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ABSTRACT

DEVELOPMENT OF EFL INSTRUCTORS’ COGNITIONS ABOUT LANGUAGE
ASSESSMENT LITERACY THROUGH REFLECTIVE READING AND
DISCUSSION

Yasar Ustiin KAPLAN

PhD. Dissertation, Department of English Language Teaching
Supervisor: Assoc. Prof. Dr. Giilden ILIN
December 2022, 319 pages

Research on teacher cognition in L2 education has received increased attention in the
past two decades. Although assessment in instruction is frequently seen as a way to assess
student achievement (Celik & Tiirkan, 2020), it is a crucial component of all stages of
teaching and learning (Celik & Coombe, 2021). This current study concentrated on shedding
light on the nature of language instructors' language assessment cognitions. It also intended to
identify participant teachers' strengths and weaknesses concerning language assessment and
design reflective reading and discussion (RRD) sessions depending on teachers’ needs and
expectations. In addition, exploring probable changes in participants’ cognitions of language
assessment as a result of RRD sessions was another objective of the study. To this end, four
EFL instructors working at a foreign language school participated in this research. The study
was separated into three phases: pre-RRD sessions, during RRD sessions, and post-RRD
sessions. During the pre-RRD session, participants were interviewed and observed to identify
their beliefs and practices regarding language assessment. Also, their strengths and
weaknesses concerning with the issue were explored in the initial part of the study. Next,
teachers were involved in a set of RRD sessions. During those sessions, participants read the
reading materials and discussed the target topic of each specific session. They also filled in
KWL charts (What | know, What | want to know and What | have learnt) and wrote reflection
reports after each RRD session. As for the third part of the study, developments in teachers'
language assessment-related cognitions, if any, were figured out. The study was designed as a
case study based on the qualitative approach. Theoretical framework of the study was based

on Vygotsky (1978)’s socio-cultural theory. The data were collected through multiple sources
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such as pre and follow-up semi-structured interviews, classroom observations, KWL charts,
and reflection reports. Inductive content analysis was employed to analyse the obtained data.
The results showed that there is a development in the cognitions of participants considering
language assessment after the RRD sessions. In the light of emerging results, discussions were
provided to examine the development of participants' assessment-related cognitions following
RRD sessions. Moreover, recommendations about teachers’ pre-service and in-service

education regarding language assessment have been made on the basis of findings and the
discussions.

Keywords: Teacher cognition, assessment, language assessment literacy, development,
in-service English language teacher, reflection
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OZET

YANSITICI OKUMA VE TARTISMA YOLUYLA INGILiZCE OKUTMANLARININ
DIiLDE OLCME DEGERLENDIRME OKURYAZARLIGI BiLiSLERININ GELiSiMi

Yasar Ustiin KAPLAN

Doktora Tezi, ingiliz Dili Egitimi Ana Bilim Dal
Damsman: Doc. Dr. Giilden ILIN
Arahk 2022, 319 sayfa

Ikinci dil egitiminde 6gretmen bilisi iizerine yapilan arastirmalar son yirmi yilda artan
bir ilgi gormiistiir. Olgme degerlendirme siklikla 6grenci basarisini degerlendirmenin bir yolu
olarak goriilse de (Celik ve Tiirkan, 2020), 0, 6gretim ve Ggrenmenin tiim asamalarinin
onemli bir bilesenidir (Celik ve Coombe, 2021). Bu mevcut ¢alisma, Ingilizce &gretim
gorevlilerinin var olan dilde degerlendirme bilislerine 151k tutmaya odaklanmaktadir. Ayrica,
bu ¢aligmada katilimcilarin dilde degerlendirme ile ilgili giiglii ve zayif yonlerini belirlenmesi
ve onlarin degerlendirme ihtiyaglarina gore yansitict okuma ve tartisma oturumlarinin
tasarlanmasi amacglanmaktadir. Ek olarak, eger varsa, yansitict okuma ve tartisma
oturumlarinin  sonucunda katilimc1  6gretmenlerin - dilde degerlendirme okuryazarligi
bilislerindeki gelisimi kesfetmek de ¢alismanin amagclart arasinda yer almaktadir. Bu amagla,
bu arastirmaya bir yabanci diller yiiksekokulunda gérev yapan dért Ingilizce okutmani katildi.
Calisma, yansitici okuma ve tartisma oturumlart Oncesi, yansitict okuma ve tartigsma
oturumlar1 siras1t Ve yansitict okuma ve tartisma oturumlar1 sonrasi olmak {izere {i¢ kisma
ayrildi. Calismanin yansitict okuma ve tartisma oturumlart Oncesi asamasi sirasinda,
katilimcilarla onlarin degerlendirmeye o6zellikle dil degerlendirmesine iligkin inang ve
uygulamalarim1 belirlemek icin yari-yapilandirilmis goriisme yapildi ve sonra 6gretmenler
siniflarinda gézlemlendi. Ayrica ogretmenlerin dil degerlendirmesindeki giiclii ve zayif
yonleri de bu boliimde agi8a ¢ikarildi. Daha sonra onlar, ihtiyaclari ve beklentileri goz oniinde
bulundurularak tasarlanmis bir dizi yansitici okuma ve tartisma oturumuna katildi. Bu
oturumlar sirasinda katilimecilar, her oturumun hedef konusu hakkinda onceden kendilerine
verilen okuma metinlerini okudu ve sonra hedef konuyu birlikte tartisti. Arastirmanin tigiincii

boliimiinde ise 6gretmenlerin katildiklart yansitict okuma ve tartigma seanslart ardindan dilde
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Olcmeye iliskin bilislerinde olas1 gelisim ortaya ¢ikarilmaya ¢alisildi. Calisma, nitel yaklagima
dayali bir durum calismast olarak tasarlandi ve c¢aligmanin teorik c¢ergevesini Vygotsky
(1978)’nin sosyo-kiiltiirel teorisi olusturdu. Veriler, bir devlet tiniversitesindeki yabanci diller
yiiksekokulunda g¢alisan okutmanlarla yar1 yapilandirilmis goriismeler, sinif gézlemi, KWL
semasi ve yansitma raporlart gibi ¢oklu kaynaklar araciligiyla toplandi. Toplanan verilerin
analizi i¢in timevarimsal igerik analizi kullanildi. Ortaya ¢ikan sonuglar katilimcilarin RRD
seanslar1 sonrasinda dilde degerlendirmeye yonelik biliglerinde bir gelisimin oldugunu
gostermektedir. Ayrica sonuglara dayanarak, ogretmenlerin dilde degerlendirmeyle ilgili
bilislerinin gelisimini incelemek i¢in yorumlar yapildi. Elde edilen bulgular ve tartismalara
dayali olarak dide degerlendirmeye yonelik 6gretmenlerin hizmet 6ncesi ve hizmet i¢i egitime

yonelik onerilerde bulunuldu.

Anahtar_Sézciikler: Ogretmen bilisi, degerlendirme, dilde 6lgme degerlendirme

okuryazarligi, gelisim, hizmet ici Ingilizce 6gretmeni, yansima
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CHAPTER |

INTRODUCTION

This chapter provides a brief overview of the background of the study. The problem
statement, purpose, and research questions are then clarified. Furthermore, it offers the

significance of the study and gives operational definitions employed in the study.
1.1. Background to Study

Teacher cognition research, exploring the unobserved aspect of teaching to show how
teachers think and practice in the classroom, became prevalent in educational research in the
1960s. In comparison, teacher cognition studies in second/foreign language education began
in the early 1990s (Tsui, 2011). Teacher cognition research has been based on the idea that
teachers and teaching cannot be fully comprehended without knowing how teachers' thoughts,
knowledge, and beliefs influence their actions (Borg, 2009). This called for "a more holistic
and qualitative understanding of teachers' mental lives rather than an exclusive focus on

observable behaviors" (Borg, 2006, p. 6).

Consequently, under teacher cognition research, researchers have investigated several
facets of teaching in various circumstances, including pre-service and in-service teachers.
These factors include instructors' decision-making strategies (Bailey, 1996), their cognitions
and classroom practices regarding the teaching of grammar (Farrell & Patricia, 2005; Borg,
1999; Phipps & Phipps, 2009), and their metalinguistic awareness (Andrews, 2007), literacy
instruction (Graden, 1996; Tercanlioglu, 2001), and teaching writing (Burns, 1992; Ngo,
2018; Tsui, 1996).

Li (2017) mentions that learning to teach is a multifaceted process that includes making
sense of teaching and growing as a professional in lesson planning, activity design, materials
adaptation and development, instructional implementation of a plan, feedback, and
assessment. According to Rea-Dickins (2004) assessment is an essential component of
teaching because it necessitates evaluations regarding materials, learning tasks, and lesson
content. Based on these explanations, the current study adopts the view that assessment is one
of the teaching skills that teachers should develop to assist their instruction and students'

progress.



The importance of assessment in teaching and learning cannot be questioned since
teaching and assessment are viewed as two interconnected components in educational
settings. As teaching and learning a foreign language has become a critical issue, language
teachers have been increasingly engaged in language testing and assessment practices through
which they assess their students more often than before during the language teaching
processes (Fulcher, 2012). Not only for teachers but also for students good assessment
procedures are essential since the quality of assessment is a requirement for the quality of
instruction and learning (Stiggins, 1999). Therefore assessment is seen as an important
component of education since it is viewed as a mechanism responsible for triggering learning
(White, 2009) and provides feedback on the quality of instruction. In connection with this,
assessment is beneficial to determine whether teaching is effective, whether students learn the
desired behaviours, information, or skills, and the amount to which the objectives of a course
are attained (Herrera & Macias, 2015; Rogier, 2014). As a result of the assessment, teachers,
in turn, make judgments on content, materials, and alternatives to improve and implement
successful teaching practices and instruction (Rea-Dickins, 2004). For this reason, teachers
have come to the fore. Teachers are seen to be an essential element influencing
teaching/learning. Their responsibilities, knowledge, and implementations extend beyond
teaching. Understanding and practicing assessment are the teaching competencies that
teachers should possess. As a result, teachers can be said to have two roles: teacher and
assessor (Inbar-Lourie, 2013; Rea-Dickins, 2004; Wach, 2012). Language assessment is
significant among these responsibilities because it governs teachers' decision-making
processes concerning language teaching in accordance with language learning development
(Inbar-Lourie, 2013; Oz & Atay, 2017).

It can be claimed that the main components of the assessment process are the teachers
(Leung, 2014). Therefore, teachers who deal with assessment procedures on a daily basis are
expected to keep up with the latest testing and assessment strategies and use them
accordingly. Popham (2006) suggested that it is essential for teachers to have a certain level
of assessment literacy. This is because the teachers are responsible for developing assessment
processes, carrying out exams, scoring them, interpreting the findings, conveying assessment
results and using them to inform educational decisions (Stiggins, 1999). A teacher with
sufficient assessment knowledge and skills is also required to implement this knowledge into
his/her assessment-related practices (Alkharusi, 2011). In short, a teacher cannot be effective

at constructing tests, administering, scoring them, and interpreting the results if they lack



basic assessment knowledge. Considering these, foreign language instructors must be

assessment literate to have these skills and carry out an efficacious assessment procedure.

Assessment literacy (AL) is a specific qualification of a teacher's professional
competence. It is defined by Stiggins (1991) as having a fundamental knowledge of
educational assessment and its associated skills. The importance of AL as a skill that all
instructors must have is becoming more widely acknowledged (Popham, 2009; Xu & Brown,
2016). As part of assessment literacy, foreign language instructors must have a specific level
of language assessment knowledge and abilities. Therefore, assessment training should be
prioritized through in-service or pre-service education because ‘teachers are not born testers’
(Jin, 2010, p. 556).

However, to knowledge, in the light of the literature reviewed, studies focusing on
teachers' assessment, especially language assessment knowledge levels, are generally
descriptive studies that try to reveal the knowledge level of teachers within the scope of
assessing four skills of either pre-service or in-service teachers (Olmezer-Oztiirk, and Aydin,
2018; Plake, 1993; Popham, 2009, Oguz and Atay, 2017). Considering this, it might be said
that there has been limited research investigating teachers’ cognition about language
assessment knowledge in language teaching especially focusing on its developments as a
result of reflective reading and discussion. Therefore, this study intends to contribute to the
literature on teacher cognition by exploring the perceived growth of English language
teachers' cognitions about assessment especially language assessment knowledge and

classroom practices via reflective reading and discussion.
1.2. Statement of the Problem

Previous research has usually examined the congruence between teacher and student
beliefs (e.g., Cohen & Fass, 2001; Peacock, 1999), the influence of beliefs on teachers'
instructional practices (e.g., Breen et al., 2001), and the changes in teachers' beliefs (e.g.,
Cabaroglu & Roberts, 2000; Mattheoudakis, 2007). Despite its broad reach (reviewed in
Borg, 2003, 2015, and 2019), the study on language teacher cognition has devoted very little
attention to the cognitive processes underpinning teachers' assessment practices (Yin, 2010).
What teachers think, know, and believe may also significantly influence their lesson planning,
activity and material design, evaluation and assessment of learning, and all other decisions
made during the teaching process (Borg, 2003; 2015; Li, 2020).
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Assessment and teaching are intertwined, as they mutually inform and influence one
another (Malone, 2013). Language assessment literacy (LAL) helps instructors examine and
evaluate student progress, uncover and analyse their assumptions, and promote learning
(Scarino, 2013). Also, without LAL, teachers may be unable to assist their students in
reaching higher levels of success which also results in a loss in educational quality
(Howerton, 2016). In light of the importance of assessment to learning, there is an increasing
demand for instructors to possess assessment knowledge, which will ultimately benefit
students (Popham, 2011). On the other hand, several instructors expressed their concern that
they do not have sufficient knowledge of assessment (Plake, 1993). Stiggins (2010, p.233)
brought attention to this issue by asserting that "assessment illiteracy abounds.” This claim
suggests that teachers are charged with assessing their students, however it can be questioned
whether or not they possess the necessary competence to achieve this. According to Popham
(2009), instructors should evaluate students' competency and development, yet many lack
fundamental knowledge of assessment terminology. As evidenced by the literature on
assessment literacy, instructors lack enough assessment knowledge, and it is debatable

whether they possess the skills necessary to evaluate students.

Since how teachers view the assessment and how well they implement it can influence
how they teach and, consequently, how they assess (Jannati, 2015), language teachers as
assessors should be examined first in terms of their language assessment knowledge because
the entire assessment process is predicated on language teachers' expertise in language
assessment. If language teachers are not skilled enough in language assessment, the entire
assessment process will be influenced. In Tiirkiye, language teachers are expected to design,
administer, score exams and analyse assessment procedures' outcomes. The issue is that they
are expected to perform at a high level yet have little experience with assessment training. To
go into detail, pre-service teachers only take a testing and assessment course and are not asked
to assess students during practicum. Additionally, language instructors are not required to
attend assessment-related professional development programs. The situation becomes more
complex when language instructors working at higher institutions who are not graduates of
the English Language Teaching department assess the students. These language teachers do
not even take any course concerning language testing and assessment during their pre-service
training. Furthermore, they do not need to possess a formation education license to be
recruited as a lecturer at any English preparatory programs at universities. With this

inadequate training in assessment, graduates begin working as English language instructors.
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Teachers with insufficient assessment knowledge and background experience also undertake
the assessment and evaluation burden if there is no testing unit in the foreign language schools
in higher education in which they work. The question then arises regarding how informed or
competent instructors are in assessing students. As a result, there is a dearth of research in
language assessment literacy to shed light on this issue. In Tiirkiye, there are few studies on
determining EFL teachers' language assessment knowledge working at a foreign language
school (Olmezer-Oztiirk, and Aydin, 2018; Oguz and Atay, 2017; Biiyiikkarci, 2016; Mede
and Atay, 2017; Hatipoglu,2015). Such kind of investigations are crucial because teachers’
needs may be explored by identifying their strengths and weaknesses in language assessment.
Based on their needs, testing and assessment courses in pre-service education and teacher
professional development programs for in-service teachers can be designed, established, and
delivered. Therefore, it might be pointed out that there is a need in Tiirkiye to investigate the
EFL instructors’ language assessment knowledge as well as their needs considering the issue.
As a starting point, how teachers think, know, believe and do considering assessment should
be determined. Additionally, their language assessment strengths and weaknesses might be

clarified.
1.3. Significance of the Study

As teachers' assessment knowledge affects the quality of instruction, they should have
essential assessment skills and knowledge to meet their teaching successfully and students'
learning needs, thus contributing to the growth of both students' and teachers' performances
(Howerton, 2016; Huang & He, 2016; Khadijeh & Amir, 2015). Bassed o this, extensive
research on teachers’ language assessment knowledge might be needed As a result, findings
might improve the field of such research and provide novel ideas that shed light on issues
about improving quality assessment and teaching. To our knowledge, this study may pioneer
to similar studies to be conducted in this field. It began by investigating teachers' current
perceptions of LAL. The strengths and needs, namely their weaknesses, of teachers were then
identified, and a series of RRD sessions were designed and implemented. Finally, the
development of teachers' cognitions of LAL was discovered. Considering this, the current
study attempted to analyse a thorough investigation, understanding and evaluation of teachers'
cognitions of LAL since it not only assessed teachers’ knowledge but also their LAL practices

were examined.



The current study hopes to contribute to language assessment research in many ways.
First, exploring what EFL instructors working at preparatory programs think, know, believe
and do about language assessment would be helpful in clearly identifying their nature of
cognitions of assessment which in turn lead to their weaknesses and strengths to be
discovered. Following that, findings related to language teachers' weaknesses and needs
regarding language assessment may provide insights that can be used for adaptation and
improvement in assessment courses provided in pre-service teacher education programs,
believing Deluca and Klinger’s (2010)'s idea that pre-service education is important for the
future professional life of teachers. In addition, in accordance with Borg's (2003, p. 106)
request for "making actual data from the body of research on teacher cognition and practices
available to trainees and teachers as the basis for teacher education activities,” we can suggest
that the findings may be beneficial in identifying ways to enhance pre-service assessment
training (Malone, 2008). That is, this study is thought to offer some insights into how to
improve this literacy and how to design and arrange language assessment training at
universities, which will assist pre-service teachers in constructing their LAL. Last but not
least, the key contribution of the study may be its identification of the relationship between
language assessment training and the development of LAL through in-service teacher
reflective practices. In light of the findings, in-service professional teacher education
programs for teachers can be designed, and teachers may benefit from them in terms of
language assessment. Furthermore, the results of language teacher cognition (LTC) research
can significantly advance teacher education. The findings about professional development can
help shape institutional policies in that administrators may plan to hold appropriate in-service
teacher education programs.

In addition, recent research shows the value of concurrently researching teacher
cognition and teacher learning. These studies show the impact of prior learning experiences,
previous coursework, educational background, and sociocultural settings on pre-service
teacher cognition and how teacher education programs may shape student teachers' views,
attitudes, and knowledge via reflection (Johnson, 2018; Kubanyiova, 2015). Thus, the present
study aims to offer significant implications for teacher learning by examining teacher
cognition; consequently, it may provide a cognitive understanding of teacher learning
(Freeman, 1992, 1993).

Studies researching the changes in teacher cognition on a longitudinal basis (Cabaroglu

and Roberts, 2000; Ozmen, 2012) are limited in number. A short-term research may not be



enough to explore the development and change in teacher cognition when working with a
group of in-service teachers in an English as a foreign language context. According to Sert
(2015), a longitudinal research design is required to track the changes in teacher cognition. As
Borg (2015) stated, longitudinal investigations on the change in teacher cognition would
contribute to the existing literature a lot as the research agenda is limited. Furthermore,
Birello (2012) indicated that longitudinal research designs are important in understanding
teacher learning over a period of time. In line with these suggestions, it can be claimed that
there is a need for further research investigating the processes through which changes in
language teachers’ cognitions and practices occur. Accordingly, by investigating in-service
teachers’ construction of language assessment literacy cognition with a longitudinal

qualitative research design, the present study will try to address the gap in the literature.

The final value of this study is related to the limited research focusing on the
development of EFL instructors’ cognitions regarding language assessment knowledge in a
preparatory program context in Tirkiye. Numerous investigations regarding EFL/ESL
teachers’ cognitions have been carried out worldwide to explore teachers’ beliefs and ways of
thinking about language testing and assessment (Mede and Atay, 2017; Hatipoglu, 2015;
Seferoglu, Korkmazgil, & Olgii, 2009). However, such studies are quite limited in the Turkish
context. Most of the studies in Tirkiye are conducted in pre-service years with student
teachers. Most of the time, those studies are being carried out to shed light on pre-service or
in-service teachers’ knowledge, beliefs and practices about assessment (Mede & Atay, 2017;
Hatipoglu, 2015; Biiyiikkarci, 2016; Olmezer-Oztiirk and Aydin, 2018). The studies on in-
service teachers’ cognitions, especially about cognition development, are limited. Considering

these limitations, this study aims to reach a broader picture and fill in this gap in the literature.
1.4. Purpose of the Study

This current study firstly aimed at identifying EFL instructors’ nature of cognitions
regarding language assessment. Also, it aimed at exploring teachers’ weaknesses and
strengths considering language assessment. Based on the results of such procedures, it aimed
to plan, design and implement a set of RRD sessions in which teachers share, reflect and help
one another’s learning. Finally, development in teachers’ cognitions considering language
assessment was tried to be found out. Based on these purposes, the following research

questions were formulated for the current study:

1.  What is the nature of EFL instructors’ cognitions regarding language assessment?



2. What are participants’ strengths and weaknesses considering language assessment,

as they perceive?

3. Do reflective reading and discussion sessions lead to any development in EFL
teachers’ cognitions concerned with language assessment, as they perceive? If so, what

are the changes?
1.5. Operational Definitions

Assessment: “A broad term meaning a process for obtaining information that is used for
making decisions about students; curricula, programs, schools; and educational policy”
(Brookhart & Nitko, 2008, p. 4).

Language Assessment: It is gathering information and deciding how well a language
learner knows and can use a language (Chapelle & Brindley, 2010).

Language Assessment Literacy: Having assessment-related knowledge, abilities, and
principles (O'Loughlin, 2013; Lam, 2015).

Teacher Cognition: It is defined as “the unobservable cognitive dimension of teaching

— what teachers know, believe, and think” (Borg, 2003, p. 81).

Case Study: Case studies “investigate a contemporary phenomenon within its real
context when the boundaries between phenomenon and context are not clearly evident and in

which multiple sources of evidence are used” (Yin, 1994, p. 23).

The Zone of Proximal Development (ZPD): “The distance between the actual
developmental level as determined by independent problem solving and the level of potential
development as determined through problem-solving under adult guidance, or in collaboration

with more capable peers” (Vygotsky, 1978, p. 86).

The Zone of Teacher Proximal Development (ZTPD): “The distance between what
teaching candidates can do on their own without assistance and a proximal level they might
attain through strategically mediated assistance from more capable others” (Warford, 2010, p.
253).

Reflection: Reflection is the practice of professionals learning from their experience

and becoming aware of their implicit knowledge base. (Schon, D. , 1987).



CHAPTER I

LITERATURE REVIEW

This chapter will provide an overview of the research literature related to teachers’
cognition of assessment especially language assessment and its development as a result of
reflective reading and discussion. First, the historical development of teacher cognition, its
nature, the factors affecting it and its relationship with teacher practice will be discussed. In
other words, with examples from the current literature, the evolution of teacher cognition and
the mutual interaction among teacher cognition, classroom practices, and teacher learning will
be discussed. The current study also will present studies examining if and to what degree
language instructors' cognitions and behaviours correspond to one another. Secondly, the
notions of assessment, assessment literacy and language assessment literacy will be explained
followed by a basic overview of the research on these topics. Finally, the study’s theoretical
framework, which is Vygotskian sociocultural theory, will be explicated.

2.1. Language Teacher Cognition

In the 1970s, behaviourist techniques dominated the field of general educational
research. In the 'process-product’ research, the empirical focus was placed on examining
successful teaching behaviours (Freeman, 2002). The objective was to identify and share good
teaching behaviours so that they might be included in the training, assuming that successful
learning would result. The frequency of occurrences of specified categories of behaviour in
classroom observations served as the basis for research. However, this behaviourist theoretical
viewpoint was criticised for being reductionist, category-restrictive, and unidirectional
(Erickson, 1986). This methodological discontent prompted researchers to develop theories
for teacher cognition that influence their behaviour. Then studies on teachers' thought
processes began to appear, and most disciplines revealed a transition from a product-oriented
(behavioural) paradigm to a process-oriented (thinking) paradigm. These improvements in
teaching made it possible to start studying how teachers think. As a result, researchers began
using the term teachers' mental lives, which was coined to increase understanding of
classroom learning by focusing on the "mediational linkages™ (Walberg, 1972, p. 33) that
form the core teaching processes and learning. In this way, the emphasis of studies in
education shifted from teaching efficiency, students' classroom behaviour, and student

accomplishment to teachers' mental life, with a concern for the influence of thinking on
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behaviour. LTC scholars remained research-intensive while realising the need for better
conceptual and methodological clarity and the paradox of examining the unobservable realm
of teachers' mental lives. Interest was generated by expecting discoveries to lead to improved

practice, more informed teaching and learning procedures, and clarified theory.

Research activities have resulted in a proliferation of terminology in the literature
(Pajares, 1992). Many researchers looked at teacher cognition from different points of view,
and many terms have been created in the field. Definitional differences in the researchers'
terminology complicate the procedure, even though they all study the same construct.
Researchers with an epistemological perspective have developed different explanations
regarding teacher cognition. For example, Elbaz (1981) put forward the term "practical
knowledge" since she argues that teachers' knowledge is mostly derived from their teaching
experiences. According to her, there are situational, theoretical, personal, social, and
experiential orientations within the framework of practical knowledge. To illustrate more,
teachers relate their knowledge to a particular situation and its tasks through situational
orientation. As for theoretical orientation, teachers may reject or embrace a specific theory or
develop theories of practice. Therefore, regardless of the teacher's position, the way that
teacher approaches ideas will govern the kind of theoretical knowledge that the teacher will
employ and how. Also, teachers represent their aim and personal meaning via personal
orientation in their interactions with students. Social orientation demonstrates how teachers
utilise their knowledge and expertise to organise their social circumstances. Finally, Elbaz
(1981) defines experiential knowledge as “the teacher's knowledge grows out of the world of
teaching as she experiences it; it gives shape to that world and allows him to function in it” (p.
58). Another researcher tried to explain teachers' knowledge using different terminology.
Golombek (1998) coined a new term, teachers’ personal practical knowledge. According to
Golombek (1998), personal practical knowledge serves as an interpretive framework that
guides teachers' activities and helps them make sense of their classrooms. Another researcher,
Gatbonton (1999), proposes the idea of teachers' "pedagogical knowledge™ by explaining it
with six broad areas. They are “knowledge of handling language items, factoring in student
contributions, determining the contents of teaching, facilitating the instructional flow,
building rapport and monitoring student progress (Gatbonton, 1999, pp.42-44). Additional
examples from terms which were employed in language teacher cognition research are
practical knowledge (Gholami & Husu, 2010; Meijer, Verloop, & Beijard, 1999), theories for
practice (Burns, 1996), knowledge about language (Bartels, 2009; Borg, 2005),



11

epistemological beliefs (Flores, 2001; England, 2017), and apprenticeship of observation
(Moodie, 2016).

In conclusion, the researchers who emphasise the concept of "knowledge” in their
studies do not only refer to knowledge acquired through professional training and
development; they also emphasise the personalised nature of teachers' knowledge, which is

shaped by teaching experience in multiple domains within contextual conditions.

The construct of teacher cognition is so closely interwoven with diverse concepts and
viewpoints that Borg (2003), in his fundamental overview of teacher cognition research, notes
that this terminological variety "should not mask the considerable overlap which exists among
them" (p. 83). Likewise, Woods and Cakir (2011) note that although there may be a
distinction in the sense that they are accounts of separate theories, they may otherwise be the
same. In contrast, the fact that two scholars use the same phrase does not imply that they share

the same ideas.

This section explains the emergence of language teacher cognition, terminology
confusion related to it, and terms coined by researchers referring to language teacher
cognition. The following sections will discuss dimensions of language teacher cognition,

factors that shape language teacher cognition, and studies based on LTC.
2.2. Dimensions of Language Teacher Cognition

This section will describe the dimensions of teacher cognition and how they influence
the classroom practices that teachers select and perform. These dimensions include; teacher
understandings, teacher beliefs and teacher experiences. Each of them will be explained

subsequently.
2.2.1 Teacher Understanding/Knowledge

Teacher knowledge will be clarified as the first dimension. Teacher knowledge is
regarded as the key component in research based on teacher cognition. This is because the
decisions teachers make in class will depend on how much they know about a particular topic
or how little they know about it. So, the question is, what do the teachers know? In this
current study, "teacher understanding™ or “teacher knowledge" refers to what teachers know
about assessment, and the terms will be used interchangeably. Grossman and Richert (1988)
define teacher knowledge as “a body of professional knowledge that encompasses both

knowledges of general pedagogical principles and skills and knowledge of the subject matter
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to be taught” (p.54). This teacher’s knowledge is dual. It consists of “practical knowledge”
which entails an understanding of subject matter, instructional routines, classroom
management, and student requirements, and 'personal aspect,’ which is the instructors' gained
knowledge of themselves via their experiences (Kiss &Lin, 2016). It is the knowledge which
is combined with expertise that leads to learning. Therefore, it can be said that the role and
contribution of expertise in teachers' learning cannot be denied. In other words, the
knowledge gained by teachers and their experiences affects their understanding of any subject

and presenting it to students in the classroom.
2.2.2 Teacher Beliefs

The second component of a teacher's cognition is their set of beliefs. Beliefs help us to
understand how teachers conceptualise their work. Then the question that is “what are
beliefs?” emerges. Beliefs have been defined by various researchers based on their
perspectives. Kagan (1992) indicates that "teacher belief' is not used consistently, with some
researchers refering instead to teachers' "principles of practice,” "personal epistemologies,"
"perspectives,” "practical knowledge," or "orientations." (p.66). Also, she defines beliefs as
unconscious beliefs and expectations regarding the students, classrooms, and the subject
matter that will be covered in teaching (Kagan, 1992). Beliefs are also a collection of strong
emotions and attitudes instructors hold towards matters that might influence the teaching-
learning relationship.

The way teachers behave in class will be affected by these beliefs. Studies have
demonstrated that teachers' beliefs influence how they behave in the classroom and are
indicators of what a teacher gives (Morina, 2016). Studies also reveal that teachers' beliefs
might be difficult to alter since they are formed early in life (Borg, 2003). Therefore,
professional development programs or interventions to develop teachers' cognitions may be
recommended to comprehend and account for teachers' beliefs. Considering this, in this

current study, the perceptions of participating teachers about assessment will be explored first.
2.2.3 Teacher Experiences

The third dimension of teacher cognition is teacher experiences. Experience influences
the kind and content of teachers' decisions during lessons (Ozturk, 2015). These experiences
are made up of teachers’ previous language learning experiences, their pre-service teacher
education experiences, their experiences in the years spent as an in-service language teacher,

and their teaching practices and these experiences influence the formation of their cognition.
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The first component of teachers’ experiences is their learning experiences while learning the
language. According to Lortie (1975), when students start their university education, they
already know how language is taught. In other words, before enrolling in college, students
spend thousands of hours observing and assessing the actions of their teachers. This is called
“apprenticeship of observation” (Lortie, 1975). The apprenticeship of observation considers a
teacher's personal life experiences as a student. Borg (2015) also claims that teachers' earlier
language learning experiences establish cognitions that serve as the foundation for their early
conceptions of language instruction throughout teacher education and may continue to impact
them throughout their professional life. However, Boyd et al. (2013) claim that teacher
education programs challenge the apprenticeship of observation by recognising students'
personal experiences and finding a means to mediate them in some way through coursework.
Student teachers’ preconceived notions about teaching languages can either be solidified or
completely dismissed at this stage. Although it is asserted that beliefs are resistant to change,
it is also true that they alter due to the incorporation of prior thinking and ideas (Morina,
2016). One way of manipulating teachers' implicit beliefs, which are claimed to remain
unchanged, is the education they receive during their university years. These programs must
be designed to promote the professional development of pre-service teachers and enhance
their practices in foreign language classrooms. The final area of the effect is the actual setting
in which teachers teach the language. Teachers' classroom practices are affected by various
interactions and often compete for institutional, pedagogical, personal, and physical elements
(Borg, 2003). It can be said that these indirectly affect teachers' experiences in the classroom

and, subsequently, their language teacher cognition formations.
2.3. Factors that Shape Language Teacher Cognition

Since the emergence of the study on teacher cognition, educational researchers have
focused their attention on various factors that affect teachers' beliefs, thought processes, and
knowledge. Borg (2003) summarises the data of the research he examined and concludes that
“a wide range of interacting and often conflicting factors shape language teachers’ cognitions
and instructional practices” (p. 91). Borg (2006) developed a framework that depicts how
teacher cognition evolves and the interaction link among teacher cognition, classroom
practices, and teacher learning based on the notion that the area of language teacher cognition
lacks a unified and systematic research agenda. According to the model, teachers' theories,
beliefs, and knowledge regarding teaching, teachers, and learning constitute their cognitions.

Moreover, cognition about teaching, teachers, learning, students, subject matter, curriculum,
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resources, instructional activities, and self consists of particular constructions such as beliefs,
knowledge, theories, assumptions, images, metaphors, conceptions, and perspectives. In this
sense, the phrase "teacher cognition” can be utilised as an umbrella word for these numerous
structures. When the framework is investigated, it can be said there is such a two-way
reciprocal interaction between teacher cognition, professional coursework, and teacher
cognition and classroom practice that they mutually impact one another. Conversely,
schooling affects teacher cognition and professional coursework with a filtering effect on
these constructs. Early cognitions from prior schooling shape recently introduced information
in the teacher education program (Bruner, 1996). Finally, it is demonstrated that contextual
elements affect teacher cognition and classroom practice on the model, as the characteristics

of the context influence both the act of teaching and thinking about it.
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Figure 1. Teacher cognition, schooling, professional education, and classroom
practice (Borg, 1997, cited in Borg, 2003).
This schematic model represents how instructors’ experiences as learners influence and
shape their cognitions. It can be said that practices that teachers apply in the classroom are
influenced by cognition. Still, cognition is affected by the circumstances in the classroom

setting. In this model, teacher cognition and contextual variables interact to determine
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classroom practice. Borg (2003) indicated that contextual factors moderate teacher cognitions

and practices, allowing teachers to conduct teaching consistent with their cognitions.

In accordance with Borg's model, Urmston (2003) conducted longitudina