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ABSTRACT
EFL TRAINEE TEACHERS’ SELF-PERCEIVED COMPETENCIES
Asiye DINLER, Master Thesis
Supervisor: Prof. Dr. Firdevs KARAHAN
Co-Supervisor: Assoc. Prof. Dr. Dogan YUKSEL
Sakarya University, 2019

The aim of this study is to investigate English as a Foreign Language (EFL) trainee
teacher’s self-perceived competencies, and to determine whether there are differences in
terms of gender, class, educational background, and preparatory for programme they study
at. The data were collected via a questionnaire developed based on standards set by
American Council for Teaching Foreign Languages (ACTFL) from 331 ELT students from
all four classes in three state universities in Turkey. Based on the findings, participants’
have high levels of self-perceptions in terms of all six content standards. Female
participants are found to have higher level of self-perceptions than male participants.
Considering grades which participants study at, all participants have ranked high,
sophomore students having the lowest in all six content areas, freshmen and juniors in one
area each, and seniors ranking the highest regarding four content standards. Slight
differences were found between participants who have taken preparatory class and who
have not; the ones who have taken had higher level of self-perceptions regarding four
content standards while the ones who have not taken preparatory had higher self-
perceptions in terms of two content standards. Weak correlation was found between
participants’ ASPC scores and self-perceptions similar to correlation between their
educational background and self-perceptions. Participants who have been to an English
speaking country before have higher self-perceptions in terms of four content standards
whereas the participants who have not been to an English speaking country have higher

self-perceptions in two content standards.

Key words: Teacher competencies, EFL, Self- perceived competencies
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OZET

YABANCI DiL. OLARAK INGILiZCE OGRETMEN ADAYLARININ OZ-
YETERLIK ALGILARI

Asiye DINLER, Yiiksek Lisans Tezi
Danisman: Prof. Dr. Firdevs KARAHAN
Ortak Danigsman: Dog. Dr. Dogan YUKSEL
Sakarya Universitesi, 2019

Bu c¢alismanmn amaci Yabanci Dil Olarak Ingilizce Ogretimi alaninda ¢alismak iizere
egitim almakta olan 6gretmen adaylarinin 6z-yeterlik algilarini aragtirmak ve cinsiyet, sinif,
egitim gecmisi ve hazirlik siifi okuma durumlari bakimindan farklilik olup olmadigin
belirlemektir. Veri ii¢ devlet tiniversitesinde okumakta olan, her dort siniftan toplamda 331
Ingilizce Ogretmenligi boliim 6grencisinden American Council for Teaching Foreign
Languages (ACTFL)’in belirledigi standartlar temel alinarak gelistirilen bir anket yoluyla
toplanmistir. Arastirmanin sonuglarina gore katilimcilar alti ana standardin tamami igin
yiikksek Oz-yeterlik algisina sahipler. Kadin katilimcilarin erkek katilimcilara gore 6z-
yeterlik algilarmin daha yiiksek oldugu bulunmustur. Okuduklart sinif géz Oniine
alindiginda sonuglar tim katilimecilarin yiiksek 06z-yeterlik algisina sahip olduklarimi
gostermistir. Buna ek olarak ikinci siif ogrencilerinin diger siniflardakilere gore daha
diisiik oz-yeterlik algilar1 oldugu, birinci ve lglincli simif 6grencilerinin birer standart
bakimindan en yiiksek 6z-yeterlik algisina sahip oldugu ve son smif dgrencilerinin dort
standart bakimindan en yiiksek 6z-yeterlik algisina sahip oldugu ortaya ¢ikmistir. Hazirlik
sinifi okuyan ve okumayan 6grenciler arasinda ¢ok az fark bulunmus; hazirlik okuyanlarda
dort standart bakimindan yiiksek sonuglar bulunurken, okumayanlarda iki standart
bakimindan yiiksek sonuglar bulunmustur. Katilimcilarin OSYM puanlar1 ve dz-yeterlik
algilar1 arasinda zayif korelasyon bulunmustur. Egitim ge¢misleri ve 6z-yeterlik algilar
arasindaki iligkinin de buna benzer olarak zayif oldugu ortaya c¢ikmistir. Daha Once
Ingilizce konusulan bir iilkede bulunanlarm bulunmayanlara gore dort standart bakimindan
yiiksek 6z-yeterlik algilarina sahip olduklar1 bulunmustur. Ingilizce konusulan bir iilkede
bulunmayanlarin iki standart bakimindan daha yiliksek 6z-yeterlik algisina sahip oldugu

bulgular ile ortaya ¢ikmustir.

Anahtar kelimeler: Ogretmen yeterlikleri, Yabanci dil olarak Ingilizce égretimi, Oz-

veterlik algist
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CHAPTER |

INTRODUCTION

1.1. Status of the problem

Education has been one of the main concerns of nations since the dawn of civilization.
Thus, the questions of how to improve education and what to do to achieve the desired
education have been focus of investigation among education program developers, program

evaluators and policy makers, teacher trainers and teachers as well.

Teaching, as a profession has developed throughout time, being influenced by theoretical
and technological developments. Until 1950s teaching was viewed as transfer of
knowledge; thus, teachers were the only source of knowledge that would be transferred
and/ or transmitted to learners. In those years teacher centred education was favoured in all
educational areas in addition to first or second language teaching. During 1970s, as there
happened developments in technology and human sciences such as psychology and
sociology, and second language acquisition (hereafter SLA) language teaching and
required teacher qualifications have changed. As a result, there occurred a shift from
teacher centred education to learner centred and then, to learning centred education. This
trend led to changes in teacher proficiency as well. Teachers were no longer knowledge

transmitters but facilitators and mediators (Feuerstein, 1991).

Throughout those years, language teaching has also been affected by general trends in
teaching profession. First, from early 1900s to mid-1900s Grammar Translation Method
(GTM) and Audio-Lingual Method (ALM) were the dominant methods and teacher
competencies were ignored. Second, after mid-1900s a shift from ALM to Communicative
Language Teaching (CLT) occurred, and teacher competencies were partially ignored.
Third, during late 1900s, with emerge of Task Based Language Teaching (TBLT) the
importance of teacher competencies was recognised. Finally, during the last couple of
decades post-Methodism came out (Brown, 2002; Kumaravadivelu & Erlbaum, 2006).
Even though post-Methodism is criticised for being a “second coming” (Waters, 2012; Ur,
2013) it resulted in changes in the way teaching is viewed, the necessary qualifications of
teachers gained importance. In addition, the importance of perceived self-efficacy is
recognised which is defined as follows; “Perceived self-efficacy is defined as people’s

1



beliefs about their capabilities to produce designated levels of performance that exercise
influence over events that affect their lives.”(Bandura, 1994, p. 2). Bandura (1994)
emphasises that having a strong “sense of self-efficacy enhances human accomplishment

and personal well-being in many ways .

Similar to the situation of foreign language teaching around the world, there have been
changes in Turkey as well, especially during last century. English had started to be taught
after Ottoman Empire’s reforms during The Tanzimat Period. Initially, French was the
dominant foreign language which was taught; however, with the establishment of
American schools (i.e. Robert College) English also has gained importance. With the
establishment of Turkish Republic, and modernization, the importance of valuing Turkish
and knowing a second language concurrently was recognized. In 1924, all schools in
Turkey were unified with Unification of Education Law (Tevhid-1 Tedrisat Kanunu) and
became connected to Ministry of National Education (MoNE). In 1928, the alphabet was
changed from Arabic to Latin, followed by foundation of Turkish Language Association
(Tiirk Dil Kurumu) in 1932 by Atatiirk in order to carry out policies to achieve linguistic
objectives (Sarigoban and Sarigoban, 2012). In 1935, the first department of western
languages and literatures was established in the faculty of language, history, and geography
at Ankara University beginning with German Language and Literature, French Language
and Literature, Hungarology, and English Language and Literature departments. This
establishment has led to acceleration in teaching foreign languages at tertiary level. In 1955,
the first Anatolian High School was opened, which accepted students via a centralized
entrance exam, providing a year of preparatory class, and English Medium Instruction
throughout the remaining six years of education (three years of secondary school and three
years of high school) until 2002, when MoNE decided to replace EMI with Turkish
Medium Instruction in Mathematics and Science. In 1997, another reform in education was
carried out and compulsory education was changed from first five years, which is primary
school, to eight years. Another change coming with that reform was that English started to
be taught at 4™ grade instead of 6™ grade in general primary and secondary schools. In
2012, another reform in education system which is called “4 + 4 + 4” increased
compulsory education from 8 to 12 years, and English has started to be taught in second
grade. In addition to these changes, Turkey’s negotiations with the European Union for full
membership which has been carried out throughout the last half century have increased the

importance of teaching foreign languages, especially English, since it is accepted as a



global language. The paradigm shifts in history, changes in policies; educational and social
reforms influence education, and hence teaching. Thus, it is essential to have qualified
teachers in order to achieve the desired efficacious education. The standards which good
and/ or qualified teachers need to meet, namely teacher competencies, are defined in
various ways by theorists and groups who are concerned in education. Some of these
definitions are “Combinations of knowledge, skills, understanding, values and attitudes,
leading to effective action in situation” (EC, 2013b, p. 8), “Something that can be
demonstrated to a certain level of achievement along a continuum” (Gonzalez & Wagenaar,
2005), “The ability to meet complex demands, by drawing on and mobilising psychosocial
resources in context — i.e. a complex action system encompassing knowledge (also tacit);
cognitive and practical skills; attitudes such as motivation, value orientations, emotions ”
(Rychen & Salganik, 2003), “The combination of knowledge, skills, attitudes, values and
personal characteristics, empowering the teacher to act professionally and appropriately in
a situation, deploying them in a coherent way” (Koster & Dengerink, 2008). The
definitions of teacher competencies indicate that it is necessary for teachers to be
knowledgeable, skilful, be able to accommodate to different situations, be open to
professional and personal improvement, and know their students well. Thus, qualified
teachers will bring up proficient students.

1.2.The purpose and significance of the study

When examined closely, the role of English language teacher in the classroom, or what the
teacher should generally do is ignored by the method era; in those years especially prior to
1990s what they should do was prescribed (Kumaravadivelu & Erlbaum, 2006; Ur, 2013,
Waters 2012). During last two decades the significance of teacher qualifications has been
recognized and teacher competencies have been put forward to describe the standards for
L2 teachers to reach, but many more studies are still needed. The study reported in this
thesis aims to provide insight in order to fill in the theoretical gap which is defined as

follows:

e Though the qualifications of teachers have been studied, (Kani, 2011; Kizilarslan,
2011; Kanat, 2014; Bilican, 2016) the number of studies on their self-perception is

few.



Pre-service teachers self-perceptions in terms of teacher competencies are not
investigated much.

Pre-service teachers’ self-perceptions of their competencies are studied in terms of
local standardizations; however, ACTFL’s (and also CAEP’s) standards are not
studied even though it is an internationally accepted categorization.

Defining and determining whether prospective teachers have or the extent to which
they meet these standards will pose new directions or insights into understanding

teacher competencies in the 21% century.

Thus, the study reported in this thesis aims to investigate if pre-service teachers perceive

themselves competent considering the standards set by ACTFL as it has not been studied in

Turkey.

1.3. Problem statement

The main problem of the study reported in this thesis is self-perceptions of pre-service

English as Foreign Language (EFL) teachers in terms of standards which are set by

ACTFL, and to what extend those trainee teachers meet these standards.

1.4. Sub-statements

The sub-problems investigated in the thesis are as follows:

1.

The differences between male and female participants in terms of these
competencies, if there are any,

The differences among participants’ self-perceptions in terms of grade they study at,
Whether the participants who took preparatory class differ from those who did not
take prep class in terms of their self-perceptions,

The correlation between participants” Assessment, Selection, and Placement Centre
(ASPC) score for entering English Language Teaching (ELT) program and their
self-perceived competence,

The correlation between participants’ educational background and their self-
perceived competence,

The differences between participants who have been to an English speaking

country, and those who have not been to.



1.5. Hypotheses

In the study reported in this thesis, it is hypothesised that there are differences between a)
female and male participants; b) participants who took preparatory class and who did not
take; c) participants from different grades; and d) participants who have been to an English
speaking country and who have not been to. In addition, it is hypothesised that there is
positive correlation between participants’ self-perceptions and their ASPC score, and their

education background.

1.6. Limitations

This study is designed as a cross-sectional study due to time restrictions; however,
implementing a longitudinal study in order to collect data from same participants
throughout their teacher training procedure could provide deeper insight on their self-
perceived competencies, and how they develop throughout the teacher education program
they study at. Second, having qualitative data in addition to quantitative data can provide
better understanding of participants’ opinions on teacher competencies, and strategies to
use in order to achieve high teacher competency. Since the study reported in this thesis has
only focused on pre-service teachers’ self-perceptions, it does not explain the reasons
behind the participants’ high or low self-perceptions. Qualitative data might be collected
from students, and / or their instructors can be asked to evaluate the pre-service teachers in
accordance with the content standards to fill this gap. In addition, reaching participants
who have not studied in an ELT program yet attended pedagogical formation certificate
program can provide a detailed understanding of teachers’ competencies before they start

practicing as teachers.

1.7. Definitions and abbreviations

The definitions and abbreviations of terms underlying main purpose of the thesis study are

provided below:

Teacher Competencies: Combinations of knowledge, skills, understanding, values and

attitudes, leading to effective action in situation (EC, 2013b, p. 8)

English as a Foreign Language (EFL): English as a Foreign Language refers to the
teaching of English to people for whom it is not the first language



ELT: English Language Teaching

ELA : English Language Arts

ACTFL: American Council on the Teaching of Foreign Languages
CAEP: Council for the Accreditation of Educator Preparation
EAQUALS: European Association for Quality Language Services
EC: European Committee

ECML.: European Centre for Modern Languages

EQF: European Quality Framework

NCATE: National Council for Accreditation of Teacher Education
TEAC: Teacher Education Accreditation Council

ASPC: Assessment, Selection and Placement Centre

GTM: Grammar Translation Method

ALM: Audio- Lingual Method

CLT: Communicative Language Teaching

TBLT: Task-Based Language Teaching

SLA: Second Language Acquisition

LLL: Life Long Learning

MoNE: Ministry of National Education

OECD: Office of Economic Cooperation and Development



CHAPTER II

THEORETICAL FRAMEWORK OF THE STUDY AND LITERATURE REVIEW

2.1. Theory and studies related to teacher competencies

Since late 90s, with the recognition of teacher competencies, researchers have attempted to

define what characteristics a qualified language teacher should have to maximize learning.

Based on the definitions of teacher competencies, classifications and standards for
qualified teachers are determined. European Commission classifies three main areas of
competence in the document ‘Common European Principles for Teacher Competences and
Qualifications’, which are a) working with others, b) working with knowledge, technology
and information, c) working with society. In addition, the commission promotes Life Long
Learning (LLL), and LLL includes eight key competences, which are communication in
mother tongue, communication in a foreign language, mathematical, scientific,
technological literacy, digital competence, learning to learn, interpersonal, civic

competences, entrepreneurship, and cultural expression.

In Europe, several projects are carried out in order to improve education. One of these
projects is European Centre for Modern Languages (ECML) of the Council of Europe
which was established in 1995, encouraging student teachers to self-evaluate their
competencies via European Portfolio for Student Teachers of Languages (EPOSTL) which
consists of 193 descriptors of competences grouped into seven categories: context,
methodology, resources, lesson planning, conducting a lesson, independent learning, and

assessment of learning.

In Turkey, Ministry of National Education (MoNE) determines general and field specific
teacher competencies. General Competencies for Teaching Profession consists of three
competency domains, eleven competencies and seventy six competency indicators. The

competency domains and indicators are as follows:

1. Competency Domain: Professional knowledge
e Content knowledge
e Pedagogical content knowledge

e Knowledge of Legislation



2. Competency Domain: Professional Skills
e Planning of Education and Teaching
e Creating Learning Environments
e Managing the Teaching and Learning Process
e Assessment and Evaluation
3. Competency Domain: Attitudes and Values
e National, Moral, and Universal Values
e Approach to Students
e Communication and Cooperation

e Personal and Professional Development

In addition to general teacher competencies, MoNE, working with theorists and teachers

created ELT Field-Specific Competencies consisting of five main competency domains
which are designing and planning English teaching processes, improving language skills,
observing and evaluating language development, cooperating with school, families and
society, having professional development in English.

Similar to Turkey in Europe there is also language teaching related classifications. First,
EAQUALS (European Association for Quality Language Services) has a framework ‘The
European Profiling Grid” consisting of four key areas. These key areas are Qualifications,
teacher training and experience, Core competencies; a) methodology — knowledge and
skills, b) lesson and course planning, c) interaction with and monitoring of learners, d)
assessment, Enabling skills such as language awareness, intercultural competence and the

ability to use digital media, Professionalism.

Another main categorization from Europe is P’Rayan’s categorization of highly effective
English teachers’ characteristics, which is accepted by British Council. P’Rayan states that
highly effective teachers’ qualifications are imagination, innovativeness, interaction,

independent thinking, inter-dependence imagination.

In the USA, there were two main bodies for accreditation of teacher competencies,
NCATE and Teacher Education Accreditation Council (TEAC). NCATE (2012) suggested
five main standards that include twenty one elements in total. The main standards set by
NCATE are a) Content knowledge, b) Content Pedagogy: Planning Literature and Reading
Instruction in English Language Arts (hereafter ELA), c) Content Pedagogy: Planning



Composition Instruction in ELA, d) Learners and Learning: Implementing ELA Instruction,
e) Professional Knowledge and Skills.

The two bodies formed a new accreditation body: Council for the Accreditation of
Educator Preparation (hereafter CAEP), in 2010 and accepted standards set by CAEP, in
2013. Since 2016, TEAC and NCATE are no longer accrediting bodies on their own, yet
are one body as CAEP.

CAEP (2013) suggests five main standards for qualified teachers, which are;

Content and Pedagogical Knowledge
Clinical Partnership and Practice
Candidate Quality, Recruitment and Selectivity

Program Impact

o &~ DN e

Provide Quality Assurance, Continuous Improvement, and Capacity

Along with general standards for teachers, in 2013, CAEP approved EFL teacher
competencies which consists of six main standards set by ACTFL (American Council on

the Teaching of Foreign Languages). These standards are as follows:

1. Language proficiency: Interpersonal, Interpretive, and Presentational,

2. Cultures, Linguistics, Literatures, and Concepts from Other Disciplines,

3. Language Acquisition Theories and Knowledge of Students and Their Needs,

4. Integration of Standards in Planning, Classroom Practice, and Use of Instructional
Resources,

5. Assessment of Languages and Cultures — Impact on Student Learning,

6. Professional Development, Advocacy, and Ethics

The accreditation bodies and organizations are not the only ones attempting to define
teacher characteristics and/or competencies. During last three decades, with the recognition
of teacher competencies’ significance, the subject has been a point of focus for researchers

as well. Literature focusing on this issue is given in the following paragraphs.

Brosh (1996) investigated perceived characteristics of the effective language teacher,
working with language teachers and students. Based on the findings, a) adequate command
of the subject matter, mastering four basic linguistic skills and understanding, b) having the
ability to transmit knowledge in an easy to understand and memorisable way, c) treating
students fairly and equitably, d) having the ability to organize, explain, and clarify; and to



sustain motivation and interest while teaching are qualifications of effective language

teachers.

Similarly, Malikow (2006) investigated college students’ (N=361) perceptions of
exceptionally effective teachers, and found out that the most cited personality
characteristics were; challenging/ having reasonably high expectations, sense of humour,
enthusiastic, creative, caring, giving explanation for complicated material well, and

flexible instructional style.

Another study which has a similar purpose to the aforementioned studies is the study
conducted by Babai and Sadeghi (2009). They included 215 English learners from K12 to
tertiary in Iran along with 59 English language teachers. The results of their study showed
that teachers favour more homework and integrate students with more group-work
activities, and give more value to the high language proficiency, effective pedagogical

knowledge, whereas learners consider teacher’s personality more important.

Teacher qualifications have been one of the important concerns of Turkish theorists as well.
Onem (2009) investigated Turkish university EFL students’ (N= 300) and instructors’ (N=
56) views on the concept of the “good (English) foreign language teacher”. Based on
findings, both groups considered personal qualities, socio-affective skills, academic
qualities and teaching qualities to be important. Compared to instructors students prioritize
socio-affective skills more. The results showed similarities with the studies conducted in

other countries, especially considering students’ prioritising teachers socio-affective skills.

Attempting to define the characteristics of successful English language teachers from the
viewpoint of the English language students at university (N= 200), Ghasemi and Hashemi
(2011) found that teachers who a) follow syllabus tightly, b) stick to administrative rules
and regulations, ¢) are well-dressed, knowledgeable, d) more sociable and effective
teachers. Male students reported having a good sense of humour as important to teaching,
while the female students reported pronunciation proficiency, teaching how to learn
English, and being fair towards students as important teacher characteristics. The most
outstanding finding of their study is that students focus not only on teachers’ knowledge

and teaching skills but also on their outfit.

Another resembling study is conducted by Moradi and Sabeti (2014) aiming to identify and
compare EFL teachers’ (N= 34) and students’ (N=122) understandings of ‘highly effective

teaching’. Findings revealed that both teachers and students prioritized pedagogical
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knowledge over teaching experience. Another finding of the study is that students agreed
more on the importance of teachers’ being systematic, linking his/her teaching to learners’
lives, concerns, goals and interests; adapting to their English proficiency levels and be fair

to learners more than teachers did.

Dinger, Goksu, Takka¢ and Yazict (2013) attempted to define the 1ssue of teacher
competencies from a different approach. They overviewed 30 studies conducted in foreign
language area. Based on the findings, four main concepts showed up which are a) socio-
affective skills, b) pedagogical knowledge, c) subject-matter knowledge, d) personal
qualities. Dinger et al. (2013) stated that an effective foreign language teacher should have

a balanced combination of all these four main aspects.

In the light of aforementioned studies, teachers are required to have a wide range of
qualities in order to achieve the desired educational outcomes. Moreover, these studies,
standardisations, and categorisations verified that teacher competencies have a significant
role to achieve desired learning outcomes. Theorists and researchers, in order to fulfil the
role of making definitions and charting this unknown map, have worked for about last
forty years and came up with comprehensive, in some cases local and in some cases
universal characteristics for teachers to possess. This shed light on the way of those who
aimed to describe the teachers’ current condition and to develop teacher training and

education accordingly.

2.2. Research investigating teacher competencies from the viewpoint of pre-service

and in-service teachers

2.2.1. Studies focusing on in-service teachers’ perceptions

In literature, both practicing and prospective teachers’ perceptions on teacher competencies

are investigated, and studies concerned with practicing teachers are given below.

Conducting one of the early studies in this field and concept, Tournaki and Podell (2005)
examined the influence of student characteristics and teacher efficacy upon teachers’
predictions of their students’ academic success. They conducted a study with 384 in-
service teachers collecting both qualitative and quantitative data. The results concluded

that a) highly efficient teachers made less negative predictions about students than the less
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efficient teachers; b) that inattentive students are tolerated more than aggressive students;
c) teachers had high predictions of students reading on grade level even if they were
aggressive, and low predictions of students below grade level in reading even if they were
friendly. Accordingly, it can be inferred that teachers value academic achievement above
personality; however, if students have low level success, they take into the students’

characteristics into consideration as well.

Similar to Tournaki and Podell (2005), Caprara, Barbaranelli, Steca and Malone (2006)
investigated over 2000 junior high school teachers’ self-efficacy as determinants of their
jobs and their students’ academic achievement. The results indicated that teachers’ self-
efficacy beliefs have influence over their job satisfactions and their students’ academic
achievement. Both studies showed that teachers’ self-efficacy beliefs and self-perceptions

have significant effect on their teaching styles and success in teaching.

Two studies enlightening teachers’ self-efficacy from Asian perspective are conducted by
Cheung (2006) and Liu and Meng (2009). Cheung (2006) conducted a study in order to
measure in-service teachers’ self-efficacy levels with 725 teachers using a questionnaire.
The results revealed that female participants had higher level of self-efficacy than male
year of experience. In addition, contrary to the researcher’s expectation, the educational
levels of participants had no significant effect on their self-efficacy levels.

Moving the issue further by attempting to internationalise their study, Liu and Meng
(2009) investigated teacher perceptions in China in comparison with the ones in the USA.
They found that a) teacher ethics, b) professional skills, ¢) professional development, and
d) students’ academic achievement were favoured among students, teachers, and parents.

Most of the characteristics identified in China were found to be similar to those in the USA.

Conducting one of the early studies in Turkey, Aydogdu (2007) investigated foreign
language teachers’ perceptions on foreign language teaching competences. The participants
were 150 k-12 English language teachers. The findings revealed that teachers perceive
themselves competent, yet there were significant differences in terms of experience,
workplace; experienced teachers, and primary school teachers were found to have tendency

towards structural teaching whereas private school teachers had more flexibility.

Another study from Turkey which has similarities to some degree was conducted by
Karahan, Yilmaz, Aksoyalp, Kocaman and Ilya (2012). Karahan et al. (2012) carried out a

research project examining 174 practicing English language teachers’ perceptions of
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teacher competencies via a survey developed based on field specific competencies set by
MoNE. The aim of this project was to re-examine field specific teacher competencies
defined by MoNE. The aim was to point out the areas where practicing teachers feel
incompetent, and to share the findings with Sakarya Provencal Directorate of National
Education in order to improve teachers’ efficacy by providing in-service seminars in
accordance with the results. The results revealed that there was no statistically significant
difference among genders in terms of teacher competencies, and that there was no
correlation between participants’ teacher competencies and their demographics. In addition,
the novice teachers had high scores regarding creating appropriate environment for
teaching English, and teaching students with special needs more than experienced teachers
had. Teachers reported perceiving themselves partially competent in terms of teaching
listening, speaking, and writing skills, whereas they reported being competent in teaching
reading skill. The area which teachers self-perceive least competent was found to be in
cooperating with the school personnel, colleagues, family and society.

Esen (2012) conducted a similar study in a different city in Turkey, focusing on main
competency areas composed by Turkish MoNe. In her study, Esen (2012) aimed to 1)
explore primary school English language teacher’s general and professional sense of self-
efficacy profile in Mersin in terms of gender, school type, years of experience, department
graduated and academic level; 2) investigate whether the participants’ General Self-
Efficacy (GSE) predict their ELT sense of Self-Efficacy (SE) level; 3) develop a scale
based on English language teacher competencies determined by the Ministry of National
Education. According to the results, a) participants were found to have high self-perception
in “Observing and Assessing the Language Development”, “Cooperating with the School
Personnel, Colleagues, Family and Society” and “Organizing Appropriate Methods, and
Techniques for a Suitable Classroom Atmosphere” except “Professional Development”; b)
participants GSE was found to be high; ¢) meaningful and positive correlation have been
found between teachers’ professional SE and GSE, and significant difference has been

designated for all variables except for gender.

Kararmaz and Arslan (2014) also investigated self-perceptions of primary school English
teachers (N=195) in terms of field specific competencies set by Turkish MoNE. In addition
to investigating the teachers’ self-perceptions of field specific competencies, they aimed to
identify whether they differ or not in terms of some variables. The findings revealed that

English teachers’ self-perceptions on subject area competencies were quite high. As to
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gender, female teachers were found to have better self-perceptions in terms of
Development of Language Skills, and Cooperation with the School, Family and Society
competency areas. Education faculty graduates had better self-perceptions in Monitoring
and Evaluation of Language Development competency area. And private school teachers

had better self-perceptions in Development of Language Skills competency area.

Another study in line with the studies above, and also from Turkey was conducted by
Ozkan (2014) which aimed to find out in-service teachers’ self-perceptions. Ozkan (2014)
attempted to find out self-perceptions of EFL teachers (N=75) about teaching
competencies. The results revealed that teachers had high self-perceptions and had desire
to gain expertise in teaching competence.

Tawalbeh and Ismail (2014) investigated teaching competencies to enhance students’ EFL
learning via surveying 33 instructors. The results revealed that instructors had satisfactory
performance in terms of competencies which include preparation and educational climate,

while competencies related to instruction and assessment were rarely or not demonstrated.

A comprehensive study focusing on novice teachers was conducted by Bilican (2016). He
investigated effectiveness and professional competencies of English language teachers in
the first five years of school in Turkey with novice English language teachers (N=251),
teacher educators (N=10), and employers (N=10). Findings revealed that the ELT
graduates had high self-perceptions considering most of the competency standards
determined by Higher Education Committee. The interview results showed that ELT
graduates found themselves effective in teaching grammar and vocabulary, which they
attributed to internal factors, yet ineffective in teaching productive skills, which they
attributed to external factors. Teacher educators and employers identified English
proficiency as the most significant weakness of ELT graduates and pointed out the need in
development of ELT programs via increasing practicum adding more elective courses and

intensifying language improvement courses.

Considering the role of education and training on teacher competencies Krupchenko,
Inozemtzeva and Prilipko (2015), and Coburn (2016) carried out studies on in-service
teachers. Krupchenko et al. (2015) aimed to define professional development of foreign
language tertiary teachers via conducting a survey with 164 Language for Professional
Purposes (LPP) teachers from ten Russian Universities. The findings revealed that 1)

teachers showed reluctance to move out of their comfort zones, implementing a traditional
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way of teaching when delivering LPP knowledge instead of helping their students to
develop professionally; 2) they prioritize linguistic accuracy over the realization of
communicative tasks. Krupchenko et al. suggests that “it may be hypothesized that
providing teachers with an opportunity to acquire deeper knowledge of contemporary
approaches to subject-language integration against the background of competence-based
education and to take the knowledge on board through practice will increase their own

competency in this field. ” (Krupchenko et al., 2015, p. 4).

Attempting to examine Professional development of English through a national in service
EFL teacher education course, Coburn (2016) conducted a study with thirty three English
language teachers who had no previous EFL education. According to the findings, 1) an
increase in EFL teacher competence, and use of English in class; 2) less dependence on
textbooks; 3) more encouragement for pupil activity; 4) confidence in oral English
proficiency; 5) increase in awareness of deeper meanings of curriculum goals were

observed. However, teachers still had difficulty in teaching pronunciation goals.

The above-mentioned studies shed light onto in-service teacher competencies. Knowledge
in this area brings out opportunities to improve teacher competencies and hence success in

education.

2.2.2. Studies focusing on pre-service teachers’ perceptions

In addition to in-service teachers’ perceptions of teacher competencies, studies have been

carried out to shed light into pre-service teachers’ perceptions.

Atay (2007) investigated pre-service teachers’ efficacy beliefs, the effect of practicum on
their beliefs, and factors that affect the low and high efficacy of those pre-service EFL
teachers, studying on 78 senior students at a state university in Turkey. Quantitative data
were collected using Teachers’ Sense of Efficacy Scale (Tschannen-Moran and Woolfolk
Hoy, 2001, as cited in Atay, 2007), and qualitative data were collected via focus group
interviews. The results revealed that there was a significant decline in the participants’
efficacy scores in terms of instructional strategies, whereas an increase was found
regarding classroom management and student engagement. The results also revealed that
practicum had affected their efficacy beliefs since they had real-life class experience,
resulting in demoralisation of some participants. Atay suggested that more opportunities

must be given to students to have real class experience in order to be ready to teach and be
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able to manage class well, and they should be guided and supported in order to increase
their efficacy, along with their efficacy beliefs.

In an attempt to compare pre-service English language teachers’ self-efficacy beliefs with
their teaching competence from instructors’ perspective, Cakir and Alici (2009) conducted
a study with 39 pre-service teachers and five instructors. The study concluded that pre-
service teachers have high level of self-efficacy beliefs; however instructors’ judgements
of their teaching competence were not as high as pre-service teachers’ self-efficacy beliefs.
Instructors, during the interviews, stated that active teaching experience and being
persuaded verbally affects pre-service teachers’ self-efficacy beliefs. To sum up, there is a
mismatch between prospective teachers’ self-perceptions and their instructors’ opinions.

Studying the issue from a different aspect, Kiilek¢i (2011) investigated 353 pre-service
English language teachers’ self-efficacy beliefs, and aimed to determine the effects of
some variables on their self-efficacy beliefs. Teacher self-efficacy scale developed by Kan
(2007, as cited in Kiilek¢i, 2011) was used to collect data. Based on the results, the pre-
service teachers were found to have high level of self-efficacy beliefs. The results of the
study revealed that the self-efficacy beliefs of pre-service teachers increase in accordance
with participants’ academic achievement. The 4™ year students had higher scores in terms

of self-efficacy than 1% year students.

Kani (2011) and Yimsek (2014) conducted studies on pre-service teacher competencies
regarding European classifications. Kani (2011) conducted a case study on ELT trainees’
(N=154) perceptions about teacher competencies identified by Common European
Framework (CEF) and European Language Portfolio (ELP). Based on the findings,
participants found themselves competent considering “Common European Principles for
Teacher Competences and Qualifications”. The fourth grade trainees were observed to be
more competent than the first and second grades. Positive and significant relationship was
observed between trainees’ language competency and their current and desired
competencies. Trainees graduated from Anatolian Teacher Training High Schools found

themselves more competent than trainees from Anatolian High schools.

Yimsek (2014), aiming to describe professional development of pre-service English
language teachers in line with the European Portfolio for Student Teachers of Languages
(EPOSTL) conducted a study with 3rd grade ELT students (N=97). Based on the findings

of the study, student teachers progressed and had good self-perceptions of their
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competences on the basis of EPOSTL in terms of most of the skills; however, some
students reported to feel weak in terms of sub-sections of the EPOSTL which include
competences such as teaching writing and pronunciation. In addition regression was
observed despite the completion of teacher development courses. The interviews supported
the results of the survey and student teachers reported that regression was because of their
own background and/ or incompetency.

Another study from Turkey was carried out by Kizilarslan (2011) who investigated ELT
student teachers’ (N=21) competence for teaching language skills. She found out that
student teachers were not fully competent in terms of teaching skills even though they
recognize and emphasize the importance of teaching speaking and listening. They had a
relatively higher level of competence in teaching reading, and were both incompetent and
refraining from teaching writing, and that student teachers did not emphasize or implement
integrated skill approach. Unlike most studies from literature, this study revealed that
prospective teachers were not competent enough.

Another perspective to the issue was investigated by Ugar (2012) who conducted a study
on 186 ELT distance education students aiming to find their self-efficacy beliefs, goal
orientations, and participation in online learning environment. Based on the findings of the
study, pre-service English language teachers had high self-efficacy beliefs and a

combination of goal orientations.

Bringing out a ¢different aspect of the issue into the light, Kanat (2014) investigated pre-
service English language teachers’ self-perceptions in terms of pedagogical content
knowledge (PCK) working with pre-service teachers (N=69). Findings revealed that
participants had positive perceptions about their PCK, and the influence of their courses on
their PCK. In addition a match between participants’ practices and perceptions was

observed.

Considering content knowledge, similar results were found in the study by Yiiksel (2014)
who aimed to find out pre-service English language teachers’ perceived teaching
competences in her study with 40 pre-service teachers of EFL. Based on the findings,
participants had the strongest competence in content knowledge, and the weakest
competence in classroom management. Qualitative data revealed that participants favour

student- centred teaching over teacher- centred teaching.
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Instead of relying on conventional classifications or definitions, Tercan (2015) conducted a
study in order to find prospective English language teachers’ (N=130) metaphorical
perceptions of language teachers who teach English to young learners. Based on the results,
15 main conceptual themes were identified as source of fun, nurturer, source of knowledge,
cooperative leader, role model, scaffolder, provider of tools, molder, learning partner,
patchwork, eager beaver, repairer/ curer, authority, agent of change, and interest arouser.
3rd grade students who took Teaching English to Young Learners course mostly defined
teacher as ‘cooperative leader’ while 2" graders who did not take teaching English to

young learners defined teacher as ‘source of knowledge’.

Atmaca (2017 and 2018) carried out two qualitative studies comparing pre-service and in-
service teachers’ perspectives regarding generic and field specific teacher competencies set
by Turkish Ministry of National Education (MoNE). In her study, Atmaca (2017) worked
with pre-service (N=366) and in-service (N= 84) English language teachers to provide an
insight of the issue. According to the results, the majority of participants had positive
views of competencies, while some had negative views or hesitations because of the
difficulties in practice such as effective introduction and regular assessment of these

competencies.

In her subsequent study, Atmaca (2018) investigated pre-service (N= 213) and in-service
(N= 38) teachers’ perspectives of generic and English field specific teacher competencies,
whether they find these competencies realistic and sufficient enough, and aimed to find if
there were similarities and differences between the two group in terms of these
competencies. The results showed that the majority of both groups have positive
perspective on teacher competencies set by MoNE; most prospective teachers stated that
these competencies will improve language education. The negative opinions on these
perspectives were mostly related to the competencies’ not being practicality and being

unrealistic.

Aiming to define the preparedness of senior students, Celik, (2017) investigated senior pre-
service English language teachers’ perceptions considering sources and changes.
According to the findings a slight decrease in teaching knowledge and skills, and their
perceptions of teaching commitment was observed and significant increase was observed
in preparedness to teach and teaching efficacy. Interviews with teachers revealed that the
foundation of preparedness were higher teaching-efficacy perceptions, faculty education,

personal characteristics, increased confidence in professional self, or decreased sense of
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teaching anxiety while the causes of not being prepared were lack of teaching commitment,
untested teaching competencies/efficacy, decreased sense of fulfilled professional and
developmental needs, and emotional setback for the sense of career motivation. The
interviews with the faculty advisors and cooperating teachers concluded that the pre-
service teachers were not prepared to teach because of the lack of continuous teaching
practice throughout the teacher education program, unfulfilled professional and
developmental needs, lack of adequate faculty preparation, or lack of cooperation between
faculty and practicum schools, whereas faculty education, positive and higher career
motivation, personal characteristics, or ethical and appropriate professional behaviour were
sources which had positive influence on teacher preparedness for teaching.

The last but not least study from Turkey focusing on pre-service teacher competencies is
carried out by Yiiksel and Saglam (2018) who surveyed ELT pre-service teachers
perceived teacher competencies via a cross-sectional study with 132 trainee teachers. The
results showed that 2" grade students had the lowest perceptions while 4™ grade students
had the highest. In addition, competency related to professional knowledge was developed
in 39 grade while professional skill related competency was found to develop in

accordance with grades starting from 2™ and reaching its highest point at 4™ grade.

The studies related to pre-service teacher competencies revealed that prospective teachers
have high levels of self-perceptions in general. However, their self-perceptions changes in
accordance with the conditions they study at and carry out practicum. In addition, there is a

mismatch between prospective teachers’ self-perceptions and their instructors in general.
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CHAPTER 111

METHODOLOGY

3.1. Research design

This research is a cross-sectional, descriptive, and quantitative study since the aim is to
reveal self-perceived teacher competencies of participants, and to what extent their self-
perceptions meet ACTFL standards. The design of the research is cross-sectional because
of time restrictions; however, a longitudinal study would provide insight on participants’
development throughout their education at an ELT program. In order to compensate the
problems related to the cross-sectional design of the study, trainee teachers from all four
classes at universities are included in the study. According to A Dictionary of Psychology
by OUP (2008), descriptive research “has no other purpose than to describe phenomena
and is not intended to explain, predict, or control them”. Therefore, the study reported in
this thesis is descriptive since the aim is to define the condition of participants’ self-
perceptions.

3.2. The universe and sample of the study

The universe of the study consists of about 16 thousand pre-service teachers who study at
bachelor degree ELT programs. The sample is 331 students from three state universities in
Turkey (N= 222 Female; 109 Male). The participants were 133 freshmen, 71 sophomore,
74 junior, and 53 senior students. 162 of participants had taken preparatory class while 166
of them had not taken it. Participants were asked to give their ASPC scores, one had score
lower than 249; two had scores between 250 to 299; five had 300 to 399; fifty-six had 350
to 399; one hundred ninety five had 400 to 449; and twenty two had scores higher than 450.
Considering the participants educational background, 50 of them were graduated from
general high schools; 197 were graduated from Anatolian high schools; 41 were graduated
from Anatolian teacher training high schools; 17 were graduated from vocational high
schools; and 26 were graduated from other types of high schools. 25 of participants had

been to an English speaking country before while 306 had not been to.
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3.3. Data collection instruments and procedure

Data collection instrument is a questionnaire developed based on standards set by ACTFL.
There are six main standards and seventeen sub-standards brought together by ACTFL and
accepted by CAEP, one of the main bodies of accreditation in the USA. The questionnaire
is a 5 point Likert type scale. The responses to items are “Very Untrue of Me”, Untrue of

Me”, “No Strong Opinion”, “True of Me”, and “Very True of Me” are labelled from 1 to 5

respectively. The development procedure is given in details below.

3.3.1.Scale development procedure

The questionnaire was developed by the researcher of the study and an academician who
has expertise in data analysis and statistics. Initially, the questionnaire was piloted on 30
English language teachers in order to see if the wordings of items were clear, and
reliability analysis was run on this data. The Cronbach’s Alfa value of the pilot test was
calculated at .968. Structural validity is determined using Exploratory Factor Analysis
(EFA) and Confirmatory Factor Analysis (CFA) tests were run using SPSS Statistics 24
and LISREL programmes.

Table 1

Item Analysis

Item Adjusted Item Total Cronbach’s Alpha if the t
Correlation item is dropped upper % 27

lower % 27

1 .37 91 -6.58

2 .28 91 -5.10

3 37 91 -6.93

4 40 91 -6.00

5 44 91 -6.00

6 37 91 -6.47

7 46 91 -7.91
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Table 1 (continued)
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12

13

14
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26

27

28

29

30

31

32

.37

42

46

.54

49

48

51

43

41

43

49

46

51

.58

51

.56

.59

.55

.56

.52

51

.53

.52

.54

.54

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

91

-6.52

-6.42

-7.32

-9.03

-7.53

-7.85

-9.50

-6.56

-7.34

-6.41

-7.50

-6.49

-10.45

-10.12

-10.23

-8.78

-9.86

-7.81

-9.98

-8.76

-9.48

-7.52

-8.84

-9.05

-9.15
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The items are analysed in order to determine the amount of contribution of the variance of
each individual item to the total variance of the item. A t test was run to find out adjusted
correlation of an item, Cronbach’s Alfa if item deleted and average points of each item in
the upper and lower %27 groups. According to the Table 1, the adjusted correlation of the
items are between ,28 and .59, which means participants gave similar responses to the
items, (Can, 2013, as cited in Kocabas and Erbil, 2017). It is suggested that the items
which have correlation bigger than .30 are good, and the items which have correlation
between .20 and .30 can be included in a scale (Biiyiikoztirk, 2013). Thus all items are
kept in the scale.

3.3.1.1. Exploratory factor analysis (EFA)

In order to examine the structure of the item, Exploratory Factor Analysis was run on data
collected from 200 participants. Initially, Kaiser Meyer Olkin and Barlett tests were used
in order to determine if the scale is suitable for factor analysis.

Table 2

KMO and Barlett Test Results

Kaiser Mayer Olkin (KMO) Value .888
Barlett Test Chi-square 3789,335
df 469
Sig. .000

The KMO value which is close to 1 shows that the sample size is suitable for factor
analysis (Biiyiikoztiirk, 2013). Barlett test result is significant, which means that the data

has normal distribution.
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Figure 1. Eigenvalue factor graphic of the scale

Based on the results of EFA, the lateral build-up graphics and values it is confirmed that
the total variance are grouped in six factors, which is also the six main content standards of
ACTFL.

Table 3

Item Factor Loads After Varimax

Item Standard 1 Standard 2 Standard 3 Standard 4 Standard 5 Standard 6
1. .62
2. .61
3. .67
4, 51
5 * .62
6 43
7 .56
8 .69
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Table 3 (continued)
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.60

.55

.66

.65

48

.61

37

37

.59

.59

.54

.83

.82

74

.58

.58

.38

A7

42

A7

.58

.65

.61

.61
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According to Biiyiikoztiirk (2013), items with factor load bigger than .45 are accepted as
good measure; however, in some cases factor load bigger than .30 is also accepted.
According to Table 3, the factor load values of items are between 37 and 83. In this study,
factor load bigger than .30 is accepted and no items are dropped based on this criteria.
However there are items with cross loads, which mean they can fit in two or more groups,
are dropped in order not to jeopardise the reliability of the scale. These items are 5 which
should have been under standard 2, 10 which should have been under standard 3, and 19

which is supposed to be under standard 5.

3.3.1.2. Confirmatory factor analysis (CFA)

Confirmatory factor analysis was run on data collected from 101 participants using
LISREL software in order to verify the results of exploratory factor analysis (EFA). The
results of the confirmatory factor analysis of the model with six main standards, which is
the result of the EFA, are given below. Regarding the model-data compatibility the most
commonly used statistical analysis in CFA are chi-square (%), ¥*/sd, RMSEA, RMR, GFI and
GFl.
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Chi-Square=556.17, df=362, P-value=0.00000, RMSER=0.034

Figure 2. Confirmatory factor analysis.
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According to Figure 2, there is conformity between the model and data since the calculated
¥*/df ratio is smaller than 3, GFI and AGFI values are higher than .90 (Jéreskog and S6rbom, 1993).
High values are calculated regarding the model conformity indexes regarding the relation of the
29 items and six different factors. Each load showing the item- factor is found to be statistically
significant (p< .05). The conformity statistics in this analysis are calculated as RMSEA= .054,
GFI = .91; CFI= .91; NFI = .90; ¥*/df = 1.53; AGFI= .90. Based on these results, the item- factor
relations are statistically verified.

3.3.2. Data collection procedure

Data were collected from three state universities in Turkey. The participants consisted of
trainee teachers from all four grades at universities (N=331). Convenient sampling method
was implemented to select participants. Participation in the study was voluntary and
participants’ signed consents were taken. The questionnaires were given to students in
person, and explanation was provided by the researcher in order to eliminate any

misunderstanding which would jeopardise the reliability of the study.

3.4.Data analysis

Quantitative data analysis was done via SPSS statistics 24 program. The alpha co-efficient

for reliability was calculated and found to be high (p=.908).

The items were tested in terms of normality of distribution using Kolmogorov- Smirnov
test as well and were found to display no normal distribution (p= .000). Therefore,
nonparametric tests Mann-Whitney U test and Kruskall-Wallis tests were run. Differences
according to gender, taking preparatory or not, and being to an English speaking country or
not are tested using Mann-Whitney U test. Difference according to class the participants
study at is tested via Kruskall-Wallis test, and thence, Mann-Whitney U tests are run to
specify groups which have differences. Spearman’s Rho correlation test is run to explore
the correlation between participants’ ASPC scores and their self-perceptions, and between

their educational background and their self-perceptions.
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CHAPTER IV

FINDINGS

In the study reported in this thesis, initially the alpha co-efficient for reliability was
calculated at .908, which is considered as a high level of reliability (Dornyei, 2007). Then,
the participants’ responses were tested in terms of normality of distribution via
Kolmogorov- Smirnov test; none of the items displayed normal distribution (p= .000).

Thus, nonparametric tests were run in order to analyse the data.

4.1. Findings related to the sample

In the first section of the questionnaire, participants were asked to provide demographic
information about them. The participants of the study 331 students from three state
universities in Turkey (N= 222 Female; 109 Male).

140
120
100
B Freshman
80
Sophomore
60 ¥ Junior
B Senior

40

20

Figure 3. Distribution of participants in terms of grade

According to Figure 3, the participants of the study reported in this thesis consist of 133
freshmen, 71 sophomores, 74 junior, and 53 senior students.
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Figure 4. Distribution of participants according to preparatory class background

According to Figure 4, 162 of the participants had taken preparatory class while 166 of
them had not taken it.
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Figure 5. Distribution of participants according to their ASPC score for entering ELT

program
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The trainee teachers were asked to write their ASPC scores for entering the program they
study at. As it is given in Figure 3, among them 3 had score lower than 299; five had 300
to 349; fifty-six had 350 to 399; one hundred ninety five had 400 to 449; and twenty two
had scores higher than 450.

250
197
200 ® General High School
Anatolian High School
150 -+
® Anatolian ,teacher Training High
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100 —— B Vocational High School
m Other

Figure 6. Distribution of participants according to their education background

In addition, the participants provided information on their educational background; there
were 50 general high school graduates, 197 Anatolian high schools graduates, 41 Anatolian
teacher training high school graduates, 17 vocational high school graduates, and 26

graduates of other types of high schools.
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Figure 7. Distribution of participants according to their experience of an English speaking

country

Based on Figure 7 and information given by participants, 25 of participants had been to an
English speaking country before while 306 had not been to an English speaking country

before.

4.2. Findings related to the problem statement

The problem statement of the study reported in this thesis and related findings are as

follows:

Problem statement: What are the self-perceptions of English as Foreign Language (EFL)

teachers in terms of standards which are set by ACTFL?

During the analysis process, first frequency and mean values of items were calculated in

order to see an overall view of participants’ self-perceptions of teacher competencies.
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Table 4

Frequency and Mean values of items for Standard 1- Language proficiency: Interpersonal,

Interpretive, and Presentational (N=331)

Very untrue  Untrue No strong Very true of
o True of me
of me of me opinion me =
Items X
% N % N % N % N % N
speak in the

interpersonal mode of
1. oo .6 2 24 8 26.9 89 535 177 16.6 55 3.83
communication

proficiently

interpret literal,
figurative or symbolic

2. i . 3 1 27 9 224 74 55.6 184 190 63 3.90
meaning of oral, printed

and video texts

present oral information
to audiences of
listeners, using
3. . .6 2 27 9 13.6 45 619 205 211 70 4.00
language according to
the target language

being taught

present written
information to
audiences of readers,
4. ) 1.2 4 30 10 151 50 57.1 189 236 78 3.98
using target language
according to the target

language being taught

According to Table 4, participants stated that the items are true of them. This indicates that
participants have high self-perceptions in terms of sub-items of content standard 1-
Language proficiency: Interpersonal, Interpretive, and Presentational. The highest mean
value is calculated for item 3- present oral information to audiences of listeners, using
language according to the target language being taught, while the lowest is calculated for

item 1- speak in the interpersonal mode of communication proficiently.
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Table 5

Frequency and Mean Values of Items for Standard 2 Cultures, Linguistics, Literatures, and
Concepts from other Disciplines (N=331)
Very
Untrue of No strong Very true
untrue of o True of me
me opinion of me _
Items me X
N % N % N % N % N %
compare cultures through
5. perspectives, products, and 1 3 18 54 85 257 159 480 68 205 383
practices of those cultures
demonstrate understanding of
6. linguistics and the changing 39 37 112 135 40.8 117 353 39 118 345
nature of language
compare language systems of
7.  students’ mother tongue and 2 6 16 4.8 67 20.2 164 495 82 248 393
target language
demonstrate understanding of
8. texts on literary themes and 2 6 21 6.3 88  26.6 168 508 52 157 374

cultural themes

According to Table 5, the items of content standard 2- Cultures, Linguistics, Literatures,

and Concepts from other Disciplines are true of the participants of this study, which means

the participants have high self-perceptions. The item with the highest mean value is item 7-

compare language systems of students’ mother tongue and target language, While the

lowest value is for item 6- demonstrate understanding of linguistics and the changing

nature of language.
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Table 6

Frequency and Mean Values of Items for Standard 3 Language Acquisition Theories and
Knowledge of Students and Their Needs (N=331)

Items

Untrue of

me

%

No strong

opinion

%

True of me

%

Very true of

me

%

>

10.

11.

12.

13.

14.

create linguistically rich
learning environments for
learners (i.e. providing input,
promoting meaningful

classroom interaction)

create culturally rich learning
environments for learners (i.e.
providing various samples
from international and target
culture , promoting
meaningful classroom

interaction)

demonstrate an understanding
of child and adolescent
development to create a
supportive learning

environment for each student

adopt instruction to address

students’ needs

understand relationship of
compulsory foreign language
curriculum and learning

outcomes

reward students for engaging
in critical thinking and

problem solving

22

19

15

17

6.6

5.7

45

1.8

51

15

74

74

72

52

76

47

22.4

22.4

21.8

15.7

23.0

14.2

146

155

165

186

168

150

441

46.8

49.8

56.2

50.8

453

84

81

76

86

69

126

25.4

24.5

23.0

26.0

20.8

38.1

3.86

3.88

3.89

4.05

3.86

4.18
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Table 6 (continued)

Very
Untrue of No strong Very true of
untrue of o True of me
me opinion me -
Items me X
N % N % N % N % N %
provide opportunities for
15. . . 4 12 5 15 32 9.7 142 429 148 447 428
collaborative work in class
use questioning strategies and
16. 1 3 11 33 32 9.7 149 450 138 417 424

tasks in class

According to Table 6, all sub-items of content standard 3- Language Acquisition Theories

and Knowledge of Students and Their Needs are true of participants; however, item 15-

provide opportunities for collaborative work in class and 16- use questioning strategies

and tasks in class are very true of them. The highest mean value is found for item 15, while

the lowest is calculated for items 9- create linguistically rich learning environments for

learners (i.e. providing input, promoting meaningful classroom interaction) and 13-

understand relationship of compulsory foreign language curriculum and learning

outcomes.
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Table 7

Frequency and Mean Values of Items for Standard 4 Integration of Standards in Planning,

Classroom Practice, and Use of Instructional Resources (N=331)

Very
Untrue of  No strong Very true
untrue of o True of me
me opinion of me -
Items me X
N % N % N % N % N %
integration of W-RSLL into
27. . . . 6 18 15 45 157 474 140 423 13 39 341
instructional planning
integration the goal areas of the W-
28. . . 39 13 39 132 399 158 477 25 76 357
RSLL into classroom practice
use of the W-RSLL to select and
integrate authentic texts, create
29. 2 6 18 54 118 356 146 441 47 142 3.65

instructional materials for use in

communication, and use technology

Based on Table 7, the sub-items of standard 4- Integration of Standards in Planning,

Classroom Practice, and Use of Instructional Resources are true for the participants of this

study; therefore, participants have high self-perceptions. The item with the highest mean

value is item 29- use of the W-RSLL to select and integrate authentic texts, create

instructional materials for use in communication, and use technology, while the item with

the lowest value is item 27- integration of W-RSLL into instructional planning.
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Table 8

Frequency and Mean Values of Items for Standard 5 Assessment of Languages and Cultures —
Impact on Student Learning (N=331)

Very
Untrue of  No strong Very true
untrue of o True of me
me opinion of me -
Items me X

reflect on and analyse the results of
17. 0 0 11 33 62 187 172 52 86 26 4.00
student assessments

adjust and strengthen instruction based
18.  on the reflection and analysis of 1 3 19 57 72 218 161 486 78 236 3.89

students’ assessment results

interpret and report the results of
student performances to all

19. stakeholders in the community, 6 1.8 28 85 97 29.3 148 447 52 157 364
emphasising student responsibility for

their own learning

According to Table 8, participants have high self-perceptions in terms of content standard
5 Assessment of Languages and Cultures — Impact on Student Learning, as the sub-items
of it are reported to be true of the participants of the study. Among items the highest
ranked one is item 17- reflect on and analyse the results of student assessments, and the
lowest is item 19- interpret and report the results of student performances to all
stakeholders in the community, emphasising student responsibility for their own learning.
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Table 9

Frequency and Mean Values of Items for Standard 6 Professional Development, Advocacy, and
Ethics (N=331)

Very
Untrue of No strong Very true of
untrue of o True of me
me opinion me -
Items me X
N % N % N % N % N %

engage in on-going
professional development
opportunities that
20. 3 9 14 42 90 27.2 160 483 64 193  3.80
strengthen my own
linguistic and cultural

competence

engage in on-going
professional development
opportunities that
21.  strengthen my own 3 9 18 54 97 29.3 149 450 64 193 3.76
pedagogical competence
and promote reflection on

practice

articulate the role and value
of languages and cultures
in preparing all students to
22. interact in the global 2 6 12 36 118  35.6 133 402 66 199 375
community by
collaborating with

stakeholders

use inquiry and reflection
to access, analyse and use

23. 1 .3 13 39 87 26.3 170 514 60 181  3.83
data to support language

teaching
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Table 9 (continued)

Very
Untrue of No strong Very true of
untrue of o True of me
me opinion me -
Items me X
N % N % N % N % N %

recognize importance of
collaboration and building

24. . . 4 12 15 45 55 16.6 157 474 100 30.2 4.00
alliances in language

teaching

accept invitations to
professional learning
25.  communities (i.e. INGED, 2 .6 21 6.3 100 30.2 126 381 82 248  3.80
IATEFL, language
department of school)

successfully interact in
26. ] . 6 18 15 45 102 30.8 139 420 69 208 3.75
professional settings

According to Table 9, participants have high self-perceptions overall for standard 6, since
all items of content standard 6- Professional Development, Advocacy, and Ethics
participants are ranked true of me. Of these items, the item with the highest mean value is
item 24- recognize importance of collaboration and building alliances in language
teaching, while the lowest one is 22- articulate the role and value of languages and
cultures in preparing all students to interact in the global community by collaborating with

stakeholders and 26- successfully interact in professional settings.
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Table 10

Mean and Standard Deviations of Participants’ Self-perceptions of Six Standards Set by ACTFL
(N=331)

Standards X Sd
1. Language proficiency: Interpersonal, Interpretive, and 303 51
Presentational ' '
2. Cultures, Linguistics, Literatures, and Concepts from other 374 56
Disciplines ' '
3. Language Acquisition Theories and Knowledge of Students and 403 51
Their Needs ' '
4. Integration of Standards in Planning, Classroom Practice, and Use 354 66
of Instructional Resources ' '
5. Assessment of Languages and Cultures — Impact on Student 384 -
Learning ' '
6. Professional Development, Advocacy, and Ethics 3.81 .58

According to Table 10, mean values of participants’ self-perceptions are; Standard 3.
Language Acquisition Theories and Knowledge of Students and Their Needs (X= 4.03),
Standard 1 Language proficiency: Interpersonal, Interpretive, and Presentational (X= 3.93),
Standard 5 Assessment of Languages and Cultures — Impact on Student Learning (X= 3.84),
Standard 6. Professional Development, Advocacy, and Ethics (X= 3.81), Standard 2.
Cultures, Linguistics, Literatures, and Concepts from other Disciplines (X= 3.81), and
Standard 4- Integration of Standards in Planning, Classroom Practice, and Use of

Instructional Resources, from highest to lowest respectively.
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4.3. Findings related to sub-statements

1. Are there any differences between male and female participants in terms of these

competencies?
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Figure 8. Differences of participants’ self-perceptions according to gender

According to Figure 8, the Mann- Whitney U test results showed that female participants

have statistically significant higher self- perceptions. Statistically significant differences

were found in content Standard 2- Cultures, Linguistics, Literatures, and Concepts from

Other Disciplines (p = .039), Standard 3- Language Acquisition Theories and Knowledge

of Students and Their Needs (p = .001), Standard 4- Integration of Standards in Planning,

Classroom Practice, and Use of Instructional Resources (p = .001), Standard 5-

Assessment of Languages and Cultures — Impact on Student Learning (p = .002), and

Standard 6- Professional Development, Advocacy, and Ethics (p = .032).
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2. Are there any differences among participants’ self-perceptions in terms of grade they

study at?
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Figure 9. Statistically significant differences of participants’ self-perceptions according to

grade

According to Figure 9, the Kruskall-Wallis test results showed that freshmen have the
highest self-perceptions in standard 6- Professional Development, Advocacy, and Ethics;
juniors have the highest self-perceptions in standard 1- Language proficiency:
Interpersonal, Interpretive, and Presentational, and seniors have the highest self-
perceptions in standards 2- Cultures, Linguistics, Literatures, and Concepts from Other
Disciplines, 3- Language Acquisition Theories and Knowledge of Students and Their
Needs, 4- Integration of Standards in Planning, Classroom Practice, and Use of
Instructional Resources, and 5- Assessment of Languages and Cultures — Impact on
Student Learning. Statistically significant difference was found for standard 1 (p = .029)
and standard 6 (p = .009). Since statistical difference was found among groups, Mann-
Whitney U tests were run for all two sets of grades in order to find the groups which the
differences belong to. The results showed that statistical differences were between
freshmen and juniors in standard 6 (p = .001); sophomore and juniors in standard 1 (p

=.002); and between juniors and seniors in standard 3 (p = .019).
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3. Do perceptions of participants who took preparatory class differ from those who did

not take prep class?

167
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169
m Took
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Standard 1 Standard 2 Standard 3 Standard4 Standard5 Standard 6
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Figure 10. Differences between participants’ self-perceptions according to their taking

preparatory class or not

Based on Figure 10, the Mann-Whitney U test results showed that participants who took
preparatory have slightly higher self-perceptions in standard 1- Language proficiency:
Interpersonal, Interpretive, and Presentational, 3- Language Acquisition Theories and
Knowledge of Students and Their Needs, 4- Integration of Standards in Planning,
Classroom Practice, and Use of Instructional Resources, and 5- Assessment of Languages
and Cultures — Impact on Student Learning, while participants who did not take
preparatory class have higher self-perceptions in standard 2- Cultures, Linguistics,
Literatures, and Concepts from Other Disciplines and 6- Professional Development,
Advocacy, and Ethics. However, there is no statistically significant difference between the

two groups in terms of any standards.
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4. Ts there any correlation between participants’ Assessment, Selection, and Placement
Centre (ASPC) score for entering English Language Teaching (ELT) program and their

self-perceived competence?

Table 11

Correlation Between Participants’ ASPC Score and Their Self Perceptions of Standards
(N=281)

Item r P
Standard 1 .03 .66
Standard 2 13 .03*
Standard 3 11 .06
Standard 4 -.05 40
Standard 5 10 .08
Standard 6 .09 12

In order to determine if there is any relationship between participants’ ASPC scores and
their self-perceptions of teacher competencies, Spearman’s rho test was run and the results
are displayed in Table 11. According to Table 11, there is statistically significant
relationship between participants’ ASPC scores and self-perceptions in terms of standard
2- Cultures, Linguistics, Literatures, and Concepts from Other Disciplines (p = .03).
Although the correlation between participants’ ASPC scores and their self-perceptions is
low, the statistically significant relation of standard 2 and their scores points out an
important issue. In other words, knowledge, and awareness of culture, language systems,
literatures and relationship between language and concepts from other disciplines and

academic achievement are interlinked.

44



5. Is there any correlation between participants’ educational background and their self-

perceived competence?
Table 12

Correlation Between Participants’ Education Background and Their Self Perceptions of
Standards (N=331)

Item r P

Standard 1 -.03 .65
Standard 2 .04 49
Standard 3 .02 .69
Standard 4 -.05 35
Standard 5 .07 19
Standard 6 -.06 30

According to Table 12, there is no statistically significant relationship between participants’
education background and their self- perceived competencies. These findings reveal that
the schools which participants graduated from have not got important relationship with

their self-perceptions of teacher competencies.
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6. Are there any differences between participants who have been to an English speaking
country and those who have not been to?
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Figure 11. Differences of participants’ self-perceptions according to their being to an
English speaking country or not

According to Figure 11, participants who have been to an English speaking country before
have higher self-perceptions in terms of all standards except for standard 4- Integration of
Standards in Planning, Classroom Practice, and Use of Instructional Resources; however

there is no statistically significant difference between the two groups.
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CHAPTER YV

CONCLUSION, DISCUSSION AND SUGGESTIONS

5.1. Conclusion and discussion

The aim of this study is to determine prospective teachers’ self-perceptions regarding
ACTFL standards for foreign language teacher competencies. The study reported in this
thesis is carried out with three state university ELT department students from all four
classes. Participants’ responses are analysed in terms of gender, grade, preparatory class
experience, ASPC score, education background- namely high school they graduated from,
presence or absence of English speaking country experiences.

Initially, the participants’ self-perceptions were investigated in terms of the sub-items of
six main standards which the survey is developed accordingly. In the questionnaire, the
first four items are relevant to the content standard 1. The results given in Table 4, showed
that participants had the highest self-perceptions in terms of item 3- present oral
information to audiences of listeners, using language according to the target language
being taught (X= 4.00) while the lowest is calculated for item 1- speak in the interpersonal
mode of communication proficiently (X= 3.83). This indicates that pre-service EFL teachers

perceive themselves able to present oral information to their students effectively.

Although it is rated the lowest, they report being able to communicate in the interpersonal
mode of communication to be true of them. To sum up, the teacher candidates perceive
themselves competent in terms of standard 1- Language proficiency: Interpersonal,
Interpretive, and Presentational. The results are similar to some studies in literature (Babai
and Sadeghi, 2009, Moradi and Sabeti, 2014, and Ghasemi and Hashemi, 2011). However,
the results showed difference from the study conducted by Bilican (2016) who found

prospective teachers’ language proficiency not high enough.

Based on these results, it is evident that participants are able to carry out interpersonal
mode of communication at a minimum level of “Advanced Low” or “Intermediate High”
in accordance with the language taught. They have the ability to comprehend oral, printed,
and visual texts both literally and figuratively or symbolically. In addition, they are able to

present information to their learners using their language at the level suggested above. It is
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made clear from the results of the study reported in this thesis that English teacher training
programs have contribution in trainee teachers’ language proficiency levels similar to the

study by Coburn (2016).

Considering the second content standard 2- Cultures, Linguistics, Literatures, and
Concepts from other Disciplines, participants have high self-perceptions. As for the sub
items, the highest ranked item is item 7- compare language systems of students’ mother
tongue and target language (X= 3.93), while the lowest value is for item 6- demonstrate

understanding of linguistics and the changing nature of language(X= 3.45).

Based on these results, it is inferred that participants are able to compare their students’
language and target language; and they are aware of linguistics systems of languages. Even
though it is reported being the least competent area, understanding the linguistics and the
changing nature of language is true of them. These results indicate that trainee teachers
recognize and understand the reflections of cultural perspectives, products, and practices;
have linguistic knowledge and understand the changing nature of language, and are able to
compare language systems. Moreover, they understand texts on various topics, and in
various forms. In previous literature, culture, and literatures are not taken into account
much; however, linguistics is prioritized both by learners and teachers (Brosh, 1996;
Krupchenko et al., 2015).

Another content standard investigated is standard 3- Language Acquisition Theories and
Knowledge of Students and Their Needs. The results given in Table 6 showed that all sub-
items of standard 3 are true for the participants except for item 15- provide opportunities
for collaborative work in class (X= 4.28) and item 16- use questioning strategies and tasks
in class (X= 4.24), which were ranked “very true of me” by participants. The participants’
self-perceptions are found to be the highest regarding item 15, while it is found to be the
lowest regarding item 9-create linguistically rich learning environments for learners (i.e.
providing input, promoting meaningful classroom interaction) (X= 3.86), and item 13-
understand relationship of compulsory foreign language curriculum and learning
outcomes (X= 3.86).

Despite the fact that items 9 and 13 are ranked the lowest by participants, the participants
have high self-perceptions regarding all items. According to these results, it is inferred that
pre-service EFL teachers have the ability to understand how language acquisition occurs

and evolves throughout the students’ developmental period. They create culturally, and
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linguistically rich learning environments, by providing students with meaningful target
language input, and facilitate students’ learning throughout the learning process. In
addition, the pre-service teachers know their students’ physical, cognitive, emotional, and
social development; and they use this knowledge to create a supportive learning
environment for students, and facilitate their learning (Feuerstein, 1991). They adopt their
teaching to address students from various abilities, backgrounds, and proficiency levels.
This knowledge of students and adopting instruction accordingly has similarities in
literature as well (EC, 2013b; Rychen & Salganik, 2003; Dinger et al., 2013; Tercan, 2015).

The 4™ content standard is Integration of Standards in Planning, Classroom Practice, and
Use of Instructional Resources. The participants reported that the sub-items of this content
standard are true of them (see Table 7). Item 29- use of the W-RSLL to select and integrate
authentic texts, create instructional materials for use in communication, and use
technology (X= 3.65) is found to be the highest ranked item while item 27- integration of
W-RSLL into instructional planning (X= 3.41) is ranked the lowest.

Based on the findings, the participants have a high degree of competency in recognizing
21st century language learning standards, and integrating them into classroom practice.
They are capable of fulfilling the requirements to ensure their learners meet these language
learning standards using their existing materials to meet them. They would change the
design and plan of instruction, and materials based on these standards and they are able and
willing to utilize and modify what they have to meet them. In literature, the interlinked
nature of practice and knowledge is emphasised most, and teachers’ willingness for
professional development in this area is pointed out to be important (Atmaca, 2017; Celik,
2017; Kanat, 2014; Krupchenko, 2015).

Another content standard investigated is standard 5- Assessment of Languages and
Cultures — Impact on Student Learning. According to the results given in Table 8,
participants have high self-perceptions in this area of competence. The item which
participants have the highest self-perception of is item 17- reflect on and analyse the
results of student assessments (X= 4.00), while the item displaying the lowest level of self-
perception is item 19- interpret and report the results of student performances to all
stakeholders in the community, emphasising student responsibility for their own learning
(X=3.64).
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The results above indicate that participants are able to design and use on-going assessment
using various assessment models suitable for their learners. They adjust instruction in
accordance with the results of assessment in order to improve and strengthen their students’
learning. In addition, they share the results with all stakeholders and the related community
emphasising learner autonomy. The results for this item have no similarity in literature, on
the contrary, in the study by Tawalbeh and Ismail (2014) instructors had little or no

satisfactory performance in assessment.

The last content standard that the researcher aimed to investigate is standard 6-
Professional Development, Advocacy, and Ethics, of which the results are given in Table 9.
The participants’ responses indicated a high level of self-perception, because all the sub-
items were found to be true of them. Among these items the one with the highest mean
value is item 24- recognize importance of collaboration and building alliances in language
teaching (X= 4.00), while the ones with the lowest value are item 22- articulate the role
and value of languages and cultures in preparing all students to interact in the global
community by collaborating with stakeholders (X= 3.75) and 26- successfully interact in

professional settings (X= 3.75).

The participants’ overall self-perceptions of six content standards are given in Table 10,
concluding that they perceive themselves competent as all standards are ranked “True of
Me”. The highest ranked content standard is standard 3- Language Acquisition Theories
and Knowledge of Students and Their Needs, and the lowest ranked standard is 4-
Integration of Standards in Planning, Classroom Practice, and Use of Instructional
Resources. This indicates that participants do not perceive themselves fully competent in
terms of integrating standards into their daily classroom practice. This is possibly a result
of their lack of knowledge of theory related to these standards. On the other hand, they
have a comprehensive knowledge of language acquisition theories and their students’

needs.

Based on these findings, it is inferred that prospective teachers seek opportunities for their
professional development in order to strengthen their own cultural, linguistic and
pedagogical competence. They value and emphasise the importance of languages and
culture for interaction with people in 21st century globalised world benefiting from
collaboration and advocacy. Additionally, they are aware of their responsibilities as

professional language teachers, and are willing to get involved in ethical interactions with
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all students, colleagues and other relevant stakeholders. The results are in-line with
literature (Esen, 2012; Liu and Meng, 2009; Yiiksel and Saglam, 2018).

In addition to participants general self-perceptions regarding the sub-items of the six main
content standards, participants’ responses are analysed in terms of gender, grade, their
preparatory experiences, their education background, and their presence at English
speaking countries.

The participants’ self-perceptions of the six main standards and the differences between
female and male trainee teachers are investigated. The results given in figure 8 showed that
both groups of participants have high self-perceptions in terms of all six standards, yet
compared to male participants females are found to be more self-competent which is in line
with literature (Cheung, 2006). Statistically significant differences were found between the
two groups regarding standard 2- Cultures, Linguistics, Literatures, and Concepts from
Other Disciplines (p = .039), standard 3- Language Acquisition Theories and Knowledge
of Students and Their Needs (p = .001), standard 4- Integration of Standards in Planning,
Classroom Practice, and Use of Instructional Resources (p = .001), standard 5- Assessment
of Languages and Cultures — Impact on Student Learning (p = .002), and similar to
Kararmaz and Arslan (2014) in standard 6- Professional Development, Advocacy, and
Ethics (p =.032).

The results conclude that female pre-service teachers possess a good understanding of
cultures, linguistics and relationship between language and other disciplines. They are
aware of the developmental periods of their students, know their needs and adjust
instruction in accordance with this knowledge and awareness. Additionally, they are
familiar with international standards and are able to integrate this knowledge into their
classroom practice; implement on-going assessment of language and cultures to achieve
learning outcomes. Moreover, they are open to professional development, able to reflect
and advocate their opinions to students, parents, headmasters and other relevant
stakeholders following the ethical rules.

Another problem investigated in this study is whether there are differences among
participants in terms of the grades they study at. In order to analyse data the Kruskall-
Wallis test was run and the findings are given in figure 9. Based on the findings freshmen
have the highest self-perceptions in standard 6- Professional Development, Advocacy, and

Ethics; juniors have the highest self-perceptions in standard 1- Language proficiency:
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Interpersonal, Interpretive, and Presentational; and seniors have the highest self-
perceptions in standards 2- Cultures, Linguistics, Literatures, and Concepts from Other
Disciplines, standard 3- Language Acquisition Theories and Knowledge of Students and
Their Needs, standard 4- Integration of Standards in Planning, Classroom Practice, and
Use of Instructional Resources, and standard 5- Assessment of Languages and Cultures —
Impact on Student Learning. Statistically significant difference is found for standard 1 (p
=.029), and standard 6 (p = .009).

Because of the fact that statistically significant differences were found among groups,
Mann-Whitney U tests were run for all two sets of grades in order to determine the groups
which the differences belong to. Through this analysis it is found that there are statistically
significant differences between freshmen and juniors in standard 6 (p = .001), showing that
freshmen have higher self-perceptions; between sophomore and juniors in standard 1 (p
= .002), confirming that juniors are the group with higher level of self-perceptions; and
between juniors and seniors in standard 3 (p = .019), attesting that seniors ranked higher.

According to these results, among all groups, first year students are open to professional
development, are able to convey their opinions to relevant people and communities on an
ethical basis. The reason of freshmen students’ having this high self-perception is
hypothesised to be because of their lack of or limited amount of self-awareness regarding
standard 6- Professional Development, Advocacy, and Ethics. Throughout their education
in the ELT programs, their awareness is improved, and they reflect on their competencies
more realistically. Thus, juniors have lower level of self-perception than freshmen in terms
of standard 6.

Junior students are found to be proficient to carry out interpersonal communication, can

interpret written and oral information and present information efficiently.

Senior students are found to perceive themselves competent in all remaining areas. They
have the knowledge of multiple content areas that are related to foreign language studies,
they recognise the interlinked nature of perspectives, products and practices of other
languages, along with a vast knowledge of linguistic elements of the target language. They
are aware of the theoretical aspects of child and adolescent development, and are able to
adjust their in class instruction and lesson planning accordingly. Senior students also are
able to gather knowledge of what their students need to know in order to meet the

educational outcomes, and are able use that knowledge as a guideline to carry out foreign
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language teaching. In order to assess and evaluate their students’ achievement in foreign
language learning, seniors are capable of carrying out on-going assessment, and provide
feedback to their students.

There is a high possibility that freshmen students’ self-perceptions are a result of their
sense of achievement since they have successfully passed university entrance exams and
have been accepted to the ELT program they study at. Achievement and success in

challenging tasks supports the development of the sense of self-efficacy (Bandura, 1994).

Based on the results it can be inferred that the self- perceptions of participants are
gradually built up, and differentiate throughout time in terms of competence areas, which
shows similarity with the results of the studies by Kiilekg¢i (2011), and Yiiksel and Saglam
(2018). Junior students’ having the highest level of self-perceptions of four out of six
content standards is a clear evidence of that gradual development. Another significant
finding is that sophomore students have the lowest level of self-perceptions regarding all
six content areas as in Yiiksel and Saglam (2018). The possible reason behind their low
self-perceptions is that sophomore year is the time students start to deal with pedagogical
subjects, and theory related to language teaching. This leads to a relatively heavier burden
on ELT students’ shoulder and they struggle to get used to and overcome this challenge.
Once they overcome this challenge, they continue to develop proficiency as the results of

the study reported in thesis confirms.

The study reported in this thesis also aimed to find out the differences between participants
who have taken preparatory class and who have not taken it. 162 of the participants have
taken preparatory class prior to their education in the ELT program they are studying at,
and 166 of them have not taken preparatory class. In order to determine the differences
between the two groups, the Mann-Whitney U test was run. Based on the results given in
figure 10, participants who have taken preparatory class have slightly higher self-
perceptions in regards with content standards 1- Language proficiency: Interpersonal,
Interpretive, and Presentational, 3- Language Acquisition Theories and Knowledge of
Students and Their Needs, 4- Integration of Standards in Planning, Classroom Practice,
and Use of Instructional Resources, and 5- Assessment of Languages and Cultures —
Impact on Student Learning, whereas participants who have not taken preparatory class
have higher self- perceptions regarding standard 2- Cultures, Linguistics, Literatures, and

Concepts from Other Disciplines, and 6- Professional Development, Advocacy, and Ethics.
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Even though there is slight difference between the two groups, statistically significant
difference is not found between the two groups in terms of any content standards. Based on
the findings of this study, compared to participants who have not taken the preparatory
class, participants who have taken preparatory class are more competent in terms of
language proficiency, effectively carrying out interpersonal and interpretive
communication and present oral and written information in an efficacious way. This is an
expected result as pre-service teachers take English language skills courses at preparatory
class. Moreover, the results displayed that participants who have taken preparatory have
higher self-perceptions in terms of knowing language acquisition theories and their
students’ needs, awareness of language learning standards and adopting their lessons and

materials accordingly, and assessment of languages and cultures.

There is not much evidence to explain later findings in literature since this concept is not
studied much. The participants who have not taken preparatory reported to be more
competent in terms of knowing language systems, culture, literature, and other related
disciplines; and in terms of professional development and advocacy of their ideas to the
community which is related to education. On the other hand, since there are no statistically
significant differences between the two groups and both groups have high level of self-
competencies, it can be claimed that taking preparatory or not taking it has not got much

effect on teachers’ self-perceived competencies.

Another problem investigated in this study is the correlation between participants’ ASPC
test scores for entering the ELT program they study ant and their self-perceptions of the six
content standards. Since the data are not normally distributed, a Spearman’s rho test is run.
According to the findings which are given in table 11, there is a weak positive correlation
between participants’” ASPC scores and their self-perceptions of standards 1- Language
proficiency: Interpersonal, Interpretive, and Presentational, 2- Cultures, Linguistics,
Literatures, and Concepts from Other Disciplines, 3- Language Acquisition Theories and
Knowledge of Students and Their Needs, 5- Assessment of Languages and Cultures —
Impact on Student Learning, and 6- Professional Development, Advocacy, and Ethics,
while there is a weak negative correlation regarding standard 4- Integration of Standards in

Planning, Classroom Practice, and Use of Instructional Resources.

Although there is no strong correlation found, correlation between participants’ ASPC
scores and their self-perceptions of standard 2 was found to be statistically significant (p

= .03). The results revealed weak correlation between participants ASPC scores and their
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self-perceptions; however there is statistically significant correlation regarding knowledge
of cultures, linguistics, literature and other disciplines that are relevant to foreign language

teaching.

Based on these findings, it is inferred that the participants’ ASPC scores and their
competences have a weak relationship, in other words the two variables have no strong
relationship to take into account. However, there is statistically significant correlation
between ASPC scores and participants’ self-perceptions in terms of their knowledge of
cultures, linguistics, literature and integration of other disciplines, even though the
relationship is weak. According to Bandura success and self-efficacy are interlinked and
have influence on each other. Thus, the researcher of the study reported in this thesis

expected positive strong correlation. However, the results concluded positive yet weak.

As for the correlation between participants’ education background and their self-
perceptions of standards, there is neither strong relationship between variables nor
statistically significant correlation. Although weak, there is positive correlation regarding
standards 2- Cultures, Linguistics, Literatures, and Concepts from Other Disciplines, 3-
Language Acquisition Theories and Knowledge of Students and Their Needs, and 5-
Assessment of Languages and Cultures — Impact on Student Learning; and negative
correlation in terms of standards 1- Language proficiency: Interpersonal, Interpretive, and
Presentational, 4- Integration of Standards in Planning, Classroom Practice, and Use of

Instructional Resources, and 6- Professional Development, Advocacy, and Ethics.

The results revealed that there is no strong correlation between participants’ education
background and their self-perceptions of teacher competencies. This weak and statistically
insignificant correlation indicates that participants’ educational background and their self-

perceptions are independent from each other.

The last problem investigated is the differences between participants who have been to an
English speaking country, and those who have not via a Mann-Whitney U test. Based on
the results given in figure 11, there is no statistically significant difference between the two
groups. However, participants who have been to an English speaking country before have
higher self-perceptions regarding content standards 1- Language proficiency: Interpersonal,
Interpretive, and Presentational, 2- Linguistics, Literatures, and Concepts from Other
Disciplines, 3- Language Acquisition Theories and Knowledge of Students and Their

Needs, 5- Assessment of Languages and Cultures — Impact on Student Learning, and 6-
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Professional Development, Advocacy, and Ethics, while those who have not been to an
English speaking country before have higher self-perceptions regarding content standard 4-
Integration of Standards in Planning, Classroom Practice, and Use of Instructional

Resources.

According to the results, it is inferred that being to an English speaking country leads to
higher awareness and self-competence in terms of interpersonal, interpretive and
presentational language proficiency; understanding of linguistics, literature, and concepts
from other disciplines; knowledge about stages of child and adolescent development and
their needs in order to adopt lessons accordingly; adopting process-based assessment of
languages and cultures; and being open to professional development, advocacy of opinions

to all stakeholders, and ethics.

It is possible to claim that the participants who have been to English speaking countries
have a better understanding of culture, language, the process of learning and as a result the
importance of on-going assessment, the importance of professional development and
communication with education related people and communities in an ethical way. However,
this does not mean that participants who have not been to and English speaking country do
not possess this understanding. Both groups have high self-perceptions of teacher
competencies, yet the ones who experienced being to an English speaking country have
higher level of self-perceptions in aforementioned areas in comparison with the other
group. The participants who have not been to an English speaking country before have the
theoretical knowledge of international standards and recognise the importance of
integration of these standards into classroom teaching in order to prepare their students for

the challenges of the globalised world.

5.2. Suggestions
5.2.1. Suggestions based on results of the study

In the light of the aforementioned results of the study reported in this thesis, the
participants reported that they have high self-perceptions regarding all six content
standards. This indicates that the English Language Teaching education programs they
study at prepare them to teaching effectively. Although they reported being highly
competent, compared to the other content standards they reported being weaker in terms of

Assessment of Languages and Cultures — Impact on Student Learning.
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Considering these results participants should be provided with a deeper education in terms
of assessment both theoretically and practically. They should be encouraged to prepare and
plan assessment tools more often, and should be provided with constructive feedback for
their works in this area. Moreover, teacher candidates should be given more chances to
implement on-going assessment during their practicum as a preparation for teaching in real
settings. With the help of their education they will be even more competent in assessment
and will be able to adopt it into their teaching process. Thus, their students will reach the

desired 21 century language education outcomes faster and more effectively.

The female participants perceive themselves more competent than male participants do
except for the standard related to language proficiency. Since the study reported in this
thesis does not investigate the reasons of the participants’ self-perceptions, there is no
evidence explaining why the male participants have lower self-perception than female
participants. However, the researcher assumes that this may be the result of general social
belief that females are better learners than males regarding social sciences and related areas,
which in this case is English language. Bearing in mind the number of male trainee
teachers, these results have the possibility to create a problem for their efficacy in teaching,

as Bandura (1994) states that having a strong sense of efficacy leads to success.

Regarding the grades that participants study at, there is a gradual increase in participants’
self-perception. It is assumed that the education they are given at ELT programs leads to
this outcome, which is pleasing. They feel prepared when they graduate from the
university. However, since they have practicum for a limited time, it is not clear if
participants will feel competent after they start teaching. In order to eliminate this problem
or its possibility, in-service teachers can be provided with in-service teacher training
programs to supports teachers be up to date, and continue their life-long learning so that

they meet the changing 21 century students’ needs.

The study reported in this thesis concluded that participants who have taken preparatory
class have higher self-perceptions regarding four standards, whereas the ones who have not
taken preparatory class have higher self-perceptions in two standards. In accordance with
this result, it is assumed that taking preparatory class improves self-competency, which
approves the significance of providing preparatory class. The two content standards which
participants who have taken preparatory have lower level of self-perceptions are related to
culture, linguistics, literature, professional development, advocacy and ethics. Participants

should be provided with education to compensate their weakness in these areas. Relevant
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education should be integrated into the ELT program curriculum and pre-service teachers
should be given opportunities to practice in those areas. Thus, they will know and practice
to improve in these areas. As for practice, they should be provided with constructive

feedback which will accelerate their development.

In addition to taking preparatory class, being to an English speaking country has positive
effects on the participants’ self-perceptions. Going abroad has multiple challenges such as
monetary issues, time and paperwork. Thus, most of the participants are either reluctant to
deal with these challenges or do not have the ability due to the lack of one or more of the
requirements. Trainee teachers have the ability to go abroad via Erasmus student exchange
programs, yet the number of students benefiting from this opportunity is limited. One
suggestion for this issue is to increase opportunities for pre-service teachers to go abroad.
Moreover, pre-service teachers can be provided with scholarship to overcome monetary

issues.

Participants’ education background and ASPC scores has no significant correlation with
their self-perceptions. Thus, these two aspects can be overseen and the participants’ current
conditions should be taken into account. Conducting on-going assessment of participants
development, providing constructive feedback, guiding them throughout their education
process, and giving in-service training as a continuum of their education will improve their
efficacy, and therefore their students’ efficacy. Reinforcing the participants’ strength and
compensating their weakness will eventually lead to the desired language education and

help the nation to meet the 21% century educational requirements.

5.2.2. Suggestions for further studies

The study reported in this thesis has a cross-sectional, quantitative design focusing on pre-
service teachers’ self-perceptions of teacher competencies. Further research is needed to
have a deeper insight in the issue. It would be a beneficial idea to include participants from
ELT programs at private universities and candidate teachers who had not studied in an
ELT program yet attended pedagogical formation certificate program in order to become
English language teachers. Qualitative studies can be conducted to gain deeper insight of
trainee teachers’ self-efficacy beliefs, and / or the reasons of their strength and weakness
regarding teacher competencies. Another possible further study can have a longitudinal

design to explore the gradual development of the same participants throughout time.
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Moreover, participants can be observed after they start teaching in real settings to see
whether there are any changes in their self-perceptions. A comparison between pre-service
and in service teachers’ self-perceptions of teacher competencies would provide an insight
of the amount of match between the education they get and the education they give. This

will provide an advantage in closing the gap between theory and practice.
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APPENDIX |

EFL TRAINEE TEACHERS’ SELF-PERCEIVED COMPETENCIES

Dear student: We are doing a research study on your self-perceptions as foreign language teachers.
The result of the questionnaire is only for research. THANK YOU for your cooperation!

Background

Gender: Male () Female ()
Class: 1% grader () 2™ grader () 3" grader () 4" grader ()
Took Preparatory Year: Yes () No ()

Your OSYM point for entering this program:

Which of the following schools are you graduated from?

a) General high school
b) Anatolian high school
¢) Anatolian teacher training high school
d) Vocational high school

e) Other (Please specify)

Have you been to an English speaking country before?

Yes () How long have you been there?

No ()

Imagine you are a foreign language teacher now. Now, please read the following items and

mark each one according to whether they reflect you as a foreign language teacher.

Very Very
i~ . Untrue of | No strong True
= As a foreign language teacher, I can... untrue of o true of
me opinion of me
m P f
- me me

speak in the interpersonal mode of

communication proficiently
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interpret literal, figurative or symbolic

meaning of oral, printed and video texts

present oral information to audiences of
listeners, using language according to the

target language being taught

present written information to audiences of
readers, using target language according to

the target language being taught

compare cultures through perspectives,

products, and practices of those cultures

demonstrate understanding of linguistics and

the changing nature of language

compare language systems of students’

mother tongue and target language

demonstrate understanding of texts on

literary themes and cultural themes

create linguistically rich learning
environments for learners (i.e. providing
input, promoting meaningful classroom

interaction)

10

create culturally rich learning environments
for learners (i.e. providing various samples
from international and target culture ,
promoting meaningful classroom

interaction)

11

demonstrate an understanding of child and
adolescent development to create a
supportive learning environment for each

student

12

adopt instruction to address students’ needs
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13

understand relationship of compulsory
foreign language curriculum and learning

outcomes

14

reward students for engaging in critical

thinking and problem solving

15

provide opportunities for collaborative work
in class

16

use questioning strategies and tasks in class

17

reflect on and analyse the results of student

assessments

18

adjust and strengthen instruction based on
the reflection and analysis of students’

assessment results

19

interpret and report the results of student
performances to all stakeholders in the
community, emphasising student

responsibility for their own learning

20

engage in on-going professional
development opportunities that strengthen

my own linguistic and cultural competence

21

engage in on-going professional
development opportunities that strengthen
my own pedagogical competence and

promote reflection on practice

22

articulate the role and value of languages
and cultures in preparing all students to
interact in the global community by

collaborating with stakeholders
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use inquiry and reflection to access, analyse

23
and use data to support language teaching
” recognize importance of collaboration and
building alliances in language teaching
accept invitations to professional learning
25 | communities (i.e. INGED, IATEFL,
language department of school)
26 | successfully interact in professional settings
ing i Ver Ver
Now please rate your teaching in terms of y Untrue of | Nostrong | True y
your: untrue of - true of
) me opinion of me
me me
- integration of W-RSLL into instructional
planning
08 integration the goal areas of the W-RSLL
into classroom practice
use of the W-RSLL to select and integrate
29 authentic texts, create instructional materials

for use in communication, and use

technology

Do you have anything to add? If yes, please write here.

I consent to these data being used for research and/ or publication:
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