teachers are required to observe and complete pre-determined tasks in the form
of a reflection journal on such topics as classroom management and teaching skills,
etc. They also have in-class discussions about their teaching experience at METU FLE.
Upon the successful completion of all courses and credits offered at METU FLE, pre-
service teachers graduate and teach at various levels ranging from primary to tertiary

level.
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Considering the inherent characteristics of the site of the study, the rationale behind
selecting METU FLE was twofold. First, “A case may be chosen deliberately because
of its unique character, thus presenting itself as a rich opportunity and exemplar for
focused study — for example, a highly successful secondary school for adolescents of
color in a lower-income neighborhood” (Saldania, 2011, p. 9). This university was
chosen specifically, since pre-service teachers are required to engage with and in
research and produce a research paper at the end of the semester, which enabled the
researcher for the exploration of the case that is information-rich. The other reason

was the convenience of accessing the site of the study.

3.3 Participants

The participants in the present study are mainly two groups which are the pre-service
EFL teachers and the teacher educators at METU FLE.

The sub-groups of pre-service teachers consisted of the first- and second-year students,
third-year students, and fourth-year students in the light of the teacher cognition

framework suggested by Borg (2006) as illustrated in Figure 3.3.

Figure 3.3 Participants in the study.
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The rationale behind the formation of these sub-groups was related to related profiles
which correspond to the factors shaping teacher cognition such as schooling,
professional coursework, and classroom practice including practice teaching. The
first- and second-year participants have not taken the research course yet. The first-
year students will take the research course in line with the new course description (i.e.
provided by HEC in 2018 curriculum renewal) in the second year of their FLE program
(see Section 1.1 for full course description). On the other hand, the second-year
students will take FLE 311 Advanced Writing and Research Skills in the third year of
their FLE program. The integration of these groups into the study was important to
reveal what prior cognitions of research pre-service teachers bring to the research
course. The third-year participants took FLE 311 Advanced Writing and Research
Skills. The inclusion of this group into the study provided the views about research as
a means of professional development tool by pre-service teachers having received
research education. Besides having studied the research course, the fourth-year
participants had teaching practice experience through practicum courses. The
inclusion of this group, who have limited teaching experience though, was intended to
reflect the impact of research education on pre-service teachers’ views about research
engagement as a means of professional development. In addition, teacher educators
(N=3) who offered FLE 311 Advanced Writing and Research Skills at METU FLE in
Fall 2017 and 2018 academic terms took part in the study. Each teacher educator had
different fields of study which are namely; English literature, linguistics, and ELT.
Three teacher educators also participated in semi-structured interviews in order to
provide reflections on pre-service teachers’ research engagement. Therefore, pre-
service EFL teachers and teacher educators provided rich data for the exploration of
the pre-service teachers’ research engagement at METU FLE from different

perspectives (Creswell, 2013).
The total number of pre-service teachers took part in the study was 134, while three

teacher educators participated in the study. The number of pre-service teachers

represented in three groups is shown in Table 3.1.
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Table 3.1 Pre-service teachers represented in the study.

Participants

1stand 2" year 3 year 4™ year
Pre-service Pre-service Pre-service
Teachers Teachers Teachers
15t year 2"year  Total
Students at 109 87 196 126 110
METU FLE
Participants 22 27 49 40 45
in the study
% 20.1 31.3 25 31.7 40.9

For the quantitative phase of the study, pre-service teachers in all three groups were
chosen through convenience sampling, since it allowed the data to be collected quickly
and easily considering the geographical distribution of the sample, in this case, a single
institution (Creswell, 2013). All pre-service teachers at METU FLE were chosen as
participants, since they were readily accessible to the researcher. They were invited to
the study via e-mail and sent the link to the questionnaire or given the hard copy of the

guestionnaire.

Due to one of the shortcomings of convivence sampling as being not representing the
participants who are not accessible to the researcher, criterion sampling was employed
to overcome this limitation for the qualitative phase of the study. Criterion sampling
refers to “selecting cases that meet some determined criterion of importance” (Patton,
2001, p. 238). Adopting this sampling strategy was appropriate for two reasons. First,
it contributed to the understanding of the case through informants who were
information-rich. Second, it helped to verify quantitative data with qualitative data by
selecting participants from questionnaires for the follow up (Cohen & Crabtree, 2006).
Having analyzed the answers of respondents in the quantitative phase (questionnaire),
criterion sampling strategy was employed for contacting the third- and fourth-year pre-
service teachers to have semi-structured interviews as the follow-up. The pre-

determined criterion was the selection of the first three and the last three respondents
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who had the highest and lowest mean scores in the questionnaire, respectively. The
pre-service teachers who had the highest mean scores might represent relatively more
inclusive and broader conceptions of research inquires (e.g., ranging from TR to
academic research) described in the questionnaire. Conversely, the participants who
had the lowest mean scores might represent the relatively narrower conceptions of
research provided in the questionnaire. This meant the representation of the diverse

samples to achieve further in-depth exploration of the case (Miles & Huberman, 1994).

In the same vein, criterion sampling was used for the qualitative phase of the study to
select teacher educators. The pre-determined criteria were (i) to offer FLE 311
Advanced Writing and Research Skills at METU FLE in Fall 2018 or Fall 2017
academic term and (ii) to specialize either in ELT, English literature, or linguistics.
Teacher educators meeting this criterion were contacted via e-mail. Three teacher
educators (whose fields of study were ELT, English literature, and linguistics,
respectively) responded to the e-mail and accepted the invitation to conduct semi-
structured interviews. The rationale behind these choices resonates with the idea that
representing the diverse samples within the case to shed further light onto the case and

to provide more insights of the case under scrutiny (Miles & Huberman, 1994).

3.4 Data Collection Instruments and Procedures

For finding answers to the research questions, multiple instruments to collect data were
used in the study. Yin (2009) underscores that data from multiple resources and an
extensive database are important features in case studies. More specifically, six
frequently used data collection tools are enumerated in a case study: “documentation,
archival records, interviews, direct observation, participant observation, and physical
artifacts” (Yin, 2009, p. 83). In the same vein, data triangulation is utmost significance
for increasing construct validity and reliability (Yin, 2009). For the present study, data
were collected through a questionnaire, semi-structured interviews, and documents to
answer the research questions. Three groups of pre-service teachers took part in the

questionnaire, while only the third- and fourth-year pre-service teachers, as well as
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teacher educators, participated in semi-structured interviews. Prior to any data
collection procedures, it is important to note that the recognition for the autonomy of
participants in social science studies is ensured (Hammersley & Traianou, 2012).
Therefore, the necessary permission to conduct the study was requested and obtained
from the Human Subjects Ethics Committee (see Appendix H for approval form) at
METU. Also, the informed consent form (see Appendix E) was collected from the
participants and they were informed about their right to withdraw from the study at
any time for any reasons before data collection procedure started.

3.4.1 Questionnaire

The use of questionnaires enables the collection of data from a large sample in
economical and standardized manners since they are easier and quicker to administer
(Aldridge & Levine, 2001). The relatively big sample in the present study, which is
134, necessitated the use of a questionnaire (see Appendix A) to collect data to answer
the first research question. In other words, in order to understand the pre-service
teachers’ research engagement, first how they conceive research or what research
exactly mean to them was explored via using the first part of the questionnaire
developed by Borg (2009). The original questionnaire was comprised of six parts such
as “research” scenarios, characteristics of good quality research, institutional research
culture, engagement in and with research and demographic information. Only the first
part was comprised of “attitudinal questions” aimed at disclosing what people think
while other sections in the original questionnaire except demographic information
were made up of behavioral questions for revealing participants’ present or past
actions (Dornyei, 2007). Since only the first part containing ten scenarios of “research”
was directly related to the conceptions, this part of the questionnaire developed by
Borg (2009) administered in the present study. Each scenario includes a different type
of research inquiry. Borg (2013) defines and describes each scenario according to the
nature, methodology, and aim of inquiries (see Appendix A for full description). To
be more specific the scenarios are described as the following: (1) reflective practice

and changing instruction, (2) TR, (3) research conducted for master’s or doctoral
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studies, (4) scientific academic research, (5) TR, (6) TR, (7) surveying teachers and
reporting views, (8) evaluative classroom inquiry, (9) research in teacher education
settings, and (10) evaluation of new instructional material (Borg, 2013, p. 55). The
definitions and aims of each scenario are also employed in the present study.

The use of questionnaires might create the potential risk of superficial answers
especially when it is used to uncover respondents’ views or beliefs. In order to elicit
more in-depth justifications for respondents’ answer to the ten scenarios which are
numerical in nature, open-ended items were added below each scenario. Integration of
open-ended items provided freedom of expression and allowed the in-depth
exploration of the respondents’ conception of research (Dornyei, 2007). The
demographic information part was designed and added at the end of the questionnaire
to obtain relevant information about the participants’ year of study in the program. As
suggested by Doérnyei (2007), factual questions include personal matters and putting
them at the ending prevents the possible resistance in participants. Also, anonymity
and voluntary basis were emphasized to collect data on respondents’ demographic
information. No information for personal identification was required except

participants’ e-mail addresses; however, it was on a voluntary basis.

Ten items in the original questionnaire were designed using a four-point Likert scale
ranging from “definitely not research” to “definitely research”. The respondents were
asked to indicate to what extent they felt the given scenario was an example of research
and write the reason(s) behind their choices. Translation was not needed since the
original questionnaire was designed in English. In terms of piloting, the questionnaire
was piloted with 50 Turkish EFL teachers practicing at a higher education institution
in a former study conducted by Borg (2009). For the present study, further piloting
was performed with a pre-service teacher at METU FLE and the respondent stated no
change was needed.

Administering web-based questionnaires allow data to be collected quickly and

relatively at a low cost by eliminating geographical limitations (Couper & Miller,
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2008). In the first place, the questionnaire was designed electronically and e-mailed to
the students at METU FLE, since the sample of the present study was geographically
in a different location than the researcher at the time of data collection. However, the
expected number of participants was not reached via the electronic version of the
questionnaire. The hard copies of the questionnaire were given to the students at
METU FLE. Administering both versions of the questionnaire increased the response
rate and enabled reaching more participants from the target sample (Couper & Miller,
2008). At the end of this procedure, a total of 134 pre-service teachers responded to

the questionnaire.

3.4.2 Semi-structured Interviews

Interview is one of the important sources of data collected in case studies in order to
reflect the perspectives of participants within the case (Yin, 2009). Semi-structured
interview technique enables the researcher to be focused through a pre-set interview
protocol while providing flexibility for the in-depth understanding of interviewees’
opinions and enriching data (Borg & Gall, 1989). Moreover, using semi-structured
interviews is more likely to yield data that are comparable across cases (Bogdan &
Biklen, 1992).

The data were collected via semi-structured interviews to answer the research
questions two and three. In other words, semi-structured interviews were employed to
gain subjective perspectives of participants’ (i.e. pre-service teachers and teacher
educators) conceptions and views about research engagement as a professional

development tool.

3.4.2.1 Pre-service Teachers

The semi-structured interviews were conducted in the form of two separate focus
group interviews with third- and fourth-year pre-service teachers. The use of focus

group interviews was chosen as an appropriate technique because, as stated by Krueger
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and Casey (2009), the interaction among the interviewees who have common
characteristics or experience sheds further light onto the case under scrutiny. In
addition, the dynamic nature of focus group interviews leads to explicit or implicit
elaboration on differences risen during the interview process by enabling interviewees

to listen to others, reflect and refine their views and beliefs (Ritchie & Lewis, 2003).

In order to gain a thorough understanding of pre-service teachers’ views on
engagement with and in research, a focus group interview was conducted with the
third-year pre-service teachers who studied FLE 311 Advanced Writing and Research
Skills and diverse conceptions of research based on quantitative data. In a similar vein,
a separate focus group interview was carried out with the fourth-year pre-service
teachers having taken FLE 311 Advanced Writing and Research Skills and were taking
FLE 425 School Experience (i.e. the practicum course) at the time of the data
collection. The number of participants is suggested to be between four and ten for a
focus group interview (Ritchie & Lewis, 2003). Each interview with two groups of
pre-service teachers was conducted with six participants. The interview protocols for
the third-year pre-service teachers (see Appendix B) and fourth-year pre-service
teachers (see Appendix C) were comprised of open-ended questions and was prepared
in line with the aim of the study. The open-ended questions were categorized under
relevant sections such as experience in research course, views on research as a
professional development tool and research engagement in practicum. The open-ended
questions were piloted with a pre-service teacher at METU FLE and the respondent
did not state the need to change anything. Interview with the third-year pre-service
teachers lasted for 33 minutes, while the interview with the fourth-year pre-service
teachers took 28 minutes. Both interviews were conducted at METU FLE on April 2,
2019 with the third-year pre-service teachers and on April 3, 2019 with the fourth-year
pre-service teachers. The focus group interview with the fourth-year pre-service
teachers was deliberately conducted in the middle of the term since interviewees
gained some teaching experience at the practicum course. Both interviews were

conducted in English and were audio-recorded and later transcribed verbatim.
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3.4.2.2 Teacher Educators

Semi-structured interviews were also one of the sources of data in the present study to
obtain and reflect the perspectives of teacher educators on pre-service teachers’
research engagement. Individual interviews were conducted with three teacher
educators who taught FLE 311 Advanced Writing and Research Skills at METU FLE.
Individual interviews are advantageous when the aim is geared towards portraying an
“in-depth understanding of the personal context within which the research phenomena

are located, and for very detailed subject coverage” (Ritchie & Lewis, 2003, p. 36).

Each teacher educator had different specialization areas namely; English literature,
linguistics, and ELT. The three interviews lasted for 30 minutes, 34 minutes, and 35
minutes, respectively. All interviews were conducted at teacher educators’ offices at
METU FLE on April 2 and 3, 2019. The open-ended items (see Appendix D) in the
interview protocol were designed in parallel to the interview questions prepared for
pre-service teachers to be able to reflect teacher educators’ point of view and obtain
comparable data. Piloting was performed with an expert on ELT. All interviews were

audio-recorded and transcribed verbatim.

3.4.3 Documentation

Documents are important sources of data collection since they are used to corroborate
or augment information gathered from other sources, which is especially crucial for
data triangulation and increasing credibility of the study (Bowen, 2009; Yin, 2009, p.
87). The documents in the present study were used to compare the self-reported views
on research as a professional development tool to those of stated in formal documents
about the research course. In other words, the data derived from interviews (conducted
with pre-service teachers and teacher educators) and documents about pre-service
teachers’ research engagement are compared. O’Leary (2014) suggested that
documents used in qualitative research design can be categorized into three groups:

public records, personal documents, and physical evidence. Public records category
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includes the official documents to show institutions’ events and/or activities. Some
examples of public records cover but not limited to mission and vision statements,

strategic reports and plans, and syllabi.

The current study employed documents that could be regarded as public records about
pre-service teachers’ research engagement. Considering the profile of interviewees

participated in the interviews, the related documents were as the following:

e the syllabi of FLE 311 Advanced Writing and Research Skills in Fall 2017 and
2018 (METU, 2017a; METU, 2018)

e the course description of FLE 311 Advanced Writing and Research Skills in
Fall 2017 and 2018 retrieved from the University Catalog (METU, 2013)

e the course description of Egitimde Arastirma Yontemleri [Research Methods
in Education] retrieved from the website of HEC (YOK, 2018a)

The documents employed in the study were not prepared for the study; they were
accessed via relevant internet websites. They were utilized to shed further light onto
to what extent the self-reported learning outcomes stated by pre-service teachers and
teacher educators, which were gathered through interviews, were congruent to those
of the stated in the syllabi and course descriptions. Therefore, the aim of using
documents was to compare (and contrast) the two sources of data and to portray the
(in)congruency between the data gathered from interviews and documents. In order
words, the (in)congruency between formal statements and application of these
statements in practice was illustrated through the comparison of interviews and

documents.

3.5 Data Analysis

For the quantitative strand, the initial phase was to prepare data collected through

questionnaires. The preparation consisted of the stages such as storing the data, coding

systematically and exploring the data to run further analysis (Dornyei, 2007, p. 199).
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The data were analyzed using Statistical Program for the Social Sciences (SPSS)
version 23. The data collected through Likert-scale items in the questionnaires was
entered SPSS by assigning numeric values ranging from “1 = definitely not research”
to “4 = definitely research”. Before running any inferential test, a Kolmogorov-
Smirnov test was run to check the assumption of normality and yielded data were
normally distributed (p>.05) (Field, 2009). The next steps were the analysis of data
through descriptive and inferential tests (Dornyei, 2007). Descriptive statistics were
run in order to calculate the mean scores and standard deviations of each scenario in
the guestionnaire. Also, one-way analysis of variance (ANOVA) was run to compare
the mean scores of scenarios based on three pre-service groups (Field, 2009). The final
step was to report and interpret the quantitative findings. The open-ended items were
analyzed via listing, coding and theming all answers based on thematic or conceptual
congruency and reporting the salient themes with their frequency (Creswell, 2012;
Saldana, 2013).

In terms of qualitative strand consisting interviews, thematic analysis was used to
examine the underlying views and experience pertaining to the phenomenon about
individuals under scrutiny (Saldafa, 2013, p. 176). In line with the aim of the present
study, an in-depth understanding of the views on research engagement through pre-
service teachers and teacher educators’ lenses was explored. Therefore, themes
through latent level analysis were employed in order to provide an interpretive analysis

that reflects the underlying in-depth meaning of the data (Ddrnyei, 2007, p. 246).

Four phases were followed as suggested by Boyatzis (1998): transcribing the data,
coding the data, creating themes, and reporting the important themes and examples
from the data. First, interview transcripts were transcribed verbatim since it allowed
the researcher to have a dataset best-representing interviewees’ utterances (Merriam,
1998). Next, the data were coded manually since the data were comprised of relatively
small database and also it provided the researcher with the close reading, which gives
a sense of control over the data (Basit, 2003). Coding was performed by reading the

transcripts multiple times and using color codes to mark the relevant and meaningful
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segments provided by the interviewees (Creswell, 2012). Next, descriptive codes were
employed which is used to encapsulate “the primary topic of the excerpt”, data was re-
read, and further refinement of initial codes was ensured by comparing the codes since
coding is cyclical in nature (Saldana, 2013, p. 4). Then, emergent themes overarching
the refined codes (instead of pre-set codes or categories before analysis) were listed
and compared in order to ensure the codes were organized and united into meaningful

entities. Last, the salient themes and codes across interviewee groups were reported.

Regarding the analysis of documents, content analysis was also adopted. When it was
performed on public documents, it has the potential to reveal the implicit or explicit
statements made by an institution through close reading (Julien, 2008). In this study,
the three public documents related to the research course were analyzed through close
reading and focusing on the relevant segments to that of emergent themes from
interviews and compare two data sources (i.e. documents and interviews). This was
done to be able to demonstrate the congruency between self-reported views on
research engagement by participants and the formal statements in the documents about

research course.

3.6 Conclusion

Overall, the aim of this chapter is to reveal the research design, setting, participants,
data collection instruments and procedures, and data analysis. In terms of research
design, a mixed method embedded design was employed. A total of 134 pre-service
teachers in three groups (first- and second-year pre-service teachers, third-year pre-
service teachers, and fourth-year pre-service teachers) and 3 teacher educators
participated in the current study. Data were collected through questionnaires (N=134),
semi-structured interviews, (focus group interviews, N=12 and individual interviews,
N=3) and documents. Both quantitative (descriptive and inferential tests using SPSS)
and qualitative data analyses (thematic and content analyses) were run to answer the

research questions.

50



CHAPTER 4

RESULTS

This chapter presents the results of the data analysis in the following order: (i) the
questionnaire about pre-service teachers’ conceptions of research engagement in three
groups (the first- and second-year pre-service teachers, third-year pre-service teachers,
and fourth-year pre-service teachers) in line with Borg’s (2006) teacher cognition
framework, (ii) focus group interviews conducted with third- and fourth-year pre-
service teachers on the perceived needs and reasons for being research engaged as well
as the challenges and benefits of being research engaged, and (iii) individual
interviews with regards to teacher educators’ conceptions of research engagement of

pre-service teachers.

4.1 Research Question 1: How Do Pre-service EFL Teachers Conceive Research

Engagement in Their Professional Development?

In order to explore pre-service EFL teachers’ conceptions of research, the participants
were asked to complete a questionnaire consisting of ten scenarios presented in 4-
points Likert scale format (ranging from 1-4), all of which include some kind of
research inquiry and to justify their choices through open-ended short answer

questions.

4.1.1 Cognitions Held Prior to the Research Course (Schooling)

The first- and second-year pre-service teachers in the study completed neither the
research course (FLE 311 Advanced Writing and Research Skills) nor the compulsory
practicum course sequence (FLE 425 School Experience and FLE 404 Practice

Teaching) since these courses are offered as third- and fourth-year courses,

51



respectively, in METU FLE curriculum. Therefore, to investigate what prior
cognitions pre-service EFL teachers bring to the research course, the first- and second-
year pre-service teachers at METU FLE were given the questionnaire. The results for

each item are summarized in Table 4.1 below.

Table 4.1 Descriptive statistics for schooling group (N=49 in all cases).

Participants Mean SD
Scenario 1 2.47 .793
Scenario 2 3.35 .694

Scenario 3 2.76 1.051
1t& 2"year  Scenario 4 3.49 711
pre-service  Scenario 5 2.84 173
teachers  seenario 6 310 872
Scenario 7 2.80 .866
Scenario 8 2.18 .833
Scenario 9 2.55 .867
Scenario 10 2.98 .750

As can be seen in the table, the most highly-rated scenarios research were Scenarios
4, 2, and 6, respectively. Scenario 4 (see Appendix A for full description) (M=3.49,
SD=.71), which might be regarded as scientific research conducted for academic
purposes, was the most highly-rated scenario out of ten items. The participants referred
to the methodological issues such as the steps of research, the generalizability of
results, wide sample size, questionnaires as data collection tools to justify their choice.
They also cited the dissemination of knowledge through a formal output in the form
of a research article. Participants associated the concept of research with the
characteristics of scientific research stated above. When asked to justify their
responses, participants elaborated on their conceptions of research as in the following

answers:
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“It seems like how research should be. Data collection, analyzing data and writing
an article.” (P91)

“He/she collected some data and wrote a summarizing article in order to share it.”
(P88)

“Because he gave a questionnaire and analyzed the results.” (P60)

“It is academic research because there are analysis and 500 teachers. And the person
shares the results.” (P74)

“Because there is a conclusion that can be generalized.” (P46)

Scenario 2 (M=3.35, SD=.694) and Scenario 6 (M=3.35, SD=.694), which may be
considered as examples of TR according to the definition adopted in this study (see
Chapter 1), were the most highly-rated second and third scenarios. Again, the
methodological issues (such as formal steps of research, pre-test, and post-test,
purposefulness), dissemination of knowledge, engagement with research (through
reading), and rigor were emergent and salient themes for these two scenarios to be
considered as research. This finding resonates with the inherent characteristic of

academic research as illustrated in the responses given to open-ended items below:

“l would say that this is more of research since there were controlled variables and
especially due to the fact that data was recorded and shared.” (P50 — “Scenario 2)

“Found new method, experimented, documented results. Checks all the
prerequisites.” (P42- Scenario 2)

“He systematically collects data and presents it. It should be research.” (P74 -
Scenario 2)

“It is definitely research because the teacher found out about the approach by
reading about it.” (P94 - Scenario 2)

“Comparison is essential and increases credibility.” (P81 - Scenario 6)

“Since once again variables were controlled in search of the best possible outcome
for a teaching method, | would consider this research.” (P50 - Scenario 6)

“There is a successive, formal process.” (P58 - Scenario 6)

As shown in Table 4.1, the least-rated scenarios as research were 8, 1, and 9,

respectively. Scenario 8 (M=2.184, SD=.833) could be regarded as an evaluative and

practically-oriented inquiry (Borg, 2013). Most of the participants stated the aim of
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the inquiry was geared more towards evaluation and feedback. They also emphasized
methodological concerns such as small sample size and the lack of representativeness
of results to justify the relatively low rating for this scenario. Below, some of the
justifications by participants for this scenario are provided:

“This is just feedback and even that was not enough because it is only 5 people.” (P55)
“Because it is like an evaluation.” (P60)

“The sample is too few. The result will be biased, and it cannot be considered as
research.” (P41)

“The returned forms of 5 students cannot give sufficient information for 30 students.”
(P55)

Scenario 1 (M=2.47, SD=.793) and Scenario 9 (M=2.55, SD=.867) may be forms of
reflective practice and research in teacher education settings, respectively (Borg,
2013). The former was stated to lack of methodological concerns (e.g., steps of
research), purposefulness, and rigor. For Scenario 9, participants stated the inquiry did
not contribute to the body of our knowledge in the field as in the following responses
given by the participants:

“Research includes testing criteria, a definite number of participants,
predetermined materials, assessing tools, aim, results. It should be more concrete
and proven with tests (such as pre-test and post-test).” (P87 - Scenario 1)

“Writing notes and finding different approaches don’t look like research.” (P86 -
Scenario 1)

“I’m not sure but I think to call it research, it should be more detailed, more data
should be collected with a purpose.” (P91 - Scenario 1)

“The teacher didn’t try it consciously.” (P93 - Scenario 1)

“As far as | understand, the teacher made up/created new activities based on her/his
reflections. That’s why it is probably not research.” (P94 - Scenario 1)

“No new interpretation. Just a collection of ideas from others.” (P42 - Scenario 9)

Overall, the first- and second-year pre-service teachers addressed the inquiries in
Scenarios 4, 2 and 6 as examples of research. The methodological concerns such as

the completeness of research phases (58%), generalizability of results (62%) (Scenario
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4), wide sample size (71% in Scenario 4), the use of questionnaires as data collection
tools (88% in Scenario 4), the use of pre-test and post-test as a methodological decision
(82% in Scenario 6), the dissemination of knowledge (33% in Scenario 2), overall
rigor and purposefulness (56% in Scenario 6), and the engagement with research (42%
in Scenario 6) were collectively cited as factors that account for the relatively high
ratings. On the other hand, Scenarios 8, 1 and 9 were the scenarios that had the lowest
mean scores (M=2.184, M=2.47, and M=2.55, respectively). The justifications for
relatively low ratings included methodological issues such as small sample size (80%
in Scenario 8), the incompleteness of research phases (61% in Scenario 1), the lack of
rigor and purpose (52% in Scenario 1), and the lack of contribution to the body of

knowledge (75% in Scenario 9).

4.1.2 Cognitions Held by 3™ Year Students (Professional Coursework)

To explore what cognitions pre-service EFL teachers who took the formal research
course, entitled FLE 311 Advanced Writing and Research Skills, hold about research,
the same questionnaire was given to the students in the third year of their FLE program.

The findings are displayed in Table 4.2 below.

Table 4.2 Descriptive statistics for professional coursework group
(N=40 in all cases).

Participants Mean SD
Scenario 1 2.23 947
Scenario 2 3.63 .628

Scenario 3 2.60 1.057
3" year Scenario 4 3.72 .554
pre-service  Scenario 5 2.90 .810
teachers  geenario 6 297 974
Scenario 7 2.38 979
Scenario 8 2.00 847
Scenario 9 2.58 813
Scenario 10 2.85 .949
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The most highly-rated scenarios as research were 4, 2, 6, respectively. Scenario 4
(M=3.72, SD=.554) had the highest mean score of ten scenarios. This means that, pre-
service EFL teachers in the study who completed the formal research course offered
in the program perceived the features of formal and academic research as the kind of
inquiry that could be addressed as research. When asked to elaborate further, most of
the participants referred to the methodological choices (e.g., employment of
questionnaires as a data collection tool, use statistics for data analysis, engagement
with research through reading and dissemination of knowledge) to explain why they

felt the scenario was research as follows:

“Collecting data, analyzing them via certain tools and writing an article about the
work seem to parts of research.” (P120)

“There is data (questionnaires) and it was analyzed in a formal form.” (P25)

“If the lecturer had read and searched about the field/topic, it would be definitely
research.” (P137)

“There is statistical data that we can make comments and discuss.” (P100)

Scenarios 2 (M=3.63, SD=.628) and 6 (M=2.97, SD=.974), which may be regarded
as TR (Borg, 2013), were among the most highly-rated scenarios as research. For
Scenarios 2 and 6, the third-year students cited the characteristics that were related to
the methodology and formal phases of research. To be more specific, using pre-tests
and post-tests was regarded as “scientific” and “experimental” by the students who
studied the research course. Also, the participants stated that research was a purposeful
and rigorous activity and acknowledged the dissemination potential. For Scenario 6,
some participants (36%) perceived observations as a data collection tool and implied
that it requires pre-planning and implementation for an extended period of time. The
following answers were given to justify why they felt Scenarios 2 and 6 could be

addressed as research:

“There is research, theory, application, and presentation. Also, data collection.”
(P97 - Scenario 2)

“The teacher documented the response to the new approach.” (P98 - Scenario 2)
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“This is experimental research by looking at the before and after.” (P35 - Scenario
6)

“She tries and compares according to the results. So, there is evidence and it’s
scientific.” (P44 - Scenario 6)

“There are question and improvement. Basic research and development activity.”
(P28 - Scenario 6)

“It is about an approach and carries educational purposes.” (P6 - Scenario 2)

“They try to understand which method works. Thus, it is research.” (P2 - Scenario
6)

“It includes stages and the process continues in a planned way.” (P18 — Scenario 2)

“The teacher searched for an approach, collected data (learners’ written work) and
analyzed them to present the results to the colleagues.” (P120 - Scenario 2)

“There are observations in a range of time.” (P15 - Scenario 6)

However, pedagogically-oriented inquiry in Scenario 6, which could be regarded as
TR, was not addressed as “research” by some participants (12%) since it was not
carried out for academic and/or scientific purposes. For example, one respondent
stated:

“It is not for further academic purposes, similar to the first scenario.” (P97)

The scenarios least rated as research were Scenarios 8, 1 and 7, respectively. Scenario
8 (M=2.00, SD=.847) was the least rated item as research out of ten scenarios by the
third-year pre-service teachers. Participants stated Scenario 8 was particularly aimed
at providing feedback and evaluation of the course rather than having any scientific
purpose. They also referred to the lack of methodological issues (e.g., the formal and
concrete steps in research and representatives of sample size) as the reasons for the

relatively low ratings, as in the following responses:

“It’s sort of an evaluation of the course.” (P15 - Scenario 8)

“It does not contain a hypothesis, literature review and results part.” (P5 - Scenario
8)

“This is a part of a lesson and it is not conducted to search for a hypothetical
question.” (P35 - Scenario 8)
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“Classroom feedback activity. There is no scientific method.” (P33 - Scenario 8)

“Although there is an attempt to conduct research, 5 replies are not enough data for
research and reliable results.” (P40 - Scenario 8)

Scenarios 1 (M=2.23, SD=.947) and 7 (M=2.38, SD=.979) were among the scenarios
rated least as research. Scenario 1 was geared towards self-reflection and/or
observation, and Scenario 7 was about surveying teachers (Borg, 2013). For both
cases, most of the respondents explained the practical aims of the inquiry rather than
their scientific purposes. The lack of methodological phases in formal research
processes (e.g., data collection and objectivity) were cited as the reasons for the
relatively low ratings. As for Scenario 1, the lack of rigor and complexity,
documentation as well as the systematicity of research were raised by participants to
explain why they felt this inquiry was not research. With regards to Scenario 7, the
practically-oriented inquires such as evaluation and reflection were explicitly not
counted as examples of research by the respondents. The responses given to open-
ended questions to justify why they felt Scenarios 1 and 7 were not examples of

research were illustrated below:

“In this example, there are not some important steps in research. It is based on
intuitions.” (P35 - Scenario 1)

“Because she didn’t do research about it. She just observed. She did not keep
records.” (P24 - Scenario 1)

“It is more like a self-reflection.” (P27 - Scenario 1)
“This is more like a casual observation.” (P45 - Scenario 1)
“It’s too basic to be research, research is more complicated.” (P34 - Scenario 1)

“It is not systematic, it doesn’t involve too much thinking and planning.” (P44 -
Scenario 1)

“It is only an evaluation report. There is no aim to draw conclusions or produce a
hypothesis.” (P97- Scenario 7)

“There is no clear data collection. It is subjective.” (P14- Scenario 7)
“Reflection is not research.” (P27 - Scenario 7)

“This sounds to me that the person just did this for himself and for getting
information.” (P120 - Scenario 7)
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“There is data but the steps for research do not appear.” (P9 - Scenario 7)

“It is not for academic purposes.” (P25 - Scenario 7)

All in all, third-year pre-service teachers in the study stated Scenarios 4, 2 and 6 could
be regarded as research. Methodological issues such as following the formal phases of
research (74%), the use of questionnaires (91%) (Scenario 4) and observations (36%
in Scenario 6) as data collection instruments, the employment of pre-test and post-test
methodology (81% in Scenario 6) and statistics (56% in Scenario 4), purposefulness
and systematicity (38% in Scenarios 2 and 40% in 6), the dissemination of knowledge
(%86 in Scenario 4), and the engagement with research (23% in Scenario 4) were cited
to justify the reason why they thought these scenarios were examples of research. On
the contrary, Scenarios 8, 1 and 7 had relatively low ratings out of ten cases. The low
ratings were justified by the participants since these scenarios lack the complete phases
of research, academic purpose (76% in Scenarios 7 and 72% in 8), representative
sample size (44% in Scenario 8), rigor and systematicity (59% in Scenario 1), and

objectivity (25% in Scenario 7).

4.1.3 Cognitions Held by 4" Year Students (Classroom Practice Including

Practice Teaching)

In order to examine what cognitions pre-service EFL teachers who both studied FLE
311 Advanced Writing and Research Skills and had (however limited) teaching
experience through practicum courses hold about research, the same questionnaire was
administered to the senior students (N=45) at METU FLE. The findings are shown in
Table 4.3 below.
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Table 4.3 Descriptive statistics for classroom practice group (N=45 in all cases).

Participants Mean SD
Scenario 1 2.33 .769

Scenario 2 3.51 .589

Scenario 3 2.56 .990

4" year Scenario 4 3.51 .695
pre-service  Scenario 5 2.73 .889
teachers  scenario 6 307 863
Scenario 7 2.44 918

Scenario 8 2.04 167

Scenario 9 2.47 .944

Scenario 10 3.13 126

The most highly-rated scenarios as research were 4, 2, 10, and 6, respectively.
Scenarios 4 (M=3.51, SD=.695) and 2 (M=3.51, SD=.589) had the highest (and equal)
mean scores of ten scenarios. This revealed that pre-service EFL teachers who studied
the research course offered at METU FLE and had practicum experience valued two
scenarios that could be representatives of teacher research (Scenario 2) and
conventional academic research (Scenario 4) as examples of research. When the
respondents were asked to provide a rationale for their choices in Scenarios 2 and 4,
they referred to the methodological concerns such as the completeness of research
phases, the use of statistics and wide sample (Scenario 4), dissemination of knowledge
and contribution to the field (Scenario 4), rigor and systematicity. The respondents
provided the following justifications for their responses through open-ended questions

as the following:

“The lecturer uses many stages of research. Collecting and analyzing the data and
writing an article about it make this activity research.” (P134 - Scenario 4)

“There is an academic conclusion and it is reliable (500 people).” (P107 - Scenario
4)

“Data collection, analyzing data, writing a conclusion according to the data. All
these processes make it research.” (P48 - Scenario 4)
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“She uses a questionnaire and analyzed the answers. She summarizes main points in
an article and publishes it.” (P124 - Scenario 4)

“If it is published, | can say that it is a research study.” (P129 - Scenario 4)

“The lecturer collected data about a field. H/she analyzed the data and brought about
new information to that field.” (P125 - Scenario 4)

“The teacher defined the new approach and collected data, analyzed and reached a
conclusion. Therefore, it is suitable for the phases of doing research.” (P111 - Scenario
2)

“I think it is definitely research because she carried out some investigations, did
readings and tried it and shared the outcomes.” (P109 - Scenario 2)

“Not only s/he searches for a method, but also s/he applies it and shares the results
with his colleagues. Those are what research requires.” (P134 - Scenario 2)

Scenarios 10 (M=3.13, SD=.726) and 6 (M=3.07, SD=.863) were among the most
highly-rated scenarios by the fourth-year pre-service teachers. For Scenario 10, which
might be seen as an evaluation study of a novel instructional material (Borg, 2013),
the participants emphasized the dissemination of knowledge and evaluative aim as the
underlying reasons for their choice. For Scenario 6, an example of TR according to
Borg (2013), the participants made a reference to the methodological matters such as
using pre-test and post-test, rigor and systematicity. The justifications given to the
open-ended questionnaire are presented below:

“Again, data collection, analysis and reaching conclusions exist. It doesn't have to
be shared in professional journals.” (P47 - Scenario 10)

“As there is a presentation of the results.” (P131 - Scenario 10)

“She collected data and reached some results and presented them in a platform.”
(P110 - Scenario 10)

“The head of the department just wanted to learn about the new book as part of a
discussion.” (P111 - Scenario 10)

“Because the teacher tried different methods and tried to find the best one. She
conducted some tests on different groups like an experiment.” (P48 - Scenario 6)

“It is because she had a question to search about, which is finding the best method.
Also, there is an analysis and comparison of test data to solve the problem related to
this question.” (P123 - Scenario 6)
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“Same context, different applications and some measurable outputs in hand.” (P136
- Scenario 6)

“It is systematic and as reliable as possible.” (P107 - Scenario 6)

On the other hand, the least-rated scenarios as research were 8, 1 and, 7, respectively.
Scenario 8 (M=2.04, SD=.767) was described to be a practical inquiry encapsulating
feedback and evaluation. Participants cited the characteristics such as not contributing
to teachers’ knowledge base and lack methodological issues such as the lack of
sufficient sample size, a research question, reliability and systematicity as the reasons
for relatively low ratings. On the contrary to the salient views (i.e. evaluation and
feedback) in Scenario 8, only one respondent implicitly stated that it was done for
professional development purposes and that’s why it could be regarded as “probably
research”. In order to justify the relatively low ratings, the following answers by

participants were shown below:

“This is not research as nothing new is being learned except for one particular class’
preference.” (P118)

“It’s probably research because it is used to improve teaching style according to the
data.” (P102)

“It sounds like a mini-research. However, it is not very systematic.” (P103)

“The number is not enough to do a research study. Also, this is not a scientific
analysis of the results.” (P125)

“It is only a feedback and evaluation process with no question to find answers
about.” (P123)

Scenarios 1 (M=2.33, SD=.769) and 7 (M=2.44, SD=.918) were other scenarios that
were rated the least out of ten scenarios. For Scenario 1, which can be regarded as an
example of reflective teaching (Borg, 2013), participants stated the scenario lacked the
complete stages of methodology, appropriate data collection instruments,
systematicity, dissemination of knowledge potential, and “academic intention” by
their terms. In a similar vein, Scenario 7 that is about surveying teachers was not
addressed as research since respondent expressed this scenario lacked data analysis,

reliability, contribution to the body of knowledge and ethical considerations. The
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responses by the participants to explain the relatively low ratings were presented

below:

To say it research, first, there should be a problem. Then, this problem should
be handled by writing hypothesis. Then, literature review should be done.
Later, basing on these hypotheses, the researcher collects some data and does
some analysis. Then, s/he interprets the data and writes her conclusion
according to her data. In this case, there is no data. The teacher just writes her
observations. It is not enough to say research. (P48 - Scenario 1)

“Keeping notes in a diary does not seem as a data collection method.” (P128 -
Scenario 1)

“There are data observation and results. But there is no clear academic intention.”
(P112 - Scenario 1)

“Observation and deduction do not simply count as research.” (P47 - Scenario 1)
“She does not share her findings and she does it for herself.” (P129 - Scenario 1)
“No production like an article was made.” (P117 - Scenario 1)

“It does not include the phases of doing research such as reaching data and analyzing
etc.” (P111 - Scenario 7)

“This seems like a survey to find out the opinions of teachers. There is no statistical
data in this case or any kind of new information to the field.” (P125 - Scenario 7)

“This does not sound like research. It does not contribute that much to academia, |
think.” (P129 - Scenario 7)

“As the identities aren’t hidden, I don’t think it is complete research.” (P131 -
Scenario 7)

“The collected data is not reliable as we don’t know whether questions are enough to
get the required information.” (P125 - Scenario 7)

“Itis only to get information about a situation which is not performed by data analysis
or synthesis.” (P123 - Scenario 7)

Overall, fourth-year pre-service teachers labeled the inquires described in Scenarios 4,
2, 10 and 6 as “research”. When participants were asked to justify the relatively high
ratings, they cited methodological issues such as formal and concrete research phases
(81% in Scenarios 4 and 62% in 2), employment of wide samples and statistics (75%
in Scenario 4), use of pre-test and post-test methodology (84% in Scenario 6);

dissemination of knowledge (85% in Scenarios 4, 74% in 2, and 65% in 10);
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contribution to the body of scientific knowledge (51% in Scenario 4); rigor and
systematicity (41% in Scenarios 4 and 36% in 6); having an evaluative aim (56% in
Scenario 10). On the other hand, Scenarios 8, 1 and 7 had the relatively low mean
scores out of ten scenarios. Respondents justified their ratings by referring to the lack
of complete phases of research and appropriate data collection instruments (63% in
Scenarios 1 and 67% in 7), wide sample size (43% in Scenario 1), reliability and
systematicity (31% in Scenario 7 and 43% in 8), ethical considerations (18% in
Scenario 7), contribution to knowledgebase (46% in Scenarios 8 and 22% in 7),
dissemination of knowledge (38% in Scenario 1) and lack of academic purpose (52%

in Scenario 1).

Table 4.4 Mean scores based on groups.

Participants
15t & 2"-year pre- 3"-year pre-service 4M-year pre-service

service teachers teachers teachers

Item No. M M M

Scenario 1 2.47 2.23 2.33
Scenario 2 3.35 3.63 3.51
Scenario 3 2.76 2.60 2.56
Scenario 4 3.49 3.72 3.51
Scenario 5 2.84 2.90 2.73
Scenario 6 3.10 2.97 3.07
Scenario 7 2.80 2.38 2.44
Scenario 8 2.18 2.00 2.04
Scenario 9 2.55 2.58 2.47
Scenario 10 2.98 2.85 3.13

As illustrated in Table 4.4, pre-service teachers in three different years of study at
METU FLE had various mean scores for each scenario. In terms of the most highly-

rated scenarios across three groups, only the fourth-year pre-service teachers showed
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a difference in their preference. The most highly-rated scenarios were 2, 4, 10 and 6
by the fourth-year pre-service teachers whereas the first, second- and third-year pre-
service teachers rated Scenarios 4, 2, and 6 the most. Even though pre-service teachers
had different mean scores in terms of the most highly-rated scenarios, there were
overlaps among the three groups in Scenarios 4, 2, and 6. In a similar vein, the lowest
mean scores across three groups also showed some degrees of parallelism and
variation. The first- and second-year pre-service teachers rated Scenarios 8, 1 and 9
the least whereas the third- and fourth-year pre-service teachers rated Scenarios 8, 1
and 7 the least. Therefore, there were overlaps among the three groups in Scenarios 8
and 1 in terms of the least-rated scenarios, and Scenario 7 between the third- and fourth
year pre-service teachers. On the other hand, the scenario that showed variation across
groups was Scenario 9.

To investigate further whether significant differences existed among groups, the
average of the mean scores of ten scenarios were calculated. The analysis based on the
average of these mean scores for three groups revealed that the first- and second-year
pre-service teachers (N=49, M=2.85, SD=.356) had the highest mean score and
followed by the third-year pre-service teachers (N=40, M=2.78, SD=.423) and fourth-
year pre-service teachers (N=45, M=2.78, SD=.455). In order to examine whether pre-
service teachers at three different levels differ significantly in their responses to ten
questions, a one-way analysis of variance (ANOVA) was run based on the average of
mean scores of ten scenarios. Also, the Levene’s test showed that variances, one of the
assumptions of ANOVA, are equal (p>.05) (Field, 2009). The results revealed that
there was no significant difference among the three pre-service teacher groups in their
responses (F (2,131) =.434, p=.649).

In contrast to the statistical findings, the overall comparison of salient themes derived
from open-ended items through thematic analysis yielded some divergences besides
convergences across three groups of pre-service teachers. For Scenario 4, pre-service
teachers did not show variation in their answers as they cited the characteristics (e.g.,

following concrete steps, wide sample size, statistics, questionnaires, dissemination of
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knowledge) that were associated mostly with research as an academic study. For
Scenario 6, three pre-service groups showed similarity in their answers about
methodological design (i.e. the use of pre- and post-test methodology, purposefulness,
and rigor). However, the third-year pre-service teachers (36%) explicitly referred to
observation as a data collection tool. For Scenario 2, the first-, second- (33%) and
fourth-year (74%) pre-service teachers cited the dissemination of knowledge to
explain why they thought the scenario was an example of research collectively. On the
other hand, the fourth-year pre-service teachers (62%) referred to formal and concrete
research phases in the scenario while the third-year pre-service teachers (38%)
addressed the purposefulness and systematicity to account for their choice. The overall
overlap among Scenarios 4, 2 and 6 as the most-highly rated scenarios might show
pre-service teachers’ conceptions of research that were aligned with the scientific or
traditional form of research. Scenarios 6 and 2, which might be considered as examples
of TR (Borg, 2013), was conceptualized as research by referring to methodological
elements of scientific research. For Scenario 10, only the fourth-year participants
referred to this scenario as research by explaining the evaluative aim (56%) and
dissemination of knowledge (65%) through a presentation. This means senior
participants who had teaching experience (however limited) could perceive the

practical value of doing research.

With regards to the overall comparative analysis of the salient themes in the least-rated
scenarios, there were also some convergent and divergent themes. For Scenario 8,
which could be classified as evaluative classroom inquiry based on students’ feedback,
all groups of pre-service teachers emphasized the lack of wide sample size. On the
other hand, two groups showed variations in their answers to explain why Scenario 8
was not an example of research. Senior pre-service teachers referred to the lack of
contribution to teachers’ knowledge base (46%), and reliability and systematicity
(43%). The third-year pre-service teachers cited the lack of complete phases (75%)
and academic purpose (71%). In this sense, pre-service teachers conceptualized
research as an academic inquiry that was performed for scholarly publications and with

quantitative research designs rather than practical inquiry. In a similar vein, all groups
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of pre-service teachers referred to methodological issues such as following formal
research phases, lack of rigor and systematicity in Scenario 1. This might show
reflective practice and changing instruction were evaluated against the criteria which
were set for academic research. Different from two groups, senior pre-service teachers
(38%) cited the lack of dissemination of knowledge for explaining the relatively low
ratings. This meant, the fourth-year participants acknowledged the findings of
reflective practice needed to be disseminated to be counted as TR (Borg, 2013). For
Scenario 7, which was about surving teachers and reporting their views, the third- and
fourth-year participants referred to the lack of complete phases, reliability,
systematicity, and objectivity collectively to justify why they believed this scenario
was not an example of research. Different from the senior participants, the third-year
pre-service teachers (78%) also addressed evaluative and reflective aim rather than
academic aim. The fourth-year students referred to the ethical considerations (18%)
and contribution to teachers’ knowledge base (22%). This might reveal the third- and
fourth year pre-service teachers evaluated this scenario by employing the criteria set
for academic research instead of TR because the criteria for judging TR underscores
that teachers themselves need to conduct research instead of administration as it was
the case in Scenario 7 (Borg, 2013). For Scenario 9, the first- and second- year pre-
service teachers (75%) also referred to the lack of contribution to the body of scientific
knowledge. This might represent pre-service teachers’ conceptions of research that
had connotations with the more conventional and scientific inquiry of academic

research.

4.2 Research Question 2: What Are the Perceived Needs and Reasons for, and
Challenges and Benefits of Being Engaged with and in Research as a

Professional Development Tool for Pre-service EFL Teachers?
Two separate semi-structured interviews were conducted with the third- and fourth-

year pre-service teachers to shed further light onto their views about research

engagement. In this section, pre-service teachers’ views on research engagement (or
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lack thereof) were analyzed and presented under the salient themes according to the

data derived from these semi-structured interviews through thematic analysis.

4.2.1 Overall Experience in the Research Course

When the third- and fourth-year pre-service teachers were asked about their overall
experience in the research course (FLE 311 Advanced Writing and Research Skills),
they mentioned it was “challenging and stressful” for them since they did not know
how to conduct research prior to this course. They also noted that it was “challenging”
for them to keep up with the heavy workload and demands of the research course
beside other compulsory courses that the third-year pre-service teachers at METU FLE
are supposed to take. However, both groups of pre-service teachers stated it was
“academically rewarding to learn” how to conduct research and get exposed to what it
entailed such as the following the phases in a research project. This course was
described as “rewarding” since it served as a means of obtaining physical and
conceptual access to academia. First, they recognized the dissemination of knowledge
potential through the output in the form of a research article they produced at the end
of the course. This recognition was addressed rewarding because they realized they
could disseminate their findings at conferences, which provided them with physical
access to research communities. Second, constructing notions of academia and
conceptions of research were stated to be useful by pre-service teachers since they
didn’t know “the academic life” and “what academicians do” before this course.
Therefore, this experience aided them to construct images of academic life and
academics. Finally, gaining improved academic writing skills were also stated to be as
one of the rewarding experiences by pre-service teachers. Also, the practical
experience gained in this research encouraged pre-service teachers to engage in further
postgraduate studies. The rewarding experience described by the pre-service teachers
as the following:

We have taken two writing courses before, but I don’t think I learned that much
about writing. We also learned about academic life. Actually, we didn’t know
what academicians do, but we learned that. We submitted to our research to a
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conference so there we were among them. That was a different experience for
us. (PST-4-3)*

In other universities, this course is offered as a master’s course, but we did take
this course and did actual research. In other universities, at the undergraduate
level, students just do a literature review, but we have conducted actual
research. That’s why, it’s important for us to continue with master’s or Ph.D.

degrees. (PST-3-2)

They also stated the support they received from experts (either teacher educators or
research assistants) throughout the course was important in terms of shaping their
experience and conceptions of research. To be more specific, the guidance and
feedback on their progress were reported to be one of the factors that were influential

in affecting the experience in the research course as the following:

| actually liked the course. In the beginning, it was stressful because I didn’t
know how to do research, collect data. And, the most challenging part was
deciding on the topic. After deciding on the topic, everything eventually ends
up being very good. Our instructor taught us how to use SPSS. We also had
extra appointments to elaborate more on the topic and our instructor‘s assistant
was also very helpful. Actually, it was a very good experience for me overall,
| learned a lot. (PST-3-4)

When teacher educators were asked about pre-service teachers’ experience in the
research course, they also talked about the challenges and rewarding aspects students
experienced especially at the beginning and end of the course, which is reported in
detail in Section 4.3.1.

4.2.2 Perceived Needs for Research Engagement

Uncovering the needs for research engagement by pre-service teachers, the salient

themes were contribution to teachers’ knowledge base, research literacy, interest in

L PST stands for Pre-service Teacher. The second number signals the year of study such as the fourth-
year and third-year. The third number represents the participant number within each group assigned
by the researcher. So, PST-4-3 is the third pre-service teacher from the fourth-year group.
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research topics, assistance through the research process, higher-order thinking skills,

technical know-how related to methodology and academic writing skills.

With regards to reading research, two groups of pre-service teachers emphasized the
importance of the contribution of research course and experience to the development
of teachers’ knowledge base. They remarked the familiarity with the concepts and
terminology in a research material facilitated their comprehension, which led to the
higher levels of conceptual and linguistic accessibility (i.e. understanding the language
of scientific texts and academic discourse) to the research material. Also, being able
to locate and access research materials were stated as one of the needs. Also, only the
fourth-year pre-service teachers draw attention to the need to engage with research
topics they found interesting. In other words, they stated to prefer reading research

materials that covered research topics in which they had interest.

In a similar vein, research literacy was found to be indispensable by participants as it
provided pre-service teachers with two essentials: (1) the knowledge to evaluate the
relatedness of research material to their immediate concerns, and (2) an awareness
about the structure of a research material. They addressed the latter as a need since as
they became familiar with parts of a research article (e.g., abstract), they started to
develop an understanding to pinpoint the information they would like to gain by
reading a specific part. In a similar fashion, the third- and fourth-year pre-service
teachers underscored that reading sub-skills such as skimming and scanning were
required to read research. A pre-service teacher described in what way research
literacy facilitated her engagement with research as follows:

Also, before this course, whenever | searched for new research on the internet,
I was looking at the conclusions part...things that we didn’t know before then.
But, now, I am just looking at the abstract and I say it works for me or not. It’s
about knowing where to find what. So, there are some certain parts and you
need to know what you expect from that part. (PST-4-4)

In terms of doing research, both the third- and fourth-year pre-service teachers

indicated the need to obtain academic writing skills. Adopting the conventions used in
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academic writing such as the use of passive voice and features of academic discourse
when generating the output at the end of the research process were given as the
concrete examples by pre-service teachers. Moreover, technical know-how and skills
such as developing data collection instruments and having a grasp of data analysis
procedures were cited as the needs to conduct research. In addition, pre-service
teachers stated they needed the assistance and guidance of experts in different phases
of the research process, ranging from planning to finding resources, and to performing
data analysis. The instances that they sought the assistance of teacher educators and
research assistants were listed as the following: (i) progressing according to the pre-
determined timelines, (ii) not being able to find studies in the literature, (iii) reiterative
writing process based on constant and detailed feedback, and multiple and revised
drafts. In line with this, all pre-service teachers concluded conducting research was a
well-organized, planned and rigorous inquiry. Therefore, they had the mentality that
the researcher needed to be planned and organized for conducting each step of research
in advance. A pre-service teacher expressed his concern for the need to be more

planned especially in the data collection phase below:

We just go to the prep. school and ask teachers to help us, but it should not
work like this. You should talk to them beforehand and do some planning even
before starting research because it’s really hard to collect data. (PST-4-6)

Moreover, the perceived need for critical thinking skills and research literacy in
research were twofold. First, pre-service teachers needed critical thinking skills to
evaluate the reliability and credibility of the former research materials to inform their
output (i.e. research papers and manuscripts for scholarly publications). Second,
critical thinking skill was needed to evaluate and being critical of their own output. In
line with this idea, the third-year pre-service teachers revealed that the notion of
academic integrity was a need for a researcher to conduct research. More specifically,
they shared the idea that admitting limitations of their studies and not manipulating

their data in the favor of findings were musts in terms of academic integrity.
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4.2.3 Perceived Reasons for Research Engagement

Indicating their reasons to become research-engaged, pre-service teachers gave
prominence to professional development, career development with regards to
promotion, evidence-informed practice, postgraduate studies, and dissemination of

knowledge.

Both the third- and fourth-year pre-service teachers revealed that the reason behind
reading research was mainly related to their professional development. Third-year pre-
service teachers stated that they engage with research in order to promote their
“content and professional knowledge” (PST-3-5) in ELT. In asimilar vein, fourth-year
pre-service teachers reported to engage with research to keep their professional
knowledge up-to-date in the field of ELT. Additionally, the fourth-year pre-service
teachers, who also had practicum experience, explained the reason for reading research
in terms of informing their praxis. Evidence-informed practice through integrating
knowledge from research articles generated for scholarly publications into practice

was described by a fourth-year pre-service teacher as the following:

| mean, we can get help from those articles to form our lessons as teachers.
Maybe, as my friend said, we can learn about the new trends and apply them
to our lesson by reading the articles. (PST- 4- 3)

With regards to reasons for doing research, both groups of pre-service teachers
underscored the significance of disseminating knowledge through their research
output and contributing to the body of knowledge in the field of ELT. In line with these
notions, the fourth-year pre-service teachers paid attention to the physical accessibility
pertaining to the knowledge to be communicated. In order to find answers to their
inquiries that were not readily accessible to them, they engaged in research and made
their output and findings accessible to other professionals. To be more specific, the
third-year pre-service teachers referred to the contribution to the body of knowledge
through presenting their research output at conferences as the reason behind to conduct

research. Also, getting promotion as a means of career development and meeting the
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requirements of postgraduate degree studies such as preparing research papers were
among the other reasons given by the third-year pre-service teachers for engaging
research. Pre-service teachers defined their reasons for doing research as the

following:

Finding answers to the things that we want, but we can’t find answers on the
Internet or in other resources. So, we find the answers and put it out for other
people. (PST- 4-2)

Actually, I want to present my research at a conference, and we will present it.
| got the acceptance and that was the motivation behind it. (PST- 3- 5)

4.2.4 Perceived Challenges of Research Engagement

When asked about the challenges of research engagement, pre-service teachers listed
a number of difficulties including a lack of interest, a lack of skills in research literacy,
difficulty in accessing reliable resources and academic writing. Furthermore,
linguistics inaccessibility and difficulty in participant recruitment were among the
other salient themes derived from their views on the challenges of research

engagement.

In terms of engagement with research, the third- and fourth-year pre-service teachers
reported research literacy played a vital role in the overall comprehension of research
articles employing quantitative designs. Being able to make sense of quantitative
results of research output was found to be quite challenging by pre-service teachers
since it required a set of specialized skills necessary to make sense of the numerical
values by means of statistical knowledge. A third-year pre-service teacher remarked

the difficulty in making sense of quantitative results as the following:

Actually, I didn’t understand the numbers on research, the statistical part. I just
tried to skip these and read conclusion part for the verbal understanding (PST-
3-5)
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In addition, the lack of familiarity with the discourse employed in academic writing
made reading research difficult for pre-service teachers. Both groups of pre-service
teachers stated the linguistic and conceptual inaccessibility stemmed from the use of
content-specific terminology, vocabulary, and language in scientific texts. In addition,
the lack of interest in the research topic of research material to be read was attributed
to cause difficulty. In other words, both pre-service teacher groups remarked the topic
should appeal to their interest. In a similar vein, the fourth-year pre-service teachers
added the length and density of research material posed a problem for engagement
with research when they found the topic unappealing. Finally, both groups of pre-
service teachers underlined another difficulty lied in finding reliable research material
to engage with research. They stated even if they could access research materials in a
way, they had a harder time finding the ones that were reliable. The following excerpts

showcase these self-reported difficulties described above:

| was reading an article by a person. He is a famous linguist. While | was
reading his writings, | realized | lacked some of the linguistics terms, so | had
to check them out. (PST-3-2)

The words and phrases in articles are very challenging for us. The verbs,
phrases, and adverbs were very hard to understand. (PST-4-6)

Regarding the challenges of engagement in research, both groups of pre-service
teachers underscored the difficulties embedded in the recruitment of participants. The
difficulties they encountered to reach the required number of participants made pre-
service teachers reconsider their methodological choices and often resulted in the
reconceptualization of the research design. Also, the fourth-year pre-service teachers
stated they had difficulties in engaging research because of the lack of academic
writing skills while they were writing up their research papers. Producing in-depth
writings compatible with the internationally accepted conventions of scholarly writing
conventions and discourse was regarded as one of the difficulties. A fourth-year pre-
service teacher described her experience as the following:
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I have issues with writing both in English and Turkish. It’s really hard to write
a very detailed paragraph. Even for abstract, we just spend three or four weeks
to write the abstract of our research. (PST-4-4)

4.2.5 Perceived Benefits of Research Engagement

The salient themes about the benefits of research engagement included the
contributions to teachers’ knowledge base and researcher identity, advancement in
academic writing, reading and critical thinking skills, increasing self-confidence, and

provision of professional development opportunities.

In respect to the benefits of reading research, both third- and fourth-year pre-service
teachers identified engagement with research contributed to their knowledge base,
which was also reflected in the interrelated courses in their teacher education program.
Both groups of pre-service teachers who conducted studies in the fields of linguistics
and ELT reported that the domain-specific knowledge gained through reading research
was beneficial in terms of transferring that knowledge into the related topics in other
courses. For example, a third-year pre-service teacher who studied morphological and
phonological features of code-switching and a fourth-year pre-service teacher who
studied feedback exemplified the growth in their awareness of related linguistics and
pedological knowledge, respectively. The fourth-year pre-service described her
experience about how she transferred the knowledge gained from reading research to

other courses in the program as the following:

We did our research on feedback. Whenever the topic is about feedback in the
classroom management course, | can make comments. For example, we have
a part like how to give feedback in the classroom management course and |
knew a lot about it. (PST-4-2)

As can be seen from the participant’s comment, reading research was perceived to be
beneficial by pre-service teachers since it contributed to their pedagogical content

knowledge, which they could transfer to other courses in the program.
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In addition, both groups of pre-service teachers articulated that they benefited from
engagement with research since it provided them with professional development
opportunities. More specifically, it enabled them to keep up-to-date by reading about
“hot topics” (PST-3-4) and “current things in the field” (PST-4-1). Furthermore,
reading sub-skills such as skimming and scanning were reported to be developed by
the third-year pre-service teachers as read research articles while the fourth-year pre-
service teachers cited the improvement in their critical thinking as they engage with
research. Taking a critical stance when evaluating the reliability of a research material
was also emphasized. A fourth-year pre-service teacher described the benefit of

research engagement in terms of criticality as the following:

| mean, | can say that it was beneficial in terms of what we can trust and rely
on when we see an article. Since we are in the internet era, we can see lots of
fake articles on the internet. You can identify them and differentiate between
them. It’s really helpful. (PST-4- 4)

With regards to the benefits of doing research, the third-year pre-service teachers put
particular emphasis on the increase in their self-confidence. They described being able
to (i) conduct research, overcome the challenges encountered while conducting
research and (ii) produce an output at the end of this process led to a sense of
achievement, which boosted their confidence in their research skills and abilities. Also,
they cited the contribution of doing research to their researcher identity as one of the
benefits. This contribution was acted as an encouragement for engagement in further
postgraduate studies. A third-year pre-service teacher elaborated on how he benefited

from engagement in research as the following:

We have lots of friends that are sending their research to undergraduate
conferences. So, doing research showed me that we can do something for our
academic purposes for the future. (PST-3-5)

In a similar vein, the fourth-year pre-service teachers highlighted the advancement in
their academic writing skills as they engaged in research. As one of the benefits, they

referred to learning how to produce an output which had credibility through the
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employment of citation and paraphrasing. A fourth-year pre-service teacher expressed

the improvement in their academic writing skills and made the following remarks:

| believe that we also have a chance to increase the reliability of our writings
because we learn how to give citations, how to give quotations, and how to
paraphrase a sentence. (PST-4-6)

4.2.5.1 Perceived Congruency with the FLE Program’s Goals

In order to explore to what extent pre-service teachers’ conceptions of research
engagement are congruent with the FLE program’s goals, pre-service teachers were
asked the perceived learning outcomes of the dedicated research course to compare
them to that of the learning outcomes stated in formal documents (i.e. course
descriptions and syllabi). Various parallelisms were noted between the benefits of
research engagement and perceived learning outcomes of research course stated in
4.2.5. In this section, the convergences and divergences between perceived learning
outcomes by pre-service teachers and formal learning outcomes are reported in-depth

and they are summarized in Table 4.5.

Table 4.5 (In)Congruency between perceived and formal learning outcomes

by pre-service teachers.

Convergences Divergences
Constructing notions of Encouragement for
research postgraduate studies

Research literacy and reading
skills

Academic writing skills
Methodological knowledge
and awareness

Academic integrity and
honesty

Higher-order thinking skills
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Increase in self-confidence
Contribution to researcher
identity

Building on the knowledge
base

Reading sub-skills

Potential for the dissemination
of knowledge



Both the third- and fourth-year pre-service teachers revealed that research was a
systematic inquiry that had some certain steps to follow starting with the selection of
a topic and coming to an end with production of research output. They also perceived
to obtain relevant information about each phase through their practical experience with
research. This showed parallelism with the course description provided by the HEC
(YOK, 2018a) and METU (2013). In the documents, it was explicitly stated students
needed to learn the research process including choosing a problem and topic to study,
formulating research questions, collecting and analyzing data, and presenting results.
Reviewing the syllabi revealed that constructing notions of research was achieved
through organizing the sections of research paper in the form of assignment
submissions. For example, students needed to submit individual papers showcasing
the selection of topic, literature review, research proposal, and the final version of their
research papers according to the timeline in the syllabi, respectively. In line with
constructing notions of research, both third- and fourth-year pre-service teachers
reported an increase in their knowledge and awareness pertaining to the methodology
of research. They explicitly underscored they gained the skills for data analysis and
preparing data collection instruments in research designs such as qualitative,
quantitative and mixed methods. More specifically, gaining command of SPSS and
content analysis were given as examples by pre-service teachers in terms of developing
expertise in data analysis. To exemplify, a fourth-year pre-service teacher described

her methodological awareness with a meta understanding as the following:

My research topic was more suitable for longitudinal research, but I couldn’t
do it. So, I was not really happy with how my research turned out. | would like
to conduct my research once more with a larger group and in a longer time. |
think it would be better. (PST-4-1)

Increased expertise in data collection and analysis was congruent with the learning
outcomes described in both course descriptions provided by METU (2013) and HEC
(YOK, 2018a). Examining the syllabi of research course, it was noticed that this
outcome was achieved through dedicated input sessions on data collection and analysis

as well as the hands-on practice with software programs such as SPSS, MaxQDA, and
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NVivo. Another congruency was noticed with regards to improved academic writing
skills. Both groups of pre-service teachers explained they learned how to write up a
research paper following the conventions of academic discourse such as citing and
paraphrasing. In the course description offered by METU (2013), it was explicitly
stated that “summarizing, paraphrasing, quoting, citing and referencing skills” would
be given prominence with regards to “know-how of writing a good research paper™. In
a similar vein, course description provided by HEC (YOK, 2018a) underscored it was
important for pre-service teachers to prepare a research report compatible with
research principles and ethics. Again, this aim was accomplished by means of
allocating input sessions on how to write qualitative, quantitative and mixed method
research reports, and academic writing skills. In addition, there were assignments
stated in the syllabi that provided students with hand-on experience to practice
academic writing skills such as modifying their working bibliographies and research
paper drafts in line with APA or MLA referencing style prior to final submission. In
line with gaining research ethics stated in the course description provided by the HEC
(YOK, 2018a), the third- and fourth-year pre-service teachers conceived they gained
academic integrity and honesty to conduct research. This perceived learning outcome
was accomplished through the input sessions on quality criteria and research ethics
stated in the syllabi. As one of the convergences between pre-services’ self-reported
and formal learning outcomes, improvements in research literacy and reading skills by
being able to “find and review credible sources” as stated in the course descriptions
provided by METU (2013) and HEC (YOK, 2018a) were noticed. A third- and fourth-
year pre-service teachers expressed the way these skills were obtained as the

following:

| think mine [biggest achievement] was investigating the different sources from
different regions of the world for the literature review. So, it was about reading
and synthesizing. | learned how to skim and find information about my topic.
Because there are lots of articles, we tried to choose one or two of them. (PST-
3-6)

Also, the course was, as our friends said, not only for preparing research or
conducting research. It’s not just about that part, but it is also about learning
how to read an article and write in an academic form. They are all the additions
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of this course and they are more useful than what the main goal of this course
was. (PST-4-3)

The last convergence between self-reported and formal learning outcomes was noted
in the development of higher-order thinking skills such as interpreting, synthesizing,
and critical thinking. As illustrated in the course descriptions offered by HEC (YOK,
2018a) and METU (2013), respectively, being able to state the problem of the study,
interpret, and synthesize the results of their research papers were listed as the learning
outcomes of research course. Similarly, both third- and fourth-year pre-service
teachers stated that the research course developed their critical thinking, synthesizing,
and interpretation skills as they engaged with and in research. Both groups of pre-
service teachers highlighted they developed critical lenses to examine the validity and
reliability of research studies, which was also in line with the aims stated course
descriptions. In the course description provided by METU (2013), “reviewing credible
sources” and developing research designs having validity and reliability were clearly
stated. As an example, a fourth-year pre-service teacher gave an account of how she

perceived the outcomes of research course as follows:

Before we take this course, | had no idea about how to read a research article.
But after this course, | believe | and we learned a lot about how to analyze and
synthesize, critically read an article and the steps of research especially. (PST-
4-2)

On the other hand, the divergences between self-reported learning outcomes by pre-
service teachers and formal learning outcomes arose in encouragement for
postgraduate studies and an increase in self-confidence. These learning outcomes were
conceived by pre-service teachers but not stated implicitly or explicitly in course
descriptions and syllabi by METU and HEC. As shown in the benefits of doing
research section in 4.2.5, both groups of pre-service teachers gained higher levels of
confidence in their skills to complete research process and its entailments such as
academic writing skills by overcoming the challenges and accomplishing to produce a
research output that had the potential for dissemination of knowledge. This contributed

to their researcher identity and encouraged them for postgraduate studies. Also,
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engagement with research allowed pre-service teachers to build on their existing
knowledge base that could be used in other courses at METU FLE. Moreover, the
improvement in pre-service teachers’ reading sub-skills such as skimming and
scanning were stated as one of the learning outcomes; however, they were not listed
as outcomes of research course in formal descriptions. A fourth-year pre-service
teacher illustrated how the outcomes of research course boosted her self-confidence in

her academic writing skills below:

I realized that writing isn’t something to be scared of because I was always
afraid of writing a thesis or a research paper. That’s the biggest obstacle
between me and getting a Ph.D., probably. So, I think I overcame that by
writing this research and course. (PST-4-1)

As can be noted in the participant’s statement, the research course acted as a facilitator
for the encouragement for postgraduate studies and contributed to their researcher
identities.

4.2.6 Perceived Relationship Between Research Engagement and Professional

Development

When the third- and fourth-year pre-service teachers were asked their views on the
relationship between research engagement and professional development, both groups
valued engagement with and in research as professional necessities even though the
self-reported aim and way of conducting research varied.

First, reading research was attributed significance by both groups of pre-service
teachers since it enabled them to keep their professional knowledge up-to-date.
Keeping up-to-date with recent topics and materials in ELT and incorporating that
knowledge into their professional activities. Therefore, reading research was perceived
as a professional advantage and necessity as part of their development as teachers.
Also, reading research and gaining cutting-edge knowledge about the field were

conceived as prerequisites to develop professionally. Participants specifically
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exemplified how reading research contributed to their professional development in

terms of keeping up-to-date as the following:

Actually, reading research also gives us a chance to learn the current hot topics.
For example, it was bilingualism 30 years ago. But now, in Turkey at least, it’s
about refugees and we learn about it by reading (PST-3-4).

Reading research is going to help us all the time because we are going to learn
new findings about our area and we are going to find new materials. (PST-3-
6)

You need to know about your area to develop in this area and this happens by
reading. (PST-4-6)

In addition to these, the fourth-year pre-service teachers described a different way and

aim to engage with research as the following:

As we become in-service teachers, | certainly believe that we might conduct
research on our teaching or students, how they feel about the lesson even and
if they learn the topic or not by collecting data and reading about other related
articles. Maybe, we can use these articles together to change the next session
or lesson according to these collected data and articles that we have read. (PST-
4-3)

As could be noted in the words of the pre-service teacher, the aims of reading and
doing research were more pragmatically-oriented and geared towards informing their
praxis. More specifically, engagement in research was associated with the aim of
exploring the students’ feedback and delivery of the instruction. Similarly, the
activities described by both groups of pre-service teachers were pragmatically-oriented
to find and solve teaching problems or geared towards searching for a change. The
way they described to engage in research covered the steps such as realizing a problem,
analyzing and finding a solution or conclusion. Also, when pre-service teachers were
asked whether they would engage in research as a professional development tool in
their teaching careers, conducting research in the form of need analysis and doing
research for exploring and solving classroom problems were regarded as professional
needs for development by the fourth-year pre-service teachers. They remarked the
following:
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When | come across a problem in my class, | have to analyze it. If | saw it
again, 1 would have to apply something different and analyze it again. | have
to find a solution, or | have to find a conclusion. (PST-3-3)

I think it’s just a need in terms of what we expect from our students or what
we want to do with them or what our goals are. (PST-4-4)

By doing research, I think we learn how to analyze different ideas, different
content knowledge about our topic and try to find a way to follow in our
profession and in our practice. (PST-3-5)

The emphasis was mostly on the practical dimension of teaching whereas conducting
academic research was perceived by some pre-service teachers as irrelevant to their
future immediate teaching needs. Also, a third-year pre-service teacher stated that
doing academic research was not among the job description of an English language
teacher. However, some pre-service teachers who were eager to do postgraduate
studies highlighted that they would engage in academic research in order to complete

the requirements of postgraduate studies.

When the fourth-year pre-service teachers were asked in what ways they benefited
from the research course in their current practice at practicum, they reported that they
did research to find materials, activities or ideas that would help them for designing
their lessons plans and teachings at practicum. They pointed out the challenges that
hinder their research engagement at practicum such as the limited amount of time
allocated to their teachings and feedback on their teachings. Again, motivated with the
idea of changing their instruction with the feedback and reflection, pre-service teachers
stated they did not have enough time to engage in reflective practice. Also, the amount
of feedback given by their students at practicum did not found satisfactory to allow
pre-service teachers to engage in reflection about their practice. A pre-service teacher
described the challenges they faced in their research engagement at practicum as the

following:

We don’t have much time to observe the effects of our instruction, reflect and
re-create something. (PST-4-1)
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As can be inferred from the participant’s statements, the pre-service teacher perceived
reflective practice as the basis to engage in research; however, the limited time
allocated to practice teaching at practicum acted as barriers for this possible
engagement.

4.3 Research Question 3: How Do Teacher Educators Conceive Research

Engagement in the Professional Development of Pre-service EFL Teachers?

Three separate semi-structured interviews were conducted with the teacher educators
(N=3) who offered the research course in the FLE program, which has an overarching
aim of promoting pre-service teachers’ research engagement as future ELT
professionals. In this section, teacher educators’ views on pre-service teachers’
research engagement were analyzed and presented through a set of salient themes. In
addition, convergences and divergences between pre-service teachers’ and teacher

educators’ views on research engagement were analyzed in the section to follow.

4.3.1 Teacher Educators’ Views on Pre-service Teachers’ Overall Experience

in the Research Course

When asked their views on pre-service teachers’ overall experience in the research
course, teacher educators described this experience as “challenging” and “rewarding”
at the same time. At the beginning of the course, teacher educators stated pre-service
teachers had difficulties due to unfamiliarity with the concept of research, the lack of
practical experience with research and the misconceptions held by pre-service teachers
about research. Teacher educators stated the misconceptions were about the nature of
research such as unsystematic investigation. These perceived misconceptions were
happened to be dispelled as the course progressed and participants in the course
engaged with and in research. Also, it was noted that the misconceptions held by some
pre-service teachers such as irrelevancy of research to practice led to the lower levels
of motivation at the beginning of the course. Moreover, teacher educators also reported

that pre-service teachers construct notions of academia (i.e. conceptions of research
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about systematicity and rigor) and its entailments (i.e. concrete and formal phases of
research) during their research engagement. At the end of the course, teacher educators
described the experience in the research course for pre-service teachers as rewarding
mainly for four reasons. First, they established conceptions of research and gained
insights into the responsibilities of researchers such as rigor and perseverance to
complete the research papers. Second, teacher educators stated that this course
provided pre-service teachers with hands-on practice with research. This practical
experience was perceived as rewarding. To be more specific, teacher educators stated
pre-service teachers who would want to study postgraduate degrees could refer back
to this practical experience in their statement of purpose. Third, teacher educators
emphasized that pre-service teachers became more cognizant on the importance of
academic writing skills even if they had taken writing skills courses in previous
semesters. In a similar vein with the pre-service teachers’ comments, teacher educators
also explicitly stated that pre-service teachers developed their academic writing skills
due to this dedicated course to research. Last, pre-service teachers were reported to
recognize the importance of dissemination of knowledge potential through their output
at the end of the course. Teacher educators stated that pre-service teachers found it
rewarding to present their research papers they produced in the research course at
national undergraduate conferences or have their work published. The teacher educator
remarked these:

They [pre-service teachers] are introduced to the new concepts such as what
research is, which are quite unknown to them. So, they are scared at first and
it continues throughout the term until they complete the paper, in my
experience. When | look at the course evaluations and feedback, | see that there
are many students who found the course satisfactory and commented they
learned a lot and there were even students who wanted to present their papers
at conferences. (TE? — 3)

2 TE stands for Teacher Educator. The second number represents the participant number assigned by
the researcher. So, TE- 3 is the third teacher educator.
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In the teacher educator’s remarks, pre-service teachers’ experience was described as
challenging and rewarding over the conceptualization of research as an academic

inquiry performed for scholarly publications or presentations.

Overall, the comparative analysis of the views among three groups (PST 3-4 and TE)
on pre-service teachers’ overall experience in the research course yielded convergent
themes such as challenging and rewarding nature of the research course. However,
unlike pre-service teachers, teacher educators did not mention the heavy workload and
the importance of support pre-service teachers received from experts in shaping their

experience when they described pre-service teachers’ experience.

4.3.2 Teacher Educators’ Views on Pre-service Teachers’ Needs in Research

Engagement

Regarding what pre-service teachers’ perceived needs were for research engagement,
the salient themes were interest and internal motivation, higher-order thinking skills,
research literacy skills, reading sub-skills, technical know-how of methodology and,

academic integrity in teacher educators’ statements.

For reading research, interest and internal motivation were stated as prerequisites.
Interest in research topic was reported to increase pre-service teachers’ internal
motivation to engage with research. In other words, if pre-service teachers found
research topic interesting, they were more internally motivated to read more research.
Second, research literacy skills encapsulating the need to have content knowledge
about the related research material and familiarity with the language of a scientific text
were underlined by teacher educators as the needs to read research. To put it
differently, conceptual and linguistic accessibility to the reading material were cited
as essential skills for meaningful and effective engagement with research. Moreover,
it was noted that pre-service teachers needed to have knowledge about how to look for
information and find related resources effectively. In other words, teacher educators

stated that knowing the ways by which they could access research materials physically
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(i.e. library or database research) was an important need for them to read research.
Third, extensive reading skills and sub-skills such as skimming and scanning in
English were one of the essentials to engage with research, which showed similarity
with the needs stated by pre-service teachers. Making sense of a research material and
its relevance to a selected research topic and questions through critical lenses were
among the reported needs. To exemplify this, a teacher educator commented on the
way through which reading skills could aid pre-service teachers for effective

engagement with research as the following:

Reading, reading quickly, looking through a large amount of reading material
quickly are of great importance. Skimming through it, getting the main ideas
and understanding very roughly without reading it all what a book is about and
trying to see how that matches with their research question are basically what
they need. (TE-3)

As teacher educators reported, the higher levels of engagement with research were
linked to more effective engagement in research. The underlying reason behind this
notion was related to the development of higher-order thinking skills through reading,
and these skills were stated to be needed for doing research as well.

Of course, you need critical thinking skills to write. Those are also developed
through reading and if you're not doing lots of reading, you cannot do anything
basically. (TE -1)

For doing research, teacher educators underscored that higher-order thinking skills,
particularly interpreting and synthesizing, were necessary. Critical thinking was found
to be an indispensable skill required in all phases of research, and it was specifically
noted to be important for identifying a workable topic and taking a critical stance in
writing a literature review. Also, problem-solving skills were among the needs to
conduct research since they were one of the musts to overcome various challenges
(which is discussed in detail in 4.3.4) pre-service teachers might encounter during the
research process. Referencing and documentation skills employed in academic writing
such as the appropriate use of APA or MLA reference conventions were also noted as

the needs to engage in research among other technical knowledge and needs.
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Similar to the pre-service teachers, technical know-how and skills related to
methodology were cited by all teacher educators as prerequisites to conduct research.
These included but were not limited to the following: a thorough understanding of
different phases of research, having enough knowledge about data collection
instruments and data analysis procedures, being cognizant of ethical issues and
academic integrity. The following statement by a teacher educator underlined the

methodological knowledge pre-service teachers should have:

...so they need to be able to determine the paradigm [qualitative or
quantitative] and they know enough of each to get going and what’s left is, you
know, if they need a statistical procedure or if they are able to figure it out they
need to statistical procedure. So, they need to pick a problem and that’s
difficult. Once they have a problem, they need to know which data will solve
that problem, how to collect those data and how to best analyze it in order to
obtain results. I think that’s what they need to do research. (TE-2)

Overall, the comparison of pre-service teachers and teacher educators on the perceived
needs for research engagement yielded some convergences and divergences. Both
parties stated that the needs for research engagement covered interest and internal
motivation, higher-order thinking skills, research literacy skills, reading sub-skills,
academic writing skills, technical know-how of related to methodology, academic
integrity and accumulated content knowledge about the field. However, the divergence
emerged as pre-service teachers stated they needed assistance through research

process.

4.3.3 Teacher Educators’ Views on Pre-service Teachers’ Reasons for

Research Engagement

When teacher educators were asked the reasons for research engagement of pre-service
teacher, the salient themes in their comments were professional development purposes
and finding solutions to problems faced in teaching. Similar to the reasons given by
both groups of pre-service teachers, teacher educators also referred to professional

development purposes for research engagement. Teacher educators underlined the fact
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that pre-service teachers needed to keep themselves up-to-date about new
developments to serve “properly” (TE-3). Unlike all pre-service teachers, all teacher
educators stated the reason behind engagement either in or with research of pre-service
teachers was related to the idea of seeking solutions encountered in teaching practice.
A teacher educator stated pre-service teachers needed research engagement not
necessarily to solve problems existing in their teaching context but to explore and
develop an understanding of these problems. In a similar vein, another teacher
educator attributed significance to engagement with research since it enabled
practitioners to address their problems by finding out the ways how similar problems
were dealt with by other professionals, which resonated with the views of pre-service
teachers. A teacher educator stated the importance of research engagement in solution
finding skills as the following:

If you think that all information that is around will be outdated quite soon and
the idea is not to keep that information memorized but to know how to develop
to get new information. That means new solutions and gaining that skill. (TE-
3)

The teacher educator’s statement placed emphasis on the role of research engagement
in the development of solution-finding skills as part of continuous professional

development.

Having analyzed both pre-service teachers and teacher educators’ views on perceived
reasons for research engagement, the comparative analysis showcased the convergent
themes were professional development purposes and evidence-informed practice. On
the other hand, divergent themes emerged from the analysis were career development,
requirements of postgraduate studies, dissemination of knowledge and exploring
classroom problems. The first three themes were noticed in pre-service teachers’
remarks whereas the last theme (i.e. exploring classroom problems) was salient in
teacher educators’ comments. This means teacher educators attributed significance
merely to the practical reasons for pre-service teachers to engage with and in research

as a professional development tool without a reference to the academic
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conceptualization of research. Unlike teacher educators, pre-service teachers
perceived both academic (i.e. postgraduate studies and dissemination of knowledge)

and practical needs for their research engagement.

4.3.4 Teacher Educators’ Views on Pre-service Teachers’ Challenges of

Research Engagement

When teacher educators were asked the challenges that pre-service teachers
encountered in research engagement, they stated the misconceptions about research
and the lack of technical skills (e.g., higher-order thinking, research literacy, academic

writing, and reading), lack of interest and the inability to find related resources.

With regards to the engagement with research, all teacher educators indicated that pre-
service teachers had great difficulty in the process due to the lack of necessary
specialized skills including higher-order thinking skills such as critical thinking,
inferencing, and synthesizing. Reading research through interpretive and critical
lenses and synthesizing the knowledge obtained from reading research in a meaningful
way were stated to be challenging for pre-service teachers. Not only limited to the
reading research, the inadequate higher-order thinking skills were also underscored to
create difficulties for pre-service teachers’ engagement in research. Pre-service
teachers were found to have difficulty in taking a critical stance to choose a research
topic and develop a coherent and comprehensive review of the literature. For example,
a teacher educator shared that what some of her pre-service teachers did in the process
was to enlist a number of previous studies without taking a critical stance in their
reviews. The lack of inferencing skills and being restricted in their reasoning were
emphasized as challenges pre-service teachers faced in data analysis, narrowing down
their topics and forming sound arguments. Teacher educators exemplified in what
ways pre-service teachers had difficulty in terms of inferencing skills (in data

analysis), identifying topics and developing arguments as in the following excerpts:
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It’s very easy for them to do the leaps of faith. If A is B, so A causes B. So,
they always get more from the data it actually offers. It’s very difficult for them
to figure out when you have two variables that are interrelated, which one is
the cause, and which one is the consequence and why. It takes practice but
that’s the difficulty they have. (TE-2)

...Because sometimes students have great difficulty in differentiating among a
very large topic that they're working on and a more specific research question
as well as a proper argument that a research question leads to. | think it's very
important for them to develop that appreciation of what a proper argument is.
(TE-3)

Moreover, teacher educators also expressed the challenges pre-service teachers had in
the discussion part due to the fact that they generally lacked the interpretation skills
required for discussion of the results. Interpreting the results of their study and
integrating their own voices into the research narrative posed a considerable difficulty
for pre-service teachers. A teacher educator explicitly linked this matter to the
insufficient self-confidence pre-service teachers had in their content-specific
knowledge-base and to their underdeveloped negotiation of identity as a researcher.

She remarked these below:

They are developing their researchers’ mentality, so they don’t have self-
confidence in their own knowledge. So, most of them feel that they have
difficulty in interpreting the results. (TE1)

As to engagement with research, other challenges were related to the insufficient
ability for looking for information and not having the knowledge of the ways by which
they can access the related research material. Teacher educators stated that superficial
search for information without doing comprehensive library or online database
research as well as reading limited research materials without reaching a thorough
understanding created great challenges. A teacher educator attributed the reason for
these challenges to the way pre-service teachers were accustomed to searching for
information and it was mainly on the internet environment. Another teacher educator
referred to the lack of interest in reading and reading skills in both Turkish and English
as the reasons for challenges pre-service teachers faced in their engagement with

research. Not only showing uninterest in content-specific knowledge and the results of
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a study, but also the lack of research literacy for interpreting the results and
understanding academic discourse were among the other challenges of reading
research for pre-service teachers. Teacher educators conveyed the ways how pre-
service teachers encountered challenges pertaining to reading research as follows:

In order to read research, they [pre-service teachers] need to have interest and
many of our students don’t. So, for a lot of our students, reading original
research is difficult because of the language. It is also difficult because they
don’t really care about the outcomes. (TE-2)

... They [pre-service teachers] are not really very much used to going to the
library in the internet environment. Most often, they jump from topic to topic
without going into any depth. So, going into depths, concentrating and looking
deeply into a certain subject, going to the library and picking up lots of books
or searching through a database, and looking through lots of articles and getting

what you want and synthesizing them... I think these are the major challenges.
(TE-3)

With respect to the challenges of doing research, teacher educators referred to the
misconceptions held by pre-service teachers. Constructing notions of systematicity
embedded in doing research was perceived to be lacking. The pre-service teachers in
the study were reported to have misconceptions such as being unsystematic and
demonstrated a lack of rigor and perseverance, which was disclosed as the following

by a teacher educator:

Some of them have no notion of research. What they know is just doing the
internet search to investigate something. But they don’t have the notion of
research is a systematic investigation. So, the idea of systematicity is lacking
among these people. So that’s why, they have great difficulty. (TE1)

Another challenge of doing research reported by teacher educators is the course
participants’ lack of experience and skills in academic writing. To exemplify, a teacher
educator stated that pre-service teachers tended to give more prominence to form
rather than clarity while they were writing up their research paper. Obstructing the
clarity of meaning, pre-service teachers were found to be more inclined to write in
embellished and ornate styles incompatible with the rhetorical and stylistic

conventions of academic writing discourse.
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Having analyzed both pre-service teachers’ and teacher educators’ views on
challenges of research engagement, comparative analysis revealed the convergent
themes were the lack of interest, linguistics inaccessibility, inability to find (reliable)
resources, the lack of skills in the areas of research literacy and academic writing. On
the other hand, divergent challenges stated by pre-service teachers were conceptual
inaccessibility and recruitment of participants whereas teacher educators cited the
misconceptions of research, lack of reading and higher-order thinking skills as the
challenges pre-service teachers encountered during their research engagement.

4.3.5 Teacher Educators’ Views on Pre-service Teachers’ Benefits of Research

Engagement

Teacher educators revealed the benefits of research engagement for pre-service
teachers under the salient themes such as the contribution to FLE teachers’ knowledge

base, improvements in reading and critical thinking skills, and self-confidence.

All teacher educators stated that pre-service teachers benefited from engagement with
research in terms of accumulating professional knowledge that could be integrated into
their knowledge base. Contributing to their theoretical bases through either building
on the pre-existing or newly acquired knowledge was found to be significant in
promoting professional knowledge. In line with this notion, pre-service teachers were
reported to benefit from engagement with research in terms of professional
development as it enabled them to keep up-to-date with the related topics of their
research studies. Keeping themselves updated through reading research, teacher
educators stated pre-service teachers not only boosted their interest in the profession
but also constructed notions of how to become a professional teacher. Also, teacher
educators cited the benefit of improving their academic reading skills as they engaged
in research. Being exposed to academic discourse in various fields such as ELT,
linguistics and English literature by reading academic articles led to improving their
L2 skills, especially in reading. A teacher educator stated the improvement in reading

skills below:
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Well, the more they read of course, the more practically they can think. And, |
think their reading abilities in L2 also develop. Again, this applies to all fields
in social science and if they’re doing research in ELT or linguistics, for
example, they would mainly be reading academic articles, which would, of
course, contribute to their own L2 skills. (TE-3)

Pertaining to the benefits of engagement in research, all teacher educators explained
pre-service teachers gained increased levels of self-confidence. In teacher educators’
words, these higher levels of self-confidence stemmed from various accomplishments
such as having an output at the end of completing the research process and improved
study skills such as systematicity, rigor, and perseverance. The output in the form of a
research paper contributed to pre-service teachers’ researcher identity and was

expressed by a teacher educator as in the following quote:

...When they accomplish this [research paper], they really feel they are
academic, | would say. (TE-1)

Besides an increase in self-confidence, teacher educators also attributed importance to
the development of critical thinking skills as a benefit of doing research. A teacher
educator, for example, explicitly referred to the notion that doing research required
critical thinking skills in terms of questioning and analyzing. As pre-service teachers
engage in research, they started to develop this critical lens. In light of these comments,
the improvement in criticality was implicitly linked to the teacher quality as the

following:

Of course, doing research is very beneficial in all senses. Increasing interest,
motivation, interest in the profession, increasing skills in questioning and
critical thinking, analyzing, bringing together what you know and making it a
meaningful whole are the benefits, | think. And, these are, of course, the
qualities of good teachers should have. (TE-3)

Overall, the comparison of teacher educators and pre-service teachers on their views
about the perceived benefits of research engagement, the convergent themes were the
contribution to FLE teachers’ knowledge base and researcher identity, improvements

in reading and critical thinking skills as well as self-confidence. Among the salient
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themes, only contribution to FLE teachers’ knowledge base was linked explicitly with

professional development in terms of keeping professional knowledge up-to-date.

4.3.5.1 Teacher Educators’ Views on the Perceived Congruency with the FLE

Program’s Goal

To investigate to what extent learning outcomes of the research course congruent with
the FLE program’s goals, teacher educators were asked the perceived learning
outcomes for pre-service teachers at the end of the research course to compare them
to that of the learning outcomes stated in formal documents (i.e. course descriptions
and syllabi). It was noticed that there were parallelisms with the perceived benefits of
research engagement for pre-service teachers stated by teacher educators, which was
presented in section 4.3.6. Analyzing the learning outcomes of research course for pre-
service teachers as perceived by teacher educators and in documents yielded the

convergences and divergences of two groups as summarized in Table 4.6 below.

Table 4.6 (In)Congruency between perceived and formal learning outcomes

by teacher educators.

Convergences Divergences
e Constructing notions e Encouragement for
of research postgraduate studies
e Research literacy and e Increase in self-confidence
reading skills e Improved study skills
e Academic writing skills e Contribution to professional
e Methodological knowledge development
and awareness e Contribution to or refrain
e Academic integrity from researcher identity
and honesty e Potential for dissemination
e Higher-order thinking skills of knowledge
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The first convergence was noted in the outcome of construction notions of research.
In the course descriptions provided by HEC (YOK, 2018a) and METU (2013), it was
explicitly stated that students needed to obtain the basic concepts and principles about
research methods and research engagement. Analyzing the syllabi highlighted that this
outcome was accomplished through input sessions not only on the “Meaning of
Research” (METU, 2018) but also “Key Issues in Research Methodology” (METU,
2017a). All teacher educators emphasized that pre-service teachers came to an
understanding that rigor, systematicity, and certain steps to follow were the elements
of research. A teacher educator pointed out the way pre-service teachers experienced

this outcome as the following:

They learn the discipline, they learn rigor, they learn how to deal with data,
they learn the responsibilities of the researchers and they write a research paper
on their own. (TE-2)

Another convergence was underlined in terms of certain improvements in research
literacy and reading skills through accessing databases to find sources and reviewing
them. The course descriptions offered by METU (2013) specified students would be
instructed on the ways to “find and review credible sources in existing literature” while
HEC (YOK, 2018a) highlighted that students would learn how to access the databases
for searching articles and theses. Reviewing the syllabi, this learning outcome was
accomplished through the submission of working bibliographies and secondary
sources in the form of assignments and giving feedback. Moreover, a teacher educator
further commented on how pre-service teachers tackled the perceived problem of
finding related literature. The multiple roles played by teacher educators such as “co-
researcher, facilitator, input provider, and motivator” were addressed to serve to the
accomplishment of finding resources. At the beginning of the course, all teacher
educators stated pre-service teachers had great difficulty in terms of finding sources;
however, they stated that most of the pre-service teachers developed this skill as the

course progressed. Teacher educators remarked these:
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Well, there are differences at the beginning and at the end of the course. Here
is a specific example: they kept saying they couldn't find enough research
material on topics they want to look at and enough second resources, which
was totally untrue, but they weren’t lying. It was simply a problem. They didn't
know how to look for it. (TE-2)

Research is a journey. What you do in the journey and what we do in the
research course are pretty much similar. So, we are collaborating. We are co-
operators and co-researchers, |1 would say. Sometimes they come to me and
said they couldn’t find any related literature. So, I helped them out with this. I
lead them to different sources etc. So, | acted as a facilitator, input provider,
and as a motivator. In all these ways, giving feedback is the main concern. (TE-
1)

Moreover, the development of academic writing skills and the notion of academic
integrity were among the convergent learning outcomes. Teacher educators
underscored that pre-service teachers learned how to write using academic discourse
and documentation skills adopted in academic writing. “Know-how of writing a good
research paper” and skills required in academic writing such as ‘“summarizing,
paraphrasing, quoting, citing and referencing” were explicitly stated as learning
outcomes in the course description provided by METU (2013) and expertise to prepare
research reports in line with the research ethics and principles in HEC (YOK, 2018a).
Echoin