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ASSUMPTIONS AND PEDAGOGICAL KNOWLEDGE: TEACHING AND
LEARNING ACCORDING TO TEACHERS OF ENGLISH

INANCLAR VE PEDAGOJIK BIiLGi: INGILIZCE OGRETMENLERINE GORE
OGRETIM VE OGRENME
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ABSTRACT: This article investigates assumptions and pedagogical knowledge of English teachers working in
primary, secondary and higher education in Turkey to identify their current orientations towards practices in foreign language
learning and teaching. A survey was administered to 197 participants. The two questionnaires, on learning and teaching, were
designed in a way to identify the extent to which teachers’ views overlap with those offered at teacher training programs as
well as their beliefs and assumptions that markedly deviate from the current state of the art research. Findings overall reveal
that teachers’ views overlap considerably with those in foreign language learning and teaching scholarship. However, traces
of Audiolingual Method can be seen in teachers’ thinking. They favor the use of language laboratories as well as the
repetition drills. Gender, age, and experience do not play a statistically significant role in the assignment of assumptions and
pedagogical knowledge.
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OZET: Bu ¢alisma Tiirkiye’de ilk, orta ve yiiksek 6grenim kurumlarinda ¢alisan ingilizce 6gretmenlerinin gretim
ve 0grenime kars: tutumlarini, inanglarini ve mesleki bilgilerini incelemektedir. Calismada 197 dgretmene uygulanan bir
anket kullamilmistir. Ogrenim ve 6gretim {izerine hazirlanmus iki ayr1 béliimden olusan anket, dgretmen goriislerinin
Ogretmen yetistiren boliimlerde verilen bilgilerle ne kadar ortiistiigiinii ve mevcut alan yazin bilgilerinden kayda deger tarzda
ayrilan inan¢ ve tutumlarini ortaya koyacak sekilde tasarlanmustir. Bulgular gostermektedir ki ankete katilan 6gretmenlerin
yabanci dil 6grenimi ve dgretimi alanindaki goriisleri, alanda kabul goéren prensiplerle genis capta Ortiismektedir. Bununla
birlikte, isitsel-dil yonteminin izleri hala goriilmektedir. Ogretmenlerin dil laboratuari ve tekrara dayanan alistirmalari
destekledikleri goriilmiistiir. Ayrica, cinsiyet, yas ve deneyimin inanglar ve pedagojik bilgileri belirlemede istatistiksel olarak
anlaml bir etkide bulunmadig1 da gézlemlenmistir.

Anahtar Sézciikler: 6gretmen inanclari, pedagojik bilgi, yabanci dil 6grenimi ve 6gretimi.

1. INTRODUCTION

If a teacher is trained properly in the light of the state of the art research, s/he is expected to
teach adequately. Therefore, teacher training programs were and have been attributed a prominent
place in educating the language teacher. However, research into the pedagogic behavior of language
practicing teachers have revealed that teachers do not carry out their occupations in the light and
formation of the principles taught to them during the training program at universities (Binnie-Smith,
1996; Almarza, 1996). This is partly so because, within the web of personal and social interactions,
teachers of English appropriate new information and knowledge as to how best teaching should be
conducted as well as what the nature of foreign language learning is. Furthermore, teachers’
accumulated experience over the years on the issue of what the most effective ways of teaching are
will play a vital role in their approach to and practice of teaching.

This study is essentially driven by the need to identify the causes of dissatisfaction and/or
failure with the outcomes of English language education in the Turkish context. Further, it is partly
assumed that dissatisfaction has a lot to do with teacher performances in the classroom. The first issue
in this pursuit could be to find out the mental dispositions of practicing teachers, with the hypothesis
that what teachers think will inevitably influence what they do. It would not be too wrong to say that
teachers’ understanding of what teaching and learning an additional language is shaped by two main
factors: 1) teachers’ pedagogical knowledge, received during pre-service education and 2) teachers’
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beliefs and assumptions, obtained through experience. The present study attempts to determine which
of these two is more influential for the ways teachers teach English.

2. TEACHER BELIEFS AND ASSUMPTIONS

The success of any type of education generally depends upon three key factors: the teacher,
educational materials and the learner. Of these three, the conventionally and relatively more important
one is the teacher, who guides, controls, promotes or hinders learning. In spite of the fact that in the
last two decades or so the emphasis on education has shifted from teacher-centered to learner-centered
teaching/learning, this has not declined the importance of the role of the teacher. The teacher still has
the great role and responsibility of providing his/her students with an environment in which students
can learn efficiently the subject matter as well as become independent learners who can reach the
correct and sufficient knowledge; and subsequently evaluate, assimilate, adapt and reconstruct that
knowledge in connection with their needs. This is more significant in cultures where students are more
introvert and rely greatly on teacher initiation.

Tedick and Walker (1994) suggest that despite the vast descriptive and prescriptive literature
on second language teacher preparation it is important to uncover the conceptions, beliefs, and values
that underlie the descriptions and prescriptions, or the thoughts that guide teachers’ practices in
classrooms. A teacher has different types of knowledge at different levels. One main type is the
content knowledge which is the knowledge of the subject matter that the teacher teaches. During the
teaching practice, the teacher prepares, amongst other things, the knowledge, and then select, adapt
and tailor it to student needs and qualities. ‘Belief” as a general term is “... a proposition which may
be consciously or unconsciously held, is evaluative in that it is accepted as true by the individual, and
is therefore imbued with emotive commitment; further, it serves as a guide to thought and behavior.”
(Borg, 2001: 186-87). Implications of this general description of beliefs is clear for teachers; for
beliefs to be ‘beliefs’, they need to be evident in their behaviors. When this term is collocated with
teachers, ‘teacher beliefs’, it refers to teachers’ pedagogic beliefs or those beliefs of teachers that are
relevant to their teaching practice. Woods’ (1996: 55) definition is more comprehensive: teacher
beliefs is ““...the entity of what teachers embrace, including attitudes, values, beliefs, thinking, images,
knowledge, conception, working principles, practical knowledge, and implicit theories.” The present
study accepts both definitions as accurate descriptions of the state of mind of teachers relating to
teaching and learning.

Pajares (1992), working extensively on teachers’ beliefs, concluded with a certain level of
certainty that teachers’ beliefs had a much greater influence than teachers’ knowledge on their lesson
planning, decision-making, and general classroom practice. This should, of course, not to be
interpreted negatively in the sense that teachers do wrong the moment they deviate from what the
contemporary scholarship suggests. In fact, this could be an attempt to bridge the gap between theory
and practice. Further, some merit should also be seen in their determination to change given the
variety of contexts they practice. Mok’s (1994) search for the causes of beliefs are illuminating. Mok
indicated that teacher’s beliefs about best teaching were guided by their previous experience as a
learner as well. It is not surprising that what they perceive to be as perfect or near perfect examples of
teaching and learning when they were at the receiving end of education process can be influential in
their current thinking.

In studies (among others, Binnie-Smith, 1996; Almarza, 1996) carried out to reveal teacher
beliefs that shape and guide their classroom behavior, it has been clearly seen that there is a
discrepancy between what teachers are taught at teacher training programs and what they believe and
implement in the classrooms. What they believe and assume to work for learning forms their beliefs
and assumptions whereas the research based knowledge they receive in pre-service training could be
appropriately referred to as pedagogical knowledge. Woods (1996) offers a convenient acronym BAK,
with B standing for beliefs, A for assumptions, and K for pedagogical knowledge.

The working teachers’ beliefs and views about language learning and teaching may, and
perhaps has to, change over time, nonetheless, within certain boundaries. However, they may change
so much so that they can have little to do with what they had come to have accepted during their pre-
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service education, a situation that may problematize the whole idea of language education. Placing
aside this extreme example, teacher views may change due to different teaching contexts, target
learner group’s different features and their diverse needs, which deserves applause, as teachers are
evidently trying to adapt to various challenges that were not foreseen in the teacher training books.
Findings in this study are to be interpreted in the light of this distinction.

Since teachers” BAK is of crucial importance to learning-teaching practices in the classroom,
many studies have been carried out to reveal the underlying belief system of teachers in their
classroom practices (Gatbonton, 1999; Donaghue, 2003; Johnson, 1992, 1994; Breen, 1991; Fogarty,
Wang & Creek, 1983). The question that needs to be answered is why, of all of the possible choices
that could be made by teachers, are some selected and others not? The teacher’s BAK play an
important role in how the teacher interprets events related to teaching (both in preparation for teaching
and in the classroom), and thus affect the teaching decisions that are ultimately made (Woods,
1996:184; Minor, Onwuegbuzie, Witcher, & James, 2002).

The underlying assumption of the studies in the literature is that when teachers work to
promote learning in the classroom they are guided by mental acts that have been shaped by the
knowledge and beliefs about teaching and learning that they have accumulated through the years.
Thus, if one can ascertain what these thoughts are, valuable insights can be gained into the knowledge
that lies behind them. For instance, Binnie-Smith (1996) examined the reports of 9 experienced ESL
(English as a Second Language) teachers in order to understand the nature of their classroom
decisions. She found that these teachers' decisions were influenced extensively by their personal
constructs of second language theory and their individual beliefs about learning. Additionally,
Almarza (1996) examined how 4 ESL pre-service teachers' concepts of teaching developed and
whether they could be modified by a course in teacher education. The findings of her study indicate
that such concepts are shaped by teachers' past experiences as students. These concepts can be
modified slightly by teacher training, but the influence of their learning experiences on the shape of
their classroom behavior remains profound.

The present study sets out to reveal a picture of English teachers teaching at Turkish primary
and secondary schools as well as universities. This study attempts to tap the area immune from the
contextual problems of language teaching, primarily the area where teachers have control over. We are
interested in what teachers think rather than what they do although we recognize that there is a strong
link between what one does and what one thinks.

Regarding the importance of underlying teacher beliefs about language teaching and learning
and how they shape the process of teaching, this study sets out to determine the beliefs of language
teachers on two major points: a) how learners learn a foreign language b) how a foreign language is
best taught. This study pursues the following research questions:

1- Are there any assumptions of teachers of English about language learning and teaching
radically different from those of contemporary?

2- If so, what are they, and to what extent they overlap or deviate from the established research
findings?

3- How do participant teachers’ assumptions and pedagogical knowledge differ in regards to
gender, experience, type of graduation and type of school they work at?

3. THE STUDY

197 teachers took part in the study from a wide range of schools in Istanbul through a
convenient sampling technique. 117 of these were female while 80 were male. The sample included
instructors working in either public or private sector at Prep. classes at universities, primary and high
school teachers (Table 1).

Two questionnaires were prepared by the author in the light of the accumulated literature in
language education. Questionnaire items received face value from colleagues in the field for the
statements’ ability to tap teachers’ beliefs, assumptions, and pedagogical knowledge. The first
questionnaire, “Scale for Beliefs on Learning a Foreign Language”, include item statements worded in
the form of propositions. Likewise, “Scale for Beliefs on Teaching a Foreign Language”, included
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items to find out teachers’ understanding of views on teaching. Participants were asked to indicate
their levels of agreement/disagreement on the content of the item statements through a five-point
Likert type scale: (1) Strongly Agree, (2) Agree, (3) Undecided, (4) Disagree, and (5) Strongly
Disagree.

Table 1 Demographic Information on Participants

Variable Features N %
Sex Female 117 59.4
Male 80 40.6
Experience 0-5 years 82 41.6
6-10 years 62 31.5
11-15 years 24 12.2
16 + 29 14.7
Type of School Public Primary School 30 15.2
Public High School 58 29.4
Private Primary School 21 10.7
Private High School 19 9.6
University 69 35.1
Type of Graduation ELT Graduate 131 66.5
Non-ELT Graduates 66 33.5

The questionnaires were administered to participants by the researcher himself at schools
where participants worked. The researcher was always present during administration in case an item
statement required explanation. Completion of questionnaires usually took 20 to 25 minutes. Though
the item statements were worded in Turkish, some participants required explanation, which was done
in only a few occasions by the researcher. Overall, there were no problems during the procedure.

4 RESULTS

4.1. Results of the Learning Questionnaire

In the pilot study for the learning questionnaire, reliability and internal consistency were
computed, which produced the following: the reliability alpha has a moderate level of reliability (a =
.60), and KMO test produced a moderate level of internal consistency (p=,000). Further, one-sample
T-test was computed, which displayed a significant difference between the expected and calculated
scores. These results warranted the administration of the questionnaire to larger samples. As the items
in the questionnaire were assessed by the participants on a 5-point Likert scale, the possible scores of
this 40-item questionnaire range from 40 to 200. First, one sample t-test was run to calculate the
significance between the expected and the calculated scores, which yielded M=17.96 and p < .05, as
seen below in Table 2.

Table 2 One-Sample Test for Learning

Test Value =120
95% Confidence Interval of the Diff
T df Sig. (2-tailed) Mean DifF Lower Upper

LEARNING 25.155 196 ,000 17,9594 16,5514 19,3674

As such, a significant difference was observed between the expected and calculated scores.
That is, the first research question (Are there any assumptions of teachers of English about language
learning and teaching radically different from those of contemporary?) is worth pursuing. Next is the
third research question (How do participant teachers’ beliefs, assumptions and pedagogical knowledge
differ in regards to gender, experience, type of graduation and type of school they work at?) to probe
whether independent variables (participants’ gender, participants’ experience, the type of school
participants are working at and participants’ type of graduation) play a significant role in their BAK
orientations. For this purpose, Anova and t-tests were conducted. The results did not generate any
significant difference in terms of the participants’ demographic attributes, except for one: a significant
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difference was noted between those working at private schools and those working at public high
schools (p<.05). We can now answer the second research question: If participants have BAK, what
are they, and to what extent they overlap or deviate from the established research findings? To be able
to answer this question on the basis of mean percentages for the responses to item statements, the five
point scale was divided along the following lines: M < 2.50 is considered supportive of a statement
whereas M > 3.50 is not supportive (Table 3). Recall that M=1 represents strong agreement while M=5
strong disagreement.

Let us begin the analysis with the items that include pure assumption (which are followed by
the sign (F) in the table). Item 01 assumes that children learn a foreign language more easily than adult
people. This belief was used to support the early introduction of foreign language learning when
people tried to resemble second language learning to first language acquisition. The critical period
hypothesis was the main base of this idea but literature did not provide satisfying evidence that there is
any such cut-off point for foreign language learning. However, in this study nearly all of the teacher
participants (90.9 %) believe that there is such a point. A deeper analysis displays much more clear
evidence that such a belief does not change according to participants’ demographic variables. Another
assumption held by many teachers is in item 03: “Some languages are learned more easily than others”
is not supported by the literature, and therefore should not be used to justify failures. This also shows
that teachers need more training in foreign language learning compared to teaching. According to item
28, teachers think that it is students’ responsibility to come to class motivated. Knowledge of teacher
initiation and intrinsic motivation has us say that teachers too are responsible in creating desire to learn
through interesting activities and course materials. Item 13 reveals that most teachers still favor the
motto “Practice makes perfect”. A tenet of Audiolingual Method, repetition and drilling are still highly
respected by teachers. The use of language laboratories is still a debated issue among teachers
although it is no longer favored by research. A clear majority of the teachers surveyed believe that
language labs should come back into the profession (item 37). The last assumption in the learning
questionnaire relates to the fashionable idea that to master a language one needs to spend time in an
English speaking country (item 11).

As for those items that are highly endorsed and supported by research, the following is due.
Aptitude plays a significant role in foreign language attainment, which can be better secured with the
use of multi-media devices as well as group and pair work techniques and using songs in the
classrooms. Learner styles and characteristics, autonomous learning, the judicial use of Turkish in
English classrooms are some of the pedagogical principles currently in place (in the tables T stands for
a proposition that is supported by research whereas F stands for a belief or an assumption).

Table 3 Endorsed Items in the Learning Questionnaire (N=197)

Item Statements M SD
01 Children learn a foreign language more easily than adult people. (F) 1.48 81

02 Some people have special aptitude to learn foreign languages. (T) 1.54 .82
03 Some languages are learned more easily than others. (F) 1.81 .87
17 Practicing by using multimedia devices is important. (T) 1.88 .82
08 A person who speaks a foreign language learns a second one more easily. (T) 1.94 .88
34 Group and pair work are the best techniques to improve the speaking skill. (T) 1.95 .80
18 Learning a foreign language is different from learning academic lessons. (T) 1.95 .93
28 Students should themselves have the motivation necessary for learning. (F) 1.97 95
38 Teaching English through songs is useful. (T) 2.00 776
40 The use of Turkish in English teaching can be sometimes useful. (T) 2.04 .83
13 Repeating and drilling a lot is important in language teaching. (F) 2.15 1.18
37 The contribution of language labs to language teaching is unquestionable. (F) 2.20 1.11
11 English is best learned in an English-speaking country. (F) 2.21 1.11
36 No student learning style is similar to another. (T) 2.26 1.08

24 Students who are not trained on how they can improve their English outside
the class cannot be successful. (T) 2.30 .84
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The number of unendorsed items is comparatively fewer: a total of 6 items (Table 4). By item
22, teachers oppose rightly the idea that English is very difficult: students have no excuse for failing in
this premise. The next item which received high disagreement is to do with aptitude. This result is in
clash with item 02, discussed above. Item 07 is essentially lecturing avoidance strategy: do not say a
grammar feature if you cannot say it correctly. This should be classified as pedagogical knowledge on
behalf of teachers. It is nice in item 16 that a considerable number of teachers do disagree that
grammar teaching is the most important element of language teaching.

Again, acquisition of new words should be contextualized and related to existing vocabulary
items (item 35) and fortunately most of the teachers are aware of this. Finally, item 04, which has
nothing to do with language learning, measures participants’ overall evaluation of success in foreign
language learning in Turkey. A considerable number of teachers think Turkish people are not that
good in learning a foreign language.

Table 4 Unendorsed Items in the Learning Questionnaire (N=197)

Item Statements M SD
22 Learning English is very difficult. (F) 3.97 94
09 Students doing well in sciences are not good at foreign language learning. (F) 3.79 1.02
07 It is essential not to say a specific language structure until it is said correctly. (F) 3.63 1.09
16 The most important element of learning a foreign language is its grammar. (F) 3.57 1.09
35 It is not absolutely necessary to relate new words to words learned before. (F) 3.36 1.09
04 People in my country are good at learning a foreign language. 3.34 1.01

4.2 Results of the Teaching Questionnaire

To seek out participants” BAK about approaches towards language teaching, a questionnaire
which consists of 36 items was set up and a pilot study was conducted. The results of the pilot study
displayed a moderate reliability (oo = .60) but a quite internal consistency. The 36-item teaching
questionnaire has possible scores ranging from 36 to 180 in a 5-point Likert type scale and the
expected value is 36 x 3 = 108 points. That is, if the observed value is calculated over 108 then the
participants’ beliefs towards language teaching will be estimated high, which is also the expected
result of the study. Otherwise, the results will be estimated low. For that reason, we have run the t-test
to calculate the significance and obtained the mean difference as 12.76; p=.000. This result answers
the first research question: teachers possess beliefs and assumptions that are radically different from
the commonly accepted practices.

The second research question probed the extent to which teachers’ beliefs, assumptions and
pedagogical knowledge overlap or deviate from the established research findings. For this purpose, the
items relating to assumptions were taken into account. As was with the analysis above, M < 2.50 is
considered supportive of a statement whereas M > 3.50 is not supportive. As the number of items that
are supportive of the item statements is great (18), we decided to present the top ten items (Table 5).

Speaking overall, the fact that most teachers agreed with the contents of propositions is
promising for teaching practice in Turkey (Table 5). Only item 13 brings in a false assumption, that is,
“Mastery in listening/reading skills is essential before writing /speaking”. As a matter of fact, learners
at every stage of development can benefit from productive skills and waiting for mastery of receptive
skills before students start to produce can be both impractical and too ideal, especially in input-scarce
countries. Fear of students producing errors is just not justified. Errors are part and parcel of learning
endeavor.

As for the endorsed items that are grounded in literature, we can say the following. Personal
traits and tendencies of learners; the role of writing and speaking in the emergence of language
development; significance of in-service training; speech errors requiring further speaking
opportunities; appropriate teaching materials; importance of stress and intonation; contribution of
subconscious learning in informal contexts including those involving native speakers; and to end with,
use of familiar character names (i.e. Turkish) have been noted.
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Table 5 Endorsed Items in the Teaching Questionnaire (N=197)

Item Statements M SD
31 Students’ needs and talents should be known for an effective teaching. (T) 1.61 .86
01 The real acquisition happens by students’ practice in speaking and writing. (T) 1.75 .86
25 In-service training helps improve the quality of English teaching. (T) 1.86 1.01
05 Errors in the speech of learners require lots of spoken practice. (T) 1.90 .88
18 Lack of suitable materials harms language instruction to a great extent. (T) 1.94 .98
33 Features of spoken language like stress and intonation should be taught. (T) 1.95 .89
06 Language is meaningful communication and learned subconsciously in

informal social environments. (T) 2.04 93
03 It is a sign of learning if students can interact with native speakers. (T) 2.12 1.04
13 Mastery in listening/reading skills is essential before writing /speaking. (F) 2.19 1.01
20 Teachers can use Turkish names for characters in dialogues. (T) 2.23 1.04

Next is to find out what teachers relatively strongly disagree. Table 6 presents the five items
that had an average mean above 3.50. Generally speaking, as was the case with results presented
above, teachers appear to have the right orientation. Most teachers are of the idea that speaking should
not be left to its own course development, that drama does in no way distract the aim of a lesson, that
materials addressing five senses are vital, that pronunciation is a priority, and consequently, that
exams do contribute to the language instruction.

Table 6 Unendorsed Items in the Teaching Questionnaire (N=197)

Item Statements M SD
14 No need to teach speaking, as learners themselves begin to speak mostly. (F) 4.05 1.02
30 The teacher’s use of drama distracts the aim of language instruction. (F) 4.04 1.01
34 There is no need for materials that address the five senses. (F) 4.03 1.07
28 Pronunciation is not a field having a priority for a language teacher. (F) 3.62 1.10
29 Exams do not contribute to language instruction, even if indirectly. (F) 3.59 1.03

Having thus far addressed the second research question, we can now turn to the third research
question, which inquired into whether beliefs and assumptions are associated with a group of
demographic attributes in the participant teachers. For this purpose, we ran ANOVA and t-tests using
the SPSS version 11.5. The results of the test revealed that teachers’ views did not significantly
correlate with any of the independent variables (i.e. gender, experience, type of graduation, and type
of school they work at).

Before we end the presentation findings, it is useful to search for a correlation between
participants’ overall responses for learning and teaching. For this purpose, the Pearson correlation
coefficiency was computed: r= .435. A correlation between two scores (i.e. that of teaching and
learning) is confirmed. Next, a t-test was run to see whether this correlation is statistically significant
or not. The correlation is significant at level .05 (p=.000). This statistically significant correlation
shows that teacher’s beliefs deeply influence their approaches and practices to language teaching.

5. DISCUSSION

Results obtained in the language learning area answered the first research question positively.
That is, teachers possess assumptions that are radically different from those established by research.
As for the third research question, it was seen that independent variables such as gender, experience,
and type of graduation do not play a significant role for the way they hold assumptions and
pedagogical knowledge in foreign language learning. Nonetheless, the type of school they work at
showed some marked differences. Those teachers working in the public sector have significantly
higher levels of beliefs and assumptions than those working in the schools of the private sector. In
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other words, the principles by which private school teachers teach tend to be closer to those prescribed
by the contemporary research. This may be due to the fact that private school teachers are more often
scrutinized to update their knowledge in the field and shape their practices in the light of the recent
developments. It may also be very much related to the very little amount of in-service training that
public school Turkish teachers of English receive (Karaata, 2010).

The second research question extends the first research question: what specific assumptions
and features of pedagogical knowledge do teachers have? In what follows, we present those areas
pertaining to assumptions, as this is the area where pedagogic intervention can take place. The highest
agreed item is “Children learn a foreign language more easily than adults”. This statement would be
absolutely true if the context were a second language learning one. However, in foreign language
learning contexts it is difficult to uphold this statement. Hardly is there a body of research that shows,
when independent factors are held constant, lower age would produce a higher retention rate for
foreign language proficiency. In fact, some studies show that younger adults and adults outperform
their younger groups (Snow and Hoefnagel-Hohle, 1978). The proposition contained item 03 “Some
languages are learned more easily than others” is not supported by the literature. Linguistics tells us
that languages by and large have equal complexity in the features they have.

The issue of motivation has been one of the important determiners of attainment in language
proficiency. In this regard, it was important to find out what teachers think. Item 28 wanted to capture
their views on motivation. Majority of teachers think that it is students’ responsibility to come to class
with a reasonable level of motivation. Research has put forward that learners who lack instrumental,
integrative and extrinsic motivation can be motivated through intrinsic motivation (Ddrnyei, 1994).
Intrinsic motivation occurs in the presence of challenging tasks, interesting activities and course
materials, which leaves plenty of room for teachers to work in. Item 13 reveals the inclination of
teachers towards the Audiolingual Method, which could be summarized in the motto “Practice makes
perfect”. Repetition and drilling is still highly respected by teachers, supported by our observations.
Closely related with this method is the use of language laboratories. Teachers favor the use of
language laboratories. The final assumption the study unearthed in the learning questionnaire relates to
the popular idea that to learn a language one needs to be exposed to environments where language is
used in social transactions.

In the area of teaching, too, teachers hold assumptions that need attention, which basically
answers the first research question positively. The second research question probed the area where
teachers’ beliefs, assumptions and pedagogical knowledge are. It is encouraging to see that almost all
item statements that received highest agreements from the participant teachers are pedagogically
sound. Of the ten endorsed items, only one is related with an assumption: “Mastery in
listening/reading skills is essential before writing /speaking” (item 13). It may appear to common
sense that receptive skills need to precede those of the productive. Furthermore, a silent period is
regarded as essential when learners can store enough knowledge master skills before they can put them
to production. This is a position that is not justified totally and still debated. The importance of
integrating the skills in language teaching is overwhelmingly noted by researchers. One might argue
that especially at the very beginning stages the sequence should be listening/reading followed by
speaking/writing. However, this cannot be generalized beyond these stages, which form a minority of
language development phases overall.

The questionnaire for language teaching elicited favorable responses beyond the expectations
of the authors. Teachers appear to have been equipped with the state of the art knowledge. Compared
with those responses obtained in the language teaching questionnaire, teachers suffer in their
orientations towards the nature of foreign language learning. Attention is clearly needed to be placed
on informing teachers on how learning takes place. The accepted paradigm in language education is
that teaching needs to be informed by learning outcomes.

Recall that this study was essentially driven by a need to tap problems and dissatisfaction in
English language learning. In looking for a factor to blame, teachers appear to be the main culprit, or
perhaps the easiest to inspect and lecture. There are of course other factors that do affect the learning
outcomes. The scope of this study is limited with investigation of the reported views of the practicing
teachers. In view of the results, teachers are not to be blamed for the disappointment experienced in
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Turkey. These conclusions can be regarded as safely drawn from the reported views of teachers,
especially the encouragement given by Pajares (1992), who claimed that teachers’ beliefs had a great
influence on their general classroom practice. However, reported views may not fully depict the
picture in actual practice, which was earlier noted as a methodological problem. Then, it could be
illuminative to look at their practice, if we still insist that teachers are a major party that needs
rectification, which could be a direction for future research.

6. CONCLUSION

This study set out to capture the English language education scene in Turkey from the
perspective of practicing teachers, as teachers’ views and practices are critical since their agency in the
education process is extremely important in implementing novel and effective techniques. Further, the
study was initiated to account for the dissatisfaction with the outcome after years of time and resources
investment in English learning in Turkey. The findings seem to suggest that language teachers cannot
be blamed, at least for the majority of ailing areas in language education. Though surveyed teachers
appear to have more than tolerable levels of beliefs on what language learning is, they rate extremely
well in their dispositions toward the concept of teaching. Duplicate studies are needed to ascertain or
falsify the results reported in this study. Irrespective of these findings, we believe there will be quite a
few, expert and non-expert alike, who will continue to place blame on teachers, saying that they have
not been properly and adequately trained. Perhaps one way to alleviate these objections and concerns
is to look at the classroom practices of language teachers.
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Genisletilmis Ozet

Ogretmenlerin egitim ve Ogretim konularmdaki goriisleri iizerine bugiine kadar yapilmus
aragtirmalar, her zaman {iniversitede aldiklar1 egitim ve Ogretimin 1s18inda mesleklerini
yiirlitemediklerini ortaya koymustur (Binnie-Smith, 1996; Almarza, 1996). Bunun nedeni de,
Ogretmenlerin hem egitim goriirken hem de 6gretmenlige basladiktan sonra zamanla iiniversitede
aldiklar1 egitime aykir1 olarak goriislerini degistirmeleri olarak gosterilmistir. Bu bir bakima
kagiilmaz olmakla birlikte, Ingilizce &gretiminin iyi sonuglar vermesi agisindan aldiklar1 egitim
dogrultusunda 6gretmenlik yapmalarinin 6nemi ortadadir. Tedick ve Walker (1994) 6gretmenlerin
mezuniyetten sonra ve belli bir deneyime sahip olduktan sonraki goriislerinin ortaya konmasinin
gerekliligini belirtmislerdir.

Bu arastirma, Tiirkiye’deki Ingilizce dgretimi ve greniminin istenilen diizeyde iyi sonuglar
vermemesinin Ingilizce &gretmenleriyle ilgili olup olmadigini ortaya koymak igin yapilmustir.
Arastirmanin temel amaci iyi sonu¢ almak icin mevcut etkenlerden birinin, yani, &gretmenlerin,
yabanci dil 6gretimi ve dgrenimi ile ilgili gorlislerinin ne oldugunu ortaya koymaktir. Bu maksatla
hazirlanmig 76 maddelik bir anketle, 6gretmenlerin inanglart ve pedagojik bilgileri 6lgiilmeye
calisilmistir. Bagimsiz degisken olarak, cinsiyet, yas, deneyim, Ogretmenlik boliimii mezunu olup
olmadiklar1 ve 6zel veya devlet okullarinda galismak esas alinmistir. Ingilizce dgretimi ve dgrenimi
bilgi ve inanglarmi 6lgmek icin gelistirilmis olan bu anket, Istanbul’da ilk, orta ve yiiksek dgrenimde
calisan 197 6gretmene (117 bayan ve 80 erkek) uygulanmistir. Okul ve 6gretmenlerin ankete katilimi
istege bagli ve ulasabilirlik Olgiitlerine gore saglanmigstir. Anket verileri SPSS 11.5 programu ile
istatistiksel analize tabi tutulmustur.

Ingilizce Ogrenimine dair sonuglar asagidaki gibidir. Birinci arastirma sorusu olan
“Ogretmenlerin yabanc dil 6grenimi ve dgretimi ile ilgili inang ve tutumlar1 giincel arastirmalarla elde
edilenlerden farkli midir?” olumlu olarak yamtlanmistir. Diger bir deyisle Ogretmenler, bilgileri
disinda  bilimsel olmayan bazi fikirlere de sahiptirler. Ikinci arastirma sorusu kapsaminda
Ogretmenlerin edinmis olduklar1 inanglarin ve bilimsel bilgilerin neler oldugu sorgulanmistir.
Cocuklarm yetiskinlerden daha iyi Ingilizce 6grendikleri, baz1 dillerin diger bazi dillerden daha kolay
Ogrenildigi, giidiilemenin 6grencilerin kendi baslarina halletmeleri gereken bir olgu oldugu gibi anket
maddelerine Ogretmenlerin yiiksek oranda verdikleri kabul cevaplarindan, yerlesik akademik
bulgularm diginda bazi inang ve pedagojik bilgilerinin oldugu anlagilmaktadir. Yapilan arastirmalar
(Snow and Hoefnagel-Hohle, 1978) Ingilizcenin kullamlmadigi iilkelerde erken veya geg yasta
O0grenmenin herhangi bir etkide bulunmadigini gdostermistir. Hatta bazen, yetiskinlerin bazi konulari
cocuklardan ¢ok daha iyi 6grendigi belirtilmistir. Diger yandan, dilbiliminden elde edilen verilere
gore, dillerin basitlik ve karmasiklikta birbirlerine ¢ok yakin olduklar1 bilinmektedir. Dolayisi ile bazi
dillerin kolay Ogrenilebilecegi gibi varsayimlar yanlistir. Yine, yapilan arastirmalar 1s18inda
Ogretmenlerin  giidiisiiz  6grencileri, 1ilging, heyecan veren etkinlikler segerek giidiilemeyi
saglayabilecekleri ifade edilmistir (Ddrnyei, 1994). Bunlarin basinda igten gelen, anlik ve 6gretmen
destekli gilidiilleme yontemleri simif i¢i giidiillemeyi artiran faaliyetler olarak kayitlara gecmistir.
Uglincii aragtirma sorusu olan, cinsiyet, yas, deneyim, 6gretmenlik boliimii mezunu olunup olunmama
ve Ozel veya devlet okullarinda ¢aligmanin sahip olunan inanglar1 kayda deger sekilde belirleyip
belirlemedigi sorusu olumsuz yanitlanmistir. Yani, inanglar herhangi bir cinsiyet, yas veya baska bir
demografik etkene baglanamaz. Ancak, ¢alisilan sektor burada belirleyici olmustur. Devlet okullarinda
calisanlarin digerlerine oranla anlamli olarak daha fazla yanlig fikirlere sahip olduklar1 sonucu
belirmistir.

Incelenen ikinci alan da &gretmenlerin ingilizce dgretimine dair olan goriisleridir. Bu alanda
da Ogretmenlerin birtakim yanlis diisiince ve inanglara sahip olduklar1 ancak bunlarin hos
goriilebilecek kadar etkisiz olduklar1 goriilmiistiir. Ogretmenlerin, son dénemde ortaya cikan
geligsmelerin alan yazina kazandirdig: bilgileri edinmis olduklar1 saptanmistir. Bu boliimde elde edilen
verilerle 6grenim anketi ile elde edilen veriler karsilastirildiginda, katilimcilarm &gretim ile ilgili
konularda oldukg¢a daha fazla bilgi sahibi olduklara géze ¢arpmaktadir. Bu sonuca gore, 6gretmenlerin
daha ¢ok yabanc1 dil 6greniminin nasil ger¢eklestigi konusunda ek bilgi ve beceri edinmeleri gerektigi
ortaya cikmaktadir. Tekrar Ggretim alanindaki sonuglara donecek olursak, 6gretmenlerin yiiksek
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rakamlarda onayladiklar1 ilk on anket maddesi incelendiginde goriilmektedir ki biri hari¢ hepsinde
isabetli davranmiglardir. Bu maddeler, ankete katilan her seviyede g¢alisan Ogretmenlerin pedagojik
bilgilerinin yeterli olduguna kanittir. Yanlis inang olarak kabul ettigimiz madde 13. maddedir:
“Konusma ve yazma becerileri Ogretilmeden oOnce, dinleme ve okuma becerileri iyice
saglamlagtirllmalidir.” Yaygin olan goriis, biitlin becerilerin atbasi olarak Ogretilmesi, birinin
digerinden daha Once veya sonraya birakilmamasidir. Amimsanacagi {izere, bu caligma &grenim
ciktilarinin zayif ve yetersiz kabul edildigi ve bundaki biiyiik sorumlulugun 6gretmenlerde olabilecegi
varsayimima dayanmakta idi. Bunun gerekgesi de, Pajares’in (1992) belirttigine gore dgretmenlerin
kendi gelistirdikleri veya c¢evreden elde ettikleri 6gretim ve O6grenim ile ilgili inan¢ ve tutumlarin,
yaptiklar1 isi dogrudan etkilemesidir. Ancak, Ogretmenlerin bu tiirden arastirmalara verdikleri
yanitlarin her zaman gercegi yansitmayabilecegi, arastirmacimn hosuna gidecek yanitlar
verebilecekleri veya yaygin O6gretmen goriislerini kendi diisiince ve inanglari olarak gosterme
egilimine girebilecekleri unutulmamasi1 gereken ve arastirmayr olumsuz etkileyebilecek
etkenlerdendir.

Sonug olarak, Tiirkiye’deki Ingilizce dgrenim ¢iktilarin, zayif, yetersiz ve beklentilerin
uzaginda olmasi karsisimda, sadece Ogretmenlerde eksiklik aramak yersiz olacaktir. Her ne kadar,
Ogretmenler, belirttikleri goriisler itibariyle, miikemmel olmasalar da, diislindiiklerini yaptiklar
varsayimindan hareketle, bu olumsuz sonugtan dolay1 tek kabahatli etken sayilamazlar. Ogretmen
faktoriinden baska, ders kitabi, siiresi ve benzeri faktorler de incelenmelidir. Bu arastirmanin
tamamlanmas1 ve biitlinciil bir bilimsel gerceklik yansitabilmesi i¢in de 6gretmenlerin belirttikleri
inang, tutum ve pedagojik bilgilerini smif ortaminda ne kadar pratige doktiikleri bagka bir arastirmayla
incelenmelidir.



