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ABSTRACT

It is believed that foreign language teachers and students might hold similar
or different views on effective foreign language teaching. These views are thought to
result in various ways, which may affect the success and satisfaction of the learners.
Based on this knowledge, this study aimed at examining the similarities and
differences between students’ and teachers’ perception of effective foreign language
teaching.

43 English instructors (10 native, 33 non-native speakers of English) and their
647 students at the English Preparatory School of a foundation university located in
Istanbul responded to a 21-item Likert-scale questionnaire to determine, compare and
contrast teachers’ and students’ ideals of effective teacher behaviors. Several issues
in L2 teaching were included in the questionnaire; a comparison was made in terms
of the following factors: gender, high school type and hometown of students, high
achieving and low achieving students’ perceptions, teachers’ being a native speaker
or not and their graduate degree.

Findings revealed that unlike the students, the teachers placed more
importance on speaking the target language beginning the first day of class, teacher’s
being attentive to his or her appearance, having the students use the target language
outside of class, being familiar with theories of Second Language Acquisition, using
information gap activities, and preparing and organizing the lesson. Yet, addressing
errors by providing immediate explanations, teacher’s helping students after class
time, and speaking the foreign language with native-like control received greater
student agreement than teacher agreement. In addition, the highest agreement

between students and teachers were about teacher’s not discriminating among
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students, having sense of humor, maintaining discipline in class, being sensitive to
students’ problems, and using small group activities to reduce learner anxiety.
Moreover, maintaining discipline in class, teaching grammar by giving examples of
grammatical structures before explaining the grammar rules, and being treated fairly
showed a greater female student agreement than male student agreement. Students
who will have an English-medium instruction at their faculties agreed more with the
teacher’s requiring students to use the language outside of class with other speakers
of the language than students who will have a Turkish-medium instruction.
Significant differences in perceptions were observed between native speaker teachers
and non-native speaker teachers. Regarding the relationship between students’ or
teachers’ beliefs about effective foreign language practices and students’ success in
the achievement tests, and the differences in perceptions between high achieving and
low achieving students, results indicated several negative or positive relationships.
Classes whose beliefs match with their teachers’ about several characteristics were
more successful in achievement tests compared to the ones that do not. Finally,
results showed that the more the individual student and teachers’ beliefs matched
about several characteristics of an effective teacher, the higher success rate was

observed for that student.

Key words: Effective foreign language teaching, students’ beliefs, teachers’ beliefs,
perceptions, teacher characteristics
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TEZ OZETI

Yabanci dil 6gretmenlerinin ve Ogrencilerinin etkili yabanci dil 6gretimi
konusunda benzer ya da farkli algilamalar1 oldugu bir gercektir. Bu algilamalarin
Ogrencilerin basar1 ve tatminini etkileyebilecek ¢esitli sonuglar dogurdugu
diisiiniilmektedir. Buna dayanarak, bu calisma Ogretmen ve ogrencilerin etkili
yabanci dil 6gretimine ait algilamalari arasindaki benzerlik ve farkliliklart incelemeyi
amaclamistir.

Istanbul’da bir vakif {iniversitesinin Ingilizce Hazirlik Okulundaki 43
Ingilizce okutmani (10 anadili Ingilizce olan, 33 anadili Ingilizce olmayan) ve
onlarin 647 O&grencisi, Ogretmen ve Ogrencilerin etkili O0gretmen davraniglari
konusundaki ideallerini belirlemek ve karsilastirmak igin 21soruluk Likert tipi 6lgegi
yanitlamuslardir. Olgek, ikinci dil 6gretimi ile ilgili gesitli konular1 igermektedir:
cinsiyet, mezun olunan lise ve Ogrencilerin geldikleri sehir, basarilar1 yiiksek ve
diisiik dgrencilerin algilamalar1, dgretmenin anadilinin ingilizce olmasi ve olmamasi
ve Ogretmenlerin mezuniyet dereceleri ile ilgili faktorler c¢ercevesinde bir
karsilastirma yapilmistir.

Bulgular, 6gretmenlerin, daha ilk giinden sinifta yabanci dilin konugulmasini
istemesine, 0gretmenin dig gorlinlisiine 6zen gostermesine, dgrencilerin dili simif
disinda kullanmasini istemesine, 6gretmenin ikinci dil edinim kuramlarma asina
olmasina, 6grencilerin yabanci dili kullanarak sinif arkadaslarindan sorular yoluyla
bilgi edinmesini gerektirecek etkinlikler kullanmasina ve dersi hazirlayip
diizenlemesine 0grencilerden daha fazla 6nem verdigini ortaya koymustur. Diger
yandan, 6grencilere yanlis cevaplarinin neden dogru olmadigini hemen agiklamak,

ogrencilere dersten sonra yardimei olmak ve 6grettigi yabanci dili hem dilbilgisi hem
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de sesletim yoniinden anadili gibi 6grencilerin 6gretmenlerden daha fazla 6nem
verdigi konular olarak ortaya ¢ikmistir. Buna ek olarak, 6gretmen ve 6grencilerin en
fazla hemfikir oldugu konular: O6gretmenin Ogrencileri arasinda ayrimcilik
yapmamasi, mizah anlayisina sahip olmasi, sinifta disiplini saglamasi, 6grencilerin
sorunlaria kars1 hassas olmasi ve 6grencilerin kaygisini azaltmak icin kiiciik grup
aktiviteleri kullanmasidir. Ayrica, siifta disiplinin saglanmasi, dilbilgisini kurallari
aciklamadan dnce yapilarla ilgili 6rnekler vererek dgretilmesi ve 6grenciler arasinda
ayrimcilik yapmamasi erkek ogrencilere kiyasla kiz 6grencilerden daha fazla goriis
birligi almistir. Fakiiltelerinde Ingilizce egitim gorecek olan dgrenciler, dgretmenin
ogrencilerin dili smif disinda kullanmasini istemesine Tiirkce egitim gorecek
ogrencilerden daha fazla onem vermislerdir. Anadili ingilizce olan ve olmayan
ogretmenlerin algilamalar1 arasinda anlamli farkliliklar gézlenmistir. Ogretmen ya da
Ogrencilerin etkili yabanci dil Ogretimi uygulamalar1 konusundaki inanclari ile
Ogrencilerin sinav basarilar1 arasindaki iligski ve basarilar yliksek 6grencilerle diisiik
olan Ogrencilerin algilamalar1 arasindaki fark konusunda ¢esitli negatif ve pozitif
iligkiler bulunmustur. Etkili yabanci dil 6gretmenlerinin bazi 6zellikleri konusunda
inanglar1 6gretmenleriyle eslesen siniflar sinavlarda daha basarili olmuslardir. Sonug
olarak, 6grenci ile 6gretmenin inanglari, etkili 6gretmenin bazi 6zellikleri konusunda

ne kadar uyum gosterdiyse, o 6grencinin basar1 oraninin o kadar arttig1 gézlenmistir.

Anahtar Kelimeler: Etkili yabanci dil 6gretimi, 6grencilerin inanglari,0gretmenlerin
inanglari, algilamalar, 6gretmenin 6zellikleri
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CHAPTER 1
INTRODUCTION

Recent research in second language learning seems to favor communicative
and student-centered approach in the second language classroom. Therefore,
curricula are designed based on this approach and textbooks are selected to foster
interaction in the classroom. However, there still seems to remain some uncertainties
on the reasons for not achieving the desired success rate or motivation level. A
significant factor which might cause such problems could be that students and
teachers may have both similar and different views and beliefs on effective foreign
language teaching. Mismatches between foreign language learners’ and teachers’
expectations are claimed to adversely affect the students’ satisfaction with the
language class (Brown, 2009, p.1).

Language teachers may think that they are doing the best for their students to
learn and they may believe that they have the right behaviors, attitudes and
implement the right methods. Nevertheless, to what extent these beliefs match with
that of the learners’ is an issue which still needs to be discussed. According to the
study carried out by Weinstein (1989 cited in Williams and Burden, 1997, p.98)
learners’ perceptions of instructors’ behavior in class did not correspond with those
teachers’ intentions. It was added that learners’ perceptions and interpretations had a
great impact on successful learning. Horwitz (1990), Kern (1995), and Schulz (1996)

brought major contributions to the field by arguing that mismatches between



students’ and teachers’ expectations could negatively affect the satisfaction of the
learners and their motivation in attending the language class.

Bearing the possible effects of such a mismatch in mind, it has been
necessary to examine and establish criteria for assessing the characteristics of
effective foreign language teachers. Bell (2005) states that in recent literature, there
is no one single acknowledged definition of effective foreign language teaching
because it is a process which has many aspects and may mean different things to
different people (p.259). In her study, she considered “effective foreign language
teaching” as “clear and enthusiastic teaching that provides learners with the
grammatical, lexical, phonological, pragmatic, and sociocultural knowledge and
interactive practice they need to communicate successfully in the target language”.
The definition that Bell maintained in her study depends mainly on methodogical and
theoretical aspects of foreign language teaching. Yet, in this study, the scope is
broadened according to needs analysis, and other aspects are taken into account such
as effective foreign teacher’s qualifications and characteristics.

When dealing with the concept of “effective foreign language teacher”, it is
observed that recent literature has placed great focus on “beliefs” on the grounds that
it holds influence on the perceptions and judgments of both teachers and students as
stated in Pajares (1992, p. 313). He added that the fact that beliefs have been studied
in different fields resulted in a variety of meanings. Pajares (1992) characterized
beliefs as a “messy” construct, one that is elusive and therefore difficult to define (p.
307).

Rokeach (1968), for example, defined beliefs as “any simple proposition,
conscious or unconscious, inferred from what a person says or does, capable of being

preceded by the phrase, ‘ I believe that...”” (cited in Pajares 1992, p.314).



Sigel (1985) defined beliefs as “mental constructions of experience- often
condensed and integrated into schemata or concepts that are held to be true and that
guide behaviour” (cited in Pajares, 1992, p.313).

According to Eisenhart, Shrum, Harding, and Cuthbert (1988), beliefs are "a
way to describe a relationship between a task, an action, an event, or another person
and an attitude of a person toward it" (cited in Senel, 2006, p.12).

Moreover, in her study, Richardson (1996) defined attitudes and beliefs as “a
subset of a group of constructs that name, define, and describe the structure and
content of mental states that are thought to derive a person’s actions” (p.102). She
also made an indirect reference to the definition of “beliefs” presented by
anthropologists, social psychologists, and philosophers and stated that “beliefs are
thought of as psychological held understandings, premises, or propositions about the
world that are felt to be true” (Richardson,1996, p.103).

Finally, Borg (2001) considered some common features concerning the
definition of beliefs and concluded that “a belief is a proposition which may be
consciously or unconsciously held, is evaluative in that it is accepted as true by the
individual, and is therefore imbued with emotive commitment; further, it serves as a
guide to thought and behaviour” (p.186).

Regarding students’ beliefs, several studies may be introduced. Puchta (1999)
stated that both students and teachers’ beliefs could have a strong systematic effect
on the students’ success and that beliefs were formed in several ways. First two ways
listed were through the culture that one lives in and through repetitive experiences.
Another way was modelling of important people such as teachers. Past experiences
were also indicated as a part of the foundation of belief systems (p.257). However, in

Horwitz’s study (1999), which reviewed some representative studies from different



cultures that had used the ‘Beliefs about Language Learning Inventory’ (BALLI), it
was found that there was insufficient evidence to indicate that learners’ beliefs varied
systematically according to cultural background.

In fact, the interest in belief systems dates back to the pioneering work of
Horwitz (1981), when she developed the BALLI. She administered it to preservice
language teachers in her methods class in 1985 to report on typical responses of
methods students. Later in 1988, she conducted another research on students’ beliefs
and administered the BALLI to intact classes of first semester language students at
the University of Texas during the first three weeks of the semester: eighty students
of German, sixty- three French students, and ninety-eight in Spanish. Results
indicated that answers on some items seemed to differ from commonly held teacher
perceptions.

Riftkin (2000) used the BALLI in his three-year study to compare the beliefs
about language learning reported in his study with those held by learners in
Horwitz’s study (1988), “The Beliefs about Language Learning of Beginning
University Students”. He found that the level of language instruction, the nature of
language studied, and the type of educational institution played a role in shaping
learner's beliefs, but also stressed that other factors, such as demographic variables,
learner variables and other institutional variables could play just as or more
important roles than the factors considered in his study (Rifkin, 2000, p.407).

Ellis explained that although beliefs constitute an individual difference
variable different from the other individual difference factors such as language
aptitude or motivation, like these variables, they have an effect on both the process
and product of learning and that they are dynamic and situation specific (Ellis, 2008,

p.7). Furthermore, Ellis made a reference to Little, Singleton, and Silvius’s study



(1984) in which they had surveyed random samples of undergraduate and
postgraduate students of foreign languages at Trinity College, Dublin and found that
“past experience, both of education in general and of language learning in particular,
played a major role in shaping attitudes to language learning” (cited in Ellis 2008).
Ellis also reported on Barcelos’ study (2003) in which he had defined three different
approaches to investigating learners’ beliefs: the normative approach, the
metacognitive approach and the contextual approach (Ellis, 2008, p.8). Firstly, the
normative approach regards beliefs as “preconceived notions, myths or
misconceptions”, which can be studied by means of Likert-style questionnaires such
as the BALLI. Secondly, Wenden (1987) advocated the metacognitive approach
assuming that students’ metacognitive knowledge also forms their “theories in
action” (cited in Barcelos, 2003, p.16) and they are examined by using verbal
accounts obtained through semi-structured interviews and self reports. Thirdly,
Barcelos states that the basic idea behind the contextual approach is combining
different methods to interpret students’ beliefs in their contexts (Barcelos, 2003,
p.20) and it involves gathering a variety of data types and diverse ways of data
analysis such as ethnographic classroom observations, case studies, diaries, discourse
analyses. Ellis added a fourth approach to these- the metaphor analysis approach
(Ellis, 2002 and Kramsch, 2003 cited in Ellis, 2008, p.8), which means analyzing the
metaphors used by learners to describe their learning and constitutes an indirect
means of identifying beliefs.

Teachers’ beliefs is another issue that needs to be taken into consideration.
Pajares stated that all teachers held beliefs about their work, their students, their
subject matter, and their roles and responsibilities (Pajares, 1992, p.314). Richards

added that teachers’ belief systems are founded on the goals, values, and beliefs they



hold in relation to the content and process of teaching, and their understanding of the
systems in which they work and their roles within it (Richards, 1998, p.51). Much of
their decision making and action are based on these beliefs and values. Furthermore,
Williams and Burden (1997) stated that teachers’ beliefs about what learning is will
affect their actions in the classroom, whether these beliefs are implicit or explicit and
that even if a teacher acts spontaneously, or from habit, such actions are prompted by
a deep-rooted belief that may never have been articulated or made explicit (Williams
& Burden, 1997, p.57).

Richardson (1996) referred to three categories of experience which influence
the development of beliefs and knowledge of teaching. These categories are personal
experience, experience with schooling and instruction, and experience with formal
knowledge and they are said to begin at different stages of the individual’s
educational career.

When it comes to students and teachers’ beliefs about second language (L2)
teaching and learning, it should be noted that until 1990s, no studies had directly
compared foreign language teachers’ and students’ beliefs. In 1990, Lutz compared
culture-specific expectations about the respective roles of students and teachers in
general instruction among American students, Japanese graduate students, and their
teachers at Georgetown University. He found that the American students’ and
teachers’ responses were on the whole in agreement with one another, while
mismatches between the Japanese graduate students and the American faculty
occurred.

McCargar (1993) studied student and teacher role expectations among
English as a Second Language (ESL) students from various linguistic backgrounds.

He found significant differences in expectations both across nine student culture



groups and between student groups and American ESL teachers on most expectation
categories.

Kumaravadivelu (1991) attempted to identify differences between teachers’
intentions and intermediate ESL students’ interpretations of a skill integrative
language task and found ten potential sources of teacher-learner mismatch.

Nunan (1993), reporting the findings of an earlier comparative study of
learning preferences of learners and teachers in the Australian Adult Migrant
Education Program, found differences in students’ and teachers’ priority ratings of
eight instructional components. These differences were seen in three areas: error
correction (rated “very high” by students and “low” by teachers), student self-
discovery of errors, and pair work (both rated “low” by students and “very high” by
teachers).

Kern administered the BALLI to both students and teachers in his study in
1995 to compare L2 students’ beliefs about language learning with those of their
teachers. He discovered that beginning-level students maintain unrealistic
expectations and narrowly defined perspectives about L2 learning (Kern, 1995 cited
in Brown, 2009, p.48).

Mantle-Bromley (1995) also used the BALLI (with five items omitted) to
investigate the beliefs of 208 seventh grade middle school students taking first-year
French and Spanish in Kansas. The results hold significance due to the fact that they
display a comparison and a measure of the beliefs of younger learners beginning to
learn a foreign language. Mantle-Bromley’s results indicate, as did Horwitz’s (1990)
and Kern’s (1995), that some of her students’ beliefs about language learning

differed from commonly held teachers’ beliefs. It is interesting that her learners



underestimated the difficulty of language learning to a greater extent than Horwitz’s
and Kern’s.

Peacock (1999) also used the BALLI to investigate the beliefs about language
learning of 202 English as a Foreign Language (EFL) students and 45 EFL teachers
in the Department of English at the City University of Hong Kong. The results
indicated that four of the mismatched learner beliefs negatively affected EFL
proficiency. The students who agreed that “Learning a foreign language is mostly a
matter of learning a lot of grammar rules” were less proficient than those who
disagreed. The students who underestimated the difficulty of learning a foreign
language were less proficient than those with a more realistic view. The students who
disagreed with the statement “If you are allowed to make mistakes in the beginning,
it will be hard to get rid of them later on.” were more proficient than those who
agreed. The students who disagreed with the statement “You shouldn’t say anything
in the foreign language until you can say it correctly” were more proficient than
those who agreed. Additionally, learner answers on seven other BALLI items were
considered to have implications for the learning and teaching of EFL.

More specifically, Levine (2003) used an internet- based questionnaire to
gather data on L2 students’ and teachers’ perceptions about quantity of target
language use in various classroom contexts in university L2 classes from various US
states and four Canadian provinces, their beliefs about the importance of target
language use, and student anxiety due to target language use. Results revealed that
both students and teachers felt that students used the L2 less than their teachers did
and even less when interacting with other students than in their interactions with the
teacher. Moreover, his findings showed that students who perceived higher levels of

target language use in their classrooms also reported lower levels of anxiety about



target language use and the teachers who responded to the questionnaire appeared to
perceive higher levels of L2-related anxiety among the students than the students
themselves did.

More recently, Jun and Intaraprasert (2009) explored the existence of
differences of beliefs about learning English held by Chinese non-English major
university students and their teachers of English in China. The results of the
questionnaire study revealed that 34 out of 44 (plus 2 additional) items of beliefs
varied significantly between teachers and students.

The concept of “effective teaching” is another key term that needs to be
discussed. Since the beginning of the twenty-first century, all the professions,
including teaching, have been under a critical public scrutiny where issues of
standards, accountability and quality of service are subject to examination (Turnbull,
2007, p.2). In teaching, what has to be dealt with is a public perception of what a
“good” education involves, and this frequently includes a vision of teachers standing
in front of compliant, attentive classes delivering their expert knowledge. In addition,
the continuous knowledge explosion in this century affects teachers as everyone else.
They have to work harder and cope with what information revolution brings with it
and they are expected to be able to master these advances and work smarter as well.
Moreover, the free and open access to information from the media and the internet
has raised the general awareness of the public resulting in even higher expectations.
Therefore, it is not surprising that many researchers and professionals responsible for
teacher development and evaluation have been striving hard to establish criteria for
assessing effective teaching.

What constitutes effective teaching is still being discussed in different

domains and there seems to be little agreement regarding which behaviors and



characteristics contribute to effective teaching (Reber, 2001, p.10). Brosh states that
because every teaching-learning situation is unique, and that subjects differ from one
another, there are teaching behaviours that are regarded as effective in one setting yet
less effective in another (Brosh, 1996, p.125). However, researchers agree at least on
some dimensions that describe effective teaching in general regardless of subject
matter. Murray (1991) reported these as enthusiasm/expressiveness, clarity of
explanation, and rapport/interaction. Researchers also agree that teaching is
multidimensional and that although these dimensions may change according to
discipline and setting, they are still consistent to some degree across disciplines
(Reber, 2001, p.10). The characteristics of effective teachers have been investigated
both inside and outside the domain of foreign language education. Park & Lee (2006)
assert that these characteristics consist of several underlying constructs including
subject matter knowledge, pedagogical knowledge, and socio-affective skills. Some
characteristics are considered as universal, yet others are domain- specific. The
related literature suggests that there is no one single accepted definition of effective
foreign language teaching (Reber, 2001, p.10). As stated earlier, the reason for this
might be that foreign language teaching is a complex and multidimensional process
and its meaning may vary according to each person. Within the scope of this study,
Reber’s definition of effective foreign language teaching will be maintained. Reber
defined effective foreign language teaching as teaching that provides learners with
the grammatical (syntactical and morphological), lexical, phonological, pragmatic,
and sociocultural knowledge and interactive practice they need to communicate
successfully in the target language (Reber, 2001, p.11). However, the present study
takes into account not only the methodogical but also the pedagogical and personal

characteristics of the foreign language teacher. To this end, this particular study
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might provide a contrastive profile of the beliefs and perceptions of a large group of
foreign language learners and their teachers.

Regarding the characteristics of effective teachers, there have been some
studies which aimed at defining them. Ericksen analyzed the views of learners and
administrators in a study and reached the conclusion that an effective teacher had to
be inspiring, concerned about students, an active scholar respected by discipline
peers and an efficient organized professional who is accessible to students and
colleagues (Ericksen, 1984:3). More recently, Park & Lee (2006) and Intraboonsom
(2007) stated that different groups of people such as teachers and students (Lang et
al., 1993; Murphy et al., 2004), males and females (Witcher et al., 2001; Minor et al.,
2002), good students and weak students (Koutsoulis, 2003), and students with
different majors (Check, 1986); held different views on the characteristics of
effective teachers outside the domain of foreign language education.

Lang et al. (1993) designed an instrument to examine the perceptions about
teaching characteristics held by administrators, chairpersons, teachers, and deaf
college students. They ranked three characteristics considered important to teaching
and significant differences were found between respondents.

Similarly, Lowman (1995 cited in Park & Lee, 2006, p.237) found that
exemplary teachers excelled in one of the two dimensions: the ability to generate
intellectual excitement and interpersonal rapport in students. In 1996, he further
investigated 500 teaching awards nomination letters from the students at the
University of North Carolina, and found 39 descriptors of effective teacher
characteristics. Upon analyzing the data, he decided to add two more dimensions,

which were effective motivation, commitment to teaching.
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Witcher et al. (2001) conducted a research in which they asked pre-service
teachers to identify, rank, and define three to six characteristics that effective
teachers possessed. They ended up with 125 characteristics which were classified
into six categories: student-centeredness (79.5%), enthusiasm for teaching (40.2%),
ethicalness (38.8%), classroom and behavior management (33.3%), teaching
methodology (32.4%), and knowledge of subject (31.5%). As previously stated,
gender made the strongest contribution to the participants’ responses with females
ranking learner centeredness higher, whereas, males endorsing classroom and
behavior management.

Minor et al. (2002) also found significant differences between perceptions of
male and female participants. Male participants preferred an authoritarian teacher,
while female respondents valued enthusiasm.

Murphy et al. (2004 cited in Intraboonsom, 2007, p.2) identified qualities that
students perceived effective teachers needed to have, and reported that the ability to
organize the lesson, giving clear explanation and speaking softly were considered
important for them. On the other hand, in-service teachers believed effective teachers
had to be patient and polite.

Koutsoulis (2003) identified 94 characteristics of effective teachers by 25
high school students in Cyprus and classified these characteristics into three
categories: human characteristics, communication characteristics and teaching
and production characteristics. Interestingly, students at different achievement levels
viewed teacher effectiveness differently. The low achieving students favored human
and communication characteristics more than the high achieving students, whereas
the high achievement students preferred teaching and production characteristics

more.
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Although it is stated that it is difficult to define the characteristics of effective
teachers, several researchers tried to describe who good teachers were. Leamson
(1999) stated that motivating and making the students ready were highly significant
in effective teaching. Furthermore, a good teacher had to be very careful with what
and how he/she said or did something, what he/she requested of students, and how
he/she reacted to their successes and failures. The image the teacher presents and the
entity students perceive and interact with were also considered essential.

In Sisman’s study (1999 cited in Afyon, 2005) a good teacher was described
as one using his/her native language effectively and loving people and his/her job.
He/She was characterized as optimistic, tolerant and loving, friendly, cheerful,
reliable and honest towards students. Fairness, objectivity, patience and good control
of feelings were also considered essential. Finally, it was added that a good teacher
was intellectual, cultured and creative, innovative and aware of all the changes going
on.

Ozdemir and Yalm (2000 cited in Afyon, 2005) defined good teachers as
enthusiastic, friendly, humorous, trustworthy, serious, organized and flexible.

Burke (2002 cited in Afyon, 2005, p.28) described good teachers as ones who
believed that their students could be successful, who had research orientation, had a
deep knowledge of the subjects they taught, used a variety of teaching methods,
encouraged students and monitored their progress, whose discipline strategies were
firm and clear, yet created a climate of fairness in class.

Karacam (2003 cited in Afyon, 2005:28) listed several qualities of a good
teacher.Good teachers should love their jobs, be moral, patient, self-sacrificing, be

good models, understand student psychology, be competent in their field, well-
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educated, innovative and cultured, intelligent, read books, have speaking skills, be
sociable and sportive.

Soénmez (2003 cited in Afyon,2005:29) focused on the teachers’ classroom
management skills and maintained that good teachers were effective classroom
managers, encouraged students to participate, used eye contact and gestures
efficiently, had an audible voice, moved in class, were competent in their native
language, democratic, fair, well-prepared for the lesson, gave regular feedback and
made regular revisions.

Okcabol, Akpinar, Caner, Erktin, Gok and Unliihisarcikli (2003 cited in
Afyon, 2005) made a study in 15 cities in Turkey with 5800 students and asked them
to write three important qualities of a good teacher. The results indicated that 40%
of the students wanted teachers to hold a positive attitude towards them. 37% wanted
teachers to be successful in their fields. 12% wished their teachers to have positive
personality traits and 7% of the respondents wanted teachers to love and respect their
jobs.

Turnbull (2007) defined nine habits of highly effective teachers, which are
thinking for yourself, laying the foundation of confident performance, taking action
on stress, taking your time, establishing creative rapport, attentive listening,
practicing the behaviors of influence, influencing leadership behaviors, and
extending the influence (p.7).

In conclusion, the literature is replete with studies delving into the
characteristics of effective or good teachers in general. Some of the characteristics of
effective teachers summarized in the studies mentioned above were universal, and

others were group dependent. It can also be said that several effective characteristics
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could be classified into categories such as subject matter knowledge, pedagogical
knowledge, and socio-affective skills.

Although there are many studies conducted on the characteristics of effective
teachers in general education, there is a lack of studies on the characteristics of
effective foreign language teachers. The L2 classroom presents learning objectives,
tasks, and instructional approaches that are qualitatively distinct from those of other
subjects (Brown, 2009, p.46). In content classes, the transmission of conceptual
knowledge and concrete facts takes place by using a mutually intelligible language.
In contrast, L2 learning involves transmission of concepts and facts via the subject
which is under examination-that is the L2 (Brown, 2009, p.46).

Brosh (1996) conducted a research in Israel, which involved both high school
foreign language teachers of English, French, Arabic, and Hebrew, and 406 high
school students from ten schools. Respondents were asked to select the three
important characteristics of a good teacher from a list of 20 features, which reflected
personal, pedagogical, and interactional characteristics. To better understand the
quantitative results of the study, and reveal some themes in teachers’ and students’
perceptions of the nature of language, language teaching, and language learning,
interviews were conducted with sixteen teachers and 18 students. The results
indicated that both students and teachers perceptions were mainly homogeneous
since their first and second rank-ordered items were the same. Both groups perceived
the teacher’s adequate command of the subject matter as the first priority (Brosh,
1996, p.129). As the second priority, both groups placed importance on the ability of
the language teacher to transmit knowledge in a comprehensive way. In addition, it
was seen that teachers paid more attention to teachers’ ability to generate motivation,

while students emphasized the importance of fairness. Interestingly, the least
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important factors perceived were knowledge of, and positive attitude toward, the
native speakers' culture, conducting the lesson in the target language, knowledge of
the curriculum, classroom research orientation, readiness for in-service training,
sense of humor, teacher's sex, and appearance. Brosh asserted that the reason for this
could be that neither teachers nor students believed they contributed to the
development of linguistic skills (Brosh, 1996, p.130).

Brown (2001) discussed the notion of good teaching and referred to eight
major professional goals (adapted from Pennington, 1990, p.150) of effective foreign
language teachers. These goals were listed as follows:

e a knowledge of the theoretical foundations of language learning and
teaching

e the analytical skills necessary for assessing different teaching contexts
and classroom conditions,

e an awareness of alternative teaching techniques and the ability to put
these into practice,

e the confidence and skill to alter one’s teaching techniques as needed,

e practical experience with different teaching techniques,

¢ informed knowledge of one’s self and students,

e interpersonal communication skills, and

e attitudes of flexibility and openness to change (Brown, 2001, p.426).

Brown also introduced a checklist of good language teaching characteristics.
The list had four categories related to language teaching: technical knowledge,
pedagogical skills, interpersonal skills, and personal qualities, and offered

characteristics of good language teaching in each category (Brown, 2001, p.430).
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Prodromou (1991 cited in Borg, 2006, p.6) presented a long list of
characteristics valued by learners; examples cited were “being friendly, giving good
notes, playing games, telling jokes, not pushing weak learners and being more like a
comedian”.

Banno (2003 cited in Intraboonsom, 2007, p.14) investigated university
students' expectations of foreign language teachers cross-culturally in Japan.
Japanese, American, and Chinese college students chose five important qualities in a
teacher from a list. Results indicated that students of all groups placed importance on
some qualities such as teacher’s ability to explain clearly, approachability and
motivating students. Japanese and Chinese students had some similar expectations of
teachers. While Chinese students considered teacher’s ability to motivate students to
be an important characteristic, American and Japanese students stated that teacher’s
ability to explain clearly was more important. In addition, American and Chinese
students believed that having good teaching methods was important, but Japanese
students paid less attention to this characteristic.

Bell’s (2005) dissertation study presented an extensive profile of teachers’
beliefs on principals of L2 pedagogy and theories of second language acquisition. In
her study, Bell argued that the first step in determining effective teaching behaviors
in foreign language teaching is to go over the theoretical models of second language
acquisition and the research that has been carried out to test these models in the
classroom environment (Bell, 2005, p.260). She added that the second step would be
to find out which of these teaching behaviors were perceived by teachers to be
effective in successful foreign language learning. Through a questionnaire, she tried
to identify the professional consensus on effective teaching behaviors (Bell, 2005,

p.261). Her questionnaire contained 80 items that covered the following categories
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relevant to Second Language Acquisition (SLA) and foreign language teaching: (a)
learning objectives related to the Standards for Foreign Language Learning
(National Standards, 1999 cited in Bell, 2005); (b) corrective feedback; (c) theories
and teacher behaviors related to communicative approaches; (d) focus on form in
classroom SLA; (e) individual learner differences in foreign language learning; (f)
strategies for foreign language learning; (g) theories about SLA; (h) teacher
qualifications; and (i) assessment in foreign language teaching. The questionnaire
was divided into two parts. Part One contained items regarding observable behaviors
of effective foreign language teachers and Part Two of the questionnaire contained
theoretical statements regarding attitudes about SLA and foreign language teaching
and learning. She collected data from 457 postsecondary foreign language teachers
of French, German, and Spanish. The results indicated that teachers agreed with the
majority of the items related to the following categories: qualifications of foreign
language teachers; general theories and behaviors related to communicative theories
of foreign language teaching, the importance of small group work, and negotiation of
meaning; selected strategies in foreign language learning; and assessment. Less
agreement was observed in the following three categories: error correction, focus on
grammatical form, and individual differences of foreign language learners. Finally,
Bell suggested that this response pattern might be indicative of controversial areas in
L2 acquisition and teaching, such as assessment, error correction, Krashen’s monitor
model (1982), individual learner differences, and focus on grammatical form in the
classroom (Bell, 2005 cited in Brown, 2009, p.48).

Inspired by Bell (2005), Brown (2009) used a 24-item Likert-scale
questionnaire covering some areas of foreign language pedagogy. The participants

were 49 foreign language teachers at the University of Arizona and their students. He
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concluded that the students in his study seemed to prefer a grammar-based approach
unlike their teachers, who are more fond of the communicative activities. He
suggested that teachers design their own personalized questionnaires to administer to
their students and use them as a source of discussion about second language
acquisition and pedagogy (Brown, 2009, p.57).

Intraboonsom (2007) identified perceived characteristics of an effective
university EFL teacher from three different perspectives: university EFL teachers,
university teachers from other disciplines, and university EFL learners. Data were
collected through a questionnaire adapted from Banno (2003), Brosh (1996) and
Young and Shaw (1999) and interviews with volunteering participants. Similar to
Brosh’s study, results revealed that both teachers in English Language Teaching
(ELT) and teachers from other disciplines rated “having good knowledge of subject
matter” as the most important characteristic. In contrast, learners’ top priority was
giving clear explanation.

Park & Lee (2006) investigated the characteristics of effective English
teachers as perceived by 169 teachers and 339 students in high school in Korea, with
a questionnaire consisting of three categories: English proficiency, pedagogical
knowledge, and socio-affective skills. The study also aimed to identify any possible
differences between the perceptions of high achieving students and low achieving
students and to investigate whether gender played a role in perceptions. Results
showed that the teachers perceived significantly different characteristics than the
students in all three categories with the teachers ranking English proficiency the
highest in contrast to the students who ranked pedagogical knowledge the highest.
Moreover, high achieving students reported different characteristics than low

achieving students in pedagogical knowledge and socio-affective skills, whereas the
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male students demonstrated different characteristics from the female students in
socio-affective skills.

Afyon (2005) conducted a research to investigate “the ideal foreign language
(English) teacher profile” in the minds of the students and thus to find out the
qualities considered inappropriate by the students and to see how students place the
three aspects of a foreign language teacher into order of priority. Through a
questionnaire, she collected data from 261 students at Marmara University, a foreign
language course and a state school. Findings showed that the students all had similar
ideal foreign language teacher profiles in their minds regardless of the institution
they studied at. Afyon stated that the most profound features of the ideal foreign
language teacher profile were about the teacher’s professional identity and target
language use. She also said that in terms of professional identity, the first thing all
students expected from a foreign language teacher was a sound subject matter
expertise; in other words, all students idealized a foreign language teacher who was
knowledgeable and competent in the field (Afyon, 2005, p.67). Apart from these, she
indicated that the students desired to have a teacher who made them feel
psychologically good in class. The results also revealed that the students all assigned
more or less the same qualities as inappropriate for a foreign language teacher.
Firstly, they did not approve of a traditional teacher who conducted teacher-centered
lessons, sticked to the book, encouraged memorization, and devoted the lesson to
lecturing and grammar. Secondly, being strict and dominating were considered as
undesirable features of a foreign language teacher. Looking at the whole group
results, it was concluded that except for the ELT department students and the
language course students, the first thing students gave importance to when they

evaluated a foreign language teacher was his/her classroom behaviors, followed by
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professional identity and personality. The ELT Department students and students at
the language school made a difference and they put professional identity to the first
order (Afyon, 2005, p.74).

Senel (2006) investigated “teachers’ beliefs on the concept of good language
teaching”. The participants of her research were 175 teachers working at various
state and private institutions and a questionnaire was prepared and used to collect
data. The data analysis was carried out in two steps: First, the points that teachers
agreed and disagreed were identified in general. Then, their beliefs were classified
under six headings; the academic orientation of a teacher, teacher as a person,
classroom management, organizing instruction, implementing instruction, and
monitoring student progress and potential. Findings revealed that teachers usually
preferred relatively mild expressions and they stated strong beliefs only in the issues
which are generally accepted and approved (Senel, 2006, p.v).

Aydm et al. (2009) argued that the previous studies conducted in ELT,
focused mainly on the cognitive domain of teaching, and the affective domain was
generally ignored. They added that most of the efforts have been spent on the
cognitive side which has the most observable outcomes and that there was a bigger
gap in the studies conducted with Turkish English language teachers focusing on the
affective side. They believed that affect was an indispensable component of language
learning process, and only teachers who were aware of the influence of affect could
really help their students to be successful learners throughout their lives. They
collected data from 199 expert or novice Turkish EFL teachers through a
questionnaire developed by the researchers themselves. The results revealed that
Turkish EFL teachers gave importance to the affective side and their perceptions do

not differ according to their teaching experience or context. School context, students,
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teachers and environmental factors were reported as the main reasons for not
addressing the affective side.

In sum, the previous research cited in this study has contributed greatly to
understanding students’ and teachers’ perceptions of certain aspects of L2 teaching
and learning. Yet, as can be seen, relatively few studies compared both students’ and
teachers’ perceptions of the effective foreign language teacher (Brosh, 1996; Park &
Lee, 2006; Intraboonsom, 2007; Brown, 2009). Brosh (1996) asserted that by
knowing more about the characteristics of effective language teachers, it might be
possible to develop language teacher preparation models that incorporate aspects of
relevant language teaching as well as help in establishing standards for evaluating
language instruction (Brosh, 1996, p.125).

1.1. Purpose of the study

The present study can be described as exploratory in nature and the main aim
is to identify the similarities and differences between the students’ and teachers’
perceptions of effective foreign language teaching at a single institution, in which
there are three distinct English preparatory programs. The main program is for the
students who will study their majors in Turkish at the faculty (PUPT hereafter).
These students are taught English for one academic year solely for the purpose of
making them understand lectures and written texts in English and providing them
with communication skills for different social and cultural environments. The second
group is a smaller one and they are the ones who will study at English-medium
majors (PUPE hereafter). The third group is the prospective English language
teachers, who study at a demanding course and need to pass with high level of
English (ELT Group hereafter). However, it should be noted that due to the small

number of students in the ELT program (only 16 students), the ELT students were
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added to the PUPT group while doing statistical analysis. Concerning PUPT, the
greatest obstacle which makes language teaching difficult is the fact that students can
go to their faculties at the end of the academic year unless they fail due to
absenteeism. In other words, they can go to their faculties even if they have not
successfully passed the preparatory course. Knowing this, teachers at the program
need to strive hard to motivate students to take part in the lessons and fulfill the
requirements of the course. Therefore, it is necessary to seek means to bridge the gap
between teachers and students. One way of doing this might be to determine a
contrastive profile of the perceptions of a large group of language learners and
teachers.

The study also aims to find whether significant differences in perceptions
exist among the students when some factors are taken into account: gender, English
program that they are attending, their hometowns, and high school type.

Moreover, the study aims to investigate the possible similarities and
differences between the perceptions of teachers according to the department they had
graduated from and whether they have an M.A. degree or not, and compare the
perceptions of native-speaker teachers and non-native speakers teachers.

Finally, some hypotheses are expected to be confirmed through this research.
The hypotheses predict the existence of a relationship between the students’ and
teachers’ beliefs and achievement test scores.

The research questions and hypotheses formulated for the study are as
follows:

1. Based on a Likert-scale questionnaire, how do students’ beliefs about
effective foreign language teacher practices compare to teachers’ responses overall at

Maltepe University English Preparatory School? What are the differences and
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similarities between teachers and students in terms of beliefs about effective foreign
language teacher practices? What are the prominent factors in the questionnaire for
teachers and students?

2. What are the similarities and differences in students’ perceptions in terms
of their gender?

3. What are the similarities and differences between the perceptions of
students at PUPT and PUPE?

4. What are the similarities and differences between the expectations of the
students from Istanbul and students coming from other cities in Turkey?

5. Do the perceptions of students change in accordance to the type of high
school they graduated from?

6. What are the similarities and differences between the perceptions of
native-teachers (NTs) and non-native speaker teachers (NNTs)?

7. What are the similarities and differences between the perceptions of
teachers with M.A. degree and others (just with undergraduate degree)?

8.What are the similarities and differences between the perceptions of
teachers holding a graduate degree on ELT department and other majors?

Hypothesis 1

It is predicted that there will be a relationship between students’ or teachers’
beliefs about effective foreign language teacher practices and students’ success in the
achievement tests. Additionally, it is expected that there will be differences between

high achieving students and low achieving students.
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Hypothesis 2

It is predicted that classes whose beliefs about effective foreign language
teacher practices match with their teachers’ will be more successful in achievement
tests compared to the ones that do not.

Hypothesis 3

It is predicted that students whose beliefs about effective foreign language
teacher practices match with their teachers’ will be more successful in achievement
tests compared to the ones that do not.
1.2. Significance of the study

The focus on perceptions of effective foreign language teaching is not a novel
subject in the field of language teaching. It is stated that the literature is complete
with studies examining students’ and teachers’ perceptions of effective foreign
language teaching and learning (Bell, 2005; Brosh, 1996; Horwitz, 1988; Levine,
2003; Shulz,1996, 2001;Wennerstrom&Heiser, 1992 cited in Brown, 2009, p.47).
Yet, the proposed research will have a substantial and original contribution to
knowledge because it will extend findings from several areas of research related to
the students’ and teachers’ perceptions of effective language teaching. The role of the
instructor is vitally important in language instruction and investigating how the
instructor is perceived by the learner might have great influence in his or her
language learning experience. The previous research by Bell indicated the need for
conducting further research which would compare and match the beliefs of both
teachers and students (Bell, 2005, p.267). Brown’s study (2009) involved 49 teachers
and approximately 1600 of their students from intact first and second year classes
from nine different languages at the University of Arizona. Within the framework of

this particular study, it may be possible to focus on the beliefs of teachers and their
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students in an English Preparatory School of a foundation university. The results
might be an invaluable chance for teachers, administrators and those who are
interested in effective foreign language teaching. Teachers may gain an insight into
their practices and administrators can well benefit from the results by referring to

them in their planning of the program.
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CHAPTER 2
METHOD

2.1. Participants

Collective administration is regarded as one of the best ways of
administering a questionnaire (Kumar, 1999, p.113). Having a captive audience such
as students in a classroom, people attending in a function, participants in a program
or people assembled in a place is claimed to ensure a very high and quick response
rate, and personal contact with the study population helps making clarifications in
case questions arise (Kumar, 199, p. 113). The type of sampling obtained in the
present study might be defined as ‘Quota Sampling’, one of the types of non-random
designs. Kumar states that the main consideration directing quota sampling is the
researcher’s ease of access to the sample population (Kumar, 1999, p. 161). The
sample is selected from a location convenient to the researcher and whenever a
person with the relevant characteristic is seen, that person is asked to participate in
the study. The same procedure is carried out until the researcher has been able to
contact the required number of respondents (quota). Having considered these factors,
the respondents in the present study consisted of 43 English instructors (10 native, 33
non-native speakers of English) and their 647 students at the English Preparatory
School of a foundation university located in Istanbul. The students were from 28
intact classes in three different programs during the fall semester of the 2009-2010

academic year.

27



2.1.1. Teacher Population

The majority (84%) of the teacher population was female and aged between
24 and 53 years with a mean of 35.14 (SD=9.078). In the demographic part of the
questionnaire, teachers were asked to indicate their undergraduate background and

their postgraduate degree if they had any. Table (2.1) demonstrates the frequency

distribution of the undergraduate degrees of the teachers.

Table 2.1

Frequency Distribution of Undergraduate Degree for Teachers

Valid Cumulative
Frequency | Percent Percent Percent
Valid | English La.nguage 17 39.5 39.5 39.5
Teaching
English Literature 12 279 27.9 67.4
American Literature 1 23 23 69.8
Translatlon.and 5 47 4.7 74.4
Interpretation

Linguistics b 4.7 4.7 79.1

Other 9 20.9 20.9 100.0

Total 43 100.0 100.0

Concerning the postgraduate studies, almost 56% of the teachers reported
that they had a Master of Arts degree, which is more than half the population. Only

one teacher indicated pursuing a doctorate program. About 42% of the participants

indicated no postgraduate studies (See Table 2.2).

Table 2.2
Frequency Distribution of Postgraduate Studies
Cumulative
Frequency | Percent Valid Percent | Percent
Valid [ None |18 41.9 41.9 41.9
MA 24 55.8 55.8 97.7
Ph.D |1 23 2.3 100.0
Total | 43 100.0 100.0
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The numbers of years in language teaching for the teachers ranged from 1
to 33 years with a mean of 10.77 (SD= 9.018). Teachers who had less than one year
experience were considered as having one year experience. Therefore, “1” also
meant up to 1 year (See Table 2.3).

Table 2.3
Descriptive Statistics for Numbers of vears in Teaching a Second Language

N | Range | Minimum | Maximum | Mean | SD Variance

Number of years for
teaching second 43 |32 1 33 10.77 | 9.018 | 81.326
language
Valid N (listwise) 43

2.1.2. Student Population

Regarding the student population, 54% of the participating students were
females and their ages ranged from 17 to 39 with a mean of 19.12 (SD= 1.831). The
city of the high school that the students had graduated from was asked, and the
results revealed that 54% of the students graduated from high schools in cities other
than Istanbul. Students were also asked about their high school type. The majority
(41%) were from regular government schools. The second largest group (about 24%)
was from Anatolian high schools, and 21% had graduated from private high schools.
For the years spent in foreign language education, students’ answers ranged from 0
to 16 years with a mean of 5.76 (SD=4.035). In other words, 127 students had
reported that it was their first year in foreign language education (See Table 2.4).

Table 2.4
Descriptive Statistics for Years Spent in Second Language Education

N Range | Minimum | Maximum | Mean SD Variance

Number of years
spent in second 647 |16 0 16 5.76 4.035 |16.280
language education

Valid N (listwise) 647
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2.2. Data Collection tool

2.2.1. Development of the instrument

The instrument used in this study may serve as an instrument in future
studies owing to the fact that it has evolved from three different questionnaires and
has undergone many procedures such as translation, and, most importantly, has
internal consistency as a result of reliability tests.

The instrument contains two parts: some questions to gather demographic
information about the participants as well as a 21-item Likert-scale questionnaire.
The demographic part of the questionnaire included such items as age, gender,
degree, years spent in foreign language education, and high school type. The
instrument underwent some revisions for the sake of reliability and validity: deciding
on what items to include in the study, the translation of the items from English to
Turkish, expert reviews of the translation, piloting the questionnaire, and finally,
deletion of items according to item-total correlation.

In the first stage, the researcher made extensive use of Brown’s (Brown,
2009, p.59) questionnaire (Appendix 1). Brown had 24 items in his questionnaire.
These 24 items had been developed from Bell’s (2005) 80-item questionnaire, which
covered many categories relevant to SLA and foreign language teaching (See
Appendix 2). Thus, after an in depth analysis of the items in Brown’s questionnaire,
all 24 items were kept for the pilot study. In addition, 3 items were taken from Bell’s
(2005) questionnaire, 10 items were selected from Brosh’s (1996) questionnaire
(Appendix 3) and 1 item was devised by the researcher. The questions gathered
belonged to 11 different categories. Both the categories and the number of items

taken from Brown, Bell and Brosh’s questionnaires are displayed in Table 2.5.
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Table 2.5
Items taken from Brown, Bell and Brosh according to categories

BROWN BELL | BROSH
Grammar Teaching 10,16,18,20
Error correction 5,8,13
Target Language Use 7,14,17,19,22,23
Culture 3,9,21
Computer Based Technology 1
Communicative Language 2,4,11,12,15,21,23,24 | T6*
Teaching Strategies
Assessment 2,6,10,23
Individual Learner Differences T13*
Personal Characteristics 4,5,10,12,
14,16,18
Pedagogical Characteristics T33* 1
Interactional Characteristics 3

* Theory related items; items containing theoretical statements rather than
observable behaviors

The second stage in the development of the instrument was the translation
process. Since the purpose behind the present study is to compare both teachers’ and
students’ perceptions on effective foreign language teaching, it was necessary to
administer similarly worded instruments to both groups. The instrument was
designed with a minimal amount of technical jargon to make the questions
understandable to all participants (Brown, 2009, p.50). After having decided on the
items to be included in the study, the questions were translated into Turkish to
minimize any possible bias arising students’ and non-native teachers’ comprehension
of English. Moreover, the English version would have been impossible to understand

for the beginning-level students, who constituted the majority of the population.
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Following the translation carried out by the researcher, an expert on second
language teaching was consulted for the editing of the translation, and each item was
carefully checked by the expert to convey the right meaning. Considering the
suggestions of the expert, the translation was revised accordingly.

In its final form, the instrument was ready for the pilot study with three
parts: the demographic information section, the questionnaire with 38 items and the
evaluation part. This last consisted of with 3 items, which questioned the layout,
asked whether there were questions which were difficult to understand and why, and
presented an open ended question asking about the process, the language used, and
the clarity of the instructions in the instrument (See Appendix 4 for the questionnaire
used in the pilot study).

2.2.2. Piloting of the Instrument

A pilot study was conducted with 50 students and 14 teachers. In order not
to reduce the number of the population available for the actual procedure, 6 teachers
from the staff teaching at the undergraduate English programs and 8 teachers from
the English Language Teaching Department at the Faculty of Education were asked
to participate in the pilot study. 8 of the participating teachers held a Ph.D in a
related field. Due to a delay in receiving 3 of the questionnaires back, only 11 of the
teachers’ questionnaires were included in the analysis. However, the other 3 teacher
questionnaires were included in the suggestions and comments part.

With the cooperation of a colleague, the questionnaires were administered to
two classes. These two classes were subsequently excluded from the actual data
collection procedure. The distribution of the questionnaires to the teachers was made
by the researcher in person. Each teacher was encouraged to make detailed

comments on the questionnaire.
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The results of the pilot study will be presented in 3 parts: analysis and results
of the 38-item questionnaire, comments of the teachers and students, and suggestions
for the demographic part.

2.2.2.1. Analysis and results of the 38-item questionnaire

The reliability of the items was assessed by an internal consistency measure.
This scale yielded a solid internal consistency reliability of .77. Items having the
highest corrected item-total correlation were chosen and the total number of items
was decreased to 21 (Table 2.6).

Table 2.6
Reliability Statistics of the questionnaire used in the pilot study

Cronbach's | Cronbach's Alpha Based Number of
Alpha on Standardized Items Items

772 786 21

As a result of the reliability analysis, items 4,7,8,9,10,11,12,13,15,16,18,
25,26, 27, 30,31, and 32 were eliminated from the instrument, leaving at least one
item in each category. The only category which had no items left was “Computer

based technology”, and it was removed from the survey.

2.2.2.2. Comments of the teachers and students

The first question in the suggestions and comments section was about the
layout of the questionnaire. Out of 14 teachers, 9 teachers agreed that the layout was
clear and understandable, only 1 teacher thought that the format was confusing and
she had to reread some questions, and 3 teachers left the question unanswered.
Therefore, the majority (64%) of the teachers found the layout clear. On the other
hand, 98% of the student population agreed on the clarity of the layout. Only 1

student questioned the purpose of the survey and stated that the format was not clear.
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The second question asked the participants to indicate which items were
confusing for them and why. The item which got the most comments was item 9. The
original item was “An effective foreign language teacher should be native”. The
Turkish translation of the item read “Etkili yabanci dil 68retmeni, dgretilen yabanci
dil, anadili olmalidir”. The most probable reason for the objections of the participants
was that the translation had caused ambiguity in the statement. Both the teachers and
the students stated that it was difficult to comprehend the meaning of the item, that it
was unclear, and that it did not comply with the beginning of the statement above.
Item number 1 was criticized by the teachers for the translation of the word phrase
“with other speakers” as “diger konusucularla”. Since the item was to be kept, the
translation was revised making the statement clearer. Furthermore, 2 of the teachers
questioned the word “discrimination”, which was translated as “ayrim yapmak” in
item 3. They asked what was meant by the word “discrimination” . Whether it was
about the attitude towards the students or separating them into weak and strong
learners. The translation was revised and the word “ayrim yapmak” was replaced
with the word “ayrimcilik yapmak”. Questions about gender (items 18 and 30) were
eliminated to provide internal consistency. Surprisingly, item 18, which read “An
effective foreign language teacher should be male” got a mean score of 1.74, a result
which showed that the participants were more inclined to disagree with the
statement. Similarly, item 30, which stated that “An effective foreign language
teacher should be female” got a mean score of 2.74. These results might show that
participants did not have a particular preference on the gender of an effective foreign
language teacher. Brosh (1996) obtained similar results concerning the gender of the
effective foreign language teacher. He stated that gender was among the least

important factors for the perceived effectiveness of a foreign language teacher. He
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added that it was not regarded as an essential factor contributing directly to the
development of linguistic skills (Brosh, 1996, p.130). Finally, the translations of
items 5, 23, 28 were revised on the advice of another expert.

The third question asked about the process, the language used, and the clarity
of the instructions in the instrument. Students generally gave positive feedback
saying that overall, the instrument was comprehensible, meaningful and useful. The
teachers made comments on key issues such as focusing on the high school type of
the students, and revising the wording of the statements explaining the purpose of the
questionnaire. One teacher pointed out the advantage of having the beginning of the
sentence at the top of each page (An effective foreign language teacher should...).
Another teacher criticized the fact that the categories had not been made evident in
the instrument. However, in his study, Brown had explained that he had omitted the
category titles deliberately (Brown, 2009:50). Bell also stated that her 80-item
questionnaire was also randomly ordered, not according to category. Taking these
two examples into account, the same philosophy was maintained in this study. One
other important point made by a teacher emphasized the necessity of a consent form
to explain how the data gathered will be used, and the purpose of the study. Bearing
this suggestion in mind, an introduction was written in the very beginning, informing
the participant about the purpose of the study and assuring them of the confidentiality
of the information they provide.

2.2.2.3. Suggestions for the demographic part

Initially, upon the suggestion of one of the teachers, it became evident that the

use of check boxes for some items would make the questionnaire more professional

looking and easier to administer.
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In the part named “Only for the students”, students’ names and classes were
asked. This was necessary in order to match the student with his or her achievement
exam grade, which would make it possible to examine whether high achieving
students had a different perception than low achieving ones. The ethical aspect of
this issue was discussed with the experts and it was decided that there was no harm
in asking the students their names since the instrument did not contain personal
questions. It was also decided to give each questionnaire an application number in
advance to be used in entering the data.

Another point taken into consideration was a broadening of the list of types of
high school which the students had graduated from. In the piloted questionnaire, only
three types were indicated, whereas three more types were added to the final
instrument.

In the part named “Only for the teachers”, check boxes were added to indicate
their majors. Most importantly, the teachers were asked to write the names of the
classes they were teaching. That would serve as a means to avoid the teachers’
writing their names on the instrument; thus, keeping their anonymity.

After making all the changes mentioned above, a cover page for the
instrument was added explaining the reason behind the instrument to the participant
in detail. The final version of the questionnaire was then ready for the actual data
collection procedure. The English version of the instrument was designed by the
researcher for native-speaker teachers, and English versions of the items were
extracted from their original questionnaires (namely Brown, Brosh and Bell’s
studies) and were ordered accordingly. The table showing item statistics, the
corresponding numbers of the items in the new scale and the original numbers of the

items taken from different authors can be found in Table 2.7.
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Table 2.7

Item Statistics

Pilot

scale Original New
numbe Std. scale scale
r Mean | Deviation N number number
al 4.13 .896 56 Brown 4 1

a2 4.21 1.004 56 Brown 21 2

a3 4.38 1.153 56 Brosh 18 3

as 4.41 968 56 Brown 13 4

ab 4.23 1.027 56 Brosh 16 5
al4 4.39 .802 56 Brown 24 6
al7 4.34 920 56 Brosh 3 7
al9 4.00 874 56 Brown 23 8
a20 4.07 931 56 Brown 20 9
a2l 4.68 543 56 Brosh 10 10
a22 3.98 1.213 56 Brown 8 11
a23 4.20 942 56 Brown 19 12
a24 2.73 1.328 56 Brown 14 13
a28 4.07 1.006 56 Brown 10 14
a29 4.32 789 56 Brosh 12 15
a33 3.70 1.111 56 Brown 3 16
a34 3.96 1.111 56 Brown 9 17
a35 3.82 993 56 Bell T33 18
a36 4.45 761 56 Brosh 1 19
a37 3.88 1.237 56 Brosh 5 20
a38 4.54 631 56 Bell T6 21
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2.3. Data analysis

During the 11" week of the fall semester 2009, the researcher allocated
certain teachers to administer the questionnaires to their students during their class
hours (See Appendix 5 for the questionnaire used in the study). The teachers’
questionnaires were distributed by the researcher herself. Native-speaker teachers
were given the English version of the questionnaire (Appendix 6).

The questionnaires were administered to 28 classes, and a minimum of 23
responses from each class was aimed for. The administration took about three days.

While entering data onto the Statistical Package for the Social Sciences
(SPSS) spread sheet, finished questionnaires were checked for completeness and
missing data were identified. Later, the researcher, asked her colleagues to have their
students complete the missing data, though only where this was related to
demographic part.

Data were analyzed using SPSS 13.0 for windows. The procedure was
carried out in cooperation with a professional statistician. By consulting her, it was
possible to gain accurate and reliable results, and make consistent interpretations of

the results.
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CHAPTER 3

FINDINGS

The main aim of this study was to identify the similarities and differences
between the students’ and teachers’ perceptions of effective foreign language
teaching and while doing that several issues in L2 teaching were included in the
questionnaire; a comparison was made in terms of some factors such as gender, high
school type and hometown of students, high achieving and low achieving students’
perceptions, teachers’ being a native speaker or not and their graduate degree.
Results will be displayed according to each research question and hypothesis. For
Research Questions 1 to 8, independent samples z-test was used and for Hypotheses 1
to 3, Pearson correlation was calculated.

3.1. Findings for Research Question 1

Research Question 1

Based on a Likert-scale questionnaire, how do students’ beliefs about effective
foreign language teacher practices compare to teachers’ responses overall at
Maltepe University English Preparatory School? What are the differences and
similarities between teachers and students in terms of beliefs about effective
foreign language teacher practices? What are the prominent factors in the
questionnaire for teachers and students?

Firstly, teachers’ responses ranged from 3.67 to 4.77 on the five-point scale, with

1 indicating strongly disagree and 5 strongly agree. On the other hand, the students’
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responses showed a slightly higher variation with scores ranging from 2.71 to 4.67.
In comparing the students’ and teachers’ responses overall, an independent samples
t-test was calculated. For this reason, it was necessary to use a Bonferroni
adjustment, in which the traditional alpha level of 0.05 was divided by 21 (as there
were 21 items in the scale), giving an adjusted alpha level of 0.002. For results in
which Levene’s Test for Equality of Variances value was significant (p < .05), the t
value for “Equal variances not assumed” was taken into consideration. Having made
this analysis, it was observed that the differences between the teachers’ and the
students’ perceptions were statistically significant for 9 items. Table 3.1 presents the
teachers’ and students’ overall means, the differences between the teachers’ and
students’ responses (Ts-Ss= Mean Difference), the tz-value and the p-value that
resulted from the “t-test for Equality of Means.” The items are ranked from the
largest to the smallest mean difference. The negative signs indicate greater student
agreement than teacher agreement with the item. It should be noted that item 1 and

18 resulted in equal mean difference values.
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Table 3.1.
Overall Comparison of Student and Teacher Means

ITEM | Effective Foreign Mean Teachers’ | Students’ | t P
Language Teacher Difference | Means, Means, value | value
Should... (Ts-Ss) SD SD

(n=43) (n=647)
13 require students to speak 3.77 2.71
L2 first day of class. 1061 sp=1.020 | sp=1315 | 6465 | -000
! afg r?cshsnerri(r);xsnz'ate 1 367 467 o | 000
provicies ' ) SD=1.128 | SD=.749 | 5.709 |-
explanations.
20 be attentive to his/her 4.09 3.47
appearance. 0.62 SD=.648 | SD=1.148 3.752 1000
1 :quilrr? Studentstt(i)dusef 0.54 4.58 4.04 4.951 | .000
© anguage otiside o ' SD=.663 | SD=1.078 | *7°" | -
class.
18 be familiar with theories 419 365
of Segond Language 0.54 Sp= 764 | SD=1.020 4.383 | .000
Learning.
7 help students after class 3.93 4.41 -
time. 0.48 SD=.768 | SD=.782 | 3911 000
P o withmatvedie | 044 | 390 | 435 < o
sulage w v ' SD= 868 | SD=.882 | 3.176 |-
control.
6 use information gap 4.65 4.29
activities. 0.36 SD=.529 | SD=.875 4.127 1,000
19 | prepare and organize the 4.70 4.39
lesson. 0.31 SD=.465 | SD=.704 4.0311.000

Overall, teachers showed a greater agreement in items 13, 20, 1, 18, 6, and 19

than the students. On the other hand, students’ answers indicated a higher agreement

onitems 4, 7, and 12.

Regarding item 13, results revealed that teachers placed more importance on

speaking the target language beginning the first day of class than their students (3.77

and 2.71 respectively).

The results for Item 4 indicated that students showed greater agreement on

addressing errors by providing immediate explanations than their teachers (4.67 and

3.67 respectively).
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Item 20, which is about being attentive to appearance, and item 1, stating that
it was necessary to have the students use the target language outside of class received
more teacher agreement than student agreement. The mean scores were 4.09,
SD=.648, and 3.37, SD=1.148 for the former and 4.58, SD=.663, and 4.04, SD=1.078
for the latter.

Item 18 is about teachers’ familiarity with theories of SLA and results
showed that teachers believed it was important more than their students did (4.19 and
3.65 respectively).

Both Item 7 (helping students after class time) and Item 12 (speaking the
foreign language with native like control) received more student agreement than
teacher agreement with mean scores of 3.93, SD=.768, and 4.41, SD=.782 for the
former, and 3.91, SD=.868, and 4.35, SD=.882 for the latter.

Regarding item 6, teachers believed more than students in the importance of
using information gap activities (4.65 and 4.29 respectively).

Regarding item 19, teachers showed a greater agreement on the importance of
preparing and organizing the lesson more than the students (4.70 and 4.39
respectively).

Furthermore, five items which showed high teacher-student agreement are

items 3, 10, 5, 15, and 21 (See Table 3.2).
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Table 3.2
Items showing high student-teacher agreement

. . Teachers’ Students’
ITEM | Effective Foreslil(lnﬁgfl%uage Teacher Means, SD Means, SD

(n=43) (n=647)

3 o 4.77 4.67
not discriminate among students. SD= 684 SD= 894

10 have sense of humour 4.60 4.51
’ SD=.541 SD=.757

5 maintain discipline in class. 4.47 4.35
SD=.550 SD=.990

15 be sensitive to students’ problems. 4.33 4.47
SD=.522 SD=.692

21 use small group activities to reduce 4.40 4.32
learner anxiety. SD=.660 SD=.852

Results for Item 3 showed the highest agreement between students and
teachers over the statement “Effective foreign language teacher should not
discriminate among students.” (Teachers’ Mean= 4.77, SD= .684 and Students’
Mean= 4.67, SD= .894). This may indicate that both groups value treating students
fairly.

Moreover, “having sense of humor” received the second highest agreement
and “maintaining discipline in class” the third highest agreement between students
and teachers in this study.

According to the results for Item 15, in this study both teachers and students
showed a greater agreement on being sensitive to students’ problems (4.33 and 4.47
respectively).

As their fifth highest agreement result, both teachers and students thought
using small group activities to reduce learner anxiety was an important characteristic

of an effective foreign language teacher (4.40 and 4.32 respectively).
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3.2. Findings for Research Question 2

Research Question 2

What are the similarities and differences in students’ perceptions in terms of

their gender?

When the gender of the students was taken into consideration, it was observed

that the differences between males and females’ perceptions were statistically

significant for items 3, 5 and 9 (See Table 3.3). Firstly, results for Item 5 showed a

greater female student agreement than male student agreement with females having a

mean score of 4.50 and males 4.19. In addition, regarding Item 9, it can be seen from

Table 3.3 that female students believed an effective language should teach grammar

by giving examples of grammatical structures before explaining the grammar rules.

Finally, results for Item 3 showed that female students perceived being treated fairly

as more important than male students.

Table 3.3
Items showing significant differences regarding the gender of the students

ITEM | Effective Foreign Mean Males’ Females’ t D
Language Teacher Difference Means, SD | Means, SD | value | value
Should... (Males- (n=297) (n=350)

Females)
5 maintain discipline in
4.19 4.50
class. -0.31 SD=1.048 SD=745 -4,294 | .000
9 teach grammar by giving
examples of grammatical
3.97 4.28
struct}lr.es before -0.31 SD=.984 D= 891 -4.246 | .000
explaining the grammar
rules.
3 not discriminate among
— 4.52 4.81
students. -0.29 SD=1.097 SD=.649 -4.009 | .000
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3.3. Findings for Research Question 3

Research Question 3

What are the similarities and differences between the perceptions of students

at PUPT and PUPE?

After the analysis, it was observed that only Item 1 showed a significant
difference between the perceptions of students in PUPT and PUPE. It can be said that
students at PUPE, who will have an English-medium instruction at their faculties,
agree more with the statement “An effective foreign language teacher should require
students to use the language outside of class with other speakers of the language
(e.g., Internet, e-mail, clubs, community events, etc.)” than students at PUPT, who
will have a Turkish-medium instruction (mean scores 4.32, SD=.758 and 3.99, SD=
1.118 respectively, t=-3.652, p<.000) .

The item which showed the highest agreement for both groups was Item 3,
which stated that “An effective foreign language teacher should not discriminate
among students”. The mean score for students at PUPT was 4.67, SD=.913 and 4.70,
SD= 779 for students at PUPE.

Concerning the other items, no significant difference was observed in the
analysis of independent samples #-test.

3.4. Findings for Research Question 4

Research Question 4

What are the similarities and differences between the expectations of the

students from Istanbul and students coming from other cities in Turkey?

After the analysis, no significant differences were found between the
expectations of the students from Istanbul and students coming from other cities in

Turkey (See Appendix 7 for results output of Research Question 4).
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3.5. Findings for Research Question 5

Research Question 5

Do the perceptions of students change in accordance with the type of high

school they graduated from?

After analysis, no significant differences were found between the perceptions
of students according to the type of high school they graduated from (See Appendix
8 for results output of Research Question 5).

3.6. Findings for Research Question 6

Research Question 6

What are the similarities and differences between the perceptions of native-

speaker teachers (NTs) and non-native speaker teachers (NNTs)?

Overall, the results showed that Item 3 had received the highest agreement
from NNTs; that is they perceived treating students equally as the most important
feature of an effective foreign language teacher with a mean score of 4.88, SD=.331.

On the other hand, NTs showed the highest agreement over Item 13, so they
believed that requiring the students to speak L2 first day of class was the most
important feature of an effective teacher (Mean score= 4.80, SD= . 422).

Furthermore, native-speaker teachers’ and non-native speaker teachers’
perceptions showed significant differences in items 1, 4, 11, 13, and 16 (See Table
4.4). The items are ranked from the largest to the smallest mean difference. The
negative signs indicate greater native teacher (NT) agreement than non-native

teacher (NNT) agreement with the item (See Table 3.4).
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Table 3.4
Differences between native-speaker teachers’ and non-native speaker teachers’

perceptions

Item

Effective Foreign Mean NNTs’ NTs’ T D
Language Teacher Difference Means, Means, Value
Should... (NNT-NT) | SD SD value
(n=33) (n=10)
4 address errors by providing 4.09 2.30
immediate explanations. 179 SD=.765 SD=1.059 3917 000
13 require students to speak L2 3.45 4.80
first day of class. 135 SD=.938 SD=.422 63811000
11 only correct students
indirectly when they produce 4.48 3.50
oral errors instead of 0.98 SD=.619 SD=.707 4.269 000
directly.
16 | devote as much time to the 391 3.00
teach%ng of culture as to the 0.91 SD=765 SD=2816 3.243 .002
teaching of language.
1 require students to use the 4.79 3.90
language outside of class. 0.89 SD=.485 SD=.738 4.470 000

3.7. Findings for Research Question 7

Research Question 7

What are the similarities and differences between the perceptions of teachers

with an M.A. degree and others (with just undergraduate degree)?

After the analysis, it was seen that having an M.A. degree did not cause a
significant difference in the perceptions of teachers (See Appendix 9 for results
output of Research Question 7).

3.8. Findings for Research Question 8

Research Question 8

What are the similarities and differences between the perceptions of teachers

holding a graduate degree from an ELT department and other majors?

It was observed that holding a graduate degree on ELT department and other
majors did not lead to any significant differences between teachers’ perceptions (See

Appendix 10 for results output of Research Question 8).
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3.9. Findings for Hypothesis 1

Hypothesis 1

1t is predicted that there will be a relationship between students’ or teachers’

beliefs about effective foreign language teacher practices and students’

success in the achievement tests. Additionally, it is expected that there will be
differences between high achieving students and low achieving students.

In order to test this hypothesis, firstly, frequencies for first exam grade and
second exam grade of students were determined. Following that, the average of two
exam grades was calculated (See Table 3.5). It should be noted that the exam grades
of students show a normal distribution (See figures 3.1, 3.2 and 3.3).

Table 3.5.
Frequency Distribution of Exam Grades of Students

First Exam Grade of | Second Exam Grade | Average of Two
Students of Students Exam Grades
N 647 647 647
Mean 60.80 50.95 55.88
Std. Deviation 20.564 19.404 18.517
first exam grade of students
50— ;-\
N
40— ] || x_—

Frequency
8
1
|

8
T
]

Mean = 60,8

Std. Dev. = 20,564
T T I — 1 N=647

0 20 40 60 80 100

;l/

first exam grade of students

Figure 3.1.
Histogram for First Exam Grade of Students
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second exam grade of students

Frequency

Mean = 50,95
Std. Dev. = 19,404
T I T I — N=647

0 20 40 60 80 100

second exam grade of students

Figure 3.2.
Histogram for Second Exam Grade of Students

Histogram

(N

ALTHN

Frequency

Mean = 55,88
Std. Dev. = 18,517
f — T T N=647

0 20 40 60 80 100

avarage of two exam grades

Figure 3.3.
Histogram for Average of Two Exam Grades of Students

Secondly, the hypothesis was tested from several aspects, so it was divided
into 4 sub-hypotheses: Hypothesis 1a, Hypothesis 1b, Hypothesis 1c, and Hypothesis

1d. Findings for each sub-hypothesis will be displayed under separate headings.
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3.9.1. Findings for Hypothesis 1a (Is there a relationship between students’

beliefs in terms of effective language teacher practices and their success

in the achievement exams?)

Pearson Correlation was used to examine if there was a significant
relationship between students’ beliefs and their success in the achievement exams.
Students’ grades from the first and the second achievement exams were taken into
consideration together with their mean. Significant positive relationships were found
between items 1 (getting the students to use the language outside of class), 6 (using
information gap activities), and 13 (making the students use L2 the first day of class)
and students’ achievement in the exams: Students who gave higher agreement scores
to these items on the five-point scale had been more successful on the achievement
exams. However, a significant negative relationship was revealed between Item 16
(devoting time to the teaching of the culture) and second exam grade of students,
meaning that students who agreed with this item got lower grades on the second

exam (See Table 3.6 for items with significant Pearson Correlation results).
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Table 3.6.

Significant correlations for item results and students’ success in the achievement

€xams
Effective Foreign First Second Average of
Language Teacher Exam Exam Grade | Two Exam
Should... Grade of | of Sts. Grades
Sts. M=50.95 M=55.88
M=60.80 SD=19.40 SD=18.51
SD=20.56
Item 1 (M=4.04, | require students to
SD=1.08) use the language 145%%* 183%* 176%%*
Pearson Correlati¢ outside of class. .000 .000 .000
Sig. (2-tailed) 647 647 647
N
Item 6 (M=4.29, | use information gap
SD=.875) activities. .066 .096* .087*
Pearson 93 .015 .027
Correlation 647 647 647
Sig. (2-tailed)
N
Item 13(M=2.71, | require students to
SD=1.315) speak L2 first day of 134 A75%* .166
Pearson class. .001 .000 .000
Correlation 647 647 647
Sig. (2-tailed)
N
Item 16(M=3.60, | devote as much time
SD=1.105) to the teaching of -.043 -.085%* -.068
Pearson Correlati¢ culture as to the 278 .031 .083
Sig. (2-tailed) teaching of language. 647 647 647
N

* *_ Correlation is significant at the 0.01 level (2-tailed)

*. Correlation is significant at the 0.05 level (2-tailed)

3.9.2. Findings for Hypothesis 1b (Is there a relationship between the beliefs
of the class as a whole in terms of effective language teacher practices and
average exam grades of the students in the class?)

For this aspect of the hypothesis, the mean score of the class for each item
and the average of exam scores were taken into consideration. Significant
relationships were found between items 7, 12, and 14 and average of the class in the
second exam. Just like in Hypothesis 1a, negative signs indicate that classes that gave

lower scores to those items got higher grades in the exams. Therefore, it is possible
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to say that classes that gave lower scores to item 12, which stated that an effective

foreign language teacher should speak the foreign language with native-like control,

had higher average grades in the second exam (See Table 3.7).

Table 3.7

Significant correlations showing average item scores of the students in the class and

the average exam grades of the students in the class

accuracy.

Effective Foreign Average Average Overall average
Language Teacher | grade of the | grade of the grade of the
Should... class in the class in the class from two
first exam second exam grades
M=60.47 exam M=55.83
SD=6.56 M=51.18 SD=3.81
SD=5.66

Item 7 help students after

(M=4.42, SD=.188) class time.

Pearson Correlation -.127 415* 200

Sig. (2-tailed) 521 .028 309

N 28 28 28

Item 12 speak the foreign

(M=4.35, SD=.203) language with

Pearson Correlation native-like control. -.006 -495%* -373

Sig. (2-tailed) 974 .007 .050

N 28 28 28

Item 14 not grade language

(M=3.80,SD=.220) production (i.c.,

Pearson Correlation speaking and -.004 A415% 305

Sig. (2-tailed) writing) primarily 983 .028 115

N for grammatical 28 28 28

* *_ Correlation is significant at the 0.01 level (2-tailed)
*. Correlation is significant at the 0.05 level (2-tailed)

3.9.3. Findings for Hypothesis 1¢ (Is there a relationship between the average

item scores of the teachers of the class and the average exam grades of

students in the class?)

Firstly, mean scores for each item were calculated for all the instructors

teaching each class. For instance, if there were three teachers sharing the same class,

the mean score that the teachers gave for each item was calculated. The mean scores

were then correlated with the average of exams for classes. Significant relationships

were observed for items 10, 12, 13, 14, 18, and 21. (See Table 3.8).
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Table 3.8.

Significant correlations showing average item scores of the teachers and the average

exam grades of the students in the class

Effective Foreign Average Average Overall
Language Teacher grade of the grade of the average
Should... class in the class in grade of the
first exam the second class from
M= 60.47 exam two exam
SD=6.56 M=151.18 grades
SD=5.66 M=55.83
SD=3.81
Average of teachers in
Item 10 (M=4.56,SD=.373) have sense of
Pearson Correlation humour. -.432% 226 -.204
Sig. (2-tailed) .022 248 299
N 28 28 28
Average of teachers in
Item 12 (M=3.93, SD=.505) speak the foreign
Pearson Correlation language with 409* -.268 152
Sig. (2-tailed) native-like control. .031 167 440
N 28 28 28
Average of teachers in
Item 13 (M=3.65,SD=.607) require students to
Pearson Correlation speak L2 first day of 286 -.521%* -.140
Sig. (2-tailed) class. .140 .005 476
N 28 28 28
Average of teachers in not grade language
Item 14 (M=3.78,SD=.570) production (i.e.,
Pearson Correlation speaking and =213 391%* 107
Sig. (2-tailed) writing) primarily 276 .040 587
N for grammatical 28 28 28
accuracy.
Average of teachers in
Item 18 (M=4.16,SD=.474) be familiar with
Pearson Correlation theories of Second -.432% .549%* .036
Sig. (2-tailed) Language Learning. .022 .003 .858
N 28 28 28
Average of teachers in
Item 21 (M=4.41,SD=.411) use small group
Pearson Correlation activities to reduce -.306 504** 11
Sig. (2-tailed) leamer anxiety 113 .006 574
N ' 28 28 28

* * Correlation is significant at the 0.01 level (2-tailed)
*. Correlation is significant at the 0.05 level (2-tailed)

The classes whose teachers believed that having sense of humor (item 10) and
being familiar with theories of SLA (item 18) were important got lower average
grades in the first exam. Similarly, the classes whose teachers believed that making
the students speak L2 the first day of class (item 13) was important got lower average
exam grades in the second exam. However, the classes whose teachers gave higher

average scores to effective foreign language teacher’s speaking the foreign language
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with native-like control (item 12), not grading language production primarily for
grammatical accuracy (item 14), being familiar with theories of SLA (item 18) and
using small group activities to reduce learner anxiety (item 21) got higher average
exam grades.

3.9.4. Findings for Hypothesis 1d (Is there a significant difference between

the beliefs of high achievers and low achievers in terms of effective foreign

language teaching?)

In order to determine the high achievers and low achievers, the average of the
two exam grades was calculated. The mean was 55.88 and students who got higher
than this grade were classed as high achievers (that is 49.8 % of them) and the ones
who got below that mark were considered as low achievers (50.2% of them). After
this procedure, an independent samples #-test was used and significant differences
were found for items 1, 6, 13 (See Table 3.9).

Table 3.9

Items showing significant differences regarding high achieving and low achieving
students

Item | Effective Foreign Mean Low High t P
Language Teacher Difference Achievers’ | Achievers’ | value | value
Should... (Low Ach. - | Means, Means, SD

High Ach.) | SD (n=322)

(n=325)

1 require students to use the 3.85 4.23
language outside of class. -0.38 SD=1.201 SD=.898 -4.566 | .000

6 use information gap 4.18 4.40
activities. 022 sp=965 | sp=760 | 3% | 001

13 | require students to speak L2 2.50 2.91
first day of class. -0.41 SD=1330 | sp=1270 | 399 | 000

In all 3 items indicated in Table 3.9, high-achieving students showed a greater
agreement than low achieving students. That is, they believe that an effective foreign
language teacher should require the students to use the language outside of class, use

information gap activities and make the students speak L2 first day of class.
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3.10. Findings for Hypothesis 2

Hypothesis 2

It is predicted that classes whose beliefs about effective foreign language

teacher practices match with their teachers’ will be more successful in

achievement tests compared to those that do not.

To test this hypothesis, the average score of the students in each class was
determined for each item, and the mean score of the class was obtained. The same
procedure was carried out for teachers. Then, the difference between the mean scores
of teachers and students was found (Mt-Msts) for each item. A smaller mean
difference meant that there was a match between the beliefs of the students and the
teachers. Finally, these scores were correlated with the average exam grades of the
classes. A one —tailed test of significance was used because the hypothesis states the
direction of the relationship by saying ‘more successful’. The hypothesis may look
very similar to Hypothesis 1b, though, instead of correlating the mean score for each
item of the class with the average of exam scores, the difference between the mean
scores of teachers and students (Mt-Msts) for each item was correlated with average
exam scores. Results revealed a significant negative relationship between the average
first exam grades and items 3, 12, and 18. Similarly, a significant negative
relationship was observed between the average of the second exam grades and items
2 and 13.This significant negative relationship means that the smaller the difference
between teachers’ and students’ beliefs for these item, the more successful the class
was. However, a significant positive relationship was observed between the average
of second exam grades and items 11, 18, 20, and 21, which means classes with
bigger difference in teachers and students’ beliefs concerning these items had higher

second exam grade average (See Table 3.10).
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Table 3.10

Significant correlation results for items showing a match between the class and the

teachers and the average exam grades of the class

Effective Foreign
Language Teacher

Average grade
of the class in

Average
grade of the

Overall average
grade of the

Should... the first exam class in the class from two
M=60.47 second exam exam grades
SD=6.56 M=51.18 M=55.83
SD=5.66 SD=3.81
Item 2 (M=.40, use predominantly real-life
SD=.269) materials (e.g., music,
Pearson Correlation | pictures, foods, clothing) in .030 -.341%* =227
Sig. (1-tailed) teaching both the language 439 .038 123
N and the culture rather than 28 28 28
the textbook.

Item 3 (M=.37, not discriminate among
SD=.319) students.
Pearson Correlation -.383* 226 -.162
Sig. (1-tailed) .022 124 206
N 28 28 28
Item 11(M=.50, only correct students
SD=.298) indirectly when they
Pearson Correlation | produce oral errors instead .083 331%* 317
Sig. (1-tailed) of directly. 337 .043 .050
N 28 28 28
Item 12(M=.47, speak the foreign language
SD=.473) with native-like control.
Pearson Correlation -.429%* .085 -.305
Sig. (1-tailed) 011 333 .057
N 28 28 28
Item 13 (M=1.01, require students to speak
SD=.538) L2 first day of class.
Pearson Correlation 282 -.512%* -.137
Sig. (1-tailed) .073 .003 243
N 28 28 28
Item 18(M=.63, be familiar with theories of
SD=.444) Second Language
Pearson Correlation Learning. -.404* 561%* .069
Sig. (1-tailed) .016 .001 364
N 28 28 28
Item 20(M=.60, be attentive to his/her
SD=.406) appearance.
Pearson Correlation -113 S510%** 281
Sig. (1-tailed) 284 .003 .074
N 28 28 28
Item 21(M=.37, use small group activities
SD=.246) to reduce learner anxiety.
Pearson Correlation -.266 363* .041
Sig. (1-tailed) .086 .029 418
N 28 28 28

* *_ Correlation is significant at the 0.01 level (1-tailed)
*. Correlation is significant at the 0.05 level (1-tailed)
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3.11. Findings for Hypothesis 3

Hypothesis 3

It is predicted that students whose beliefs about effective foreign language

teacher practices match with their teachers’ will be more successful in

achievement tests compared to those that do not.

Testing this hypothesis was carried out in two steps. In the first, the mean
difference (shown as ‘M diff.” in Table 4.11) between each student and his or her
teachers’ scores for each item was calculated. For example, if a student had given
Item 1 a score of 5, and the three teachers who were teaching that student’s class had
given the item a mean score of 3.33, then there occurred a 1.67 point discrepancy
between the student’s score and the teachers’. Then, Pearson Correlation was used to
determine whether a significant relationship existed between this discrepancy and
individual student success. Just like in the previous hypothesis, a one —tailed test of
significance was used to test this hypothesis. Results showed significant negative
relationships for items 1, 2, 5, 6, 7, 11, 13, 14, and 18, meaning that the more the
student and teachers’ beliefs matched, the more successful the individual student was

(See Table 3.11).
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Table 3.11

Significant correlation results for items showing a match between the

students and

the teachers and the average exam grades of the class

ITEM Effective Foreign First Exam Second Exam Average of
Language Teacher Grade of Sts. Grade of Sts. two exam
Should... grades
M= 60.80 M=50.95 M=55.88
SD=20.564 SD=19.404 SD=18.517
1 (Mdift=.87,SD=.872) require students to use the
Pearson Correlation language outside of class. -.126%* -.186** -.168**
Sig. (1-tailed) .001 .000 .000
N 647 647 647
2(Mdiff.=91,SD=.674) use predominantly real-
Pearson Correlation life materials (e.g., music, -.032 -.077%* -.058
Sig. (1-tailed) pictures, foods, clothing) 208 .026 .070
N in teaching both the 647 647 647
language and the culture
rather than the textbook.
5(Mdiff=.71,SD=.616) maintain discipline in
Pearson Correlation class. -.059 -.081* -.075%
Sig. (1-tailed) .067 .020 0.28
N 647 647 647
6(Mdiff.=.70,SD=.672) use information gap
Pearson Correlation activities. -.063 -.098** -.086%*
Sig. (1-tailed) .054 .006 .014
N 647 647 647
7(Mdiff.=.80,SD=.564) help students after class
Pearson Correlation time. -.090* -.079* -.091*
Sig. (1-tailed) 011 .023 .010
N 647 647 647
11(Mdiff=.91,SD=.822) | only correct students
Pearson Correlation indirectly when they -.061 -.085* -.078*
Sig. (1-tailed) produce oral errors .060 .015 .023
N instead of directly. 647 647 647
13(Mdift.=1.45,SD=.929) | require students to speak
Pearson Correlation in the foreign language -.095%* -.191%** -.153%*
Sig. (1-tailed) beginning the first day of .008 .000 .000
N class. 647 647 647
14 (Mdiff.=.95, SD=.707) | not grade language
Pearson Correlation production (i.e., speaking -.093#* -.095%** -.101**
Sig. (1-tailed) and writing) primarily for .009 .008 .005
N grammatical accuracy. 647 647 647
18(Mdiff.=.96,SD=.772) | be familiar with theories
Pearson Correlation of Second Language -.074* .017 -.032
Sig. (1-tailed) Learning in order to teach .030 330 208
N better. 647 647 647

* *_Correlation is significant at the 0.01 level (1-tailed)
*. Correlation is significant at the 0.05 level (1-tailed)
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The second step involved calculating the overall mean difference score for
each student. The mean differences between each student and his or her teachers’
scores for each item calculated in the first step were added up. The purpose of this
was to find out how much each student’s beliefs differed from his or her teachers’.
Then, these difference scores were correlated with the exam scores of the students
and significant negative relationships were revealed for both exam grades and their
average (See Table 3.12). Therefore, just as was predicted in Hypothesis 3, those
students whose beliefs about foreign language teacher practices matched with their
teachers’ were more successful in the exams.

Table 3.12

Correlation of overall mean difference score between students’ and teachers’ beliefs
and exams

First Exam Second Exam Average of
Grade of Sts. Grade of Sts. two
M=60.80 M=50.95 exam grades
SD=20.564 SD=19.404 M= 55.88
SD=18.517
Overall M diff. Score=17.92
SD=.5.340
Pearson Correlation -.132%* -.144%** -.148**
Sig. (1-tailed) .000 .000 .000
N 647 647 647

**, Correlation is significant at the 0.01 level (1-tailed).

Hypothesis 3 was also tested from another perspective. The procedure
mentioned above was carried out again, only this time differentiating high achieving
and low achieving students, not according to their exam grades. An independent
samples t-test was used and results showed significant differences for items 1 and 13,
which means that high achieving students had similar beliefs about these items to

their teachers (See Table 3.13).
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Table 3.13

Items showing significant relationships between teachers’ beliefs and those of high-

low achieving students

Item | Effective Foreign Low High T P
Language Teacher Achievers’ | Achievers’ | Value | value
Should... Means, SD Means, SD

(n=325) (n=322)
1 require students to use
the language outside of 1.01 72
class. SD=1.006 | sp-6s2 | *360 | 000
13 require students to speak 1.59 131
L2 first day of class. $D=.990 Sp=841 3.922 | .000
p<.002

In addition, a significant relationship was observed between the overall mean

difference score of students and teachers and high achievers’ and low achievers’

scores. This means that, overall, high achieving students’ beliefs match their

teachers’ beliefs more (See table 3.14).

Table 3.14

Significant relationships between overall mean difference score of students and

teachers, and high achievers’ and low achievers’ scores

Low Achievers’ High Achievers’ t P
Means, Means, value Value
SD SD
(n=325) (n=322)
Overall M
diff. score of 18.48 17.36
students and SD=6.058 SD=4.437 2.693 007
teachers
p<.05
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CHAPTER 4

DISCUSSION

4.1. Discussion of the findings

The findings of the 21-item questionnaire study, which yielded an internal
consistency reliability of .77, have generated several issues to be discussed
concerning characteristics of effective foreign language teachers.

By looking at the findings for Research Question 1, it can be seen that the
item about target language use (item 13) shows the greatest disagreement between
teachers and students overall. Teachers place more importance on speaking the target
language beginning the first day of class than their students. In Brown’s study (2009,
p. 51), teachers’ means for this item are also higher than students’ means (3.14 and
2.55 respectively on a four-point scale, p=.0001). However, in Brosh’s study (1996),
conducting the lesson in the target language is perceived as one of the least important
characteristics of effective language teachers. In addition, in Bell’s study, 86% of the
teachers agree that “effective teachers encourage learners to speak the target
language beginning the first day of class” with a mean score of 4.28 on a five-point
scale (Bell, 2005, p.262). Senel’s study reveals that 60% of the respondents (all
teachers) believe students should be encouraged to use the target language, but none
of them believes students must be encouraged to use the target language (Senel,
2006, p.90). Results for another item concerning target language use in class in

Senel’s study show that 36% of the whole group believe only L2 should be
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encouraged to be used in class, and 16% of the respondents believe that only L2 must
be encouraged to be used in class. Park & Lee’s study has a similar item stating that
“An effective English teacher is someone who should teach English in English” and
results show that teachers and high-achieving students agree more with this statement
than other students with mean scores of 1.79 and 1.77 (Park & Lee, 2006, p.243).

Addressing errors by providing immediate explanations (item 4), has received
greater student agreement than teacher agreement in this study. This finding is in line
with the result in Brown’s study (2009), which shows that students favor immediate
correction more than teachers (3.13 and 2.71 respectively) on a four-point scale, p=
.0001). However, Bell states that her study reveals a controversial result regarding
error correction, with teachers’ responses yielding very close rates of agreement and
disagreement (Bell, 2005, p. 266). The statement “Effective foreign language teacher
corrects errors as soon as possible after they occur” has received 40% teacher
agreement, 38% disagreement, and 21% uncertainty on a five-point scale.

The item which shows the third highest mean difference score between
teachers’ and students’ beliefs is about effective foreign language teacher’s being
attentive to his or her appearance (item 20). It can be observed from the findings that
teachers in this study think it is more important than the students. On the other hand,
in Brosh’s study, results show that both students and teachers regard this
characteristic among the least important ones (Brosh, 1996, p.130). Furthermore, by
looking at Afyon’s study (2005), in terms of physical appearance, it can be said that
the students give importance to the teacher’s looks as they expect him/her to be good
looking and elegant.

Overall results also indicate that teachers agree more on having the students

use the target language outside of class than the students in this study (item 1).
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Brown obtained similar results regarding target language use outside of class. In his
study, teachers agree with this statement more than their students do, with teachers
having a mean score of 3.15, while students’ mean score is 2.69 (Brown, 2009, p.
51). In Bell’s study, 92% of the teachers show agreement with a mean score of 4.39,
SD= .63 (Bell, 2005, p. 262). In sum, it is evident that in all three studies, teachers
give importance to having the students use the target language outside of class more
than their students.

Teachers’ familiarity with theories of SLA (item 18) is also among the items
showing a large mean difference. It seems that teachers in this study place more
importance in it than their students. Likewise, in Bell’s study, teachers show an
87.5% agreement on this item with a mean score of 4.22, SD= .88 (Bell, 2005,
p.264).

Findings about the question of whether effective foreign language teachers
should help students after class time (item 7) have indicated higher student
agreement, both in this study and Brosh’s study. It can be observed that in Brosh’s
study, students’ responses for this item differ significantly from teachers by
emphasizing the importance of teacher’s availability after class time (Brosh, 1996,
p.130). Interestingly, in Intraboonsom’s study, helping students after class time is
among the five least selected characteristics of an effective language teacher
(Intraboonsom, 2007, p. 29) for all groups of respondents.

Speaking the foreign language with native-like control (item 12) is perceived
as more important by students than the teachers. It can be seen from the results that
students believe their teachers need to speak the foreign language with native like

control, yet their teachers seem rather less certain on this issue. However, in Brown’s
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study (2009), overall comparison of student and teacher means does not reveal a
significant difference for this item.

Another significant difference is seen in item 6, which makes it evident that
teachers in this study believe in the importance of using information gap activities
more than the students. Brown’s study also reveals that teachers agree more with this
statement with a mean score of 3.51 than their students, whose mean score is 3.05
(Brown, 2009.p. 51). Lastly, the results of Bell’s study are in line with the studies
already mentioned above; 86.9% of the teachers show agreement with this statement
with a mean score of 4.25 on a five-point scale (Bell, 2005, p. 262).

In this study, results indicate that compared to students, teachers think
preparing and organizing the lesson is more important (item 19). This finding is
similar to the one in Intraboonsom’s study, in which EFL teachers rank “preparing
and organizing the lesson” as the second most important characteristic of an effective
foreign language teacher (Intraboonsom, 2007, p.27). In Park & Lee’s study, teachers
rank this characteristic as more important than other respondents (Park & Lee, 2006,
p. 243). Finally, Senel (2006) states in her study that 61,33% of the whole group
believe that all kinds of preparations must be made before the lesson.

Findings for five items reveal high teacher-student agreement. The highest
agreement between them is over the statement “An effective foreign language
teacher should not discriminate among students.” Interestingly, in Brosh’s study
(1996), as for their priorities in the characteristics of an effective teacher, a
significant difference is observed between teachers and students. Brosh states that
students emphasize the importance of treating students fairly and equitably.
However, in this study, “not discriminating among students” is the statement which

received the highest agreement both from teachers and students. In Park and Lee’s
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study, more students rank this characteristic among the most important ones than
teachers, and female students agree with the statement more compared to all
respondents (Park & Lee, 2006, p. 245).

Moreover, “having sense of humor” received the second highest agreement
between students and teachers in this study, but in Brosh’s study, it is among the
least important factors contributing to effective teaching (Brosh, 1996, p.130). In
Park and Lee’s study, respondents were asked to select items in order of importance,
and regarding sense of humor, male students and low achieving students placed more
importance on this characteristic than teachers, female students and high achieving
students (Park & Lee, 2006, p.245). Finally, in Sisman’s study (1999 cited in Afyon,
2005), which dealt mainly with the characteristics of “good teachers”, having sense
of humour was not mentioned among the characteristics.

Results also indicate that both teachers and students believe it is important for
an effective foreign language teacher to maintain discipline in class. In Park & Lee’s
study, for the statement “maintaining a good classroom atmosphere using authority,
if necessary”, high achieving students agree more (1.87), and overall students have
chosen this item more than teachers (1.74 and 1.44 respectively) (Park & Lee,
2006,p. 243).

It seems that both teachers and students in this study agree that “being
sensitive to students’ problems” is an important characteristic of an effective foreign
teacher. By comparison, in Brosh’ study, teachers do not rank this characteristic
among their top five priorities in an effective teacher (Brosh, 1996, p.136).

Finally, as their fifth highest agreement result, both teachers and students

think using small group activities to reduce learner anxiety is an important
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characteristic of an effective foreign language teacher. Likewise, in Bell’s study,
teachers agree 84% with the same statement (Bell, 2005, p.264).

Another interesting finding of this research is that the gender factor causes
differences between males and females’ perceptions in three items. Initially,
“maintaining discipline in class” shows a greater female student agreement than male
student agreement. In contrast, in Park & Lee’s study, more male students rank
“maintaining good classroom atmosphere using authority, if necessary” as important
among their 5 choices (Park & Lee, 2006, p.243). Secondly, it is observed that, in
this study, female students believe an effective language teacher should teach
grammar by giving examples of grammatical structures before explaining the
grammar rules. Finally, it can be deduced from the results that female students
perceive being treated fairly as more important than male students. Likewise, female
students demonstrate a similar perception in Park & Lee’s study with female students
having a mean score of 2.81, whereas male students score 2.25 (Park & Lee, 2006, p.
245).

Results of the research also indicate that there is a difference in perception on
only one item between the students who will have an English-medium instruction at
their faculties and the ones who will have a Turkish-medium instruction. Students
who will have an English-medium instruction at their faculties agree more with the
statement “An effective foreign language teacher should require students to use the
language outside of class with other speakers of the language (e.g., Internet, e-mail,
clubs, community events, etc.)” than students who will have a Turkish-medium
instruction. This may not be surprising since students who will have an English-
medium instruction might be more interested in practicing their English to improve

their communicative skills and to be ready for their academic studies. Yet, these two
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groups also seem to show the highest agreement with an item which shows one of the
personal characteristics of an effective foreign language teacher, which is “not
discriminating among students”. Therefore, it can be said that both groups value
being treated fairly by their teacher highly.

Another aspect of the results is that students from Istanbul and students
coming from other cities in Turkey do not have different expectations concerning
effective foreign language teaching practices. Similarly, the type of school that the
students graduated from does not cause a significant difference between the
perceptions of the students.

In terms of the perceptions of native-speaker teachers (NTs) and non-native
speaker teachers (NNTs), the findings show that NNTs perceive treating students
equally as the most important feature of an effective foreign language teacher,
whereas NTs believe requiring the students to speak L2 first day of class is the most
important feature of an effective teacher. Furthermore, greater NNT agreement can
be seen in addressing errors by providing immediate explanations, only correcting
students indirectly when they produce oral errors instead of directly, devoting time to
the teaching of the culture and requiring the students to use the language outside of
class. Lastly, NTs believe more than NNTs that students should be required to speak
L2 first day of class.

Two factors which have not caused any significant differences in the
perceptions of teachers are having an M.A. degree and holding a graduate degree
from an ELT department or other majors, which means teachers have similar views
concerning the characteristics of an effective foreign language teacher, whatever

their training.
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Regarding the relationship between students’ or teachers’ beliefs about
effective foreign language teaching practices and students’ success in the
achievement tests, and the differences in perceptions between high achieving and
low achieving students, results indicate several negative and positive relationships.
Initially, it is observed that high achieving students believe in the importance of
getting students to use the language outside of class, using information gap activities,
and making students use L2 the first day of class. The first two of these
characteristics of effective foreign language teachers are related to communicative
language teaching practices, and the third is about target language use. Target
language use was also perceived as important by the high achieving students in Park
& Lee’s study (2006). High achieving students gave this item an average mean score
of 1.77, SD= 1.50 compared to the low achieving ones that gave an average mean
score of 1.38, SD = 1.07. In contrast, low achieving students agree most with the
item about devoting time to the teaching of the culture. This finding is also in line
with Park & Lee’s study, in which low achieving students also seemed to perceive
this characteristic as more important than the high achieving ones with a mean score
of 2.88, SD = 2.02 (Park & Lee, 2006, p. 242). Secondly, when the beliefs of the
class as a whole are taken into consideration, it is possible to say that classes that
believe it is not important for an effective foreign language teacher to speak the
foreign language with native-like control have achieved higher grades in the exam,
but classes that believe helping after class time and not grading language production
for grammatical accuracy are important features of an effective foreign language
teacher have been more successful in the exams. Thirdly, it has been observed that
classes whose teachers think having sense of humor, and making the students speak

L2 the first day of class are important have been less successful in the exams.
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However, the classes whose teachers believe it is essential for an effective foreign
language teacher to speak the foreign language with native-like control, not grade
language production primarily for grammatical accuracy, and use small group
activities to reduce learner anxiety are the more successful ones. An interesting point
should be made here concerning the results of the teacher’s familiarity with theories
of SLA: Results indicate both a positive and a negative relationship between the
perceptions of teachers and the average exam grades of the students in their classes
about “being familiar with theories of SLA”, meaning that the classes whose teachers
believe it is important for an effective foreign language teacher to know theories of
SLA have been less successful in the first exam, whereas when the overall average
grade of the class from two exam grades is taken into consideration, the classes
whose teachers gave higher scores for this item were more successful. This
controversial result is due to having taken two achievement exam grades into
account. The last point that should be made is that high-achieving students agree
more with the statements that an effective foreign language teacher should require
the students to use the language outside of class, use information gap activities and
make the students speak L2 on the first day of class. Yet, it should be noted that
although high-achieving students’ mean score is higher for making the students
speak L2 on the first day of class than low achievers, the mean scores are
interestingly close to the “disagree” band of the five-point scale.

It is also worth mentioning that classes whose beliefs match with their
teachers’ about using real-life materials in teaching both the language and the culture
rather than the textbook, not discriminating among students, speaking the foreign
language with native-like control, requiring the students to speak L2 first day of

class, and being familiar with theories of SLA have been more successful in
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achievement tests compared to the ones that do not. On the other hand, classes whose
beliefs do not match with their teachers’ about correcting students indirectly when
they produce oral errors instead of directly, being familiar with theories of SLA,
being attentive to ones appearance, and using small group activities to reduce learner
anxiety have been more successful in achievement tests. Again, a contradictory result
is observed about being familiar with theories of SLA. In some classes in which there
is a match, students have been more successful, whereas in others in which no match
is observed concerning this characteristic, students are still successful.

A last point that should be made is that the more the individual student and
teachers’ beliefs match on the characteristics of an effective teacher, the higher the
success rate observed for that student is. The areas where a match is observed are;
requiring the students to use the language outside of class, using real-life materials in
teaching both the language and the culture, maintaining discipline in class, using
information gap activities, helping students after class time, correcting students
indirectly when that produce oral errors, requiring the students to speak in the L2
beginning the first day of class, not grading language production primarily for
grammatical accuracy, and being familiar with theories of SLA. This finding makes
the present study unique because Brown’s (2009) study only compares overall and
individual teacher’s beliefs with those of his/her students. Yet, the present study has
not only examined overall differences but also has strived to find a relationship
between student-teacher match in beliefs and students’ success. Another interesting
finding of the study is that when the overall rate of match between students’ and
teachers’ beliefs is taken into consideration, again success rate in the exams is higher.
This finding is not surprising since parallelism in beliefs may bring about positive

outcomes in the learning environment. Finally, high achieving students seem to have
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similar beliefs to their teachers about requiring students to use the language outside
of class and making the students use L2 on the first day of class.
4.2. Limitations of the study

The data presented in this study should be interpreted in the light of some
important limitations. The principal limitation lies in the population of the study.
Respondents were limited to students and teachers who studied and taught at the
same institution. Thus, the results may actually be limited to signify certain facts
which hold true only within the community of young adult university students at the
participating foundation university. This might be a limitation because the results of
the study cannot be generalized to other contexts in Turkey and to other people,
which is one of the disadvantages of quota sampling. Brown’s study yielded the
same limitation, though he claimed that the large number of participating students
may warrant tentative generalizations to other L2 settings (Brown, 2009, p.56).

The second limitation was related to closed-response questionnaires as a
means of data collection in research regarding beliefs and perceptions. It is possible
that if the participants had been given the opportunity to answer open-ended
questions in addition to the closed-response format, they would have stated their
opinions more freely. Some participants even stated such a need during the pilot
study. Yet, within the scope of this study, the large number of participants and time
constraint did not permit an open-ended component.

Another limitation of the questionnaire concerns the translation of the items
from English to Turkish. The translation technique employed in the study was based
on “Modified Direct Translation”. Geisinger (1994 cited in Behling, O. & Law, K.S.,
2000, p. 19) states that in this technique, which is expected to increase security, the

original translator meets with a panel of experts twice to discuss the wording of the
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draft target language instrument until they reach an agreement. In the present study,
the items were translated into Turkish by the researcher herself and an expert in the
ELT field was consulted to check the work of the translator. During the pilot study,
some of the instructors also reported having difficulties with the translation of certain
items. As a result of these comments, the translation was reviewed in cooperation
with another expert, and the wording of the items was finalized. Therefore, although
there was no panel, there were two experts to review the translation and instructors’
opinions. Despite these reviews, after the administration of the instrument to the
target group, it was realized that there was an ambiguity in one of the items. In item
17, the phrase “the culture(s) of those who speak the language” was translated
inaccurately by making the culture “speak” the language not the “speakers”
(Appendix 5, p.100) . Nevertheless, it was observed that the translation did not affect
the respondents’ choices.

It can also be said that using the results of two achievement exams may
have caused a handicap because some differences occurred in the results, e.g.
teacher’s familiarity with theories of SLA. If there had not been a time constraint,
using the results of the final exam may have helped gain more consistent results.

A final limitation of the questionnaire was that the items belonged to certain
categories, but there surely are many other categories that could have been added to
the list since the qualities of an effective foreign language teacher are
multidimensional. Yet, similar to Brown, the researcher tried to focus on concrete
teacher practices within teachers’ control, rather than on theoretical issues in SLA
and L2 pedagogy (Brown, 2009, p. 50) and added teachers’ personal, pedagogical

and interactional characteristics to the list.
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4.3. Suggestions for further research

The present study has investigated students’ and teachers’ perceptions of
effective foreign language teachers at the English Preparatory School of a foundation
university located in Istanbul through a questionnaire consisting of questions from
several areas in language teaching and pedagogy. As Brown suggests, future research
studies may delve into how and where students formulate their ideas of effective and
ineffective L2 learning and teaching (Brown, 2009, p. 56). He adds that learners’
previous experiences with L2 teachers and learning may be examined to analyze the
impact they have had on the learners’ current perspectives.

More research should be carried out identifying the perceptions of native-
speaker teachers and non-native speaker teachers to support the findings presented in
this study and make comparisons.

Another suggestion for further research is adding a qualitative aspect to this
study to permit participants to express their opinions about the content of individual
items. Bell suggests follow-up interview with some of the respondents to shed light
on questionnaire responses (Bell, 2005, p. 267).

Further studies might also replicate this study in different contexts in Turkey
with different student and teacher profiles to see if perceptions show a variation.

Finally, although this study was a pioneering effort in the development of an
instrument in Turkish that would explore the perceptions of students’ and teachers’
of effective foreign language teachers, the categories in the instrument could be
extended to cover more areas in effective foreign language teaching, such as using

computer based technologies and teaching practices in the literature.

73



5. REFERENCES

Afyon, G. Z. (2005). The Ideal Foreign Language (English) Teacher Profile. M. A.
Thesis. Marmara University.

Aydin, B. A., Bayram, F. , Canidar, B. , Cetin, G., Ergiinay, O. , Ozdem, Z. & Tung,
B. (2009). Views of English Language Teachers on the Affective Domain of

Language Teaching in Turkey. Anadolu University Journal of Social Sciences
9(1), 263-280.

Banno, E. (2003). A cross-cultural survey of students’ expectations of foreign
language teachers. Foreign Language Annals, 36(3), 339-346.

Barcelos A.M. F. (2003). Researching beliefs about SLA: A critical review. In
PKalaja & A. M. F. Barcelos (Eds.), Beliefs about SLA: New research
approaches (pp. 7-33). Amsterdam: Kluwer Academic.

Behling, O. & Law, K.S. (2000). Translating Questionnaires and Other Research
Instruments: Problems and Solutions. Thousand Oaks, CA: Sage Publications.

Bell, T. R. (2005). Behaviors and Attitudes of Effective Foreign Language Teachers:
Results of a Questionnaire Study. Foreign Language Annals, 38(2), 259-270.

Borg, M. (2001). Teachers’ Beliefs. ELT Journal, 55(2),186-188.

Brown, A. V. (2009). Students’ and Teachers’ Perceptions of Effective Foreign
Language Teaching: A Comparison of Ideals. The Modern Language Journal,
93, i, 46-60.

Brown, H. D. (2001). Teaching by Principles: An Interactive Approach to Language
Pedagogy. White Plains, NY: Addison Wesley Longman.

Brosh, H. (1996). Perceived characteristics of the effective language teacher. Foreign
Language Annals, 29, 125-138.

Burke, L. M. (2002). The teacher’s ultimate planning guide: how to achieve a
successful school year and thriving teaching career. London: Sage Publications

Ltd.

Check, J. (1986). Positive traits of the effective teacher-Negative traits of the
ineffective one. Education, 106, 326-334.

74



Eisenhart, M., Shrum, J., Harding. J., & Cuthbert, A. (1988) Teacher Beliefs:
Definitions, Findings and Directions. Educational Policy 2, 51-70.

Ellis, R. (2002). A metaphorical Analysis of Learner Beliefs. In P. Burmeister, T.
Piske and A. Rohde (Eds.), An integrated view of language development:
Papers In honor of Henning Wode. Trier, Germany: Wissenschaftlicher Verlag.

Ellis, R.(2008). Learner Beliefs and Language Learning. ASIAN EFL Journal, 10
(4),7-24.

Ericksen, S. (1984). The Essence of Good Teaching. San Francisco: Jossey-Bass.

Geisinger, K.F. (1994). Cross-cultural normative assessment: Translation and
adaptation issues influencing the normative interpretation of assessment
instruments. Psychological Assessment, 6(4), 304-312.

Horwitz, E. K. (1981). Beliefs about language learning inventory. Unpublished
manuscript, The University of Texas at Austin.

Horwitz, E. K. (1985). Using student beliefs about language learning and teaching in
the foreign language methods course. Foreign Language Annals, 18, 333-340.

Horwitz, E. K. (1988). The beliefs about language learning of beginning university
foreign language students. Modern Language Journal, 72, 283-294.

Horwitz, E. K. (1990). Attending to the Affective Domain in the Foreign Language
Classroom. In S. Magnan (Ed.), Shifting the instructional focus to the learner
(pp. 15-33). Middlebury, VT: Northeast Conference on the Teaching of
Foreign Languages.

Horwitz, E. K. (1999). Cultural and situational influences on foreign language
learners' beliefs about language learning: A review of BALLI studies.
System,27, 557-576.

Intraboonsom, C. (2007). University Teachers and Learners Revealing Their
Perceived Characteristics of an Effective University EFL Teacher. M.A.
Thesis. Mahidol University.

Jun, W. & Intaraprasert, C. (2009). The mismatch of beliefs about learning English
between Chinese university students and teachers. Sino-US English Teaching,
6(9), 21-31.

Karacam, A. (2003). The portrait of a Successful Teacher. Istanbul: Bilge Yayincilik.

Kern, R. (1995). Students and Teachers’ Beliefs about Language Learning. Foreign
Language Annals,28, 71-92.

75



Koutsoulis, M. (2003). The characteristics of the effective teacher in Cyprus public
high school: The students' perspective. Arlington, VA: American Association
of School Administrators. (ERIC Eric Document Reproduction Service No. 478
761)

Kramsch, C. (2003). Metaphor and the Subjective Construction of Beliefs, in P.
Kalaja and A.M.F. Barcelos (eds.), Beliefs about SLA: new research
approaches. Dordrecht: Kluwer, 109-128.

Krashen, S. (1982). Principles and practice in second language acquisition. New
York: Pergamon Press.

Kumar, R. (1999). Research Methodology: A Step-by-Step Guide for Beginners.
London: Sage Publications.

Kumaravadivelu, B. (1991). Language-Learning Tasks: Teacher Intention and
Learner Interpretation. ELT Journal 45(2), 98-107.

Lang, H., McKee, B., & Conner, K. (1993). Characteristics of effective teachers: A
descriptive study of the perceptions of faculty and deaf college students.
American Annals of the Deaf, 138, 252-259.

Leamson, R. (1999). Thinking about teaching and learning: developing habits of
learning with first year college and university students. Virginia: Stylus
Publishing.

Levine, G. S. (2003). Student and instructor beliefs and attitudes about target
language use, first language use, and anxiety: Report of a questionnaire study.
Modern Language Journal, 87, 343-364.

Little, D., Singleton, D. and Silvius, W. (1984). Learning second languages in
Ireland: Experience, attitudes and needs. Dublin: Trinity College, Centre for
Language and Communication Studies.

Lowman, J. (1995). Mastering the Techniques of Teaching. San Francisco: Jossey
Bass.

Lutz, R. (1990). Classroom Shock: The Role of Expectations in an Instructional
Setting, 144-56 in J. E. Alatis, ed., CURT 1990: Linguistics, Language
Teaching and Language Acquisition: The Interdependence of Theory, Practice
and Research. Washington, DC: Georgetown University Press.

Mantle-Bromley, C. (1995) Positive attitudes and realistic beliefs: links to
proficiency. Modern Language Journal 79(3), 372-86.

McCargar, D. F. (1993). “Teacher and Student Role Expectations: Cross-Cultural
Differences and Implications.” Modern Language Journal 77 (2), 192-207.

76



Minor, L., Onwuegbuzie, A., & Witcher, A (2002). Preservice teachers' educational
beliefs and their perceptions of characteristics of effective teachers. The
Journal of Educational Research, 96, 116-127.

Murray, H. G. (1991). Effective teaching behaviors in the college classroom. In J. C.
Smart (Ed.), Higher education: Handbook of theory and research, 6,135-172.
New York: Agathon Press.

Murphy, P. K., Delli, L. M., & Edwards, M. N. (2004). The good teacher and good
teaching: Comparing beliefs of second-grade students, preservice teachers,
and inservice teachers. Journal of Experimental Education, 72, 69-92.

National Standards in Foreign Language Education Project (1999). Standards for
foreign language learning in the 21st century. Lawrence, KS: Allen Press.

Nunan, David. (1993). From Learning-Centeredness to Learner-Centeredness.
Applied Language Learning 4, 1-18.

Okcabol, R. & Akpmar, Y. & Caner, A. & Erktin, E. & Gok, F. & Unliihisarcikli, O.
(2003). Teacher Education Research. Ankara: Egitim-Sen.

Ozdemir, S. & Yalin, 1. (2000). Introduction to teaching. Ankara: Nobel Yaym
Dagitim Ltd.

Pajares, M. (1992). Teachers’ beliefs and educational research: Clearing up a messy
construct. Review of Educational Research, 62, 307-332.

Park, G. P. & Lee, H.W. (2006). The Characteristics of Effective English Teachers as
Perceived by High School Teachers and Students in Korea. A4sia Pacific
Education Review, 7(2), 236-248.

Peacock, M. (1999). Beliefs about language learning and their relationship to
proficiency. International Journal of Applied Linguistics, 9 (2), 247-265.

Pennington, M.C. (1990). A professional development focus for the language
teaching practicum. In J. C. Richards & D. Nunan (eds.), Second Language
Teacher Education. New York: Cambridge University Press.132-52.

Prodromou, L. (1991) The good language teacher. English Teaching Forum, 29, 2-7.

Puchta, H. (1999). Creating a learning culture to which students want to belong: The
application of Neuro-Linguistic Programming to language teaching. In J.
Arnold (Ed.). Affect in language learning, (pp. 259-266). Cambridge:

Cambridge University Press.

Reber, T. (2001). Effective teaching behaviors and attitudes as perceived by foreign
language teachers. Doctoral dissertation, University of Arizona, Tucson.

Richards, J. C. (1998). Beyond Training. Cambridge: Cambridge University Press.

77



Richardson, V. (1996). The role of attitudes and beliefs in learning to teach. In J.
Sikula, T. J. Buttery, & E. Guyton (Eds.), Handbook of research on teacher
education (pp. 102—119). New York: Macmillan Library Reference.

Ritkin, B. (2000). Revising beliefs about foreign language learning. Foreign
Language Annals 33(4), 394-420.

Rokeach, M. (1968). Beliefs, Attitudes, and Values: A Theory of Organization and
Change. San Francisco: Jossey-Bass.

Schulz, R. A. (1996). Focus on form in the foreign language classroom: Students’
and teachers’ views on error correction and the role of grammar. Foreign
Language Annals, 29, 343-364.

Sigel, I. E. (1985). A conceptual Analysis of Beliefs. In L.E.Sigel (Ed.), Parental
belief systems: The Psychological Consequences for Children (pp.345-371).
Hillsdale, NJ: Erlbaum.

Sonmez, V. (2003). The teacher’s handbook in curriculum development. Ankara:
An1 Yayincilik.

Senel, T. F. (2006). Teachers’ Beliefs on the Concept of Good Language Teaching.
MA Thesis. Marmara University.

Sisman, M. (1999). Introduction to Teaching. Ankara: Pegema Yayincilik.

Turnbull, J. (2007). Nine Habits of Highly Effective Teachers. London: Continuum
International Publishing Group.

Weinstein, C.S. (1989). Teacher Education Students’ Perceptions of Teaching.
Journal of Teacher education, 40(2), 53-60.

Wenden, A. (1987). How to be a successful learner: Insights and prescriptions from
L2 learners. In A. Wenden and J. Rubin (Eds.), Learner strategies in language
learning (pp. 103-117). Englewood Cliffs, N.J.: Prentice Hall.

Wennerstrom, A. K., & Heiser, P. (1992). ESL student bias in instructional
evaluation. TESOL Quarterly, 26, 271-288.

Williams, M., & Burden, R. (1997). Psychology for Language Teachers. A Social
Constructivist Approach. Cambridge: Cambridge University Press.

Witcher, A., Onwuegbuzie, A., & Minor, L. (2001). Characteristics of effective
teachers: Perceptions of preservice teachers. Research in the Schools, 8, 45-57.

Young, S. & Shaw, D. G. (1999). Profiles of Effective College and University
Teachers. The Journal of Higher Education, 70 (6), 670-686.

78



6. APPENDICES

APPENDIX 1

ALAN V. BROWN’S (2009) EFFECTIVE FOREIGN LANGUAGE TEACHER
QUESTIONNAIRE

The Effective Foreign Language Teacher

Instructions: Please reflect on your personal beliefs regarding what characterizes
effective foreign language teaching.

Carefully read each statement and indicate to what extent you agree or disagree by
circling the statement that best describes your opinion. There are no right or wrong
answers, just those that are right for you. Your sincere, personal responses will

guarantee the success of the study. Thank you.

Effective foreign language teachers should:

1. frequently use computer-based technologies (Internet, CD-ROM, email) in
teaching the language.

Strongly Agree Agree Disagree Strongly Disagree

2. base at least some part of students’ grades on completion of assigned group tasks.
3. devote as much time to the teaching of culture as to the teaching of language.

4. require students to use the language outside of class with other speakers of the
language (e.g., Internet, email, clubs, community events, etc.).

5. not correct students immediately after they make a mistake in speaking.
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6. allow students to respond to test questions in listening and reading via English
rather than the foreign language.

7. not use English in the foreign language classroom.

8. only correct students indirectly when they produce oral errors instead of directly
(e.g., correctly repeating back to them rather than directly stating that they are
incorrect).

9. be as knowledgeable about the culture(s) of those who speak the language as the
language itself.

10. not grade language production (i.e., speaking and writing) primarily for
grammatical accuracy.

11. teach the language primarily by having students complete specific tasks (e.g.,
finding out prices of rooms and rates at a hotel) rather than grammar-focused
exercises.

12. have students respond to commands physically in the foreign language (e.g.,

99 ¢¢

“stand up,” “pick up your book,” etc.).

13. address errors by immediately providing explanations as to why students’
responses are incorrect.

14. require students to speak in the foreign language beginning the first day of class.
15. not use predominantly small groups or pair work to complete activities in class.
16. mostly use activities that practice specific grammar points rather than activities
whose goal is merely to exchange information.

17. ask students to begin speaking the foreign language only when they feel they are
ready to.

18. not present a particular grammar point without illustrating how the structure is

used in a specific, real-world context.
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19. speak the foreign language with native-like control of both grammar and accent.
20. teach grammar by giving examples of grammatical structures before explaining
the grammar rules.

21. use predominantly real-life materials (e.g., music, pictures, foods, clothing) in
teaching both the language and the culture rather than the textbook.

22. not simplify or alter how they speak so that students can understand every word
being said.

23. base at least some part of students’ grades on their ability to interact with
classmates successfully in the foreign language.

24. use activities where students have to find out unknown information from

classmates using the foreign language.
*On the original questionnaire four columns containing bubbles representing each

response option appeared to the right of the items but have been removed to save

space.
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APPENDIX 2

QUESTIONNAIRE DEVELOPED BY TERESA R. BELL (2005)

THE EFFECTIVE FOREIGN LANGUAGE TEACHER

The questionnaire is divided into two parts. Part One contains items regarding
observable behaviors (indicated as “B” in the following list) of effective foreign
language teachers. Part Two of the questionnaire contains theoretical statements
(indicated as “T” in the following list) regarding attitudes about SLA and foreign
language teaching and learning. Respondents were asked to rate each item on a
Likert-type scale from 1 (strongly disagree) to 5 (strongly agree) as to how much it

contributes to effective foreign language teaching (Bell, 2005: 261).

BO1) creates lesson plans that emphasize grammatical aspects of the target language
(TL hereatfter).

B02) teaches new complex language structures only after less complex structures
have been introduced and practiced.

B03) uses information gap activities (where students have to find out unknown
information from a classmate or another source).

B04) uses small groups to help learners experience a greater degree of involvement.
B05) gives learners a time limit to complete small group activities.

B06) bases at least some part of students’ grades on their actual use of the TL.

B07) bases at least some part of students’ grades on completion of assigned tasks.
B08) uses student-student role play situations from the beginning of elementary
language instruction.

B09) encourages students to express and discuss their needs and preferences for

language learning.
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B10) adjusts learning activities to meet the needs of foreign language students with a
variety of interests.

B11) shows personal involvement in or enthusiasm for the TL and culture.

B12) permits learners to select their own topics for discussion.

B13) teaches foreign language students to use various learning strategies (i.e., self -
evaluation, repetition, imagery, etc.).

B14) varies learning activities of foreign language instruction depending on learners’
ages.

B15) uses activities and assignments that draw learners’ attention to specific
grammatical features.

B16) uses activities where learners need to understand a certain grammatical feature
to understand the meaning of spoken or written text.

B17) simplifies his or her TL output so students can understand what is being said.
B18) thoroughly explains new grammar rules before asking students to practice the
relevant structure.

B19) teaches grammar inductively (i.e., gives examples before grammatical rules).
B20) teaches appropriate hesitation or other discourse strategies to help learners gain
time in conversational exchanges.

B21) exposes students to different dialects of the TL.

B22) requires students to practice unfamiliar grammatical forms or patterns in
substitution or transformation exercises.

B23) uses recasts (correct reformulations of students’ speech) as a preferred method
of corrective feedback.

B24) corrects errors as soon as possible after they occur.
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B25) uses indirect cues or hints to signal errors to the learner (such as, asking them if
they are sure their response is correct or using facial expressions or body language).
B26) has students act out commands or engage in other physical activity given by the
teacher to practice listening comprehension in the TL.

B27) uses the TL as the predominant means of classroom communication.

B28) provides learners with concrete tasks to complete while reading or listening to
texts in the TL.

B29) teaches foreign language students to use strategies to improve their vocabulary
learning (e.g., memory devices or creating a mental image of the word).

B30) presents grammar rules one at a time and has student practice examples of each
rule before going on to another.

B31) devotes class time to giving examples of cultural differences between target
and student’s native language use.

B32) teaches idiomatic expressions and language routines to help learners
successfully engage in conversations in the TL.

B33) encourages learners to begin speaking in the TL only when they feel they are
ready to.

B34) encourages foreign language learners to speak in the TL beginning the first day
of class.

B35) explains why learner responses are inaccurate when students make errors.

B36) allows students to write summaries or answer questions on reading or listening
passages in English rather than the TL.

B37) grades spoken language production predominantly for grammatical accuracy.

B38) grades written language assignments predominantly for grammatical accuracy.
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B39) understands the fundamentals of linguistic analysis (phonology, syntax) as they
apply to the TL.

B40) uses the TL competently.

B41) provides opportunities for students to reinforce and further their knowledge of
other disciplines through the foreign language.

B42) selects materials that present distinctive viewpoints that are available only
through the foreign language and its cultures.

B43) provides opportunities for students to demonstrate understanding of the nature
of language through comparisons of the TL and their own.

B44) provides opportunities for students to use the TL both within and beyond the
school setting.

B45) teaches grammar deductively (i.e., gives grammatical rule before examples).
B46) integrates computer-aided instruction (e.g., computer-based exercises, e-mail,
the Internet, CD-ROM, etc.) into foreign language teaching.

B47) frequently uses authentic materials and realia (e.g., maps, pictures, artifacts,
items of clothing, foods) to illustrate features of the TL and culture.

TOI) Adult learners will rarely, if ever, achieve native-like proficiency in a foreign
language.

T02) Adults learn a foreign language in a manner similar to the wav they learned
their first language.

T03) Foreign language learners should be corrected when they make grammatical
mistakes.

T04) Learning a foreign language “on the street” is generally more effective than

learning it in the classroom.
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TOS5) A foreign language is learned predominantly by imitating correct models of the
language.

T06) Using small group activities is likely to reduce learner anxiety.

T07) Grammatical structures that are formally taught are more difficult to use in
natural communication than grammatical structures that are learned in natural
communication outside the classroom.

T08) It is essential to correct most errors.

T09) Written and spoken language comprehensible to the learner but slightly above
the difficulty level of his or her productive ability is all that is necessary for foreign
language acquisition.

T10) One of the most important things a foreign language teacher can do is reduce
learner anxiety.

T11) Most of the mistakes learners make are due to differences between the TL and
their native language.

T12) Using small group instruction is likely to enhance student self-correction.

T13) Foreign language learners should be put into groups of fast and slow learners.
T14) Too much interaction with native speakers can hinder beginning foreign
language learners because native speakers generally take control of conversations.
TIS) Foreign language learners should interact with native speakers of the TL as
often as possible.

T16) Each person possesses certain subconscious knowledge about language that
allows him or her to learn a foreign language to some degree.

T17) Foreign language learners can learn to use a foreign language proficiently by

mere exposure to it (i.e., reading in or listening to the language).
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T18) The higher a person’s 1Q, the more likely he or she is to learn a foreign
language well.

T19) Using small group instruction is likely to cause students to learn inaccurate
forms of the TL from each other.

T20) The learner who identifies with members of the target culture group learns the
TL more accurately than the learner who learns the language for personal gain (i.e.,
monetary).

T21) Foreign language learners acquire foreign language structures in a predictable
order, whether the language is learned in a classroom or not.

T22) Foreign language learners do not always learn grammatical structures by means
of formal instruction.

T23) Activities that focus on the exchange of meaning between two speakers are
more important than activities that focus on the manipulation of grammatical forms.
T24) Aspects of the TL that are formally learned enable learners to edit their TL
speech for grammatical correctness.

T25) Learners must understand every word of an oral message to understand what is
being said in the TL.

T26) Making the first occurrence of a new word memorable is more important than
practicing it several times.

T27) The teacher’s insistence on rapid speaking by learners improves TL production.
T28) Native or near-native language proficiency of the teacher is more important
than his or her teaching skills.

T29) Tests should imitate real-life language use situations whenever possible.

T30) Testing students on what has been taught in class is more important than testing

their overall language development.
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T31) Portfolio assessment (a collection of student’s work, such as oral and written
reports, creative projects, writings, etc.) can be used to validly and reliably measure
student achievement in the foreign language.

T32) Teaching about the target culture is not as important as teaching grammar and
vocabulary.

T33) Familiarity with theories of SLA helps foreign language teachers teach better.
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APPENDIX 3

QUESTIONNAIRE USED BY HEZI BROSH (1996)

The questionnaire was composed of a list of 20 ELT characteristics, which were
chosen to reflect personal, pedagogical, and interactional characteristics. The
respondents were asked to choose the three major characteristics from this list and to
rank them in order of their importance (Brosh, 1996: 129).

Characteristic Choice 1 Choice 2 Choice 3

1. Prepares and organizes the lesson

2. Acquainted with the curriculum

3. Helps students after class time

4. Flexible with students

5. Attentive to his/her appearance

6. Stimulates independent learner

7. Commands the language

8. Makes lessons interesting

9. Has positive attitudes toward the native speakers

10. Has sense of humor

11. Develops motivation to study the language

12. Is sensitive to students’ problems

13. Teaches comprehensibly

14. Teacher’s sex

15. Acquainted with the native speakers’ culture

16. Maintains discipline in class

17. Provides students with experiences of success

18. Does not discriminate among students
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19. Conducts the lesson in the target language

20. Has research orientation
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APPENDIX 4
QUESTIONNAIRE USED IN THE PILOT STUDY

Uygulama numarast:

Statii (liitfen yuvarlak igine aliniz): Ogretmen  Ogrenci
Cinsiyet (liitfen yuvarlak icine aliniz): Kadin  Erkek
Yas:

Sadece 6grenciler i¢in:

Mezun oldugunuz lisenin bulundugu sehir:

Bitirdiginiz lisenin tiirii (liitfen yuvarlak icine alimz): Devlet  Ozel Diger
Universitede okuyacaginiz boliim:

Kag senedir ingilizce 6greniyorsunuz? (ilk seneniz ise “0” olarak belirtiniz):

Sadece 6gretmenler icin:

Lisans alaniniz (liitfen yuvarlak igine alimiz): Ingilizce 6gretmenligi
Ingiliz dili ve edebiyati
Amerikan kiiltiirii ve edebiyat1
Miitercim terctimanlik
Dil bilim
Diger (liitfen belirtiniz)

Yiiksek Lisans veya Doktora dereceniz varsa belirtiniz:

Kag senedir yabanci dil 6gretmenligi yapiyorsunuz?:

Bu olcek sizlerin etkili yabanci dil 68retmeninin 6zellikleri ile ilgili kisisel goriislerinizi almak

icin hazirlanmstir.
Liitfen her ifadeyi dikkatlice okuyarak goriisiiniizii en ¢cok yansittigin diisiindiigiiniiz dereceyi
yuvarlak icine alimz. Burada dogru veya yanls cevaplar yoktur, sadece sizin dogrulariniz

Vardir. i¢ten verilmis cevaplarimz bu anketin dogru islemesini saglayacaktir.

1 2 3 4 5
Kesinlikle Katilmiyorum Ne katiliyorum  Katiliyorum Kesinlikle
katilmiyorum ne katilmiyorum katiliyorum

Etkili vabanci dil 68retmeni,

1 - dgrencilerin  dili smif disinda diger konusucularla konusurken 1 2 3 4 5
kullanmasini istemelidir (6rnegin, internet, e-posta, kuliipler, toplumsal
faaliyetler, vb.).

2 - yabanci dili ve o dilin kiiltiiriinii 6gretirken ders kitab1 yerine, oncelikli 1 2 3 4 5
olarak gercek materyaller kullanmalidir (6rne§in: miizik, resimler,
yiyecekler, giysiler vs.).
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1 2 3 4 5

Kesinlikle Katilmiyorum Ne katiliyorum Katiliyorum Kesinlikle
katilmiyorum ne katilmiyorum katiliyorum

Etkili yabanci dil 68retmeni,

3 - Ogrencileri arasinda ayrim yapmamalidir. 1 23 4

,_
[\
w
N

4 - siiftaki etkinlikleri tamamlamak i¢in agirlikli olarak kiiciikk grup
caligmalar1 veya ikili calismalar yaptirmalidir.

5 - hatalara ogrencilerin cevaplarmmin neden dogru olmadigint hemen 1 2 3 4
aciklayarak yaklagmalidir.

6 - siifta disiplini saglamalidir. 1 23 4

7 - oOgrencilerin dinleme ve okuma bdliimiindeki sinav sorularina yabancidil 1 2 3 4
yerine anadilde cevap vermesine izin vermelidir.

8 - sOylenen her sozciigiin 6grenci tarafindan anlasilabilmesi i¢in konusma 1 2 3 4
bi¢imini basitlestirmemeli veya degistirmemelidir.

9 - Ogretilen yabanci dil, anadili olmalidir. 1 23 4

10- 6grencilerin notlarinin en azindan bir kismini verilen grup ¢aligmalarinm 1 2 3 4
tamamlanmasina dayandirmalidir.

._.
[\
w
N

11- dili 6ncelikle 6grencilere tamamlamalari i¢in belirli ¢aligmalar (6rnegin:
bir oteldeki oda fiyatlarin1 ve oranlarini bulmak) vererek dgretmelidir,
dilbilgisine dayali alistirmalarla degil.
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1 2 3 4 5

Kesinlikle Katilmiyorum  Ne katiliyorum  Katiliyorum Kesinlikle
katilmiyorum ne katilmiyorum katiliyorum

Etkili vabanci dil 68retmeni,

12- sinifta Tiirkge kullanmamalidir. 1 23

13- dgrencilerin konusurken yaptigi hatalar1 aninda diizeltmemelidir. 1 23

14- 6grencilerin yabanci dili kullanarak siif arkadaslarina soru sorarak bilgi 1 2 3
edinmesini gerektirecek etkinlikler kullanmalidir.

15- dili dgretirken siklikla bilgisayar teknolojileri (internet, CD-ROM, e- 1 2 3
posta) kullanmalidir.

16- amac1 sadece bilgi aligverisi olan etkinlikler yerine, genellikle belli 1 2 3
dilbilgisi konularimin uygulanmasina yonelik etkinlikler yaptirmalidir.

17- dgrencilerine dersten sonra yardimci olmalidir. 1 23

18- erkek olmalidir. 1 23

19- notlandirmanin en azindan bir kismimi 6grencilerin sinif arkadaglariyla 1 2 3
yabanci dilde etkilesime gecebilme yetenegi iizerine dayandirmalidir.

20- dilbilgisini, kurallar1 agiklamadan 6nce yapilarla ilgili 6rnekler vererek 1 2 3
ogretmelidir.

93



1 2 3 4 5

Kesinlikle Katilmiyorum  Ne katiliyorum  Katiliyorum Kesinlikle
katilmiyorum ne katilmiyorum katiliyorum

Etkili vabanci dil 68retmeni,

21- mizah anlayigina sahip olmalidir. 1 23

22- dgrencilerin sozlii hatalarimi dogrudan diizeltmek yerine sadece dolayli 1 2 3
olarak diizeltmelidir (6rnegin: dogrudan hatalarini sdylemek yerine
dogrusunu konusarak diizeltme yapmak).

23- yabanci dili hem dilbilgisi hem de aksan kontrolii yoniinden anadili 1 2 3

konusur gibi konusmalidir.

24- daha ilk giinden smifta yabanci dilin konusulmasini istemelidir. 1 23

25- dgrencileri hizli ve yavas 6grenenler diye iki gruba ayirmalidir. 1 23

26- Ogrencilerin sadece hazir olduklart zaman yabanci dili konusmaya 1 2 3

baslamalarmi istemelidir.

27- 6grencilerine karsi esnek olmalidir. 1 23

28- dil tlretimini (konugsma ve yazma) Oncelikli olarak dilbilgisel dogruluga 1 2 3

dayandirarak notlandirmamalidir.

29- d6grencilerin sorunlarina kars1 hassas olmalidir. 1 23
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1 2 3 4 5

Kesinlikle Katilmiyorum  Ne katiliyorum  Katiliyorum Kesinlikle
katilmiyorum ne katilmiyorum katiliyorum

Etkili vabanci dil 68retmeni,

30- kadin olmalidir. 1 2 3

31- belli bir dilbilgisi konusunu yapinin belli, ger¢ek yasamda nasil 1 2 3
kullanildigini gostermeden sunmamalidir.

32- ogrencilerin yabanci dilde verilen emirlere (6rnegin, “ayaga kalkin”, 1 2 3
“kitabiniz1 alin” gibi) fiziksel olarak cevap vermesini istemelidir.

33- dilin 6gretimine oldugu kadar o dilin kiiltiiriiniin de 6gretimine zaman 1 2 3
ayirmalidir.

34- dilin kendisi kadar o dili konusan kiiltiir veya kiiltiirlerle ilgili de bilgi 1 2 3
sahibi olmalidir.

35- yabanci dili daha iyi 6gretebilmek igin ikinci dil 6grenimi kuramlarma 1 2 3

asina olmalidir.

36- dersi hazirlamali ve organize etmelidir. 1 23

37- Dis goriiniisiine 6zen gostermelidir. 1 23

38- 0grencinin kaygisini azaltmak i¢in kii¢iik grup aktiviteleri kullanmalidir. 1 2 3
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BU B(")L_}"JMDEKi SORULAR ANKETLE IiLGIiLIi YORUMLARINIZI
ALMAK UZERE HAZIRLANMISTIR.

1- Anketin formati acik mi? (Yuvarlak icine alimz.) EVET HAYIR

2- Ankette anlasilmasi gii¢ sorular var oldugunu diisiindiiyseniz soru
numarasini ve sebebini kisaca belirtiniz.

SORU NUMARASI: SEBEBI:

3- Anketin isleyisi, dili, yonergeler vb. gibi konularla ilgili baska yorumlarimz

varsa belirtiniz:
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APPENDIX 5

QUESTIONNAIRE USED IN THE STUDY

Degerli Katilimci,

Bu anket, 6grencilerin ve 6gretmenlerin “etkili yabanci dil 6gretmeninin 6zellikleri”
ile ilgili algilamalarindaki benzerlik ve farkliliklarin incelenecegi bir arastirmaya veri
toplamak amaciyla hazirlanmigtir. Baska bir deyisle, “etkili yabanci dil &gretmeni”
kavraminin &grenciler ve Ogretmenler tarafindan nasil algilandigi arastirilmaktadir. Bu
anketin amaci O0grencilerin su anki 6gretmenlerinin etkili olup olmadigini aragtirmak asla
degildir.

Ogrenciler anketi yanitlarken su anki ya da gegmisteki yabanci dil 6gretmenlerinin
nasil olduklarin1 degil, kendilerince ideal yabanci dil 6gretmeninin 6zellikleri hakkindaki
diisiincelerini gbz onilinde bulundurmalidirlar.

Bu caligmada istenen sinif ve isim bilgileri sadece ¢alismanin amacina yonelik olup,
verilen bilgiler ve elde edilecek sonuclar tamamen akademik amagclar adina kullanilacak ve
katilimeilarin kimligi kesinlikle gizli tutulacaktir.

Sonuglar, 6grenci ve Ogretmenlerin “etkili yabanci dil 6gretmeni” hakkindaki
algilamalarini anlamak agisindan 6nem tasimaktadir.

Liitfen her ifadeyi dikkatlice okuyarak goriisiiniizii en ¢ok yansittigini diistindiigiiniiz
dereceye bir ¢arp1 (x) isareti koyunuz. Burada dogru veya yanlis cevaplar yoktur, sadece
sizin dogrulariniz vardir. Icten verilmis cevaplar bu ¢alismanin dogru sonuglar vermesini

saglayacaktir.

Ayirdiginiz zaman ig¢in tesekkiir ederim.

Zeynep BIRINCI GULER

Okutman, Maltepe Universitesi Ingilizce Lisans Hazirlik Progranm

Yiiksek Lisans Ogrencisi, Maltepe Universitesi Ingiliz Dili Egitimi Yiiksek Lisans Programi
Tletisim Bilgileri:

0216 626 10 50/ 1310
zbguler@maltepe.edu.tr
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Uygulama numarasi:

Statii : Ogretmen ] Ogrenci

HpN

Cinsiyet: Kadin D Erkek

Yas

Sadece 0grenciler icin:

AdINIZ, SOYAAINIZ: ....eoiiiiiieiiecie ettt re e st sb e te e taessaesseessaenees
Smifinizin adi (harfini yaziniz): Prep ........cccc.......

Mezun oldugunuz lisenin bulundugu $ehir: ..........ccccoviieiiiiiieniieeeeeeeeee e,
Bitirdiginiz lisenin tiirti: Devlet |:I Ozel D Anadolu D

Fen D Meslek I:I Diger I:I

Kag senedir ingilizce 6greniyorsunuz? (ilk seneniz ise “0” olarak belirtiniz):

Sadece 08retmenler icin:

Lisans alanimiz (Liitfen se¢iniz):

ingilizee Ogretmenligi ] ingiliz Dili ve Edebiyati |
Amerikan Kiiltiiri ve Edebiyati I:I Miitercim Terciimanlik D
Dil Bilim |

Diger (liitfen belirtiniz) .........ccoveveereenieiieieerieie e

Yiksek Lisans veya Doktora dereceniz varsa belirtiniz: ............ccceeveeeveevveeniesneennenne

Kag senedir yabanci dil 6gretmenligi yapiyorsunuz?

Bu dénem Maltepe Universitesi’nde derslerine girdiginiz siniflar: PREP......................
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1 2 3 4 5
Kesinlikle Katilmiyorum Ne katiliyorum Katiltyorum Kesinlikle
katilmiyorum ne katilmiyorum katiliyorum

Etkili vabanci dil 68retmeni,
1- ogrencilerin dili sinif disinda kullanmasini istemelidir 1 2

(6rnegin, internet,e-posta, kuliipler, toplumsal faaliyetler, vb.).

2- yabanci dili ve o dilin kiiltiiriinii 6gretirken ders kitab1 yerine, 6ncelikli
olarak gercek materyaller kullanmalidir (6rnegin: miizik, resimler,
yiyecekler, giysiler vb.).

3- Ogrencileri arasinda ayrimcilik yapmamalidir.

4- Ogrencilere yanlis cevaplarinin neden dogru olmadigim1i  hemen
acgiklamalidir.

5- sifta disiplini saglamalidir.

6- oOgrencilerin yabanci dili kullanarak smif arkadaslarina soru sorarak
bilgi edinmesini gerektirecek etkinlikler kullanmalidir.

7- Ogrencilerine dersten sonra yardimei olmalidir.

8- notlandirmanin en azindan bir kismin1 6grencilerin sinif arkadaglarryla
yabanci dilde etkilesime gecebilme yetenegi iizerine dayandirmalidir.

9- dilbilgisini, kurallar1 agiklamadan 6nce yapilarla ilgili 6rnekler vererek
ogretmelidir.

10- mizah anlayisina sahip olmalidir.
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1 2 3 4 5

Kesinlikle Katilmiyorum  Ne katiliyorum  Katiliyorum  Kesinlikle
katilmiyorum ne katilmiyorum katiliyorum

Etkili yabanci dil 68retmeni,

11- 6grencilerin sozli hatalarii dogrudan diizeltmek yerine sadece dolayli 1 2 3
olarak diizeltmelidir (6rnegin: dogrudan hatalarini sdylemek yerine
dogrusunu konusarak diizeltme yapmak).

12- hem dilbilgisi hem de telaffuz yoniinden, 6grettigi yabanci dili anadili 1 2 3
gibi konugsmalidir.

13- daha ilk giinden sinifta yabanci dilin konusulmasini istemelidir. 1 23

14- dgrencinin konugmasini  ve yazdiklarim, Oncelikli olarak dilbilgisel 1 2 3
dogruluguna gore notlandirmamalidir.

15- 6grencilerin sorunlarina karsi hassas olmalidir. 1 23

16- dilin 6gretimine oldugu kadar o dilin kiiltiiriiniin de 6gretimine zaman 1 2 3
ayirmalidir.

17- dilin kendisi kadar o dili konusan kiiltiir veya kiiltiirlerle ilgili de bilgi 1 2 3
sahibi olmalidir.

18- yabanci dili daha iyi 6gretebilmek i¢in ikinci dil 6grenimi kuramlarma 1 2 3

asina olmalidir.

19- dersi hazirlamali ve organize etmelidir. 1 23

20- Dig goriiniisiine 6zen gostermelidir. 1 23

21- 6grencinin  kaygisim1  azaltmak ic¢in kiigik grup aktiviteleri 1 2 3
kullanmalidir.
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APPENDIX 6
ENGLISH VERSION OF THE QUESTIONNAIRE
Dear Colleagues,

This questionnaire has been designed to gather data for a study that aims to compare
and contrast students’ and teachers’ perception of effective foreign language
teaching. In other words, it aims at investigating how students and language teachers
perceive the concept of “effective foreign language teacher”. Therefore, the purpose
of this study is definitely not to determine whether the present language teacher is

effective.

All the information concerning the identity of the participants will be used for
research purposes only and will be kept strictly confidential. It is expected that the
results will serve as a means of understanding the notion of an effective language

teacher in the students’ minds.

Please reflect on your personal beliefs regarding what characterizes effective foreign
language teaching. Carefully read each statement and indicate to what extent you
agree or disagree by circling the statement that best describes your opinion. There are
no right or wrong answers, just those that are right for you. Your sincere, personal
responses will guarantee the success of the study. Thank you for your time and

contribution.

Zeynep BIRINCI GULER
Instructor, Maltepe University, Prep for Undergraduate Programs in English

MA student, Maltepe University, English Language Teaching
For contact:

0216 626 10 50/ 1310
zbguler@maltepe.edu.tr
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Application number:
Gender: Female I:I Male D

Age

Undergraduate degree:
English Language Teaching D English Literature D
American Literature |:I Linguistics |:I
Other (please INdICate): .......ouiiiieii i e
Graduate or Phddegree: .........coooiiiiiiii i

How long have you been teaching English? @ ...............oooiiiiiiiiinnns

Which classes are you teaching at Maltepe University this semester? Please write their

names: PREP..........ccooiiiiiiiii .
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1 2 3 4

Strongly disagree

Effective foreign language teachers should:

1-

require students to use the language outside of class with other
speakers of the language (e.g., Internet, e-mail, clubs, community
events, etc.).

use predominantly real-life materials (e.g., music, pictures, foods,

clothing)
in teaching both the language and the culture rather than the textbook.

not discriminate among students.

address errors by immediately providing explanations as to why
students’ responses are incorrect.

maintain discipline in class.

use activities where students have to find out unknown information
from classmates using the foreign language.

help students after class time.

base at least some part of students’ grades on completion of assigned
group tasks.

teach grammar by giving examples of grammatical structures
before explaining the grammar rules.

10- have sense of humour.
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1 2 3 4 5
Strongly disagree Disagree Neutral/Uncertain Agree Strongly agree

Effective foreign language teachers should:

11- only correct students indirectly when they produce oral errors instead 123
of directly (e.g., correctly repeating back to them rather than
directly stating that they are incorrect).

12- speak the foreign language with native-like control of both grammar 12 3
and accent.

13- require students to speak in the foreign language beginning the first day 1 2 3
of class.

14- not grade language production (i.e., speaking and writing) primarily for 1 2 3
grammatical accuracy.

15- Be sensitive to students’ problems. 12 3

16- devote as much time to the teaching of culture as to the teaching of 1 2 3
language.

17- be as knowledgeable about the culture(s) of those who speak the 1 2 3
language as the language itself.

18- be familiar with theories of Second Language Learning in order to teach 1 2 3
better.

19- prepare and organize the lesson. 12 3
20- Be attentive to his/her appearance. 123
21- use small group activities to reduce learner anxiety. 12 3

104



APPENDIX 7

RESULTS OUTPUT OF RESEARCH QUESTION 4

ITEM Istanbul Other cities t p

Means, Means, value | value

SD SD

(n=298) (n=348)
Lo 3 0 ses | s
i soolonn | sooioo | 128 | 898
3 SDi6.(9)88 nggm -1.932 | .054
) S;fé” 51)4%7.261 -1.941 | .053
S AB A e | o
) SDiz.gll SDt3.§45 -925 | 355
Tl e | s || o
i SD3:'7;80 SD3:'815_009 -1.009 | 313
’ 55;99733 5012.855 -1.836 | .067
" 5337175 SD‘S%S -.024 | .981
i SD119.3111 SD1012.118 -959 | .338
S ] e | s |an
B 2 o 29 T asen o
a SDi'?_lmg SD3:'17‘8102 317 | .753
5] e T ASL T s | o
e SDi'?.zlm SDiﬁog 364 | .716
v SDi’??m SDi‘Z?(Bg 1.182 | .238
o 390 ] 30 ] s [ a9
v S;j7733 S;jém -.639 | .523
S T O PR T
3 5D4:'2.272 ngg% -786 | .432
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APPENDIX 8

RESULTS OUTPUT OF RESEARCH QUESTION §

ITEM | Other High | State High t p
Schools School value | value
Means, Means,

SD SD
(n=382) (n=265)

Ul 20 ] 2 s | eos

2 e | st | s |

3 sor 778 | sperosa | 1975 | 049

! 55‘;6303 SD4%6.§13 614 | .539

’ SD4=.3_‘8‘90 SDi39737 -457 | .647

Sl L L e e

[ T I YTy e

i 5D3:'?338 SD3;71?071 866 | .387

’ SDA:;-OS 501'1,2006 495 | .621

’ 5135378 nggﬁ 1.192 | 234

B SDi%” SD3:'819_214 1.555 | .121

- SDSL;“ Sl;i3.9708 -439 | .661

B 2 E s o

i SDiZ?ogz SDifﬁ03 ~475 | .635

B | o | e s

3 SDi'?§048 SDi?.2181 1.440 | .150

V| soovoos | spovess | 260 |74

B 36 b 3T | e

” nggsg S;j;‘& 1.549 | .122

I T I s

2 SDA;2§76 SD4:3$Z1 5 -1.147 | 252
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APPENDIX 9

RESULTS OUTPUT OF RESEARCH QUESTION 7

ITEM | Teachers with Teachers with t p
Only MA and/or Ph | value | value
Undergraduate Means,
Degree Means, SD
SD (n=25)
(n=18)
1 33;5,7605 51343245 -214 | 831
’ 513337958 SDi9§59 -815 | .420
3 SDt7.§128 53;78631 083 | .934
A S s | e
N I PP
’ SD‘L6.47185 SDi6.§69 Jd61 | .873
" e S8 s [
8 SD3:'9§02 533?759 -564 | .576
i S;S?M SDi‘4_(7)64 186 | .853
" Sg‘;‘;‘“ 5525242 -1.684 | .100
) S873 a0 s | 1490 | 144
" o N TR
S S s | e
i SDiZ.zm 51333813 -244 | 802
B s 2 s [ o
3 SD3;6,;16 SD3=.7§31 -555 | .582
3 313339900 51343397 -1.539 | 132
3 55‘;‘?7625 ng%z -949 | 348
v 5555102 ngf% -1.037 | .306
+ 33;95639 SD4:7226 -318 | .752
2 Sthééw 5336253 -1.481 | .146
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APPENDIX 10

RESULTS OUTPUT OF RESEARCH QUESTION 8

ITEM Teachers with Teachers with Other t p
Graduate Degree Undergraduate value value
in ELT Means, Degrees Means,
SD SD
(n=17) (n=26)
1 S;jslgg nggm 995 | 325
? 5536836 SD3:‘8§1 6 1.246 | .220
’ 51)1%32 5528938 888 | .380
) 51)3;%09 SDi‘inl 766 | 448
S| o o 052 | 9%
‘ 5D16.45193 SDi‘ég 2 -041 | .968
T soos L 2 Y
8 Sptggm S;':Of‘& 4 -158 | .875
’ SD4569 18 SD4:‘3_ é38 1261 | 214
" ngfy 532283 1.697 | .097
B SD4369 18 533%77 4 2458 | .018
2 SD3:.7.§1349 Sl;i(.)gﬂ -1.236 | .223
P soiow G2 | a2 |
. SDtlézg SDifj)29 1.875 | .068
Pl A2 e
3 5D3:'5;17 SD3:'%39 -1.038 | 305
v SD4:6200 SDt(_)8845 172 .864
3 5528809 513279 40 -066 | 948
v 50424170 ngjﬂ 093 | .927
» 5526200 53;96888 199 | 843
] s S s [
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7. CURRICULUM VITAE

Zeynep Birinci Giiler

Eksioglu 5 Yildiz Sitesi 3. Etap A3 Blok Daire 32
Cekmekdy / Istanbul

0216 641 45 94

0532 324 88 27

zbguler@gmail.com

Date of Birth: December 117, 1974

Nationality: Turkish

Profession: English Language Instructor
Marital Status: Married

EDUCATION

February 2008-In progress-M.A. in English Language Teaching ,Maltepe University,
Istanbul

1998 B.A. in English Language and Literature, Istanbul University

1993 Private Ata High School, Istanbul

WORK EXPERIENCE

2006 — Present

Maltepe University, Department of Foreign Languages-English Preparatory School
Instructor & Testing Officer: Module C- Upper intermediate Level English Course
for PUPE (Prep Class for Undergraduate Programs in English)

2004-2006
Private Tutoring: Mainly university students in need of support for their studies at
English Preparatory Schools of various private universities

Birinci Otomotiv A.S., Istanbul (A company specialized in the production of auto

spare parts)
Instructor in English for administrative and technical staff
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1998 —2004

Yeditepe University English Preparatory School

Instructor: Elementary, Intermediate and Upper-Intermediate Level- Grammar,
Listening, Reading and Academic Writing Courses

1997 — 1998
60.Y1l Sarigazi Primary School
English Teacher: 7 & 8" Grade, Elementary Level English

1996 — 1998

Biiyiikdere Ziibeyde Hanim Primary School

Volunteer: Took part in a project carried out by Levent Rotary Club in cooperation
with The Educational Volunteers Foundation of Turkey. The project involved giving
free English courses on Saturdays to students who were selected according to their
averages by the school administration.

CERTIFICATES
1994-1998 Certificate in Teaching, Istanbul University

July 8 — August 30, 1996 EF International School of English on the campus of
California State University, Northridge, California / USA
Advanced Level English Course Certificate

LANGUAGES
Turkish: Native Speaker

English: Native-like oral fluency, excellent written skills

German: Beginner

AREAS OF INTEREST

Language testing and evaluation, materials development, psychology, gardening,
swimming, travelling

1993-1999 Member of the Rotaract Club of Levent, Istanbul

REFERENCES

Ms. Yildiz Can
Department Head of Foreign Languages, Maltepe University
0216 626 10 50 /1300  yildizcan@maltepe.edu.tr

Assoc. Prof. Dr. Firdevs Karahan
Head of the English Language Teaching Department
0216 626 10 50 fkarahan@maltepe.edu.tr
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