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FOREWORD 

 

‘Current Studies in Foreign Language Education’, this comprehensive volume offers an 

insightful exploration of the dynamic and evolving landscape of foreign language education by 

touching upon the challenges, innovations, and strategies shaping the field today. 

In the first chapter, Dr. Kalelioğlu and Yurtseven explore the meaning-construction processes 

within literary texts and reveal the challenges experienced by practitioners and students. This 

research underlines the significant role of semiotic analysis tools, terminology, and rules by 

examining the relationships between semantic layers and engaging in semiotic analysis. 

Dr. Tezikova, Dr. Slyvka, Dr. Nahach, and Dr. Mishchenko, in chapter two, analyse the 

educational services provided within the specialized bachelor's degree program in Philology 

and Translation in Ukraine. The authors address the challenges faced by educational institutions 

and propose strategies to overcome those challenges by discussing the crucial role of key 

subjects, teaching methods, and learning tasks to achieve successful educational outcomes.  

In chapter three, Dr. Smelianska, Dr. Ponomarenko, and Dr. Plotnikov introduce an innovative 

methodology program applied to EFL teacher training in Ukrainian universities. The authors 

offer practical examples and insights for the design and delivery of ELT methodology sessions 

with the integration of different approaches. 

Dr. Havara, in chapter four, highlights the importance of storytelling as a teaching method in 

EFL classrooms to enhance creativity and imagination in teaching and learning. The chapter 

examines the benefits of integrating storytelling into EFL lessons in terms of improving 

language skills, deepening cultural understanding, and promoting student engagement.  

PhD candidate Coşkun, in chapter five, provides an analysis of studies dealing with teacher 

research engagement with a focus on its benefits and challenges in the field of English language 

teaching. The author also offers suggestions to promote research engagement among English 

teachers, practitioners, and pre-service teachers. 

Similarly, in chapter six, Dr. Ercan-Demirel explains the ways of designing English language 

courses and ensuring learner autonomy. The chapter indicates the importance of a collaborative 

approach involving both students and teachers in the decision-making process to create an 

engaging and supportive learning environment to support learners’ self-motivation, self-

engagement, and autonomy. 

In chapter seven, PhD candidate Pektaş provides a systematic review of mindfulness research 

in ELT with a specific focus on studies conducted in Türkiye in the last decade. The chapter 



 
 

 

aims to promote the understanding of mindfulness practices by revealing the potential impact 

of mindfulness on students' and teachers' language interactions, personal and professional 

development, resilience, well-being, and anxiety reduction. 

Ersoy and Dr. Karakaş, in chapter eight, focus on the perspectives of educators in Türkiye 

regarding the 2018 English Language Teaching Education Program (ELTEP). The authors 

identify key areas for improvement based on the feedback on program components and 

underscore the importance of revising teacher education programs with the help of a 

comprehensive needs analysis in program development. 

In chapter nine, Dr. Su-Bergil provides a comprehensive overview of inclusive education's 

content, outlines the key competencies in English language teacher training, and reveals recent 

trends in inclusive education in the field of ELT and EFL. Ultimately, the chapter calls for 

further research and adoption of inclusive principles in English language teacher education to 

ensure equitable access and quality education for all learners. 

Dr. Öztürk, in chapter ten, explores the relationship between virtual exchange and global 

citizenship education in EFL classrooms. The chapter emphasizes the role of virtual exchange 

and global citizenship education in enhancing critical thinking skills, intercultural 

communicative competence, and authentic language practices.  

In the next chapter, Dr. Ponomarenko, Dr. Davydenko, and Dr.Taran highlight the significance 

of school-based teaching practice in shaping the professional development of pre-service EFL 

teachers. The authors also specify the three key stages of school practice, guided observation, 

teacher assistantship, and observed teaching with a particular emphasis on the role, challenges, 

and organization of each stage. 

Dr. Andruschenko and Dr. Tezikova, in chapter twelve, explore the pivotal role of academic 

advising and its potential applicability in higher education contexts. The chapter underlines the 

necessity of academic advising and tailored guidance to change learning models and meet the 

learner needs in the framework of internalization.  

In chapter thirteen, Dr. Tunaboylu provides a framework for effective professional development 

activities by revealing the interconnections between reflective teaching and professional 

development. The chapter also serves as a proposal for designing effective professional 

development practices within a four-stage scheme.  

In the following chapter, Dr. Kasımi discusses the benefits of adopting Mobile-Assisted 

Language Learning in ESL and EFL settings. Following this, the author provides suggestions



 for the readers to overcome the challenges and barriers in the process of implementing MALL 

applications.  

Dr. Höl and Fidan, in chapter fifteen, focus on standardized English language proficiency tests 

for young learners. The authors inform the readers about developing and utilizing standardized 

English language proficiency assessments for young school-age children because of their 

unique characteristics compared to adult learners.  

In the next chapter, Dr. Yeşilyurt presents the transformative role of artificial intelligence in 

transforming foreign language education. Further, AI-related innovations, practical 

applications of AI, major AI trends in the field of language education, and ethical dimensions 

and challenges of AI technology are explored in this insightful chapter.  

Dr. Bardakçı and Dr. Somuncu, in chapter seventeen, delve into the field of teaching 

pragmatics, an essential component of communicative competence, in language education. The 

chapter reports the impact of pragmatics instruction in developing learners' pragmatic 

understanding, highlighting the need for including pragmatics as a fundamental aspect of 

language education and preparing learners for effective communication in diverse interpersonal 

contexts. 

In the last chapter, Dr. Ünaldı and Dr. Bardakçı focus on the unexplored role of humor in 

language education with its integration into the learning and teaching processes. The benefits 

of using humor in the classroom, the importance of aligning it with learning objectives, and 

making use of it as a resource for educators are explored in this chapter as well.  

Embracing up-to-date topics on ELT methodology, teacher training, professional development 

and applied linguistics, this comprehensive volume stands out as reflecting the scholarly 

perspectives and research of academics from Ukraine and Türkiye. 

The authors whose work is presented in this volume provides original empirical and theoretical 

research with enlightening findings. Thus, the content of the volume will offer highly adequate 

and professional insights to meet the needs of academics doing research on various branches of 

ELT. 

 

 

        Prof. Dr. Nazlı BAYKAL 

        Süleyman Demirel University 
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CHAPTER 1: THEORY AND PRACTICE: LITERARY 

SEMIOTICS AND TEXT ANALYSIS 

 

Murat KALELİOĞLU  

Hilal YURTSEVEN  

 

1. Introduction  

Today, all kinds of instructive or artistic texts that contain a specific message, regardless of 

the field, have emerged through the meaningful sequence of signs. For instance, an anatomy 

text for the medical sciences, a physics text for the engineering sciences, or a biology text for 

the natural sciences can be given as examples for the instructive text type. The other type of 

text appears in the artistic field, which has a robust aesthetic side and requires interpretation. 

On the other hand, the sub-texts that contribute to forming the central texts in the artistic field 

are generally narrative and representational texts. Along with the instructive texts produced by 

verbal and/or nonverbal signs, artistic texts have also become an essential part of the 

teaching/learning process. Many of the texts are frequently used as supplementary material in 

language classrooms. Thus, artistic texts make thematic or linguistic achievement and 

signification processes active and promote the teaching/learning continuum.  

It is possible to shape the adjuvant process with different theoretical backgrounds, methods, 

and techniques. One of these theories is semiotics: 

New ways of thinking, understanding, and interpretation methods have been developed throughout human 

history. Humans produce meaningful structures and use various methods to comprehend them efficiently. 

Semiotics has gained importance as one of the study fields that analyzes conditions of sign production and 

their meanings. It is one of the critical scientific fields of the twenty-first century that attempts to explain 

the facts and phenomena of different systems belonging to nature and culture. In recent years, semiotics 

has interacted with different fields of science and daily life thanks to the studies done by semioticians. 

Thus, the study field has been associated with different disciplines, leading to increased interdisciplinary 

studies. Therefore, semiotics is a field of science that can signify many systems from social sciences to 

engineering sciences, from fine arts to natural sciences, from human sciences to everyday life (Kalelioğlu, 

2023, pp. 109-110). 

Semiotics closely relates to all fields of science and paves the way for interdisciplinary and 

transdisciplinary studies. However, perhaps since there is the investigation of an abstract 

concept of “meaning” at the core of semiotics, there are not many researchers and practitioners 

in our country who conduct studies in semiotics and transfer the results of the studies to the in-

classroom teaching/learning period. For this reason, one of the key objectives of this study is to 

propose an applicable methodology on how semiotic theory, techniques, and analysis 

instruments can be used in research and classroom practice.  

https://orcid.org/0000-0002-8037-3792
https://orcid.org/0009-0004-2661-3590
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Since the object of this study is a literary artwork, we placed a short story genre, which is 

more of a narrative text type, at the center of the investigation. “The Lottery”, written by Shirley 

Jackson, has been selected for this study. Throughout the study, how meaning is constructed in 

various semantic layers within the formation process and how each layer is articulated to form 

the semantic universe of the text by the author of the narrative will be addressed. 

 

2. Procedure   

In a semiotic analysis, meaning production occurs in different semantic layers. A meaningful 

whole and its semantic universe emerge thanks to the articulation of those layers. The semantic 

universe’s structures are divided into surface and deep. There are three descriptive and 

narrative-semiotic levels in the surface structure and thematic level in the deep structure 

(Bertrand, 2000; Greimas & Courtès, 1982). Each meaning level (plane) possesses different 

information, contributing to the semantic universe of a meaningful whole. 

The text analysis model can be applied from the surface to the deep semantic levels in 

classroom situations. It is possible to analyze the research object – “The Lottery” – efficiently 

as the analysis process provides a specific path from visible to invisible structures:  

 
Figure 1. Semantic levels of a literary text 

Accordingly, a semiotic analysis of a literary text in language classrooms will allow 

applicants to overcome difficulties in understanding the text deeply as they need to follow from 

seen to unseen structures stated in Figure 1. This is because when the representation in Figure 

1 is unfolded, we come across a road map to be followed to reveal the invisible structures from 

the visible ones: 

Discursive 
level

Narrative level

Thematic level
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Figure 2. Formative elements of each level of a literary text (Adapted from Bertrand, 

2009, p. 29) 

In this context, data obtained at each level of meaning is essential to penetrate the other 

layers of the narrative. In a classroom examination, any of the layers of meaning given in Figure 

2 can be the purpose of the practice. It would be wrong to suggest to a semiotician that an 

absolute order should be followed. However, since the aim here is to ensure that the subject is 

understood in classroom practices and to go deeper into the narrative and thus reveal the 

invisible meaning structures, conducting a study by following the order given in the figure 

would be more accurate. In this limited study, examining every constituent element shown in 

Figure 2 is almost impossible. However, as an example for practitioners, some critical elements 

that form the basis of semiotic analysis and are frequently encountered in literary studies will 

be emphasized. 

Specifying the constituents of the fiction of the narrative as person, space, and time is vital 

in the descriptive narrative plane as a first step. “The discursive structure of narratives provides 

information about the structural status and characteristics of the constituent elements such as 

‘person, space, and time’ that contribute to the formation of the discourse plane of the narrative” 

(Kalelioğlu, 2020, p. 92). Therefore, in this section of the analysis, some guiding questions will 

be asked to identify the referents of those formative elements, which can be barely seen in the 

first reading attempt. This situation can be considered an engagement with the text and a warm-

up regarding the teaching and learning process. It will also help practitioners to facilitate 

students’ learning process by providing them to realize an analysis of the process from easy to 

complex.  

With the help of analysis of the constructive factors of the narrative, applicants can 

comprehend abstract structures by establishing a concrete relation between various semantic 

Discursive 
syntax 

(Descriptive 
level analysis)

• Actor (narrative person)

• Space (location)

• Time

• Thematic roles of actors

Narrative syntax

(Semiotic-
narrative level 

analysis)

• Narrative program (Contract, competence, action, 
sanction)

• Actants (Subject, object, sender, receiver, helper, 
opponent)

• Modalities (Doing, wanting, having to do, knowing how 
to do, being able to do, and negatives)

Elementary 
syntax

(Thematic level 
analysis)

• Basic meaning (Ideological, 
cultural, political, societal sides of 
meaning)
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layers and their formative elements along with the process. Such an approach helps them 

comprehend and describe the formative elements and criticize the relationships between all 

formative elements, as stated in Figure 2. Accordingly, “The Lottery” narrative will be analyzed 

in the context of the methodology described so far and within the framework of research 

questions appropriate to each level of meaning. 

2.1. Descriptive Level Analysis 

Person, space, and time are the critical forming elements of fiction; therefore, these factors 

must be defined first to demonstrate the descriptive meaning level’s construction. A narrative 

is a text in which a series of interrelated events are narrated to the reader by placing them in a 

particular space and time from a point of view chosen by a particular narrator, and narrative 

persons are necessary to realize these events (Kalelioğlu, 2020). At this point, to identify these 

forming factors in the descriptive level meaning, some guiding questions, such as who the 

persons are, what the space is, what the time is, and their descriptive features in the narrative, 

should be asked during a semiotic reading. Such questions help the applicants understand the 

processes of actorialization, spatialization, and temporalization within the borders of the 

narrative. “Descriptive level has two dimensions: descriptive syntax and descriptive meaning. 

Descriptive syntax consists of the elements called figure, which specify narrative person, space, 

and time, and the isotopy formed by these figures. Descriptive meaning, on the other hand, 

corresponds to the semantic value signified by the figure and figurative isotopy” (Akata, 2022, 

p. 102). In addition, the thematic roles of the narrative persons should be identified within the 

reading process. These forming factors of time, space, narrative persons, and their thematic 

roles are intimately linked to each other to form the narrative as a meaningful whole. 

The actor, time, and location should be exposed by their primary values in the narrative.  

Concerning the narrative persons; their physical and psychological appearances, actions, and the other 

narrative characters they interact with are investigated. In terms of time, the differences and similarities 

between the narrative and narration tenses or the duration, historical time, and the development of incidents 

in the narrative over time (repetition, frequency, etc.) can be considered. As regards the location, the place 

that the object occupies, the size and boundaries of it, the location where the incidents occur, and 

displacements can be handled (Günay, 2013, p. 195).   

Accordingly, to be able to display the features and the process of the formation within the 

narration in terms of forming factors, some guiding questions should be asked in the descriptive 

meaning plane. Guiding questions that help to explain the constitutive factors of the narrative 

are as follows (Adapted from Kalelioğlu & Büyükkarcı, 2021, p. 4): 

1) How does the author set up the characterization process in the narrative? Who are the 

characters? What are their descriptive features and thematic roles? 
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2) How is the narrative spatialization constructed? What are these spaces and their  

concrete characteristics? 

3) How did the author construct the temporalization in the narrative? What kind of  

descriptive features are there in this construction? 

With the help of questions 1, 2, and 3, the features pertaining to person, space, and time can 

be easily deduced by students in the first reading. Question 1, which is about the descriptions 

of the narrative persons’ thematic roles, would allow students to find the answers to the 

fictionalization of the narrative persons in terms of their functions and gained roles in the text. 

Hence, the constituent elements of Shirley Jackson’s narrative “The Lottery” can be illustrated 

in the table as follows to be able to answer the questions above: 

Table 1: Formative elements of the first meaning level 
  Descriptive features Thematic roles 

(Characterization) 

Person 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Mr. Summers (Joe, Joe 

Summers) 

Energetic, round-faced, 

jovial man (p. 223), 

wearing clean white shirt 

and blue jeans (p. 224). 

No children, conducted 

the lottery, square 

dances, Halloween, and 

teen-age club (p. 223), 

prepares the lists of the 

family names (p. 224). 

Tessie Hutchinson, Mr. 

Hutchinson, Tessie 

Has a sweater thrown 

over her shoulders (p. 

224).  

Drying her hands on her 

apron (p. 224), a wife, a 

mother, a housewife (p. 

224). 

Bill Hutchinson Standing quiet, staring 

down the paper in his 

hand (p. 228) 

Husband of Mrs. 

Hutchinson (p.225), 

father, drawing the 1st 

round of the lottery for 

his family (p. 227). 

Old Man Warner The oldest man in town 

(p. 223), lucky (p. 227). 

He had been in the 

lottery for seventy-seven 

years and has never 

drawn the paper so far 

(p. 227). 

Nancy (Nancy 

Hutchinson) 

 Twelve years old (p. 

229). 

One of the kids of 

Hutchinson family (p. 

228). 

Bill, Jr. (Hutchinson) Having red face and 

overlarge feet (p. 229). 

One of the kids of 

Hutchinson family (p. 

228) 

Little Dave (Hutchinson) Little boy (p. 229). One of the kids of 

Hutchinson family (p. 

228). 

The Men  Smiled rather than 

laughed (p. 222). 

Began to gather, 

watching their children, 

talking about planting, 

rain, tractors, and taxes. 

Standing away from the 

pile of stones in the 
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corner, joking quietly (p. 

222) 

The villagers, people of 

the village 

Villagers (p. 222-223). Gathering in the square 

(p. 222), no one liked to 

break the tradition 

represented by the black 

box (p. 223). 

The people Most of them were quiet, 

wetting their lips, not 

looking around (p. 226). 

 had done it (the lottery) 

so many times (p. 226). 

Mrs. Delacroix  Wife of Mr. Delacroix (p. 

226), like a friend of 

Mrs. Hutchinson (p. 224-

225). 

The first people  First people settling 

down to make a village 

who might have done the 

first black box (p. 223) 

Heads of families  Heads of each household 

for each family (p. 224), 

drawing papers in the 1st 

round (p. 226) 

Mr. Graves  The postmaster (p. 223), 

preparing the papers and 

put them in the box for 

the lottery (p. 224), 

husband of Mrs. Graves 

(p. 226). 

Mrs. Graves  Wife of Mr. Graves 

(p.226), is the one telling 

Tessie everybody has the 

same chance in the 

lottery (p. 228) 

Mr. Martin  Coming forward to hold 

the black box steady and 

securely on the stool (p. 

223) 

Baxter  Mr. Martin’s oldest son, 

holding the box steady 

and securely on the stool 

(p. 223) 

Janey (Mrs. Dunbar)  Wife of Clyde Dunbar, 

drawing the lottery on 

behalf of her husband (p. 

225). 

Horace  Sixteen yet (p. 225). The Dunbars’ son and is 

not eligible for drawing 

the lottery because of his 

age (p. 225). 

Watson (Jack Watson) Tall (p. 225). Watson boy, drawing the 

lottery on behalf of him 

and his mother (p. 225) 

(Spatialization) 

Space 

The village Three hundred people living, the lottery took place 

(p. 222). 

The square Between the post office and bank (p. 222). 
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The coal-company office Paper with black spot is prepared by Mr. Summers 

here (p. 230). 

A cleared space Middle of the square where Mrs. Hutchinson is 

stoned (p. 230). 

(Temporalization) 

Time 

The morning of June 27th Clear, sunny, fresh, warm summer day, profusely 

blossoming flowers, richly green grass (p. 222). 

The night before the 

lottery 

Preparation of the papers by Mr. Summers and Mr. 

Graves (p. 224). 

Around ten o’clock Lottery start time (p. 222). 

Every year Time when the lottery is routinely drawn (p. 223). 

The rest of the year The box is put away from one place to another (p. 

224). 

After the lottery Mr. Summers mentions a new box (p. 223). 

 

Looking at Table 1, it is possible to see the traces of characterization, spatialization, and 

temporalization elements that Jackson used. In this table, the actors with names, descriptive 

features, thematic roles, different spaces, and various time frames are the elements that 

contribute to the formation of the characterization, spatialization, and temporalization processes 

to make the narrative meaningful. In responses to questions 1, 2, and 3, Mr. Summers, Mrs. 

Hutchinson, Bill Hutchinson, Old Man Warner, and all other figures in Table 1 are considered 

narrative persons; the village is considered the space, and “the morning of June 27th” (p. 222) 

is as time. The descriptive features of the narrative persons, space, and time in Table 1 are 

displayed. These features are considered the concrete data obtained from the first semantic 

layer.  

As in the story, the space allows characters to move around and determine their fate. The 

village, the square, the coal company, and a cleared space are prominent spaces in the narrative 

because they can be seen as contributing to the ending of the main narrative person, Mrs. 

Hutchinson. Also, some specific time indicators emphasize the village’s routineness of the 

lottery tradition. That is why, in terms of semiotic analysis, it is necessary to draw Table 1 to 

explicate the mentioned constituent elements of the narrative at the descriptive level. This will 

provide elbow room for the applicants from the solid to the abstract or from easy to complex to 

comprehend the meaning production. It would also not be wrong to say that, as seen in Table 

1, the place and time, especially the narrative persons, make an essential contribution to the 

realization of the lottery in the narrative of “The Lottery”. Considering one of the prominent 

narrative persons, Mrs. Hutchinson, it can be said that other narrative persons drive Mrs. 

Hutchinson to a dead end. Thus, the most important theme in the narrative is the realization of 

the lottery itself, which may be considered at the story’s core. Mr. Summers’s coal company 

office is where the papers to be picked are prepared by Mr. Summers.  
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In addition, considering the space in the descriptive plane in the narrative, the village in 

which all the narrative persons are placed can also be taken as space. There were about three 

hundred people in this village. The lottery takes place in the square of this village every year; 

therefore, the square, as another space, is vital because everybody gathers in the square to 

realize the lottery. Square is located “between the post office and the bank” (p. 222). This space 

provides a space for both the victim of the lottery and all the townspeople who are practicing 

the lottery. A cleared space in the middle of the square is where a stone hits Mrs. Hutchinson’s 

head after the lottery.  

The analysis did not include some of the narrative persons because they did not have function 

and thematic roles. Also, some place names and time indicators are not mentioned in Table 1 

because of the need for descriptive features, so they are not included in the analysis. In this 

sense, Mrs. Hutchinson’s situation changes from life to death in this village square.  

As for the time, it is “the morning of June 27th, and it is a clear and sunny summer day with 

fresh warmth” (p. 222). At this time, “flowers were blossoming profusely, and grass was richly 

green” (p. 222). Again, the change in Mrs. Hutchinson's attitude and situation from life to death 

occurs this time. It is summertime and around ten o'clock, a proper time for everyone in the 

village to realize the lottery. The lottery begins at ten o’clock in the morning of June 27th every 

year and takes two hours. All the indicators of time given in Table 1, such as the morning of 

June 27th, the night before the lottery, around ten o'clock every year, the rest of the year, and 

after the lottery, are essential for realizing the lottery tradition. These elements include the 

preparation information, the routineness, realization time, and the repetition of the lottery.   

Regarding the thematic roles of the narrative persons as responses to the 1st question, Mr. 

Summers can be viewed as one of the prominent narrative persons. “The lottery was 

conducted—as were the square dances, the teen-age club, the Halloween program—by Mr. 

Summers, who had time and energy to devote to civic activities” (p. 223). Mr. Summers is the 

conductor of the lottery, and he is the one who is “talking again about a new box” (p. 223). 

“The black spot Mr. Summers had made the night before with the heavy pencil in the coal-

company office” (p. 230). As a conductor, Mr. Summers prepares the papers for the realization 

of the lottery. Also, Mr. Graves is like a helper for the realization of the lottery in the village. 

“Mr. Summers and Mr. Graves made up the slips of paper and put them in the box” (p. 224). 

At the time of the lottery, Mr. Summers calls the family names from A to Z, so the heads of the 

families come forward to draw the lottery and pick up a folded paper from the black box. Almost 

all the heads of the families contribute to the execution of the lottery, and Mr. Summers is very 
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careful about announcing the family names and does not miss any family. So, being a family 

member of the Hutchinson family, Tessie Hutchinson has no chance of being exempted from 

the lottery like other families in the town. The presence of the narrative persons in the narrative 

is crucial in constructing the meaning because these narrative persons affect one another in a 

way. Therefore, the narrative persons’ contributions from old to very young to the lottery 

emphasize the importance of the lottery because almost no one objects to or challenges the 

lottery except Mrs. Hutchinson. This lottery is a tradition in this village, and all the villagers 

comply with the tradition every year.  

Another narrative person, Old Man Warner, is the evidence of this traditional lottery as the 

oldest man in town, who experiences the lottery every year. “Seventy-seventh year I been in 

the lottery” (p. 227). Every year, he draws the lottery but never picked the paper with black 

spot. Considering the thematic role of Old Man Warner, he also knows about how the lottery 

used to be in the past and the ritual about it. He can be considered one of the supporters of the 

lottery. “…used to be a saying about ‘lottery in June, corn be heavy soon.’ There’s always been 

a lottery” (p. 227). Even though Mr. Adams mentions, “some places have already quit lotteries” 

(p. 227), Old Man Warner seems to be so stuck to this tradition. The absence of the lottery 

means “nothing but trouble in that” (p. 227) for Old Man Warner, so this old man’s strict stance 

on the lottery did not make things easier for Mrs. Hutchinson. After Mr. Adam’s statement 

about other towns quitting the lottery, Old Man Warner defends it vigorously. He does not even 

consider the possibility of giving up this traditional lottery.  

Especially Mrs. Delacroix and Mrs. Graves are the ones who are among the women in the 

town, and they do not support Mrs. Hutchinson. Mrs. Delacroix tells Tessi, “Be a good sport, 

Tessie” (p. 228) after the first round of the lottery, even though she seems like a friend of Tessie. 

She does not show any sign of support towards Tessie’s protest. Also, Mrs. Graves does not 

show a supportive manner towards Tessie by saying, “All of us took the same chance” (p. 228). 

Bill Hutchinson, one of the men in town and husband of Tessie, does not behave differently 

than these women. Regarding his thematic role, after he draws the paper with black spot for his 

household and after Tessie’s protest, he says, “Shut up, Tessie” (p. 228). Therefore, during the 

narrative, any alteration in the situation regarding life and death cannot be observed for all the 

narrative persons mentioned above and in Table 1, except Mrs. Hutchinson in the descriptive 

plane.   

One of the other narrative persons is Mrs. Hutchinson, and she is the one who picks the paper 

with black spot in the second round of the lottery after her husband draws the lottery on behalf 
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of his family. In Mrs. Hutchinson’s case, Bill’s picking up the paper causes a change in her 

attitude, and that makes her a significant person in the narrative. “Mrs. Hutchinson came 

hurriedly along the path to the square” (p. 224). “I remembered it was the twenty-seventh and 

came a-running” (p. 224). “Get up there, Bill," Mrs. Hutchinson said” (p. 226). However, after 

Bill Hutchinson’s drawing first round of the lottery, Tessie’s discourse changes as “suddenly, 

Tessie Hutchinson shouted to Mr. Summers, “You didn’t give him time enough to take any 

paper he wanted. I saw you. It wasn’t fair!” (p. 228).   

Table 2: Transformation in the attitude of Mrs. Hutchinson 
Attitude I Transformation Attitude II 

Supporting/Complying → Complaining/Protesting 

 

Table 2 shows Mrs. Hutchinson’s attitude transformation towards the lottery. In terms of 

semiotics, change in situation is important because changes or transformations create contrary 

situations, which lead to another situation in narratives. These changes or transformation takes 

place in various ways:  

It can take many forms, such as the lack of a possessed object, the possession of a missing object, the 

sudden disruption of an orderly life, or the cessation of complex interpersonal relationships. In other words, 

these transformations can be from negative to positive or from positive to negative. These structures 

indicate situations and transformations in the narrative (Akata et al., 2021, p. 27). 

Before Bill drew the paper, she seemed to be used to this situation and complied with the 

traditional lottery every year. At this point, she is alive, and she has not drawn the lottery yet. 

It is evident that there is a transformation in Mrs. Hutchinson’s attitude to the lottery because 

of Bill’s drawing picking up the paper with black spot at first, and this change creates a contrast 

between her attitudes. Based on Mrs. Hutchinson’s discourse of “it wasn’t fair!” (p. 228), the 

shift in her attitude can be demonstrated in Table 2. These contrasts affect each other and are 

important for the semiotic analysis of the narrative because these contrasts determined at the 

descriptive level help produce meaning. Table 2 provides an opportunity to see these changes 

and transformations by comparing the situation at the beginning, development, and end stages 

in the narrative regarding the concept of attitude. According to Table 2, Mrs. Hutchinson, as a 

narrative person, supports the lottery and complies with it as everybody in the town. After Bill 

draws the lottery on behalf of the family in the first round, Tessie undergoes a transformation 

in her attitude. Her behavior towards the lottery is contradictory, from being a supporter to 

complaining. Hence, based on the representation of the transformation in Table 2, an opposition 

can be created as follows:  

 



 
11 

 

 

      Before drawing the Lottery                         After drawing the Lottery 

 

 

                                                            Supporting                             Protesting 

Complying                            Complaining 

 

Figure 3. Contrasting situations of Mrs. Hutchinson in terms of attitude 

Mrs. Hutchinson’s transformation in attitude is evident based on the opposing signs in the 

descriptive plane stemming from the realization of the lottery in Figure 3. Thus, Mrs. 

Hutchinson’s transformation in her attitude can be associated with the realization of the lottery 

on behalf of her family, which becomes present on the morning of the 27th of June in an 

unknown year. It would be right to think that when complying with the lottery before Bill’s 

drawing the paper, it is expected from Tessie to support the lottery. Nevertheless, after the first 

round of the lottery, with the increasing chance of drawing the paper with black spot, Tessie’s 

attitude transforms from supporting to complaining even within the same lottery. That 

opposition can also be viewed in Tessie’s discourses from “get up there, Bill” (p. 226) to “it 

wasn’t fair!” (p. 228).  

However, the second round of the lottery among the Hutchinson family completely changes 

the state of Mrs. Hutchinson from being alive to being dead. She cannot escape from the lottery, 

and the consequence of it is stoning to death for the one who draws the paper with black spot. 

“Tessie Hutchinson was in the center of a cleared space by now. […] A stone hit her on the side 

of the head. […] Mrs. Hutchinson screamed, and then they were upon her” (p. 230).  

Table 3: Transformation in the state of Mrs. Hutchinson 

State I Transformation State II 

Alive → Dead 

 

As seen in Table 3, Mrs. Hutchinson’s state transforms from being alive to dead after the 

second round of the lottery. Her situation has undergone a transformation both in terms of 

attitude and her vital state. As in Tables 2 and 3, a contradiction in Tessie’s situation can be 

mentioned. Mrs. Hutchinson’s discourse was “it wasn’t fair!” (p. 228) while she was alive, and 

her discourse after the second round of the lottery changes into “it isn’t fair, it isn’t right” (p. 

230). Based on a semiotic reading, an opposition can be formed according to the 

transformations in Tables 2 and 3 regarding the existence and realization of the lottery. The 

data in Tables 2 and 3 can be accepted as signs which are in relation to each other. Therefore, 
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Table 3 is also formed to show Mrs. Hutchinson’s second transformation regarding life and 

death.  

Based on the interaction and triggering of the contrasting situations in Tables 2 and 3, a new 

opposition can be formed for Mrs. Hutchinson’s inevitable end as follows:  

    Life             Death 

 

 

 

After the first round                After the second round 

of the lottery                       of the lottery 
Figure 4. Contrasting situations affecting Mrs. Hutchinson’s vital state 

After the second round of the lottery, drawing the paper with the back spot, Tessie undergoes 

a transformation based on the opposing situations in Figure 4 in the descriptive plane. From a 

semiotic point of view, it is possible to examine these transformations in which Mrs. Hutchinson 

is affected and changed in opposition. Death is inevitable with the presence of the lottery for 

Tessie in the second round. Based on Tables 2 and 3, this transformation raises a question. 

Therefore, the lottery plays a crucial role in changing Mrs. Hutchinson’s state from life to death.  

Semiotics has identified especially the dichotomies of life/death and nature/culture in 

association with general, universal, logical, abstract, and deep oppositions (Rifat, 2011). In 

terms of semiotics, the opposition of death and life can be associated with the lottery tradition, 

which will guide us in understanding the formation of meaning in the following stages of the 

analysis. Accordingly, these oppositions are the structures that will aid in reaching deep and 

abstract logic and thus pave the way for understanding the fundamental structures of meaning 

production. Identifying such oppositions and transformations mentioned above will help to 

move deeper into the meaning universe of this narrative in the following stages of the analysis. 

The community in this town does not object to the lottery. It is willing to implement it, so the 

individual objection of Mrs. Hutchinson against the will of this community does not change the 

lottery practice. The fact that the thematic roles of the narrative persons in the descriptive plane 

were in favor of the lottery also changed Mrs. Hutchinson’s situation from life to death in the 

end. 

In this part of the analysis, according to the three guiding questions, the descriptive plane 

has been analyzed within the scope of the constituting elements, such as person, space, and 

time. The method followed here is transferable to classroom work. Text analysis courses 
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utilizing semiotics can be conducted at this level within the framework of the duration of the 

lesson. Subsequent semantic level examinations can be the subject of the following lessons. 

2.2. Narrative Level Analysis 

In the previous stage, the analysis of the constituent elements of the descriptive plane was 

carried out, so it is necessary to point out that some elements also constitute the narrative plane. 

“The way followed in analyzing the structures that represent different meaning layers of the 

narratives is from solid to abstract because that gives the opportunity to follow a path from 

visible to invisible” (Kalelioğlu, 2020, p. 114). Therefore, the thematic-level analysis of the 

narrative would be more abstract than the narrative-level analysis. From a semiotic point of 

view, this will allow the reader to better understand the structure of each meaning layer and the 

functions of the constituent elements of each meaning layer for any narrative. Accordingly, 

each narrative has a systematic structure within its general structure in forming its meaning 

universe. Thus, the reader has a meaningful whole when he or she holds a narrative in his or 

her hands. 

As in the descriptive plane, constituent elements in the narrative plane contribute to the 

semantic universe formation. One of the constituent elements of the descriptive plane is the 

person. The narrative persons created in “The Lottery” on the descriptive meaning plane were 

examined only regarding their placement and thematic roles. “An actant can be thought of as 

that which accomplishes or undergoes an act, independently of all other determinations” 

(Greimas & Courtés, 1982, p. 5). Based on the definition of Greimas and Courtés, it can be said 

that an actor (person) becomes a functional actant, so the persons who are passive in the 

descriptive plane are the active actants in the narrative-semiotic plane. Here, the actant can be 

considered as the subject of doing in terms of being an active actor because, in the narrative 

plane, the characters’ actions as actants and the results of these actions are important. In 

semiotics, ‘actant’ is a different type of subject that replaces each subject encountered in a 

narrative and has multiple functions (Kalelioğlu, 2020). So, the aim must be examining the 

actions of the actants and uncovering their functions because this would help to find out the 

relationship of the narrative-semiotic plane with other descriptive and deep planes. Also, the 

relationships of the actants with each other and their functions are important in the narrative in 

terms of actantial syntax.  

Greimas reclassified the thirty-one functions identified by Vladimir Propp in his analysis of 

fairy tales and developed a model of six types of actants, placing them in a general actantial 

scheme (Rifat, 2019). These actants are the sender, object, subject, opponent, receiver, and 
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helper (2019). As it is seen, these six actant types are about their functions, so what the six 

actants do and how they function is much more important than who they are in the narrative 

plane. In a way, the actions of the actants and the consequences of their actions shape the 

narrative in terms of certain situations and transformations. As it is known, in Greimas’ actantial 

scheme, only the subject has to be human; other actants can be animate and inanimate, an object, 

an abstract concept, a community, or, of course, a person (Çanakpınar, 2022). Therefore, it is 

the actions of the subject that shape the narrative. “The narrative program is to be interpreted 

as a change of state effected by any subject (S1) affecting any subject (S2)” (Greimas & 

Courtés, 1982, p. 245).  

To talk about the narrative program here, a chain of events follows one another in a 

sequential relationship regarding the interaction between actants. While revealing the syntactic 

structure of narratives, it is necessary to pay attention to the functions of the actants, their 

actions, and the new situations arising from them. “A successful narrative program leads to 

another narrative program, and the narrative flows at its own pace” (Kalelioğlu, 2020, p. 124). 

Thus, dividing the narrative into segments is crucial to easily identify actants, their functions, 

and new situations in semiotics. These segments can also be called narrative programs (Np). 

Based on this, the narrative program consists of primary and sub-narrative programs. The 

analysis can be performed on these narrative programs because the continuity of the main 

narrative program depends on the sub-narrative programs. 

                                   Sender (Sn)                           Object (O)                         Receiver (R) 

 

 

 

                                 Helper (H)                           Subject (S1)                        Opponent (O2=S2) 

Figure 5. Actantial Schema 

It is likely to come across many actants in Shirley Jackson’s narrative of “The Lottery”, but 

the roles and qualities of these actants are in the foreground. Thus, the functions and the names 

of narrative persons as actants in the narrative plane can be adapted to an actantial schema based 

on the types of actants developed by Greimas, as in Figure 5. In the process of applying the 

functions and the names of the actants to an actantial schema for the narrative of “The Lottery”, 

various types of sub-narrative programs, which contribute to the main narrative program, might 

be identified, depending on the situational changes. The data determined in the descriptive 

meaning plane will be tried to be applied in the narrative plane in association with Tables 2 and 
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3 and Figures 3 and 4. In this sense, considering the transformations Mrs. Hutchinson, as a 

narrative person, becomes crucial in the main narrative program. The main narrative program 

is the event that happened to Mrs. Hutchinson based on the townspeople’s attitudes, 

accustomedness, and the traditional lottery practiced every year.  

As in every narrative, there are also situations and transformations in the “The Lottery” 

narrative. They are related to the narrative stages, such as the initial, development, and final 

stages. The situational transformations can be observed at the initial and final stages. 

Accordingly, Tables 2 and 3 can be considered the displays of these situational transformations, 

such as State I, State II, and Attitude I and Attitude II. Therefore, the actants, their actions, 

interactions with each other, and events reflect the dynamism of the narrative discourse. With 

this dynamism, the narrative flows, and transformations from one state to another occur. 

Therefore, dividing the study object into segments is essential based on Greimas’ narrative 

program. This segmentation would be helpful to track the initial, development, and final stages 

of the “The Lottery” narrative in terms of transformations.  

In this regard, Mrs. Hutchinson’s transformations should be considered for such a 

segmentation. Thus, a few guiding points can be directed to divide the narrative into 

segmentations as follows: 

1) Considering the main narrative person(s), form a table showing the narrative stages, such 

as initial, development, and final. 

2) Identify the alterations as situation/transformation/new situation based on the actions of 

the actants pointed out in the narrative program. 

Table 4: Narrative stages based on transformations 

 Narrative Stages 

 Initial Development Final 

 

 

Situation/ 

Transformation/ 

New Situation in terms 

of attitude 

→ 

Mrs. Hutchinson 

remembers the lottery 

date and comes to the 

square running. 

She comes over to her 

husband’s side and 

speaks supportively, 

saying, “Get up there, 

Bill” (p. 226) when their 

family name is called out 

while lots are being 

drawn. Bill draws the 

paper with black mark on 

behalf of his family, 

which causes the 

transformation in Tessie. 

Mrs. Hutchinson 

suddenly starts to shout, 

complaining that her 

husband was not given 

enough time and that it 

was unfair. 

Supporting attitude 

(Situation) 

Transformation Protesting attitude 

(New situation) 

 

 

         Situation/ 

Before the second round 

of the lottery, Mrs. 

Hutchinson tells her two 

The second round of the 

lottery begins and is 

drawn within the 

After Tessie’s picking the 

paper with black spot is 

revealed, people start 
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Transformation/ 

New Situation in terms 

of vital state 

→ 

married daughters’ names 

and still protests that it is 

unfair. She is alive while 

protesting the 1sr round 

of the lottery. 

Hutchinson family. 

Tessie looks around 

defiantly and, gets a piece 

of paper for herself from 

the box and folds it. That 

is the cause of the 

transformation in her 

vital state. 

taking the stones in their 

hands. A stone hit the side 

of Tessie’s head, and the 

villagers were upon her. 

That is the dramatic end 

of her. 

Alive 

(State) 

Transformation Dead 

(New State) 

 

The main starting point of this segmentation, demonstrated in Table 4, is the main narrative 

person, Mrs. Hutchinson. Thus, in response to question 1, narrative stages are demonstrated 

according to situational transformations such as attitude and vital state during the narrative. 

Furthermore, this table is drawn according to the main narrative person of Mrs. Hutchinson’s 

condition because she is the one who has undergone a transformation. Additionally, for the 

second question, according to Mrs. Hutchinson, state/transformation/new state features in the 

narrative program have been specified in 2 states, such as supportive/protesting and alive/dead. 

The transformations Mrs. Hutchinson experienced both in the first and second rounds of the 

lottery are the indicators of the narrative stages. Also, these transformations are associated with 

Tables 2 and 3 at the descriptive semantic level. According to Table 4 and Greimas' actantial 

schema model based on the types of six actants, an actantial schema can be created for the main 

narrative person, Mrs. Hutchinson, in terms of a mutual relationship between the subject and 

the object of the narrative. At this point, a third question can be asked to create the schema: 

 

3) How is the relationship between Mrs. Hutchinson and other actants regarding her 

participation in the lottery? 

                                   Sender (Sn)                          Object (O)                          Receiver (R) 

                                   Tradition, social pressure,    The Lottery                        Attending / not attending  

                                   culture                                                  

 

 

 

 

 

   

                                     Helper (H)                         Subject (S1)                       Opponent (S2) 

                                  Summertime,                    Mrs. Hutchinson                   Housework, forgetfulness 

                               clear and sunny morning     
 

Figure 6. Actantial Schema of Mrs. Hutchinson in the realization of the tradition 

The model of “actants focuses directly on the Object that the Subject aims to reach and is 

positioned as a unit of communication between the Sender and the Receiver” (Rifat, 2019, p. 
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74). Therefore, according to Figure 6, as a response to the third question, there is an agreement 

between the Sender (Sn) and the Subject (S1). This agreement is related to the Object (O), 

namely the lottery itself. The subject/object relationship in Figure 6 depends primarily on the 

sender/subject agreement. Thus, Mrs. Hutchinson must go to the town square for the sake of 

the lottery tradition. She is compelled to take this action by the conditions of the town where 

she lives, which is that the lottery must be held yearly. Mrs. Hutchinson accepts and even 

supports this situation (the lottery); therefore, she has agreed with the sender to carry out the 

action. Mrs. Hutchinson keeps her agreement with the sender and arrives at the square. Hence, 

a meaningful relationship has been established between Mrs. Hutchinson, the subject of doing 

(S1), and the tradition, social pressure, and culture as the sender (Sn). This agreement is in 

relation to the object, namely the lottery itself.  

It can be understood from the Figure 6 that there are helpers (H) and opponents (S2) with 

Mrs. Hutchinson (S1): 

Mrs. Hutchinson came hurriedly along the path to the square, her sweater thrown over her shoulders, […] 

“Clean forgot what day it was” she said to Mrs. Delacroix, who stood next to her, and they both laughed 

softly. “Thought my old man was out back stacking wood” Mrs. Hutchinson went on. “And then I looked 

out the window and the kids was gone, and then I remembered it was the twenty-seventh and came a-

running.” She dried her hands on her apron, and Mrs. Delacroix said, “You’re in time, though” (p. 224). 

Based on the excerpt above, the opponents (S2) can be considered the housework she had 

been doing before she came to the square and the forgetfulness stemming from the housework. 

Also, it is evident in the excerpt that her hands are still wet, and she dried her hands when she 

arrived at the square. The housework must have kept her busy, so she forgot the lottery time. 

However, when she remembers the date, she overcomes the opponents; that is her forgetfulness. 

Whatever Mrs. Hutchinson has been doing with the apron, she is still wearing it. Then she quits 

what she has been doing and comes running. As an acting subject, Mrs. Hutchinson manages 

to be with the value object despite the obstacles shown in Figure 6 and the excerpt.  

However, Mrs. Hutchinson has the helpers as well as the opponents. Accordingly, in terms 

of weather conditions, the summer season contributes to Mrs. Hutchinson’s more effortless 

arrival at the square.  

The morning of June 27th was clear and sunny, with the fresh warmth of a full summer day; the flowers 

were blossoming profusely and the grass was richly green. The people of the village began to gather in the 

square, between the post office and the bank, around ten o’clock […] so it could begin at ten o’clock in 

the morning and still be through in time to allow the villagers to get home for noon dinner (p. 222). 

Considering Mrs. Hutchinson’s situation, the fact that it was ten o’clock in the morning 

meant that she would have plenty of time to do her chores after the tradition was fulfilled. 
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Therefore, this is a helpful situation for Mrs. Hutchinson. It is also a time of year that makes it 

easier for everyone in the village to be in the square to participate in the lottery. As a result, 

upon realizing the lottery, Mrs. Hutchinson comes to the square to attend the lottery and 

positively completes the narrative program.  

This situation points to the transformations that will occur because of Mrs. Hutchinson’s 

action of attending the lottery. Thanks to this transformation, there is a difference between the 

situation at the beginning and the end of this narrative program that can be shown as  

(S1 ˅ O ˄ S2)   (S1 ˄ O ˅ S2). 

Therefore, according to Figure 6, Mrs. Hutchinson (S1) reaches the value object and 

completes the narrative program positively (S1 ˄ O ˅ S2). Considering the space, Mrs. 

Hutchinson changes her position from being at home to being at the square with the positive 

outcome of this narrative program. So, the narrative program leads to the emergence of another 

narrative program. 

Even though Mrs. Hutchinson reaches the value object (O), which is associated with the 

realization of the lottery tradition after the first and second rounds, transformations occur in her 

attitude towards the lottery and her vital state. At first, she seems to be supporting and 

complying with that tradition. Also, her state undergoes a transformation from being alive to 

being dead. At this point, to be able to explicate the relation between Mrs. Hutchinson and other 

actant(s) in terms of the biggest and the most critical transformations in her condition, a question 

comes to mind to be answered as follows: 

4) Explain the relationship between the main narrative person, Mrs. Hutchinson, and other 

actant(s) in terms of the transformations during the realization of the lottery: 

                               Sender (Sn)                             Object (O)                            Receiver (R) 

                         Obligation of the lottery,         First and second rounds             To live / To Die 

                         custom of the lottery                      

                                                                   

 

 

   

                                  Helper (H)                             Subject (S1)                       Opponent (S2) 

                           (-)                             Mrs. Hutchinson           Bill Hutchinson, Mr. Summers, 

                                                                                                                   Mrs. Delacroix, Mrs. Graves,  

                                                                                                                   Mrs. Dunbar, Old Man Warner,  

                                                                                                                   and other villagers 
Figure 7. 2nd Actantial Schema of Mrs. Hutchinson in the realization of the first and second 

rounds of the lottery 
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Figure 7 demonstrates Mrs. Hutchinson’s relational values with other actants in the narrative 

in terms of the first and the second rounds of the lottery. Here, an agreement between the 

obligation of the lottery and custom (sender) and the subject of doing Mrs. Hutchinson is 

established. This agreement concerns the Object (O) realization of the lottery rounds. Therefore, 

the obligation of the lottery and the custom (sender) imposes on Mrs. Hutchinson (subject of 

doing) that Bill draws the paper on behalf of the family in the first round of the lottery (object). 

“Get up there, Bill’ Mrs. Hutchinson said, and the people near her laughed” (p. 226), as it is 

seen that Mrs. Hutchinson supports the tradition of the lottery at the beginning. Since Tessie 

may have thought that her family would not win the lottery in the first round, the value object 

she wants to achieve is that her family’s name is not called at the end of the first round of the 

lottery. Each subject of doing in this process has helpers and opponents, but here, in Mrs. 

Hutchinson’s case, it is different. It is difficult for Tessie, who wants to reach the object value 

as soon as possible, because she has no support to help her. The situation could have been 

different if only the heads of the family had not picked the paper.  

According to the second round of the lottery, Mrs. Hutchinson (S1) must draw a paper 

because a person will be determined within the Hutchinson family. Due to the luck factor in the 

nature of the lottery, it can be said that Ms. Hutchinson is likely to draw the paper with black 

spot. Also, in the second round of the lottery, she does not have helpers but opponents. As a 

result of the second round of the lottery, it is possible that Mrs. Hutchinson (S1) wants to survive 

by achieving the value object (O) in relation to the second round of the lottery. That is why she 

immediately tells the names of her married daughters to Mr. Summers (S2), intending to involve 

them in the lottery. She may act according to her primitive human instinct to survive, so she 

does not think about her daughters’ lives because the inevitable consequence of the lottery is 

death by stoning. Maybe she tries to increase her chance of living so that she will draw a blank 

paper in the second round of the lottery. However, it is difficult for Mrs. Hutchinson to reach 

the value object (O) because her opponents prevent her in almost all circumstances. 

Considering the opponents (S2) of Mrs. Hutchinson, as in Figure 7, it is as if they all 

prevented Tessie from reaching her value object by acting in the opposite direction to her 

protest. At the end of the first round of the lottery, it was determined that it was the Hutchinson 

family. At first, the lottery seems to affect the entire Hutchinson family, but it also affects Mrs. 

Hutchinson solely. Thus, Mrs. Hutchinson cannot pick the paper from the black box in the first 

round of the lottery because tradition dictates that heads of families must draw the lottery in the 
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first round. Therefore, under the agreement with the sender, the subject (S1), Mrs. Hutchinson, 

has no other choice and must do her part to make this lottery happen.  

“Now, I’ll read the names-heads of families first-and the men come up and take a paper out of the box.  

(p. 226). 

Then the voices began to say, “It’s Hutchinson. It’s Bill,” “Bill Hutchinson’s got it” (p. 227). 

Suddenly, Tessie Hutchinson shouted to Mr. Summers. “You didn’t give him time enough to take any  

paper he wanted. I saw you. It wasn’t fair!” (p. 228). 

“Be a good sport, Tessie,” Mrs. Delacroix called, and Mrs. Graves said, “All of us took the same  

chance” (p. 228). 

“Shut up, Tessie,” Bill Hutchinson said (p. 228). 

“There’s Don and Eva,” Mrs. Hutchinson yelled. “Make them take their chance!” (p. 228). 

“Daughters draw with their husbands’ families, Tessie, “Mr. Summers said gently.” “You know that  

as well as anyone else” (p. 228). 

“My daughter draws with her husband’s family; that’s only fair. And I’ve got no other family except  

the kids” (p. 228). 

“I think we ought to start over,” Mrs. Hutchinson said, as quietly as she could. “I tell you it wasn’t fair.  

(p. 228). 

“It’s Tessie,” Mr. Summers said. (p. 229). 

“All right, folks,” Mr. Summers said. “Let’s finish quickly.” (p. 230). 

Mrs. Delacroix selected a stone so large she had to pick it up with both hands and turned to Mrs.  

Dunbar. “Come on,” she said. “Hurry up.” (p. 230). 

“A stone hit her on the side of the head. (p. 230). 

Old Man Warner was saying, “Come on, come on, everyone.” (p. 230). 

“It isn’t fair, it isn’t right,” Mrs. Hutchinson screamed, and then they were upon her” (p. 230). 

As can be observed in the excerpts above, the opponents (S2) of Mrs. Hutchinson act in an 

opposite way to her protest. In this case, it can be assumed that she wanted the lottery to be 

redrawn, saying that it was unfair. Despite her protest about the lottery being unfair for the first 

round, Mr. Summers, Bill Hutchinson (her husband), Mrs. Delacroix, and Mrs. Graves as the 

opponents (S2) act to hinder Mrs. Hutchinson, making the situation dire for her. Therefore, no 

matter how much Mrs. Hutchinson protests, even naming her married daughters in this sense, 

she can never get a positive response from her opponents. In this situation, Mrs. Hutchinson 

has no option. The opponents are a serious obstacle for Mrs. Hutchinson fulfilling her contract 

with the sender (Sn). Again, based on the excerpts above, despite her protests to increase her 

chance in the second round of the lottery, one of the opponents (S2), Mr. Summers, hinders 

Mrs. Hutchinson that married daughters can be involved in this lottery round. At this point, it 

is impossible to redraw the lottery for Mrs. Hutchinson (S1) because all the opponents (S2) 

want to finalize the event, transforming Mrs. Hutchinson's vital situation, which cannot be taken 

back. The opponents (S2), Mr. Summers, Old Man Warner, Mrs. Delacroix, and Mrs. Dunbar, 

are the ones who want to be hurried to end this brutal event. Old Man Warner (S2) tells other 

villagers to join by calling, “come on everyone.” Mrs. Delacroix (S2) takes a large stone and 

directs Mrs. Dunbar to hurry to stone Mrs. Hutchinson. Even though Tessie (S1) still says “it 

isn’t fair” (p. 230), it does not matter because a stone hit her on the side of the head.  
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However, according to Figure 7, Mrs. Hutchinson (S1) cannot reach her value object (O) 

related to just realizing the tradition, based on maybe her assumption that another family name 

would be called. Due to reasons beyond her control, she could not get the lottery to be drawn 

again, which would enable the possibility of not calling her family’s name. Thus, Mrs. 

Hutchinson (S1) completes this narrative program negatively, in terms of being alive to being 

dead. In terms of semiotics, this situation is represented as (S1 ˅ O ˄ S2). Thus, Mrs. 

Hutchinson’s attainment of the value object (O), the first and second rounds of the lottery 

related to surviving, was inconclusive and cost her life. Although Mrs. Hutchinson was initially 

a supporter, she lost her life to fulfill the lottery tradition. Compliance with the tradition of the 

town’s lottery, in which she lives, is a situation in which Mrs. Hutchinson has been involved 

from the beginning, and she has not been able to escape from the brutal outcome in the end. 

Despite all her protests, Mrs. Hutchinson (S1) could not reach the value object (O) and lost her 

life by being fatally stoned. That transformed her vital state from life to death. As pointed out 

previously, Mrs. Hutchinson (S1) completed this last narrative program unsuccessfully (S1 ˅ 

O ˄ S2). 

In this narrative-level analysis, some data was also obtained, and based on the relationship 

between different semantic layers, the obtained data is the expansion of Tables 2 and 3 created 

at the descriptive level. Explanations on why and how the transformations in Tables 2 and 3 of 

the descriptive level emerged are given in this section, where the situation/transformation/new 

situation shown in Table 4 is detailed, and the actantial schemas created in Figures 6 and 7 are 

interpreted. 

Based on the situation transformations determined in Table 2, a meaning should be inferred 

because the descriptive plane does not say anything about meaning but gives an impression. 

Accordingly, thanks to these narrative programs at the narrative level, there is a close 

connection between the data at the descriptive level and the evaluations at the narrative level. 

It is necessary to look at the relationship of these signs with other signs in the same system to 

make the signification and comment on the actants and the programs they are in. Therefore, it 

would not be wrong to say that that signification process is related to the actants, their roles and 

actions, and the cause-and-effect relationship between different semantic planes. Thus, the 

transformation in the attitude of Mrs. Hutchinson from being supportive to a new attitude of 

protesting in Table 2 can be possible with Bill Hutchinson as the opponent (S2) in Figure 7 by 

drawing the paper in the first round of the lottery and having no helper (H). As for Table 3 

regarding situation transformation, the actantial schema in Figure 7, which includes a cause-
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and-effect relationship, is in relation to Mrs. Hutchinson’s vital state transformation. Therefore, 

the facts leading to the transformation from life to death are that Mrs. Hutchinson, the subject 

of doing (S1), drawing the paper with black spot in the second round of the lottery, having no 

helpers (H) and that the opponents’ (S2) prevention her despite all her objections to survive. 

According to Figure 7, the opponents (S2) and the sender (Sn) lead to such a transformation in 

Mrs. Hutchinson’s (S1) vital state. 

As explained above, there is a cause-and-effect relationship between narrative programs. 

The transformation taking place within each narrative program leads to the next program. While 

a narrative program is concluded with the actions of the actants, on the other hand, a change 

occurs in the narrative persons. These transformations provide a dynamism within the narrative 

depending on some causes, such as the actions of the actants. Within this process, meaning 

emerges and is produced, stemming from the articulation of these narrative programs, actants, 

their actions, and the transformations based on dynamism. Narrative programs, which include 

transformations, do not make sense on their own; that is, they can be considered as signs on 

their own. Likewise, when actants are considered signs, there is a relationship between narrative 

programs and actants within their systems. 

Moreover, they are associated with other actants and narrative programs within their 

systems. Therefore, the descriptive plane does not explain why these transformations occur 

because this depends on the actions of the actant. While the descriptive plane gives the data 

about the descriptive features of the constituent elements of the narrative, such as actants, the 

narrative plane explains the cause-and-effect relationship between the actants and between the 

narrative programs based on the data obtained in the descriptive plane. As seen in this narrative-

level analysis, each action caused a transformation and a new narrative program whose results 

led to one another. That is why the narrative semantic plane can be considered the semiotic-

narrative plane in which there is a dynamism based on the actions of the actants and 

transformations. 

2.3. Thematic Level Analysis 

This semantic level is the most abstract one compared to the previous levels. “This is the 

level of abstract or conceptual syntax where the fundamental values which generate a text are 

articulated” (Martin & Ringham, 2006, p. 12). In this abstract plane, the values and 

characteristics assumed by time, space, person, and objects in the deep structure begin to 

emerge in relation to the invisible behind the visible in terms of semiotics.  
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The data obtained in the descriptive plane and semiotic-narrative plane play a crucial role 

here because there were some oppositional relations determined in the previous planes, and 

these oppositions would give an opportunity to analyze the deep structure of the narrative. Such 

an approach to the formulation of semiotic square utilizing the oppositional values observed in 

discursive and narrative levels can be seen in other semiotic examinations (for more details, see 

Büyükkarcı, 2021; Büyükkarcı, 2023). Accordingly, ideological and philosophical foundations 

value the narrative based on, and the deep structure of the narrative are tried to be examined in 

this semantic plane. 

In this respect, it would be appropriate to use the semiotic square to reveal the narrative’s 

deep structure, clarify the structure, and reach consistent information. “By semiotic square is 

meant the visual representation of the logical articulation of any semantic category” (Greimas 

& Courtés, 1982, p. 308). Thus, this semiotic square would show the logical sequence of any 

semantic category. At this point, oppositions are essential because, within an opposition, a 

meaning emerges; therefore, meaning is the consequence of the opposition, or opposition is the 

place where meaning is produced.  

During a thematic level analysis, oppositions in the semiotic square can be determined by 

using Saussure’s principle of dichotomies. The signs producing the meaning establish a 

relationship with each other, and this relationship is based on opposition. “It is possible to see 

the concrete visualization of the formation of the process of signification in and through 

opposition-based relationship in the semantic whole formed by the articulation of semes in each 

corner of the semiotic square” (Akata et al., 2021, p. 42). This opposition-based relationship is 

vital for meaning creation in semiotics. Therefore, during the analysis of “The Lottery”, using 

the semiotic square to reveal abstract logic and the hidden meaning in the deep structure, 

applying opposition theory is reasonable. 

Creating the semiotic square of Jackson’s narrative, two questions can be asked to identify 

opposite relations: 

1) Based on the previous semantic planes, what are the opposite poles in the semiotic square 

of the narrative? 

2) Assuming that the deep structure is the most abstract one, try to explain the invisible 

intentions of the narrative persons related to the ideology and psychology they represent.  
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Figure 8.  A general semiotic square of the narrative 

Based on Figure 8 above, to answer questions 1 and 2, it is crucial to mention dichotomies 

because a semiotic square can be formed depending on them. Accordingly, Figures 1 and 2, 

formed in the descriptive plane, and 6 and 7 in the narrative plane, play significant roles in 

determining oppositions on the axes of the semiotic square. The supporting/protesting 

opposition in Figure 3 is related to the life/death opposition in Figure 4 regarding the first and 

second rounds of the lottery. Central narrative person, Mrs. Hutchinson’s supporting/protesting 

attitudes can be associated with a situation oscillating between life and death, which depends 

on the outcome of the lottery. In this respect, Mrs. Hutchinson’s attitude towards the lottery can 

alter from supporting to protesting, namely, whether she will survive or die. Thus, the life/death 

opposition in Figure 4 is associated with the rounds of the lottery opposition because her vital 

situation depends on the results of the first and second rounds. Also, Figures 6 and 7 of the 

actantial schemas relate to the abovementioned situation. Firstly, in Figure 6, to participate in 

the lottery, as per the tradition of the town in which she lives, Mrs. Hutchinson must attend the 

lottery. For this, the season stated in the descriptive plane is favorable; it is ten in the morning. 

Everyone in town is eligible for this event. Housework and forgetfulness are what will keep 

Mrs. Hutchinson from attending this event, but she gets over them and goes to the town square. 

Before the first round of the lottery, as seen in Figure 6, coming to the town’s square might 

be the indication of Mrs. Hutchinson’s change in her attitude. As in Figure 7, with the 

realization of the first round of the lottery, Mrs. Hutchinson undergoes a transformation in terms 

of her attitude. There is no helper for her, but she has opponents such as her husband, who 

a2   Death 

-a1 Non-Life 

(Presence of the 

lottery tradition) 

 Life   a1 

Non-Death -a2 

(Absence of the 

lottery tradition) 

 

Completed Process 

(A) 
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Ongoing Process 
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draws the paper for his family and increases Mrs. Hutchinson’s chance to draw the paper with 

black spot, and Mr. Summer, who stands against her will to redraw the first round of the lottery. 

This tradition is an obligation, and there is no setback for Mrs. Hutchinson. According to Figure 

7, after the first round of the lottery, the Hutchinson family must draw the lottery, and one of 

them will be determined by making them pick a paper from the black box with the luck factor. 

Even though Mrs. Hutchinson wants to survive, the tradition must be held, and this time, Mr. 

Graves, Old Man Warner, Mr. Summers, Mrs. Delacroix, and Mrs. Dunbar, all the villagers, 

are like an obstacle in front of Mrs. Hutchinson’s desire to live. Thus, Mrs. Hutchinson wants 

to survive in this lottery tradition, which is related to one of the cultural systems of the town, 

because it is a brutal tradition, and the one who draws the paper with black spot at the end is 

doomed to death by stoning. Her situation can be considered a process of life and death. 

However, according to the semiotic square in Figure 8, one can derive many meanings from 

the narrative. Mrs. Hutchinson, who at first unquestioningly supports the tradition like everyone 

else in town, begins to protest about the unfairness of this practice when she is confronted with 

the possibility that one of the victims in the first round of the lottery could be a member of her 

own family or herself. Hence, the lottery had already been drawn by other families so far. Since 

the bitter outcome of this tradition had not affected her or anyone in her family, perhaps she 

had not had the opportunity to think about the fairness of this tradition until now. Therefore, in 

the first round of the lottery, she was confronted with the fact that any family could be hers. 

Thus, one meaning of the narrative might be about this point because, for the sake of the 

realization of the lottery, she seemed as blind as the others toward the outcome of the tradition. 

Mrs. Hutchinson came hurriedly along the path to the square, her sweater thrown over her shoulders, and 

slid into place in the back of the crowd. “Clean forgot what day it was," she said to Mrs. Delacroix, who 

stood beside her, and they both laughed softly. “Thought my old man was out back stacking wood,” Mrs. 

Hutchinson went on, “and then I looked out the window and the kids was gone, and then I remembered it 

was the twenty-seventh and came a-running” (p. 224). 

Mr. Summers, who had been waiting, said cheerfully, “Thought we were going to have to get on without 

you, Tessie.” Mrs. Hutchinson said, grinning, “Wouldn’t have me leave m’dishes in the sink, now, would 

you, Joe?” and soft laughter ran through the crowd as the people stirred back into position after Mrs. 

Hutchinson’s arrival (p. 225). 

“Get up there, Bill,” Mrs. Hutchinson said, and the people near her laughed (p. 226). 

It might be crucial to consider that when the first round of the lottery is carried out, Mrs. 

Hutchinson’s objection is not only to the tradition itself but also to the people of the town where 

she lives. The people who form this community also do not care about her protest based on their 

adherence to the tradition.  

“You didn’t give him time enough to take any paper he wanted. I saw you. It wasn’t fair!” (p. 228). 

“It wasn’t fair,” Tessie said (p. 228). 
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“I think we ought to start over,” Mrs. Hutchinson said, as quietly as she could. “I tell you it wasn’t fair. 

You didn’t give him time enough to choose (p. 228). 

Everybody saw that” (p. 228). 

“Listen, everybody," Mrs. Hutchinson was saying to the people around her (p. 229). 

Considering the excerpt above, another meaning might be that even though she resisted the 

tradition based on her primitive human instinct to survive, the community she lived in did not 

change its point of view and perhaps did not think of giving up this tradition so far. That 

situation may be an example for people regardless of their living conditions. In the narrative, 

people’s destinies are determined according to a lottery, and no one is even willing to question 

why such an event is held yearly. These people are mindlessly loyal to the tradition regardless 

of the outcome. Perhaps people should question such a cruel tradition whose outcome is known. 

In general, it can be inferred that in the course of life, people may change their perspectives on 

traditions or other phenomena that are the results of the culture they have created and that they 

should reconsider the validity of these traditions because of questioning. 

In this regard, Mrs. Hutchinson’s life/death process can be examined by looking at the 

relational values between the axes of the semiotic square in Figure 8: 

Table 5: Relational values between the axes in the semiotic square in Figure 8 
 

 

 

Relational  

Values 

Opposite axes Positive realization / Negative realization (D) / (-D) 

Opposite axes Completed Process / Ongoing Process  (A) / (-A) 

Contrariety relation Life / Death (a1) / (a2) 

Sub-contrariety relation Non-Death / Non-Life (-a2) / (-a1) 

Contradiction relation Life / Non-Life (a1) / (-a1) 

Contradiction relation Death / Non-Death (a2) / (-a2) 

Implicative relation Life / Non-Death (a1) / (-a2) 

Suppositional relation Non-Death / Life (-a2) / (a1) 

Contradiction relation Death / Non-Life (a2) / (-a1) 

Suppositional relation Non-Life / Death (-a1) / (a2) 

 

The relational values of the concepts of life and death created in the semiotic square in Figure 

8 are reflected in Table 5 (Adapted from Kalelioğlu, 2020, p. 187) above. When Mrs. 

Hutchinson’s success and failure in the narrative programs in Figures 6 and 7 are evaluated, 

Figure 6 resulted in success because she could attend the lottery. However, Figure 7 failed, and 

the negative outcome of this program also negatively affected the narrative. The positions of 

the (D) and (-D) axes in Table 5 based on Figure 8 indicate the end towards which the main 

narrative person is heading as a result of her actions. In Mrs. Hutchinson’s case, based on Figure 

7, the fact that she comes from her house to the town square despite obstacles such as housework 

and forgetting that it is the day of the lottery is an indication that Mrs. Hutchinson moves from 

the (-D) axis to the (D) axis on the positive realization plane in Figure 8. This positive 

realization is described as -D → D = positive realization.  
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However, in the narrative program in Figure 7, both Bill’s drawing the paper affecting the 

Hutchinson family in the first round of the lottery and the fact that Mrs. Hutchinson did not 

receive support from anyone around her when she asked for the lottery to be redrawn caused 

things to go wrong for her. In other words, this situation affects Ms. Hutchinson’s situation 

from (-D) to (D) on the (-A) axis in the direction of negative realization, and the process starts 

to operate from (D) to (-D) because the narrative program in Figure 7 had failed in terms of the 

first and second rounds of the lottery. This situation is as D → -D = negative realization. Thus, 

in the deep structure of the narrative, the situations of success and failure for Mrs. Hutchinson 

begin to emerge. All actions and transformations take place on the axes of (-A). Therefore, this 

axis appears as the ongoing process axis. As a result of the struggle on this axis, there are two 

endings awaiting Mrs. Hutchinson: either she will succeed in reaching axis (a1) and survive, or 

she will face death on axis (a2). Thus, axes a1 and a2 in Table 5 are in a contrariety relation in 

terms of relational value. In the realization process, the sub-contrariety -a1 and -a2 of these two 

axes also emerge. Therefore, in Figure 8, while the representation of the struggle in the positive 

direction is a2 → -a2 → a1, the representation of the struggle against the subject of doing in the 

negative direction is a1 → -a1 → a2. A transition from a1 to -a1 (a1 → -a1) indicates the 

diminishing chances of survival of the main narrative character Mrs. Hutchinson. 

Situations in the narrative programs in Figures 6 and 7 show Mrs. Hutchinson’s position on 

the line between life and death in the semiotic square in Figure 8. Therefore, Mrs. Hutchinson 

must do whatever is necessary on the -a2 non-death axis and continue to live on the axis of a1. 

However, Ms. Hutchinson has faced some obstacles related to the tradition itself and other 

people's attitudes towards the realization of the lottery, and there is no one to support her, neither 

for redrawing the first round of the lottery nor protesting in the second round. Mrs. Hutchinson’s 

predicament may point to the corruption of the people around her in the name of adherence to 

tradition. In the semiotic square in Figure 8, because of Mrs. Hutchinson’s struggle on the (-A) 

axis, she reached the (A) axis, and the narrative is completed. Mrs. Hutchinson has completed 

her journey between the axes as a1 → -a1 → a2. There may be some reasons why she failed in 

her struggle for survival between these axes, such as people’s unquestioningly adherence to the 

traditions, cruelty, and selfishness of people.  

Therefore, Mrs. Hutchinson cannot continue her life due to the negativity experienced due 

to the lottery, which is a product of the culture made by the community in the village. 

Consequently, Mrs. Hutchinson succumbs to both the lottery and the result of it in the thematic 

syntax displayed in Figure 8, the semiotic square. 
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3. Conclusion 

This study explains how meaning construction takes place in different semantic layers in a 

literary text. A semiotic application can be seen as challenging for students and practitioners as 

it requires systematic reasoning to move from the concrete to the implicit data.  While realizing 

such a study, analysis tools, terminology, and rules pertaining to semiotics are required as they 

provide a path for a systematic study to achieve the objectives. Analysis of the semantic layer’s 

relations with each other, articulation of the formative elements within the layers, and 

construction of the semantic universe of the text require an intense and systematic approach and 

effort.  

A few guiding questions were posed to realize the aims of the study. As a result of the 

answers given to these questions, first, the positions and features of the actors and the 

parameters of time and space were tried to be revealed at the descriptive level. Then, at the 

narrative level, the actant(s) and their transformations were examined by means of the actantial 

schemas parallel to the guiding questions. The basic actions of the other actant(s) were tried to 

be explained by considering the roles of the other actant(s) in these transformations and the 

emergence of positive and negative results. Lastly, at the thematic level, abstract semantic 

relations were tried to be revealed by utilizing the oppositions in the semiotic square. As a result 

of the analysis, we revealed how the semantic universe of the study object is constructed at each 

level by the author. 

Many approaches, of course, deal with narratives surrounding people with a methodical 

analysis, and semiotics is one of them. Therefore, it can be said that semiotics is an effort to 

reconstruct the production processes of meanings in a text and to make sense of the semantic 

layers within a text. Transferring the basic approach, principles, and concepts of semiotic 

analysis on a literary text with an application shows that literary semiotics, a sub-field, can also 

be a productive alternative in language classrooms. Accordingly, this study presents a road map 

for analyzing a literary text with semiotics data. 

Thanks to the method, semiotics can be integrated into classroom teaching processes 

conforming to the level of the participants. The important point in integrating the method into 

classroom teaching processes is the knowledge and experience of the practitioners about 

semiotics. The method presented here allows practitioners with an average knowledge of 

semiotics to implement a similar study.  
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Applicants who aim to use the method in classroom applications should have knowledge of 

general semiotics and know the methods, techniques, and analysis tools of literary semiotics 

presented in this paper. The most important effect of such equipment on the practitioners will 

be to organize the classroom activities as they wish according to their level of knowledge and 

experience. The procedure followed in this article and the given methodology and knowledge 

related to it are practical information that will be useful for students and practitioners interested 

in semiotic application. It is predicted that semiotics makes classroom learning processes more 

enjoyable and effective and will also have positive effects on students’ reasoning power and 

systematic thinking skills in the face of events.  
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Abstract 

This chapter provides an in-depth analysis of the experience and practice of providing 

educational services for the specialised bachelor's degree programme in Philology with a 

specialisation in German Languages and Literatures Study Program (including translation), 

with English as the major at Nizhyn Mykola Gogol State University in Ukraine. The features 

of the programme's curriculum are described in detail, including its theoretical and practical 

components, as well as the opportunities for field experience available to students throughout 

their studies. The article also highlights the content of key subjects within the educational 

programme that provide students with the necessary level of knowledge. The characteristics of 

teaching methods used to ensure optimal learning outcomes and examples of learning tasks are 

discussed in detail. The article highlights the importance of these factors in achieving successful 

educational outcomes for Philology students. In addition, the article addresses educational 

institutions' current challenges in providing quality educational services in Philology. It 

suggests ways in which these challenges can be addressed and overcome. 

Keywords: Philology, English language, curriculum, educational program, teaching staff, 

learning outcomes, modern technology, field experiences. 

 

1.Introduction 

Requirements for a modern specialist in any field include high productivity, flexibility, the 

ability to adapt to rapid changes in the market and to learn constantly, acquiring new skills and 

knowledge. The training of future translators aims to form the theoretical, practical, and 

psychological readiness of the future specialist for professional activity. Bachelor's degree 

programme in Philology with a specialisation in German Languages and Literature (including 
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translation), with English as the major at Nizhyn Mykola Gogol State University was launched 

within the pedagogical specialisation due to the availability of highly qualified lecturers, a 

strong tradition of professional education and our desire of innovation.  

In this article, we aim to describe the formation of the translation tradition at the University, 

present state standards and the University's profile in Germanic Philology, and reveal 

approaches to teaching subject-area courses. 

2. Historical background 

Nizhyn Mykola Gogol State University is one of the oldest educational establishments in 

Ukraine. It was opened as a Gymnasium of Higher Learning in 1820 and has provided 

educational services since under various names. It got its current name in 2004, being 

transformed from a pedagogical university into a classical one, which enabled its academic 

community to open new specialities to remain up-to-date. The Foreign Languages Faculty, one 

of the biggest at the university, was established in 1949 to meet the needs of society in preparing 

high-class specialists in education and has prepared more than 5 thousand teachers since then. 

Initially, the educational process lasted for four years. In 1983, it was changed into 5 years. 

Still, after 2020, when Ukraine joined the European educational space, two higher education 

levels were adopted: a 4-year- period of studies for a Bachelor's degree and 1.5 years for a 

Master's degree. So, many graduates from the Foreign Languages Faculty eagerly met the 

competitive local and national labour market, adding to the image of the Faculty and the 

university, proving that their educational policy ensures high standards in education.  

Our graduates can successfully compete not only as school teachers in secondary school 

education but also in other spheres and occupations such as translation/interpretation or 

international businesses as their theoretical and practical background makes it possible. The 

Foreign Languages Faculty provides its students with profound philological knowledge – such 

subjects as Lexicology, Comparative Typology, Theoretical Grammar, Theoretical Phonetics, 

Stylistics, Basics of Translation, History of English/German, Country Studies, and some others, 

apart from Practical English/German were taught. Some new subjects are added, such as 

Communicative Linguistics, Applied Linguistics, Business English, and others. 

Though the Foreign Languages Faculty traditionally provided training only for pre-service 

teachers, there were some staff with scientific degrees in Philology: Shakhrai O. B., Hurevych 

R. L., Zhomnir O. V., Sknar V.P., Ziatkovska R. H., Kharytonov I.K., Potapenko S. I., and 

others. Thus, highly qualified teaching staff was engaged in scientific and literary work with 
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students. One of them, Oleksandr Zhomnir, was a talented translator who initiated the Literary 

Society Translator in 1976. A monthly wall newspaper under the same name was issued under 

his guidance, where students published the best translations of world literary masterpieces. Both 

poetry and prose by such authors as William Shakespeare, John Keats, Emily Dickinson, 

Somerset Maugham, and others were translated into Ukrainian or Russian, as well as the works 

of Ukrainian and Russian poets and writers, namely Ivan Franko, Volodymyr Korotych, Borys 

Pasternak, Lina Kostenko, Dmytro Pavlychko, Andrii Voznesenski were translated into the 

English, German, Russian, Polish, Bulgarian, and Belorussian languages. Not only did the 

students translate well-known works, but they also wrote critical reviews on these translations. 

At the beginning of the 90s, there was even a column Translator in the university newspaper 

Alma-Mater where everyone could get acquainted with these works.  

Oleksandr Zhomnir was also known as a great literary expert on the creative heritage of 

Taras Shevchenko, the national poet of Ukraine. He was the author of 11 articles in the 

Shevchenko Encyclopedic Dictionary (1976). He translated The Moon and the Sixpence from 

English into Ukrainian by Somerset Maugham (1919/1989) and Cymbeline by William 

Shakespeare (1709/1986). In 1981, some translations of Emily Dickinson’s poetry were 

published. Hopefully, all the translations will be published soon by the translator’s students, 

making it the first complete edition of Emily Dickinson’s poetry translated into Ukrainian. But 

his most important literary work was the first complete translation from English into Ukrainian 

of Paradise Lost by John Milton (1667/2020), which was published posthumously in 2020.  

Other university lecturers continued the translation traditions of the Foreign Languages 

Faculty. Ivan Kharytonov engaged students and graduates in creativity by translating world-

known poetic masterpieces from and into English. He arranged translation contests, collected 

all possible translation variants made by famous names, and published them alongside students’ 

literary tries (Kharytonov, 2009; 2012a; 2012b; Kharytonov et al., 2019). His greatest work is 

translating into Ukrainian George Byron’s poem Mazeppa (Kharytonov, 2018). 

Having such experience and traditions in translation and answering the community's 

growing need for specially trained translators/interpreters, a new Bachelor’s degree program in 

Philology with a specialisation in Germanic languages and literature (including translation) 

was opened in 2016. 
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3. Standards and Study Profile 

The training of the specialists in translation is regulated by the State Standard for the 

speciality 035 Philology for the first (bachelor’s) level of higher education (Order of the 

Ministry of Education and Science No.869 of 20.06.2019) (Ministry of Education and Science 

of Ukraine, 2019). The document specifies the goals, content, teaching methods, and key 

competencies and formulates the learning outcomes (LO). Based on these recommendations, 

higher education institutions develop Study Programs that train specialists. 

Therefore, the purpose of the German Language and Literature Educational Program 

(including translation), with English as the major, which is implemented at the Nizhyn Mykola 

Gogol State University, is defined as the formation of generic and subject-specific 

competencies in philology sufficient for the successful translator performance, as well as the 

preparation of graduates for further continuous professional development. 

Generic competencies are formulated in the context of the Bologna Process and involve the 

formation of the following abilities: 

  to realise one’s rights and responsibilities as a member of society, to realise the 

values of civil society and the need for sustainable development, the rule of law, and 

the rights and freedoms of a person and a citizen in Ukraine; 

 to preserve and multiply moral, cultural, and scientific values and achievements of 

society based on an understanding of the history and patterns of the subject area 

development;  

 to communicate freely orally and in writing in the state and foreign languages; 

 to be critical and self-critical; 

 to learn and master modern knowledge; 

 to search, process and analyse information from various sources;  

 to identify, formulate, and solve problems; 

 to work in a team and autonomously; 

 to think abstractly, analyse, and synthesise;  

 to apply knowledge in practical situations; 

 skills in the use of information and communication technologies; 
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 ability to conduct research at the appropriate level.  

The subject-specific competencies specified in the Standard and the Study Program perform 

a regulatory function and serve as a guide for those who teach and study in the program. They 

are considered to be the social requirements for the professional level of translators. Thus, these 

competences are:  

 awareness of the structure of philological science and its theoretical foundations; 

 ability to use in professional activities knowledge of the language as a special sign 

system, its nature, functions, and levels;  

 ability to use knowledge of the theory and history of the English language in 

professional activities;  

 ability to analyse dialect and social varieties of English to describe the sociolinguistic 

situation;  

 ability to use in professional activity systematic knowledge of the main periods of 

development of the literature being studied, from antiquity to the 21st century, the 

evolution of trends, genres, and styles, prominent representatives, and artistic 

phenomena, as well as knowledge of trends in the development of the world literary 

process and Ukrainian literature;  

 the ability to use English fluently, flexibly, and effectively in oral and written form, 

in different genre-style varieties and registers of communication (official, informal, 

neutral), to solve communicative problems in various spheres of life;  

 ability to collect and analyse, systematise and interpret linguistic, literary, and 

folklore facts; interpret and translate texts (depending on the chosen specialisation); 

 the ability to freely operate with special terminology to solve professional problems;  

 awareness of the principles and technologies of creating texts of various genres and 

styles in the state and English languages;  

 ability to carry out linguistic, literary, and special philological (depending on the 

chosen specialisation) analysis of texts of different styles and genres; 

 ability to provide consultations on compliance with the norms of literary language 

and culture of speech;  

 ability to organise business communication. 

Bachelors are trained for four years (240 credits). The curriculum provides for the study of 

normative (compulsory) disciplines - 156 credits (65%), practical training - 24 credits (10%), 

and disciplines of students' free choice - 60 credits (25%). The training ends with a 
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comprehensive qualification exam, which checks the level of formation of learning outcomes 

(LOs), which are also written in the Standard and Study Program to regulate the content of 

training: 

 to communicate freely on professional topics with specialists and non-specialists 

orally and in writing in the state and foreign languages, using them for effective inter-

cultural communication (LO-1);  

 to work effectively with information: to search for it in various sources, in the 

professional literature and electronic database, in particular, analyse, classify, 

systematise and interpret it (LO-2); 

 to manage their process of studies and self-education (LO-3); 

 to understand the basic principles of the existence of people, nature, and society (LO-

4); 

 to cooperate with colleagues, representatives of other cultures and religions, political 

views, etc. (LO-5); 

 to use computer programs, information, and communication technologies for solving 

professional tasks and problems (LO-6); 

 to understand the fundamental problems of Philological Science and the approaches 

to solving them by employing proper methods (LO-7); 

 to be aware of the language system and literature as the means of expression, the 

history of the language (languages) and literature (literatures) studied. To be able to 

apply this knowledge in professional activities (LO-8);  

 to characterise the dialects and social variants of the studied language (-s) and to 

describe a socio-lingual situation (LO-9); 

 to know the norms of the literary language and use them in professional activities 

(LO-10); 

 to know principles, techniques, and methods of text arrangement in various genres 

and styles in the state and a foreign language (languages) (LO-11); 

 to analyse language units, define their coordination, and characterise linguistic 

phenomena and processes predetermining them (LO-12); 

 to analyse and interpret belles-lettres and folklore in the native and a foreign 

language, to define their peculiarities and place in the literary process (LO-13); 
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 to use a foreign language in both oral and written forms in various genres and styles 

of communication (official, non-official, neutral) for solving communicative tasks in 

an everyday, social, educational, professional, and scientific spheres of life (LO-14); 

 to perform linguistic, literary, and specific philological analyses of the texts of 

various genres and styles (LO-15); 

 to know and understand the basic notions, theories, and concepts of the major and be 

able to apply this knowledge in professional activities (LO-16); 

 to collect, analyse, systematise, and interpret the samples of the language and speech 

and use them for solving the tasks and problems in professional activities and/or 

studies (LO-17); 

 to have the skills to manage complex actions and projects in solving complicated 

problems professionally. To take responsibility for making decisions under 

unpredictable circumstances (LO-18); 

 to have skills of participation in scientific and/or applied research in Philology (LO-

19). 

Thus, attention is focused on future translators' development, communication skills, 

readiness to make independent decisions, think critically, and have appropriate information 

and social skills. 

The curriculum for bachelor's level translator training includes compulsory subjects, which 

are divided into general training disciplines (Ukrainian Language (for professional purposes) 

- 3 credits, Information Technologies in Education - 3 credits, Ukrainian Studies - 6 credits, 

Environmental Safety and Sustainable Development - 3 credits, Philosophical Studies - 4 

credits - 19 credits in total - and professional training (Introduction to the Speciality - 3 credits, 

Latin - 3 credits, Introduction to Linguistics, General Linguistics - 5 credits, Comparative 

Linguistics - 3 credits, World Literature - 11 credits, Practice of Oral and Written 

Communication (English) - 50 credits, Theories of the Main Foreign Language (English) - 16 

credits, Introduction to Translation Studies - 3 credits, Practice of Oral and Written 

Translation - 23 credits, Theory of Translation - 6 credits, Modern Ukrainian Literary 

Language - 5 credits, Modern Ukrainian Literature - 3 credits, Coursework in Foreign 

Philology - 3 credits, Coursework in Translation Studies - 3 credits - 137 credits in total. 

It should be noted that the learning outcomes are complex and formed by studying not one 

but several disciplines. For example, the learning outcome of understanding the main 

problems of philology and approaches to their solution using appropriate methods and 
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innovative approaches (LO-7) is the subject of formation in the classes of Introduction to 

Linguistics and General Linguistics, Comparative Linguistics, Theory of the Main Foreign 

Language, Introduction to Translation Studies, Translation Theory, World Literature, 

Modern Ukrainian Literary Language, as well as in writing term papers; the result of learning 

to use English in oral and written form, in different genre-style varieties and registers of 

communication (formal, informal, neutral), to solve communicative tasks in every day, social, 

educational, professional spheres of life, (LO-14) is the subject of attention in the classes on 

the Practice of Oral and Written Communication (English), first of all. Still, it cannot be 

ignored in the classes on theoretical philological, and translation studies the practice of oral 

and written translation. The learning outcome of having the skills to manage complex actions 

or projects in solving complex problems in professional activities in the field of the chosen 

philological specialisation and to be responsible for decision-making in unpredictable 

conditions (PLO-18) is focused on both the study of compulsory disciplines, by setting 

problem tasks for independent individual work of students, and in the implementation of group 

educational projects. In addition, all student internships are aimed at this learning outcome. 

Practical training of students takes place throughout the entire period of study: introductory 

practice (1.5 credits) is intended to help the applicant adapt to the conditions of study at the 

university, get acquainted with the educational program, reflect on their style of academic 

work; language practice (training) - 9 credits, aimed at training foreign language speech in 

situations of communication close to future professional activities; translation practice 

(academic) - 1.5 credits, involves the performance of production tasks under the direct 

supervision of a teacher (practice supervisor) and translation practice (field experience) - 12 

credits, involves the work of applicants in performing professional tasks in organisations and 

institutions that perform translations of various types and genres. 

The implementation of the curriculum requires the integration of the efforts of teachers of 

different academic disciplines, as well as employers and students themselves. The content of 

interpreter training is discussed at joint meetings of stakeholders (administration, teachers, 

employers, students, and graduates of the program), where the results of surveys are discussed, 

achievements are analysed, and promising areas for further development of the program are 

identified. 

Approaches to teaching are subject to analysis by the relevant departments and subject 

sections. Elective courses in the curriculum (60 credits (25%)) allow for an individual 

trajectory of student development. The Register of Elective Courses is reviewed annually and 
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published on the university's website, making the student choice process dynamic, objective, 

and consistent with their needs and interests (https://cutt.ly/7wluRiRr). It is in this section 

students can choose to study a second or third foreign language (in our case, German, French 

or Polish), immerse themselves in psychology (Psychology for Life, Family Psychology, 

Effective Communication Training, Soft Skills Development Training, Managing Your Own 

Emotions in Professional Activities, etc.), focus on humanitarian issues (Genealogy and 

Family History, Geopolitics and Global Challenges of the Present, History of European 

Cinema, Models and Challenges of Modern Education Abroad, Linguistics of Advertising 

Text, etc.). This block also allows you to master another speciality: computer design, directing 

music and educational events, social and medical rehabilitation, practical psychology, etc. 

A curriculum is a formalised model of the educational process. It is necessary, meaningful, 

and binding. However, no less important is the professional readiness of teachers responsible 

for implementing the curriculum, conducting classes based on modern requirements for the 

organisation of the educational process, and constantly developing and motivating students to 

independent academic work. As already mentioned, the German Language and Literature 

Educational Program (including translation), with English as the major, was created based 

on the experience of training foreign language teachers. In the first stage, we even combined 

both specialities and provided graduates with the qualification of both a translator and an 

English teacher. At the current stage, we have switched to training in one speciality, which 

allowed us to revise the content of the disciplines and bring them closer to preparing students 

to solve professional problems. 

4. Language Training 

Here are examples of how linguistic disciplines are organised in a training program for 

future translators. The instructions in Practical English (Practice of Oral and Written 

Communication (English)) for the speciality Philology – though having much in common with 

those for the speciality Secondary Education – have some peculiarities. Some activities and 

tasks are included that develop professional competencies. For instance, when working on 

Grammar or Vocabulary with first-year Philology students – as the course is integrated for 

junior students – we always give an additional task to perform a consecutive interpretation of 

everything that students answer individually or in a pair/group work. As the instructions are 

conducted in English with a limited use of a native language, the interpreting from English 

into Ukrainian is primarily performed. Students find such tasks exciting, as they resemble a 

natural professional environment. However, they are prepared to do them having done the 
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same grammar or vocabulary exercises at home, and there are always many students 

volunteering to perform such professionally oriented tasks. Doing such tasks, students develop 

listening skills, enlarge operating memory, and improve their grammar, phonetics, and 

vocabulary, which is crucial for pre-service interpreters. In the second year of studies, when 

students start learning some theoretical courses such as Introductory into Specialty and Theory 

of Translation, the students are asked to explain the essential translation devices: partitioning, 

integration, transposition, replacement, addition, omission, or antonymous translation which 

they or other students from the group employ when performing translation/interpretation. 

When working in phraseology units, students are asked to find full or partial equivalents. 

Senior students are more concentrated on the stylistic peculiarities of the texts they are 

working on and the means of their translating. Both written and oral translations are practised, 

prepared, and unprepared. We also find it very useful to work with vocabulary cards for 

students in all years of study. They prepare situations with topical vocabulary – their number 

can vary -- in the Ukrainian language and English on the other side of the card. Then, the 

students exchange them working in pairs or caterpillar mode, greatly intensifying their work 

and expanding their speaking time. The fourth-year students are also instructed to perform an 

annotative translation, which is not required for the Secondary Education Bachelor's 

Programme. 

Another example is the organisation of the educational process in the theoretical linguistic 

discipline of English Lexicology (Zhylko, 2004). It has a logical structure and specific 

terminology and helps students become aware of Philology's structure as a science and its 

theoretical basis. Students do this course (9 credits) in the third year of studies as a combination 

of theoretical (lectures) and practical classes. The main aim of the course is to form professional 

competencies of specialists in Philology to enable future translators to perform their 

professional duties successfully and to consolidate their knowledge of the system and structure 

of the English language vocabulary. 

Lexicology is a linguistic science that studies the word, its morphemic structure, etymology, 

and meaning. So, the word as the primary unit of language is the focus of our attention in this 

course in the aspects of its morphemic structure, etymology (origin), and semasiology 

(meaning). 

During one semester of the third year of studies, students-philologists study such main topics 

of Lexicology: general characteristics of the vocabulary in the modern English language, word 
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morphemic structure, and types of morphemes, major (affixation, composition, and conversion) 

and minor (shortening, blending, back-formation, sound interchange, change of stress, etc.) 

ways of word formation, etymology of the English stock of vocabulary, semasiology – theory 

of meaning, polysemy and homonymy of the lexical units. 

By the end of the course, students-philologists learn to do a morphological analysis of 

English words, define their origin and types of word formation, adequately use phraseology, 

synonymic and antonymic groups, and different dictionaries. 

Nowadays, translation technologies are changing under the influence of automation and 

innovation. It is common knowledge that translation is increasingly performed with the help of 

special programs and tools. These tools speed up the translation process and make it more 

efficient. However, we consider it essential to develop our Philology students’ skills in using 

different types of dictionaries (both electronic and paper) for adequate translation of authentic 

English texts. In the course, students find out that a particular branch of linguistics studies the 

process of compiling dictionaries - Lexicography. At the beginning of the course, they review 

the extensive collection of dictionaries available in the faculty resource room and learn about 

the purpose and application of particular dictionaries - Collocations Dictionary, Dictionary of 

English Etymology, Dictionary of Phrasal Verbs, Dictionary of English Idioms, Dictionary of 

Homonyms, etc. 

The linguistic meaning of the word is not heterogeneous, it may include denotative and 

connotative meanings. Dictionaries give us the specific denotative meanings of words. 

However, words can also evoke or produce emotions in people. The feeling associated with the 

word is called the word’s connotation (connotative meaning). Connotative meaning is not what 

the word means literally but rather the emotion or image that the word produces in us. Some 

words evoke the same feelings in almost everyone who hears them, for example, weak, warm, 

prison, cosy, gloomy, damp, spacious, cramped, and luxurious. 

Future translators should be sensitive to the meaning of a word. If necessary, students in 

class analyse words, look them up in the dictionary, decide if the words have positive or 

negative connotations, and explain (e.g., spacious – means ‘lots of space’ – the word has a 

positive connotation). 

In the course, students-philologists are given a lot of practice in word-building analysis. They 

learn that the lexical meaning of words can be modified or changed completely by their 
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constituents – morphemes, in particular – affixes. While studying the word's morphological 

structure, students have the task of grouping prefixes semantically according to their meaning. 

They have the opportunity to conclude that temporal prefixes express different aspects of time: 

1) priority: ex-, fore-, pre- are the prefixes with the common semantic feature ‘before’, e.g. ex- 

in the word ex-president, pre- in premedical, fore- in foresee; 2) succession – the prefixes with 

the common semantic feature ‘after’, e.g. after- in afterparty, aftertaste, post- in post-war, post-

election. Other groups of prefixes express novelty – the prefixes with the common semantic 

feature ‘new’, e.g. neo- in neoclassical, Neo-Latin; negation: in-, un-, non-, dis-, a-; 

counteraction, opposition: counter-, contra-, anti-; locality: a-, en-, sub-, supra-, sur-, trans-, 

hypo-, circum-, under-; reversion: de-, dis-, un-; incompleteness: demi-, hemi-, semi-, half-, etc. 

In the class of practice, students analyse prefixes that alter the meaning of initial words. They 

translate sentences and conclude the meaning of every prefix, like in the examples that follow: 

1) mis- (calculate, spell, understand), e.g. Accommodation is a word that is frequently 

misspelled. 

2) out- (grow, live, number), e.g. The girls outnumbered the boys at the party. 

3) re- (build, use, write), e.g. I’ve rewritten the letter, but I’m still dissatisfied. 

4) un- (button, do, tie), e.g. This knot is so tight that I can’t undo it. 

At the next step of this exercise, students use the prefixes to alter the meaning of the verbs, 

like those listed below, and make sentences with the derived (transformed) verbs to illustrate 

their new meaning (consider, count, dress, judge, last, load, lock, name, open, pack, play, print, 

read, record, report, roll, screw, sell, tell, think, unite, use, wind, zip). 

While studying another way of word formation – composition – students analyse the 

compounds and determine their meaning from the components. The meaning of the compound 

is made up of the combined linguistic meaning of the bases and the structural meaning of the 

pattern. The semantic centre of the compound is the linguistic meaning of the second 

component modified and restricted by the meaning of the first one (e.g. airmail – mail delivered 

by air, latecomer – a person who comes late). These non-idiomatic compounds have a clear 

motivation. The meaning is quite transparent and can be deduced from the meanings of their 

components. 
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However, there are idiomatic compounds that lack motivation altogether, i.e. there is no 

connection between the linguistic meaning of the bases, the structural meaning of the pattern, 

and the meaning of the compound (e.g., eyewash – something said or done to deceive a person; 

fiddlesticks – rubbish; night-cap – a drink taken before going to bed at night; sweet-tooth – a 

person who likes sweet food and drink). Such words can cause difficulty during translation. 

Future translators should be prepared to consider another characteristic of the English 

language – its polysemy – a plurality of meaning. It is a semantic universal characteristic of 

most words in many languages. Still, it is more characteristic of the English vocabulary due to 

the monosyllabic character of English words and the predominance of root words. The meaning 

is direct (or primary) when it nominates the referent without the help of the context, i.e. in 

isolation. The meaning is symbolic (or secondary) when the object is named and simultaneously 

characterised through its similarity with another object. In Lexicology, we dedicate a lecture 

and several hours of practical classes to this topic as students-philologists should be able to 

choose meaning while translating an English text correctly. 

For example, students get the task to comment on the meaning of some polysemantic 

adjectives in phrases like 1) bitter medicine (fighting, disappointment, dispute over something, 

cold); 2) fresh water (idea, colours, shirt, air, news, complexion, paint, faces, fish); 3) thin 

blanket (fingers, soup, soil, argument, excuse, be on thin ice, as thin as a rail). 

One of the most debatable problems in semasiology is the demarcation line between 

polysemy and homonymy, i.e. between different meanings of one word and meanings of two 

homonymous words. Philology students may find it difficult to differentiate between cases of 

polysemy and homonymy. We worked out a system of exercises that allowed them to see the 

difference between these two phenomena. For example, students should analyse the following 

phrases and sentences: 1. a) the sole survivor of the shipwreck; b) the sole of a shoe; c) my 

favourite fish is Dover sole; 2. a) What do you mean? b) the mean annual rainfall; c) he is so 

mean with money; 3. a) he is such a bore; b) he bore pain without complaining; c) I bore my 

way through the dense crowd. 

Somewhat related to homonyms are paronyms, i.e. words that are alike in form but different 

in meaning. For example, capitol and capital seem very similar but are from different Latin 

roots. Paronyms can cause problems with understanding and translation and need some 

particular practice. For instance, students are given the task to make distinctions between the 
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pairs of paronyms, e.g.: bear-beer, career-carrier, cause-course, collar-colour, cost-coast, 

crash-crush, dairy-diary, human-humane, law-low, major-mayor, rise-raise, sergeant-surgeon, 

very-vary. 

English humour is often based on the language, as mentioned earlier phenomena. Reading 

and analysing the jokes is an excellent way to illustrate polysemy in English. Students are tasked 

to read the jokes and say whether the pun is based on polysemy, homonymy, or paronymy. For 

example: 

1. – You have to be rich to play golf. 

- Then why are there so many poor players? 

2. – When we are engaged, dear, you’ll give me a ring, won’t you? 

- Sure. What’s your telephone number? 

Homophones can also cause difficulty with understanding and translation, especially in oral 

speech. We practice them with students doing the exercises like the one that follows. Task:  

Choose appropriate homophones in the following sentences: 

1. My sole/soul is hard.  

2. Don’t sale/sail the bear’s/bears skin before you court/caught it.  

3. Knew/New wine in old bottles.  

4. After rain/reign comes fine weather/whether.  

5. Two/Too heads are better than won/one. 

Topic Semantic Equivalence and Synonymy is significant for students-philologists and future 

translators, and we pay special attention to it in this course. For adequate translation, a translator 

should be able to choose a proper variant of the synonymic group. It can be quite a challenge 

for an unexperienced specialist as synonyms usually belong to the same part of speech and 

possess identical or nearly identical denotative meaning, interchangeable at least in some 

contexts, but differing in morphemic composition, phonemic shape, shades of meaning, 

connotations, style, valency and idiomatic use. These peculiarities of synonyms and the 
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importance of the correct choice of their variants necessitate a thorough study of English 

synonyms (and antonyms) in training programs for future translators. 

Substantial practice is organised in the course on this topic, to mention just a few, we can 

give some examples. Using text examples, we show that some commonly used synonyms have 

different distributions, e.g., prison – jail, sick – ill, anxious – concerned, accuse – charge, desire 

– aspiration. 

Students make sentences to show how synonym words might be used: 1. Fat, overweight, 

plump, stout, tubby, obese; 2. Laugh, chortle, chuckle, guffaw, giggle, titter, snigger; 3. 

Courage, gallantry, heroism, valour, bravery, fortitude, spirit. 

 In another activity, students should arrange the following ideographic synonyms according 

to the degree of intensity: 1. Ask, beg, implore; 2. Desire, long, wish, want, yearn; 3. Annoy, 

irritate, vex; 4. Astonishment, consternation, shock, surprise; 5. Excuse, forgive, pardon; 6. 

Accident, disaster, misfortune, mishap; 7. Capability, skill, genius, talent. 

 In the course, students-philologists get acquainted with the source of synonymy interesting 

from a sociolinguistic point of view is the so-called euphemism, in which by a shift of meaning, 

a word of more pleasant or at least inoffensive connotation substitutes the one that is considered 

harsh, obscene, indelicate or otherwise unpleasant. Future translators should be taught to avoid 

offensive words in their written or oral translations. 

For example, instead of telling that a person is telling a lie it may be more appropriate to use 

one of the euphemisms: be economic with the truth, distort the facts, embroider the truth, 

exaggerate, equivocate, fib, fudge the issue, invent, misguide, misrepresent, misstate, palter, 

prevaricate, stretch the truth. 

As further activities, students can find words of rude or unpleasant connotations in a 

suggested text and substitute them for euphemisms or do a matching exercise pairing the words 

from Column/List A (addiction, adulterous, coffin, crippled, fat, garbage collector, lazy, poor 

student, prisoner, retarded, steal ugly) with their euphemistic synonyms from Column/List B 

(extramarital, physically challenged, chemical dependency, sanitation person, unmotivated, 

underperformer, overweight, mentally challenged, unattractive, appropriate, detainee, casket). 
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At the final stage of the course, students-philologists study one more important topic for 

future translators: Stylistical Layers of the English Vocabulary. With the help of different texts, 

students learn to differentiate between stylistically neutral words, literary/bookish words (with 

further subdivision into technical vocabulary, barbarisms, poetic words, archaisms, literary 

neologisms), and colloquial words (which are subdivided into literary colloquial and non-

literary, which include slang, jargonisms, professionalisms, vulgarisms). 

In conclusion, the course of Lexicology for students-philologists focuses on studying the 

word as a basic unit of the English language in terms of its morphological characteristics, 

etymology, and meaning. The course developers keep improving it by selecting new 

educational materials, topical texts, and illustrative examples to meet the needs and 

requirements of learners. It is essential for students who will eventually qualify as Bachelor of 

Philology to be competent in ways of word formation, origin and semasiology of the English 

vocabulary, which will enable them to perform their professional duties as translators 

efficiently. 

Theoretical foundations laid during Lexicology are broadened Theoretical Grammar of the 

English Language that deals with word combinations and sentences, the latter being studied by 

the students of both specialities. During the lectures, they get the same theoretical and practical 

tasks aimed at identifying a grammatical phenomenon under study, while their activities during 

the seminars vary. Future translators study different aspects of English grammar compared to 

the Ukrainian one. In many cases, the difference in grammatical structure in the English and 

Ukrainian languages is reflected in the structure of sentences in the former, the word order is 

rigid, and in the latter, it is relatively free. 

In Ukrainian, the subject expressed by a noun or substantive part of speech is usually placed 

before the predicate. However, in many cases, the postposition of the subject is observed in the 

sentences with adverbial modifiers at the beginning. Also, the subject stands after the predicate 

denoting existence, coming into existence, and duration of an action. Adverbial modifiers of 

place and time can stand before and after the predicate. If the adverbial modifiers of place and 

time are at the beginning of the sentence, then the predicate is usually placed immediately after 

them, and then the subject follows. Therefore, when translating, the English sentence has to be 

transformed following the syntactic norms of the Ukrainian language. 
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Transformation of the sentence in the recipient language is also necessary due to the 

mismatch of predicate types in English and Ukrainian. For example, a compound predicate with 

the link verb to be in the translation is replaced by a simple predicate, with the nominal part 

being translated. Besides, sentences with the constructions there are, there are also require 

transformation. When translating the sentences that begin with this pairing, the adverbial 

modifier of place or time is put first, and the compound predicate is omitted or replaced by a 

simple one. 

Regarding restructuring a complex sentence, in English, the subordinate clause comes after 

the main one, unlike in Ukrainian, where the subordinate clause comes before the main one, as 

this order is more logical. In addition, in English, the subject in the subordinate clause preceding 

the main one is often expressed by a pronoun and in the main clause by a noun. 

So, there are the following types of restructuring of English sentences when translated into 

Ukrainian: 1. Replacing the passive voice with an active one; 2. Replacing of the subject by an 

adverbial modifier; 3. Replacing a simple sentence with a composite one; 4. Combining two 

simple sentences into a composite one; 5. Replacing a composite sentence with a simple one; 

6. Replacing the main clause with a subordinate clause and vice versa; 7. Replacing 

subordination with coordination; 8. Substitution of a syndetical (with a conjunction) connection 

by an asyndetical one (without a conjunction). 

The above-mentioned transformations are usually combined within one sentence, making 

complex transformations. 

Taking into account the theoretical background, the practical tasks for future translators are 

based on the following algorithm: point out the predicate/subject/adverbial modifier/the 

structure of a sentence → individually/in pairs/small groups translate into Ukrainian and choose 

the variant natural for your native language → explain the transformations used to make your 

translation adequate. The same procedure is carried out, translating from Ukrainian into 

English. 

To sum it up, future translators learn the theoretical grammar of English compared to 

Ukrainian, which is crucial for an adequate translation as the grammatical structures of the two 

languages are far from identical, thus requiring transformations of the translated sentences and 

suprasentetial constructs. 
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5. Current Tasks 

The development of any profession is dynamic, driven by social requirements, the level of 

development of the industry, and theoretical and practical achievements. The development of 

our German Language and Literature Educational Program (including translation), with 

English as the major, is no exception. Thus, the current tasks for us at this stage are: 

 continuous work on combining training in English and the specifics of the translation 

field, which requires the unification of efforts of many teachers of different 

disciplines to determine the content of training, discuss requirements for assessing 

learning outcomes, and introduce innovations; 

 constant work to avoid a gap between theoretical and practical courses, which 

requires coordination of the actions of teachers of these disciplines; 

 involvement of all stakeholders (administration, teachers, employers, applicants, 

graduates) to determine the actual state of program development and its prospects; 

 establishing partnerships with employers (representatives of institutions and 

organisations that use the services of translators) for practical training of students, 

attracting professionals to conduct classes in specialised disciplines, and creating 

conditions for further employment; 

 search for ways to combine general translation training with specialised training, 

namely: internships in specialised translation agencies (medical, legal, agricultural, 

technical areas), performing translation tasks of texts, documents, and events on a 

volunteer basis, working as translators' assistants; 

 development of the material and technical base of the faculty, namely: the creation 

of specialised classrooms for training translation skills, purchase of licensed software 

for translation activities, the conclusion of agreements with institutions that use 

specialised platforms for translators, and obtaining opportunities for students to train 

on these platforms; 

 participation of teachers and students in the work of professional associations of 

translators; 

 development of extracurricular activities at the university: translation competitions, 

a translation studio, meetings with professionals, etc. 

 As a result of our work on training translators, we have formulated tips and guidelines 

for students for their further professional development:  
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 Obtain a strong foundation in the source language (the language you are translating 

from) and the target language (the language you are translating into). This can be 

achieved through language courses, immersion programs, or self-study. 

 Develop excellent reading, writing, and listening skills in both languages. Practise 

regularly by reading various texts, listening to audio recordings, and writing in both 

languages. 

 Gain knowledge and expertise in specific subject areas. Translators often specialise 

in particular fields, such as legal, medical, technical, or literary translations. 

Acquiring knowledge in these areas helps to ensure accurate and effective 

translations. 

 Familiarise yourself with translation tools and resources. Learn how to use computer-

assisted translation (CAT) tools, which can help improve productivity and 

consistency in your translations. 

 Gain practical experience through internships, volunteer work, or entry-level 

translation jobs. This will allow you to apply your skills, receive feedback, and 

continue learning on the job. 

 Seek professional certifications or join translation associations. Earning certifications 

or becoming a member of recognised translation organisations can enhance your 

credibility and professional network. 

 Continuously improve and update your language skills and knowledge. Languages 

are dynamic, so it's essential to stay updated on changes in vocabulary, idioms, and 

cultural context. 

 Remember that becoming an excellent translator takes time and practice. It is also 

beneficial to collaborate with other translators, seek feedback and mentorship, and 

stay updated with industry trends and technologies. 

 

 

6. Conclusions 

The main content of the student training in the speciality German Languages and Literatures 

Study Program (including translation), with English as the major at Nizhyn Gogol State 

University, is linguistic training in its theoretical and practical aspects, which takes up 67% of 

the total study time. According to the competency-based approach, based on which the 

educational process of future translators is organised, the emphasis is placed on students' 
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performance of practical translation tasks aimed at developing the professional competence of 

future translators. The key to the practical training of students is their involvement in the work 

of the translation studio, professional associations of translators, and the fulfilment of 

translation orders. In addition, expanding cooperation between all stakeholders: students, 

graduates, employers, teachers, and administration may be a promising area of our activity. 
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CHAPTER 3: ENHANCING TEACHING AND LEARNING IN 

ELT METHODOLOGY: A FOCUS ON EFFECTIVE SESSION 

DESIGN 

 

Viktoriia SMELİANSKA  

 Olga PONOMARENKO  

Yevhen PLOTNİKOV  

 

Abstract 

In 2016, the Ministry of Education and Science of Ukraine and the British Council Ukraine 

launched the New Generation School Teacher project, which aimed to change traditional 

approaches to English as a Foreign Language (EFL) teacher training at universities in Ukraine. 

The collaboration resulted in a Core Curriculum for English Language Teaching (ELT) 

Methodology at Bachelor's level (2020). The new methodology programme has become central 

to EFL teacher education at Nizhyn Gogol State University and has adopted a practice-based 

approach to the design of ELT methodology courses, focusing on what teachers should be able 

to do rather than what they should know in order to ensure effective student learning. Through 

the course, pre-service EFL teachers are expected to acquire essential methodological 

knowledge and familiarise themselves with the principles of effective learning and teaching, 

develop a range of practical skills for teaching English to school learners and demonstrate their 

ability to apply their skills in a real teaching context. 

The competency-based approach to teaching methodology required a significant change in the 

training model in general and in the design of the sessions in particular. This chapter discusses 

the principles and approaches to designing and delivering ELT methodology sessions providing 

some practical samples. 

Keywords: EFL teacher training, curriculum, practice-based approach, competency-based 

approach, session design. 

 

1. Introduction 

In 2016 the Ministry of Education and Science of Ukraine and the British Council Ukraine 

launched the New Generation School Teacher project aimed at changing traditional approaches 

to English as a foreign language (EFL) teacher training at universities in Ukraine. The 

collaboration resulted in Core Curriculum for English Language Teaching (ELT) Methodology 
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at Bachelor’s Level (2020). The new methodology program has become central to EFL teacher 

education at Nizhyn Mykola Gogol State University (NMGSU) and has adopted practice-based 

approach to ELT methodology course design with a focus on what teachers should be able to 

do rather than know in order to ensure effective student learning. Doing the course, pre-service 

EFL teachers are expected to acquire essential methodological knowledge and familiarize with 

the principles of effective learning and teaching, develop a range of practical skills for teaching 

English to school learners and demonstrate their ability to apply their skills in a real teaching 

context. 

Before the launch of the New Generation School Teacher project 

(https://www.britishcouncil.org.ua/teach/projects/presett) and adoption of the Core Curriculum 

for ELT Methodology, lecture-style teaching of methodology course prevailed at NMGSU 

which put theory over practice by default and often treated these two components of the course 

as discrete elements. According to Bolitho (2015), this kind of teaching can negatively tell on 

the quality of teacher preparation as the latter ‘needs to be practically oriented and to include 

assessable outcomes which are clearly relevant to students’ future career as teachers’. The new 

Core Curriculum is based on the premise that EFL teacher training must be competency and 

practice-based and that the quality of teaching students receive contributes sufficiently to their 

self-efficacy and preparedness to teach.  

The study does not provide any empirical evidence, relying on the positive evaluation of 

the New Core Curriculum and its implementation by Alan Mackenzie (2019). 

2. English as a Medium of Instruction 

It is worth mentioning that English Medium Instruction (EMI) is applied, i.e. the English 

language is used to teach Methodology, thus developing pre-service teachers’ ELT 

methodology and EFL competence. The findings of the study “English as a medium of 

instruction – a growing global phenomenon” by Julie Dearden (2014) might describe our results 

of the adoption of the Core Curriculum for ELT Methodology too. University trainers support 

the idea that “EMI was beneficial to students and more specifically, that students made progress 

in English when they studied through EMI” (Dearden, 2014, p. 28). The students improve their 

English by being exposed to it through speaking, listening, reading, and writing. The 

improvement in EFL proficiency happens as a by-product of the carefully designed ELT 

Methodology sessions. For example, Alan Mackenzie (2019) points out that the students’ 

language proficiency level was C1 in comparison to B2 in traditional methodology teaching. 

However, University trainers are responsible for their students’ understanding the content of 

https://www.britishcouncil.org.ua/teach/projects/presett
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sessions. So, they help with their students’ knowledge of English by adapting the materials, 

paraphrasing, teaching subject-specific vocabulary, in particular some methodology terms.  

Besides, according to the findings of the TAEC Project (2020), there are three different 

conceptualizations or explanations of what English as medium of instruction means for the 

classroom: 1) change of language, 2) change of language + change of teaching style, 3) change 

of language + change of teaching style + change of student population. In NMGSU the trainers 

change the language and the teaching style. In this case, “switching to EMI means that although 

the context or setting of the event you are in remains the same, you change not only the 

language, but also the way you teach” (TAEC Project, 2020, p. 8). For example, our teaching 

includes a lot of pair and groupwork, discussion, etc. purposefully planned in methodology 

sessions. 

3. Principles of ELT Methodology Session Design 

One of the ways to ensure teaching quality is through session design. We approach 

methodology session design from active involvement in learning perspective and session 

development itself is informed by the key principles behind teacher training activities suggested 

by Bolitho and Wright (2007), Bloom’s taxonomy of learning objectives and backward design 

approach. Backward design prioritizes learning objectives as a starting point of class session 

elaboration followed by determining acceptable evidence of learning and finally planning 

instruction and learning experiences (Wiggins & McTighe, 2011).  

Session learning objectives are formulated in the student-centered manner, namely ‘By 

the end of the session students will be able to…’. And this is where Bloom’s taxonomy of 

learning objectives is made use of prioritizing learning and its stages rather than content. When 

choosing a verb to describe the knowledge or skill students are expected to obtain, it is 

important to make your learning objectives SMART i.e., specific, measurable, achievable, 

relevant and time-bound. Once class session objectives are set, it is necessary to think of 

assessments that can gauge students’ attainment of learning objectives and in case of a single 

class session formative assessment is the best choice. The next step of the backward design 

process is to elaborate class session activities that are aligned with the learning objectives and 

help students meet them. 

One of the trainers for the New Generation School Teachers project was Rod Bolitho who 

shared some main principles to stick to while developing and sequencing activities for 

PRESETT. The first important principle is starting where your learners are i.e., engaging with 

their previous knowledge and experiences (Starting from). What previous experiences might 
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pre-service EFL teachers have? They are language learners themselves and can share their 

experience from this perspective. Pre-service teachers’ vicarious experience can also be 

informed by the models supplied by their school or university language teachers.  

Another key principle to consider is that we work from practice towards principles 

(theory). This can be achieved by setting a shared task which can help learners acquire shared 

experience along with guiding their reflection on the experience through answering teacher’s 

questions. This is where we “move away from a transmission approach to training towards a 

more participatory one” (Wright & Bolitho, 2007, p. 122). This way learners are able to 

contribute to the construction of new knowledge. Theory on the topic in focus can be presented 

later in the session in the form of a mini-lecture, reading or any other kind of input. Bolitho and 

Wright (1995) recognize the central “role of talk in processing of new ideas” (p. 8), that is why 

it is important to comment on and analyze them in plenary discussions. Assigning follow-up 

reading is advisable for students to explore the topic for themselves and make sense of what is 

taught. This practice enables to realize another principle of training activity consisting in giving 

your students time for ideas to settle.  

Finally, it is time for the plan-for-action phase of the session when pre-service teachers’ 

experience has to become concrete and individual. For example, students can be asked to 

prepare an activity or a lesson putting into practice new principles. This new individual 

experience is a basis for reflection which has a vital part to play in pre-service teacher 

development and helps them to become reflective practitioners. 

A formative assessment task is an excellent ending of a session. In online Cambridge 

Dictionary (https://dictionary.cambridge.org/), assessment is defined as a methodical way of 

acquiring, reviewing and using information about someone or something, so as to make 

improvements where necessary. Assessment is concerned with individual student (assessee) 

learning and conducted by a teacher (assessor) who observes or collects evidence about an 

assessee’s performance or outcome. The criteria for assessment are set by both parties jointly. 

The variety of course assessments, namely formative and summative assessments (quizzes, 

exams, final papers, final projects [text-based or multimedia], peer assessments, self-

assessments, and reflection) is a key feature of this ELT Methodology course. 

It is useful to think about different types of assessment in terms of its purpose. For 

example, formative assessment refers to assessments conducted while students are learning and 

is used by teachers to adjust their classroom teaching practices and by students to improve their 

performance as needed. The purpose of formative assessment is to improve students’ learning 
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and not for grading or judging students’ achievement of learning objectives (Popham, 2021). 

In self-assessment learners are encouraged to assess their own progress, in peer assessment  

each other using specific criteria. 

It is important to maintain students’ engagement through the session by making objectives 

explicit, using a variety of activities and interaction patterns, altering the pace when needed and 

giving time and space to think and reflect while slowly increasing the level of challenge as the 

session proceeds. 

4. ELT Methodology Session Sample 

Following the incorporation of the suggested principles and approaches, a carefully 

designed methodology session was implemented during the third year of study, specifically 

within Module 3: Preparing to Teach 2. More specifically, this session focused on Unit 3.1, 

which explored the essential theme of language skills, with a particular emphasis on teaching 

listening skills. This session was carefully designed to meet the specific needs and 

developmental stage of the pre-service teachers, ensuring their comprehensive understanding 

and effective application of listening teaching techniques. 

By strategically aligning the session with the overarching curriculum framework, the 

integration of the proposed principles and approaches seamlessly enhanced the learning 

experience for the pre-service teachers. The session aimed to equip them with the necessary 

knowledge, skills and pedagogical strategies to effectively teach listening skills in the English 

language classroom. 

Throughout the session, a structured and interactive approach was used to actively engage 

the pre-service teachers. Various pedagogical techniques such as modelling effective listening 

strategies, engaging in collaborative discussions and analysing authentic audio materials were 

used to foster a deep understanding of the intricacies of teaching listening skills. The session 

also encouraged critical thinking and reflective practice, enabling pre-service teachers to 

evaluate their own teaching methods and explore innovative approaches to promoting active 

listening in their future students. 

In addition, the session design included opportunities for pre-service teachers to apply 

their learning through practical activities and micro-teaching exercises. By providing a 

supportive and constructive learning environment, the pre-service teachers were able to actively 

practice their teaching techniques and receive valuable feedback from their peers and trainers. 

This experiential learning approach facilitated the development of their pedagogical 

competence and confidence in teaching listening skills effectively. 
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Tables 1-4 below show the session templates and associated handouts, providing a visual 

representation of the carefully designed teaching materials and resources. These templates acted 

as a comprehensive guide for both trainers and pre-service teachers, ensuring a structured and 

coherent delivery of the session content. 

Taken together, these session templates and handouts exemplify the careful planning and 

delivery of the methodology session. They serve as valuable resources that not only guide the 

trainers, but also enhance the learning experience of the pre-service teachers. By using these 

materials, pre-service teachers will be equipped with the necessary tools and resources to 

effectively teach listening skills and promote language development in their future classrooms. 

Table 1. ELT Methodology course session framework 

 

Module  3 Preparing to teach 2 

Unit 3.1 Language Skills – Teaching Listening 

Session  4 

Topic Purposes for Listening 

Objectives By the end of the session students will be able  

to identify the purposes for listening; 

to use and develop activities according to the purpose of listening. 

Time 80 minutes 

Materials 

and 

equipment 

Handouts, PowerPoint presentation 

Activity Aim Procedure Interaction Time 

Lead-in to explore 

students’ 

background 

knowledge on 

purposes for 

listening 

Ask students to comment on the 

quotation: People never listen 

without a purpose, except 

perhaps in a language class. 

(Gary Buck) 

SS-SS 

groups of 4 

2 mins 

Comment The quotation is demonstrated on the slide. 

It is a warmer activity which can help students to predict the topic of the 

session and activate their background knowledge and critical thinking. 

Trainer might ask some guiding questions to boost the discussion, for 

example: 1. What did Gary Buck mean? Do you agree with him? 

Reflection 

on previous 

experience 

to explore 

students’ 

previous 

experience of 

listening to L1 

outside the 

classroom and 

L2 in the 

classroom 

Ask students to reflect on their 

listening experience in the 

classroom and in the real world.  

Ask them to write down the 

things they listened to in the past 

24 hours in and out of the 

classroom and reasons why they 

listened to them. 

Invite students to discuss the 

differences between listening to 

T-S 

(individually) 

 

 

Pair-Share-

Compare 

 

SSS 

(plenary) 

5 mins 
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L1 outside the classroom and 

listening to English inside the 

classroom. 

Comment Give students an example, In the morning I listened to the weather forecast 

on the radio to find out if it will rain today. (Listening in the real world) 

If students have problems comparing the two types of listening experience, 

guide them by asking questions, for example: Do you choose what to listen 

to in the classroom? And in real life? It is important to conclude that listening 

to L2 in the classroom has to become as purposeful as listening to L1 in the 

real world. 

Setting 

learning 

objectives 

to find out what 

students expect 

to lean during 

the session and 

to set the 

objectives 

Announce the topic and ask 

students to share their 

expectations of the session. 

Set the objectives for the session. 

T-S 3 mins 

Comment Sharing their expectations students contribute to the agenda for learning and 

engage in practices of autonomous learners. 

Learning objectives make student involvement in the session conscious and 

allow them to use metacognitive strategies to plan, monitor and evaluate their 

learning. 

Shared 

experiences 

to allow 

students to 

focus on their 

English 

classroom 

listening 

experience and 

identify 

purposes for 

listening 

Ask students what they listened 

to last in their English class and 

what was the purpose for it.  

T-S 2 mins 

Comment Ask students to remember all cases of listening in the classroom. Draw 

students’ attention to the idea that we listen not only to specially prepared 

recordings but also to peers’ answers or teacher’s instructions and 

explanations. Ask students to ‘put on teachers’ hats’ and comment on 

purposes for listening from teacher’s perspective as well as learners. 

Pre-teaching 

key words 

and grouping 

students 

to pre-teach the 

key words for a 

reading activity 

to group 

students 

Ask students to draw a strip of 

paper either with a word missing 

some letters or letters to 

complete one of the words. Get 

students to mingle and find their 

partner for the reading activity. 

SSS 

(mingling) 

3 mins 

Comment Doing this activity, we pre-teach some words whose meaning or form we find 

difficult for students, for example, inferential. Once students did the matching 

and found their partners, we ask them to read the words aloud and explain 

their meaning. Sometimes we have to convey the meaning of some words 

through example sentences, context, etc. 

Input to raise 

students’ 

awareness of 

Get students to read the text 

about purposes for listening 

inserting missing phrases and 

S-S 

(pairs) 

10 

mins 
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purposes for 

listening 

sentences into appropriate place 

in the table. 

Comment Doing this task, students get theoretical input which helps to clarify and 

consolidate their understanding of the topic in question. This stage of the 

session can use loop input approach too if you choose to get students to listen 

to a mini-lecture each group with a different purpose for listening. For 

example, group 1 can listen and make notes which makes it listening for 

details. After the activity students reflect on their experience. Another tweak 

is to present this input in a jigsaw reading activity. 

Metaphors 

 

to assess 

students 

understanding 

of purposes for 

listening 

Students are shown pictures 

metaphorically representing 

different purposes for listening. 

Get them to say and explain what 

purpose is illustrated. 

SSS 

(plenary) 

5 mins 

Comment This activity serves as formative assessment. Pictures are shown on slides, 

e.g. a detective searching for clues with a magnifying glass (listening in 

detail), a bird flying over a city (listening for gist), a dog sniffing a suitcase 

at the customs (listening for specific information), a boy with a ‘thinking’ cap 

on (inferential listening).We can ask students not only to explain metaphors 

but also suggest their own which will demonstrate their deeper insight into 

the topic. 

Listening 

tasks 

to get students 

to match 

purposes for 

listening with 

listening tasks 

Give students a list of 

instructions for listening tasks. 

Get them choose the right 

purpose for these listening tasks. 

S-S 5 mins 

Comment This activity helps students to draw connections between purposes for 

listening and instructions for listening tasks. It also prepares them for the next 

activity. 

Applying to 

action 

(planning) 

to get students 

to devise a 

listening 

activity 

Ask students to create an activity 

for the stated listening purpose 

using the script.  

Get students to try the activity on 

their groupmates who will define 

the purpose for listening. 

 

SS-SS 

(4 groups) 

30 

mins 

Comment First students study the script of the listening text and class profile. Next, they 

are divided into 4 groups. Each group is assigned a purpose for listening to 

devise their activity on. Other groups do not know each other’s purposes. 

Groups microteach their activities and get feedback from their peers. They 

might argue that the task matches the purpose and can suggest their 

improvements. Summing up the activity trainer asks what order students 

might use their listening activities in the classroom and why and if they would 

make their students listen to one and the same text twice. It is also advisable 

to discuss the challenges students had while working on the task. 

Reflection 

on the 

session 

to summarize 

the session 

Ask students if their 

expectations of the sessions have 

been met. 

Ask students if the objectives of 

the session have been met. 

SSS 10 

mins 
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Comment It is one of the most important stages of the session as it informs us of students 

understanding and degree of engagement with the topic. Reflection 

encourages pre-service teachers to be more considerate of their learning. To 

guide reflection some additional questions can be asked, for example, What 

did you want to know before we got started? What issue was addressed? What 

new skills did you learn? What surprised you? What worked or didn’t work? 

What did you like or dislike about the experience? What things will you do 

differently or the same next time? How can you apply this in the future? 

Homework to set 

homework, to 

reflect on the 

session 

Ask students to consider their 

experience of today's session and 

dwell on the suggested points on 

Flip.  

Something that I have learned 

today. 

Something that surprised me. 

Something that I will use in my 

own teaching. 

Something I'd like to work on/ 

find out. 

Something that I would have 

done differently in the session. 

Any other comments. 

Ask them to watch their peers’ 

videos and like the best one from 

their point of view. 

T-S 5 mins 

Comment It is formative assessment combining self-assessment and peer assessment. 

Getting students to reflect on and get involved with their own and their peers’ 

learning process is a part of developing reflective practitioners. Learning 

journals are an excellent way of doing this, students use their webcam or 

mobile phone to record a short video after the session and post it on Flip. Flip 

(https://info.flip.com/) is a video discussion app that can be used for rehearsed 

speaking. 

 

Table 1 illustrates the overall session framework, outlining the key components, 

objectives and learning outcomes. It serves as a roadmap for trainers, providing a clear overview 

of the session flow and progression of activities. The framework emphasises the integration of 

the proposed principles and approaches, stressing the importance of starting where the learners 

are, working from practice to theory and planning for action. 

Table 2. Handout 1 to accompany the ELT Methodology course session framework 

Unit 3.1. Language Skills – Teaching Listening 

Session 4: Purposes for Listening 

Handout 1 Key Vocabulary 

Draw a strip of paper. Complete the words and find your partner. 

DE__AIL T 

IN__ER F 

G__ST I 

SP__CIFIC E 

INFORM__TION A 
 

https://info.flip.com/
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Handout 1 (Table 2.) is used as a pre-teaching activity to introduce and familiarise 

students with key vocabulary words that may be challenging or unfamiliar. Students are given 

a strip of paper with incomplete words and their task is to complete the words by filling in the 

missing letters. Once completed, students find a partner who has a strip of paper with a matching 

word. They then take turns reading out the words and explaining their meaning. This activity 

promotes vocabulary acquisition and comprehension by encouraging students to discuss and 

clarify the meaning of words through examples, context and other strategies. 

Table 3. Handout 2 to accompany the ELT Methodology course session framework 

Unit 3.1. Language Skills – Teaching Listening 

Session 4: Purposes for Listening 

Handout 2 Purposes for Listening 

Insert missing phrases and sentences into appropriate place in the table. Dwell on the 

characteristics of each purpose for listening. 

1. _____________ 

 

This refers to the occasions when we want to know the general 

idea of what is being said, as well as who is speaking to whom 

and why, and how successful they are in communicating their 

point. Students only focus on the main ideas. This type of 

listening is like standing in a waterfall. It washes over you and 

you get the general feeling / understanding. 

Listening for specific 

information 

This refers to the occasions when we don’t need to understand 

everything, but only a very specific part. 2.____________ We 

ignore everything else. 

3. _____________ This refers to the type of listening we do when, for example, we 

need to find errors or determine differences between one passage 

and another. 4._________________ 

5.______________ This refers to the type of listening we do when we wish to know 

how the speaker feels. 6. _________________ 

 

A. 

Listening in detail 

D. 

We cannot afford to ignore anything 

because, unlike listening to a list of delayed 

trains, we don’t know exactly what 

information will help us to achieve our task. 

B. 

Inferential listening 

E. 

We make deductions by going beyond what 

is actually stated. It is all about making 

analogies to situations that we recognize. 

Such listening requires a ‘model’ in our 

heads of how the situation might unfold. 

C. 

Listening for gist 

F.  

For example, while listening to a list of 

delayed trains, we are only interested in 

hearing news about one particular train – the 

one we want to catch – and so we listen 

selectively for this very information. 

(*Adapted from Wilson, J.J. (2008) How to Teach Listening. Pearson Longman, p.10) 

 



 
69 

 

The purpose of Handout 2 (Table 3.) is to deepen students' understanding of different 

listening purposes. Students are given a table with missing phrases and sentences related to 

different listening purposes. Their task is to fill in the missing phrases and sentences in the 

appropriate places in the table. This task provides the students with theoretical input and allows 

them to consolidate their understanding of the topic. Alternatively, teachers can use a loop input 

approach where each group listens to a mini-lecture with a different listening purpose. After 

completing the task, students reflect on their experience and engage in discussions to further 

analyse the characteristics of each purpose for listening. This activity promotes critical thinking 

and helps students to develop a comprehensive understanding of the different purposes of 

listening. 

Table 4. Handout 3 to accompany the ELT Methodology course session framework 

Unit 3.1. Language Skills – Teaching Listening 

Session 4: Purposes for Listening 

Handout 3 Listening Instructions 

Choose the right purpose for these listening tasks. 
Purpose for 

Listening 

Listening Task 

 Listen to the conversation and take notes to complete the table. 

 Listen and match conversations 1-5 to photos a-e. 

 Listen to Mike and Emma discussing city life. How do they feel about 

living in the city? 

 Listen to eight short extracts. After each one, discuss with a partner 

how you think each person is feeling. 

 Listen and decide if the sentences below are true (T), false (F), or we 

don’t know (?). 

 Listen and follow the instructions to make an origami model. 
 

 

The purpose of Handout 3 (Table 4.) is to help students make a clear link between the 

purposes of listening and the corresponding instructions for listening tasks. Students are given 

a list of listening tasks and a set of purpose statements. Their aim is to carefully analyse the 

purpose statements and determine the appropriate purpose for each listening task. By engaging 

in this activity, students will develop their ability to decipher the underlying goals of listening 

tasks and to understand how different instructions align with specific listening purposes. 

As students work through Handout 3, they actively make connections between the 

intended outcomes of the listening tasks and the purposes they serve. This activity encourages 

students to think critically and evaluate the relationship between effective listening strategies 

and the overall aims of listening activities. By identifying the appropriate purpose for each task, 
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students improve their overall understanding of how listening instructions are tailored to 

achieve specific learning objectives. 

Table 5. Handout 4 to accompany the ELT Methodology course session framework 

Unit 3.1. Language Skills – Teaching Listening 

Session 4: Purposes for Listening 

Handout 4  

Design an activity for the stated listening purpose using the script. 

Class Profile 

 16-year-olds 

 Pre-intermediate level 

 Class has English two times a week for 45 minutes 

Offline Day 

Yesterday, I had a whole day without the Internet. It was quite different from my usual 

routine. Instead of spending hours surfing the web and checking social media, I found myself 

engaging in various activities. In the morning, I picked up a book that had been sitting on my 

shelf for months. It was refreshing to immerse myself in a captivating story without any 

distractions. Later, I went for a long walk in the park, enjoying the beauty of nature and 

breathing in the fresh air. I also spent quality time with my family, playing board games and 

having meaningful conversations. Without the Internet, I realized how much I had been 

missing out on these simple yet fulfilling experiences. Although it was challenging at times, 

not being connected to the online world for 24 hours allowed me to appreciate the offline 

world and find joy in the little things. 

 

 

Handout 4 (Table 5.) enables students to actively design listening activities based on a 

provided script and class profile. After studying the script and considering the learners' needs, 

students are divided into groups, each with a specific purpose for listening. They work together 

to create activities that engage learners in active listening, comprehension and response. 

Once the activities have been developed, each group presents and micro-teaches their 

activity to the class. This allows for peer feedback and discussion to assess the effectiveness of 

the activity in achieving its intended purpose. Pupils reflect on the order of implementation of 

the activity and explore the advantages and disadvantages of multiple listening. 

This hands-on activity encourages creativity, critical thinking and an understanding of the 

relationship between instructional design and the purpose of listening. Through active 

participation and reflection, students gain insight into creating purposeful and effective 

listening activities. 
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5. Conclusions 

In conclusion, the findings of this study provide valuable insights into the design of ELT 

methodology sessions for pre-service teachers, thereby addressing a significant gap in the 

existing literature on this topic. The findings highlight key aspects that contribute to the 

successful design of these sessions, including the implementation of EMI, the use of Bloom's 

Taxonomy of Learning Objectives, the adoption of a backward design approach, and the 

incorporation of key principles for sequencing session activities, namely starting where learners 

are, working from practice to theory, and planning for action. 

The study shows that pre-service teachers improve their ELT methodology and 

professional competence through their participation in ELT methodology courses using EMI. 

However, it is crucial for trainers to take responsibility for ensuring that their students 

understand the session content and to adapt their teaching style in line with the session design 

principles outlined above in order to provide engaging and purposeful structured learning 

experiences in methodology courses. 

Despite the advantages discussed, it is important to acknowledge some limitations. One 

notable limitation is the time and energy required to develop a coherent sequence of sessions in 

an ELT methodology course, mainly due to the lack of comprehensive methodology textbooks. 

It is therefore advisable to work with a team of designers to alleviate this challenge. 

Thus, the present study contributes significantly to the understanding of designing ELT 

methodology sessions for pre-service teachers. By adopting these recommendations, teacher 

educators can create engaging and purposeful structured learning in methodology courses, 

thereby promoting the development of ELT methodology and professionalism among pre-

service teachers. This holistic approach not only equips future educators with the necessary 

skills, but also encourages a shift in teaching styles to align with the principles of lesson design. 

Ultimately, these efforts will contribute to the continuous improvement of language teaching 

and the professional growth of pre-service teachers. 
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CHAPTER 4: EMPLOYING STORYTELLING AS A 

PEDAGOGICAL STRATEGY IN EFL CLASSROOM 

 

Hayriye AVARA  

 

Abstract 

One of the oldest forms of education and oral tradition still in use today to transmit the cultures, 

traditions, and customs of a past society is storytelling. It creates a link between the old and the 

modern. In EFL lessons, storytelling typically offers a relevant context, an engaging 

environment, and is utilised as a method to greatly encourage pupils. Although it is generally 

believed that storytelling is based on imitation and repetition, many creative activities can be 

used in the classroom because this method encourages students to use their imaginations. 

Therefore, storytelling is a vital communication technique that can be applied in the language 

classroom to foster imagination and creativity in both teaching and learning. This study explores 

the value of storytelling as a teaching method in EFL lessons. It outlines the benefits of 

employing storytelling as a teaching and learning strategy to improve students’ language and 

literacy abilities as well as to promote student engagement and interaction in language classes. 

It also looks at how engaging in storytelling activities can increase and promote fascinating 

language use and improve comprehension across all four skill areas. 

Keywords: Storytelling, Teaching English, EFL, Strategy 

 

1. Introduction 

Storytelling, as a long-standing, worldwide custom is a powerful communication tool that 

people can use to share ideas, feelings, and experiences. Stories have been employed for 

amusement, motivation, instruction as well as to pass on knowledge, preserve culture, and to 

teach ethical principles. This means that people of all ages use stories for a variety of reasons 

and relate them to other people of all ages in a variety of ways. For instance, it is possible to 

observe how children portray relationships between individuals, what they imagine their future 

needs and wants to be, and how they conduct themselves in the stories they act out while 

playing. Adult storytellers frequently relate, discuss, ponder, and offer advice about the most 

important values in the world. After all, the delivery of stories has long served as a means of 

transmitting cultural traditions and legacy.  

https://orcid.org/0000-0001-5575-3497
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Storytelling is the use of narratives as a social tool for valuing, disseminating, and maximising 

individual understanding. A story is a narrative that includes events, characters, and emotional 

elements. Reading aloud and storytelling are typically contrasted as being distinct art forms. In 

contrast to reading aloud, where the reader reads aloud the exact words in a given story or 

presents a memorised text to the audience, Mello (2001) claims that in storytelling, the 

storyteller focuses on the main message(s) and is free to use language improvisation, 

vocalisation, mimetic action, and his or her creativity to convey a story message to the audience. 

Stories also assist in the more effective transmission of knowledge by making the subject matter 

more captivating and memorable. According to Ohler (2013), stories offer a useful framework, 

metaphor, and collection of useful methods for resolving problems, educating ourselves, and 

achieving our objectives. Additionally, storytelling is an effective tool for communication. 

Storytelling can be used in many different contexts, but it is especially effective in language 

education. According to Andrews and Hull (2009), learning occurs most creatively in social 

and communal settings that provide real-world contexts for how to apply information. That is, 

it is mainly about how stories can be used as a tool to spread knowledge in a communal sense.   

Storytelling, to McDrury and Alterio (2003), is a distinctively human form of communication 

that allows people to express a variety of aspects of who they are, how they relate to others, and 

the real or imagined environments people live in. Because tales make up a significant portion 

of who people are, they aid us in understanding these worlds and how we fit within them.  

Storytelling, according to Dyson and Genishi (1994), is an interaction between a teller and an 

audience that involves the use of a narrative structure, vocalisation, dramatic imagery, and/or 

both verbal and nonverbal clues. The audience responds to the teller's actions verbally and 

nonverbally as well.  

2. Storytelling in Education 

Education is a crucial step in helping people advance their knowledge and abilities, sharpen 

their thinking skills, and give back to the community. In this context, storytelling has been a 

vital and effective teaching tool despite the evolution and change in educational techniques over 

time, for they have a significant impact on education, and people. The use of storytelling 

techniques improves the ambiance and setting of the classroom. Because stories are engaging 

and even hilarious, they can help learners unwind and lessen their concerns. In contrast to the 

majority of traditional teaching methods, a well-told tale, according to Richter and Koppett 

(2000), can promote a sense of community and belonging in learning groups. Hence, use of 

storytelling in education has several advantages.  
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To start with, storytelling helps improve students' communication skills. When they tell a story, 

they can also improve their logical cognitive functions, emotive expressions, and effective 

audience communication abilities. Young learners, for instance, can enhance their 

communication abilities through stories by acting out while playing how they imagine how 

people interact to one another, what they think their needs and desires are for the future, and 

how they should act. Adult storytellers, on the other hand, frequently debate, describe, pause 

about, and advocate the most important world ideas. After all, passing down traditions and 

cultural heritage has always been done frequently through storytelling. These skills help 

students communicate more effectively inside and outside of the classroom.  

Additionally, students can get an understanding of how language functions and how to use it 

effectively through the characters, dialogue, and events in stories. Additionally, reading a 

variety of stories- including fairy tales, novels, short stories, etc.- gives children the chance to 

experiment with new grammatical constructions and idioms, which improves their language 

proficiency. Moreover, storytelling affects linguistic diversity and cultural diversity in language 

learning as well as cultivating cultural and historical awareness. That is, the use of stories to 

comprehend history and cultural context is quite effective. A society's history, morals, and 

beliefs are reflected in its legends, fairy tales, and traditional traditions. Introducing these tales 

to students helps them become more historically and culturally aware.  

One of the most important benefits of storytelling is that it can help students enhance their 

grammar and vocabulary. They can see how language is used in real-world situations through 

stories. For instance, Brown (2017) asserts that the use of stories helps improve students' 

understanding of the main ideas and topics in text. When students can relate to the experiences 

of a story's characters, they are better able to comprehend complex ideas. Hence, they are better 

able to comprehend information and retain it for longer.  Furthermore, stories can help students 

build analytical and critical thinking skills because it is crucial to understand and analyse texts. 

This also enables storytelling to enhance pupils' capacity for original ideas. In other words, 

storytelling encourages children to grow as creative thinkers. By telling or making up stories, 

students can develop their ability to come up with original ideas, imagine different outcomes, 

and find creative solutions. According to Savvidou (2010), storytelling is a style of thinking 

about experience that values the perspective of the individual. This enhances one's capacity for 

problem-solving and promotes unique thought. 

One other advantage of storytelling for students is the growth of their emotional intelligence 

and capacity for empathy. Students who create stories might improve their emotional 
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intelligence, empathy, and capacity to perceive things from various angles by seeking to 

understand the sentiments of a fictional character. This might result in closer relationships with 

others and increased awareness of societal issues. Similarly, narrative improves students' 

capacity for original thought. Students can use their imaginations to investigate potential links 

between various characters and events when they are creating stories. A greater aptitude for 

critical thought and problem-solving benefits children. Since it calls for kids to understand the 

motivations and emotions of characters, storytelling can aid children in growing their emotional 

intelligence and empathy.  

Another benefit of storytelling is the ability to learn and understand information. That is, using 

examples from real-world experiences or intriguing stories, one can successfully convey 

complex or difficult concepts. Stories can help students build their analytical and critical 

thinking skills because it is crucial to analyse and interpret texts. No matter the learners' age or 

background, Cameron (2001) claims that storytelling is a successful teaching strategy for 

fostering the acquisition of language skills in both the first language (L1) and the second 

language (L2).  

2.1. Storytelling in Language Education 

Storytelling is a crucial tool for educational objectives, particularly when learning the English 

language (Wright, 2000). Stories provide students a chance to have their voices heard, and they 

do this by placing them at the centre of the learning process and demonstrating the value they 

place on their experiences. Storytelling, according to Coconi (2013), is the act of conveying 

events via the use of language and sound. This is a form of improvisational expression that 

centres on a story and/or point of view. Students can use words and pictures to play with their 

imaginations when they are told stories. Additionally, it encourages participation from the 

students in class as they begin to develop assumptions about the plot. Along these lines, 

storytelling is a successful method for teaching English since it helps students' listening 

abilities. As follows, students’ daily lives may benefit from their increased language 

comprehension.  

According to Barrett (2006), stories incorporate various characteristics of learning 

methodology, such as project-based learning, technology integration, student participation, and 

reflection for deep learning. Also, Atta-Alla (2012) explains that storytelling is a powerful 

pedagogical strategy for teaching and improving L2 abilities since it works on language skills 

in an enjoyable, motivating, and contextualised way. This makes it more interesting for students 

to listen to stories as well as to speak, write, and read about them. Likewise, Cooper et al. (1992) 
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claim that storytelling aids students in learning and remembering pronunciation, grammatical 

structures, and vocabulary.   

However, learning a language entails more than merely picking up new vocabulary or grammar 

rules. That is, understanding a culture and being able to communicate with people require 

linguistic proficiency. In other words, due to the richness and versatility of the language, 

learning English can occasionally be a difficult task. Understanding grammar rules is only one 

aspect of learning English. It is equally crucial to comprehend and use the language itself. When 

students learn English through stories, they not only learn the language but also how to apply 

it. In this respect, using stories to teach English is a highly successful teaching strategy, for 

understanding a language's cultural background and narratives is essential for proper 

comprehension. Thus, the use of stories when teaching English to non-native speakers helps 

pupils communicate more effectively and develop their language skills, for they can polish their 

grammar, vocabulary, and pronunciation skills by telling stories.  

In addition, language learners also have the chance to enhance their communication abilities as 

storytelling encourages student participation, improves cultural understanding, and promotes 

the growth of critical thinking abilities. It is possible to use language practically by 

comprehending and sharing a story. While telling stories to others, students can enhance their 

speaking and writing abilities. Understanding stories can help them develop their listening and 

comprehension abilities as well. Thus, storytelling is a crucial language learning practise that 

can aid in the development of efficient communication in L2 classroom.  

Storytelling is typically defined in terms of how it functions or what it does to encourage 

communication between storytellers and tale listeners in the field of language teaching. In this 

setting, storytelling can be used as a powerful method of expression for ideas, feelings, and 

experiences.  According to Atta-Alla (2012), storytelling is a way to share and explain events. 

Stories are crucial because they bridge linguistic, cultural, and other differences. All ages can 

benefit from the storytelling style, dispelling the idea of age discrimination. It is possible to 

educate morals, cultural standards, and societal values through the use of stories. In addition, 

Hsu (2010) defines storytelling as the process of relating a story to an audience through the use 

of voice, facial expressions, hand gestures, eye contact, and involvement. A story is produced 

as a result of the interaction between the storyteller and the audience. Because of this, while the 

storyteller uses words and gesture to transmit a narrative, the audience physically reacts to it by 

squinting, gazing, or grinning, providing feedback on how the narrative is being received to the 

storyteller.   
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Furthermore, storytelling plays a significant role in all communities and is a highly effective 

teaching tool for young learners (Phillips, 2000). Young learners enjoy reading, writing, and 

listening to stories, and they learn more about society and life in general from the stories. Telling 

and dramatizing stories has become a fairly common element to the pre-school curriculum 

(Wright et al., 2008). There are various studies that demonstrate the positive effects of 

storytelling on young children's language development. To give an example, Willis (1996) 

demonstrates excellent story-telling techniques for instructors in his book Teaching Language 

by Telling Stories and emphasises the importance of stories in language learning. Additionally, 

in his article ‘Language Acquisition and Language Learning,’ Stephen Krashen (1982) 

demonstrates how stories might impact pupils' language acquisition and the significance of 

emotional context for language development is discussed.  Krashen (1982) makes the case that 

students can benefit greatly from using stories to replicate the process of acquiring a new 

language.  

Using stories to engage students and make language learning more enjoyable is a great strategy 

as focused on by Kim (2010). By enabling students to comprehend and communicate in real-

world settings, stories can help language learners feel connected. By following the characters' 

experiences, they can gain a deeper understanding of the language. Narratives can also help 

students recall information better and keep it for longer. Because they help people build an 

emotional connection, tales help people recall information better. As a result, language learners 

can better recall the vocabulary and grammatical rules they study.  

Through stories, language learners can learn about many cultures and cultivate cultural 

sensitivity. According to Ray and Seely (2004), by hearing stories in the target language, 

learners are exposed to it in a way that feels normal, improving their speaking and 

comprehension skills. Students learn how to use language in the actual world through listening 

to and telling stories. They can have a deeper understanding of a civilization's values, beliefs, 

and history by learning the stories of the society where that society is spoken. This is crucial 

for a deeper comprehension of the language because of how closely it is related to culture. 

There are several fun pre-storytelling exercises that draw children in and encourage 

participation, such as describing pictures, making predictions, and building connections with 

others. According to Tedjaatmadja and Renandya (2012), there are a variety of activities that 

must be completed once the narrative has been told, such as role-playing, responding to 

inquiries, developing alternate endings, and so on.  
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2.2. Significance of Storytelling in Language Development 

Many nations' historical and cultural backgrounds are reflected in storytelling, which is often 

regarded as a potent method for enhancing linguistic abilities. Sundmark (2014) explains that 

by including narrative into language instruction, students' linguistic abilities can be improved 

because storytelling has the power to raise children's linguistic abilities. The relevance of 

students strengthening their language skills through stories is also emphasised by Uzun (2006). 

Because it gives students the chance to use language in authentic communication situations and 

because it helps students develop their grammar, vocabulary, and expressive skills, storytelling 

is regarded as an effective language learning technique. Reading, writing, listening, and 

speaking are all part of developing language abilities. For people to communicate effectively, 

to grow intellectually, and to absorb knowledge, language skills are fundamentally important.  

Storytelling is a powerful teaching tool for vocabulary and grammatical structure as also 

emphasized by Lucarevschi (2016). Stories can use a variety of sentence forms, tenses, and 

grammar rules. This aids language learners in applying their theoretical knowledge. Stories also 

give students the chance to learn new terms in context and show them how to use those words 

in everyday situations. Thus, storytelling enhances language learning and can help students' 

vocabulary grow. Lam et al.  (2012) assert that stories can have a good effect on language 

acquisition because they help pupils create emotional connections and boost motivation. 

Storytelling can enhance language abilities in various ways. For instance, it gives students level-

appropriate literature to read. They study language and vocabulary via stories in a realistic 

setting. It also gives students the chance to write their own stories. They can practise applying 

vocabulary and grammar rules thanks to this. It requests that students recount an experience or 

a particular subject. This helps pupils' expressive abilities and communication skills both grow. 

It encourages pupils to perform story plays in small groups. They gain better speaking and 

listening abilities as a result. Schegloff (1997) asserts that narrative has the ability to spark 

conversation and give pupils a platform to express their thoughts or create new meanings. 

Personal experience narratives are not often offered as monologues in casual social interactions; 

instead, they are a part of a larger conversation in which the characters' perspectives are 

inserted. 

In addition, students can be assigned activities involving story analysis. By talking about 

subjects like character development, theme, conflicts and storyline, they can expand their grasp 

of grammar and vocabulary. Also, language games can be incorporated into language 

instruction to make storytelling enjoyable. Story guessing games, for instance, can be played, 
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which encourages students to make up a story based on a particular opening line. Through their 

socialisation into a literacy event, such as reading a book aloud and repeating the narrative to a 

partner, Hellerman (2006) discovered confirmation that post-reading story re-telling can build 

learners' interactional skills and increase engagement in a classroom context. To Hellerman, 

socialisation during literacy-related activities in the classroom increases engagement in literacy 

activities outside of the classroom. This idea has been reinforced by Morrow (2001), who 

asserts that the activities that come after storytelling are just as essential as the storytelling itself. 

These activities include story recollection, which enables students to re-read the story and 

deepen their understanding, recycling new vocabulary, and allowing teachers to gauge their 

current language proficiency.  

Furthermore, use of storybooks created specifically for language learners can help students 

interact with the stories according to their reading abilities. Stories provide opportunity for 

students to discover various accents and language variants. They benefit from understanding 

how the language is used in practical contexts. Students, to Ray and Seely (2004), can better 

comprehend that language is a living thing and how it is used in the actual world by employing 

narrative when learning a language. This approach can improve the effectiveness and fun of 

language acquisition. 

2.3. Building Communication Skills Through Storytelling 

Given that speaking and listening are the foundational skills of language acquisition, 

storytelling is an excellent way for teaching any language. Storytelling in the classroom 

involves more than just speaking and listening to the basic narrative. Through the use of 

narrative in language training, students have the opportunity to learn how language is used in 

real-world situations and improve their communication abilities. Hibbin (2014) asserts that oral 

storytelling in primary schools fosters speaking and listening abilities and, thus, promotes the 

use of oral storytelling as a teaching tool for innovative and interactive teaching techniques.  

As previously stated, learning a language entails both increasing one's vocabulary and 

strengthening their communication skills. Students have the opportunity to refine their 

emotional expression, narrative skills, idea articulation, and listening abilities through the use 

of stories. This makes it easier for language learners to interact with people in real life. Further, 

Boje (2001) asserts that storytelling is a common social activity that enables the transmission 

of implicit and explicit information as well as the development of identities. Hence, stories offer 

the chance to comprehend various cultures, emotional situations, and social dynamics.  



 
84 

 

Students also have the chance to communicate more effectively on an emotional and mental 

level through storytelling. Listeners can emotionally engage with and inhabit the storyteller's 

world through a good story. During a storytelling exercise, two main characters must directly 

engage. They are storytellers as well as listeners. The listener must concentrate on the speaker's 

demeanour and how their body and face convey information. The teller must be prepared and 

employ suitable vocalisation and vocabulary in order to effectively and efficiently convey a 

story (Barzaq, 2009). Depending on factors such as the level and age of the students, the lesson 

objectives, the needs of the students, and so forth, a variety of stories, including fables, short 

stories with animals that speak or behave like humans as characters, that express a moral, 

fairytales, or folktales, might be utilised throughout the course of storytelling activities. 

Students who enjoy a story, either as readers or listeners, are likely to identify with its primary 

characters. The struggles these characters face may be relatable to the viewers' own experiences, 

which can make them interested in the story's conclusion. According to Benjamin (1973), 

storytelling is a form of human communication that develops from the worlds of living speech 

and experiences that other people have shared. The accomplishments and coping mechanisms 

of characters can motivate viewers. Students get the capacity to communicate and tell in an 

emotional setting through storytelling. Students' capacity to empathise is enhanced when they 

comprehend the thoughts, feelings, and experiences of characters in a tale. Additionally, it 

improves students' communication skills, which gives them more self-assurance when 

practising their English.  

In order to master the nuances of language, foster creative thinking, and improve 

communication skills, storytelling in language instruction offers pupils a potent instrument. 

Students learn via stories how language is applied and given meaning in daily life. Thus, 

incorporating storytelling into language-learning curricula can aid in students' development as 

more proficient, effective, and self-assured communicators.  

2.3.1. Listening and speaking practice through storytelling  

Significantly, students can improve their language skills in various ways. As mentioned by 

Kang et al. (2018), by combining listening, speaking, reading, and writing abilities, storytelling 

can offer a holistic language learning experience. Furthermore, the use of stories can enhance 

communication abilities, language proficiency, and cultural background. Students can gain 

knowledge of the cultural context in which a language is utilised by using cultural stories. This 

helps while teaching languages since it increases cultural awareness.  
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Storytelling is a notion of symbolic activities, such as words and/or deeds, that have a pattern 

and content for those that live, produce, or interpret them. Barzaq (2009) defined storytelling 

as a knowledge management strategy that disseminates knowledge and provides content to 

specific audiences. ‘Telling’ comprises face-to-face interaction between the storyteller and the 

audience. The listeners can understand the storyteller's experiences through the messages that 

the storyteller can convey. However, storytelling will lose its appeal, according to Mart (2012), 

if the storytellers do not make the tales engaging and interesting. Storytelling should be 

combined with full physical responses in order to motivate young language learners to learn 

new languages. A good way to acquire vocabulary and sentence patterns is through storytelling. 

Storytelling is one speaking technique that is regularly used to teach speaking abilities. 

Language learners can write their own stories to share with their classmates or they can sum up 

a story they heard from someone else in the past. Telling stories encourages original thought. 

Additionally, it aids pupils in expressing concepts regarding the beginning, middle, and end of 

a story, as well as the necessary characters and setting (Kayi, 2012). Thus, a story comes to life 

through the interaction between the storyteller and the listener, who share the duty of 

storytelling. By definition, a story consists of a storyteller, a story listener, a theme, and issues 

that are grounded in reality. 

According to Eela (2016), studying a foreign language might give the student a whole different 

perspective on the world. Thus, storytelling is a very effective teaching method for languages. As they 

write or tell stories, students can improve their expressive skills, increase their vocabulary, and 

strengthen their grammar. Storytelling is a technique that can be utilised in language training to enhance 

speaking abilities, according to Brown and Yule (1983). Students' speaking and listening abilities are 

enhanced through the use of stories in language instruction. Students learn how language should be 

spoken correctly and presented effectively by listening to or telling a tale. Additionally, it helps pupils 

learn to communicate through stories and improves their listening comprehension. The study of 

language instruction and storytelling is regarded as a crucial strategy for enhancing language learning 

and speaking abilities. Students gain a variety of advantages through storytelling, including increased 

vocabulary, grammatical knowledge, and enhanced speaking and listening abilities. Similarly, 

presentation skills can also be enhanced by telling or presenting a tale to others.  

2.3.2. Reading practice through storytelling 

Understanding and analysing texts can be improved through storytelling. Reading comprehension can 

be improved by considering the themes of the stories and the characters' motivations. In the classroom, 

this can help kids' reading comprehension abilities. Students have the chance to hone their writing and 

creative thinking skills via the process of writing stories. Students can practise telling their own stories 
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and structuring their thoughts through storytelling. This method can improve writing talents and boost 

expressiveness. 

One effective strategy for enhancing students' linguistic skills is the use of stories in language training. 

Stories give students context for learning and show them how language is used in real-world situations. 

Contextualised storytelling is a multisensory technique that uses nonverbal as well as verbal resources 

in the communication process, such as props, visual aids, and body language, for example. Giving - 

imparting an understanding, a concept, or a takeaway to the audience is the goal of contextualised 

storytelling. It results from having a clear purpose and set of guiding values, from having the 

corresponding desire to give back, and from being aware of the background behind your story. Wajnryb 

(2003) asserted that storytelling has the capacity to deliver comprehensible input, or language that can 

be understood within the learner's range of access. That is, the usage of various forms of storytelling 

may have a beneficial effect on the formation of these skills, and that contextualised storytelling may 

help learners enhance their understanding of oral tales and speaking abilities.  

2.3.3. Writing practice through storytelling 

The art of storytelling can be used to encourage students to use expressions and improve their 

fundamental language acquisition skills in addition to improving grammar and vocabulary. In 

light of this, storytelling plays a significant part in both writing and reading classes. Stories are 

a type of creative writing; thus, students deserve to be given the opportunity to use it extensively 

and pedagogically. For instance, reading and writing can be made interesting and interactive by 

utilising children's oral cultures. Storytelling, according to Aida (2007), is particularly 

beneficial at helping students develop their listening and writing skills and adds that the writing 

genre of a story, or narrative is one that might be employed. A key element of the narrative 

writing style is the use of specific elements that complement one another to grab the readers’ 

and writer’s attention. Narrative inspires students to write creatively and enhances the standard 

of their works, as Birkenkraha (2014) also claims. It gives the students as writers or readers the 

impression that they are a part of the story as they can relate to the story. Moreover, as Alkaaf 

(2017) writes, narrative writing demonstrates the student’s knowledge of literary works 

including poems, essays, and stories as well as their capacity to create a meaningful output that 

represents their emotions and how those feelings could affect others. The use of linguistic and 

literary forms appropriate for the desired themes and harmonious with the target audience could 

also be aided by narrative writing. By asking students questions regarding the story’s events, 

its timeline, their expectations, and its moral, teachers can assist students in understanding this 

sort of writing. 
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2.3.4. Building vocabulary through storytelling 

Storytelling facilitates the acquisition of new vocabulary and expressions. By incorporating 

vocabulary from stories, language learners can expand their knowledge of words and idioms. 

Language learners have the chance to acquire new vocabulary, comprehend sentence structures, 

and develop their narrative abilities through stories. They benefit from storytelling by 

expanding their vocabulary and developing their knowledge of and proficiency with the 

language's grammatical structure. Stories give students the chance to connect textual threads 

and comprehend tenses and grammatical structures. Various stories can also be used to enhance 

their speaking, reading, listening, and writing abilities. Students can develop their vocabulary 

and listening abilities, for instance, by listening to a narrative.  James Asher (1969), the creator 

of the Total Physical Response (TPR) hypothesis- often known as the total language response 

(TLR) theory- centred TPR on using stories to teach language structure and vocabulary, 

particularly to pupils learning a new language. According to Asher's methodology, pupils can 

learn languages more efficiently by using narrative. To explain stories and characters, 

storytellers need a wide vocabulary. The vocabulary of those who read or write stories is 

enriched by their exposure to various words and idioms. According to research, those who 

routinely tell stories have a wider vocabulary. 

2.4. Significance of Storytelling in Boosting Motivation 

Language learning process can be made more entertaining through stories, for stories can make studying 

enjoyable and inspiring. The learning experience can be enhanced by including stories into the resources, 

for stories can boost students' enthusiasm and interest in language acquisition. This may increase pupils' 

success in their language-learning endeavours. Moreover, students' emotional, psychological, and 

motivational states can be affected by stories, which are a potent communication tool. The desire and 

drive students have to accomplish their goals can be characterised as motivation as focused on by Nunan 

(2003), who examines the value of stories in raising student motivation and enhancing communication 

abilities in language instruction.  Storytelling can boost classroom interaction and motivate more active 

participation from students. When given the chance to create original texts by telling stories, students 

may be more motivated (Gordo, 2011). Students' motivation to learn can be raised through storytelling. 

Stories that are pertinent and interesting to them can improve their attitude towards learning. Resources 

should include texts that look into the possibility of storytelling inspiring language learners. 

Storytelling, also, offers the chance to solve issues and achieve success, for they can inspire readers by 

describing the challenges that the main characters face and how they handle them. People could feel 

more energised and confident about tackling their own problems if they witness how others are 

overcoming comparable difficulties. Stories offer the chance to demonstrate how characters evolve and 

grow over time. Thus, the listeners or readers might start to assess their own potential when this 
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development and change are consistent with the narrative's central concept. They might become more 

inspired as a result. Related to this, storytelling also encourages emotional connection. That is, students 

can develop emotional relationships through stories. A story can inspire individuals more when they 

feel an emotional connection to the main theme or characters. An emotional connection can encourage 

viewers to consider the story's conclusion more and work towards it.  

Moreover, stories can be believable and evocative. Therefore, they can be used in a more engaging and 

evocative way to communicate facts and messages. By connecting an abstract idea to a specific, real-

world experience, a tale can more effectively convey that idea. People may be more motivated to 

accomplish their goals as a result of this. Storytelling can therefore be an effective method for boosting 

motivation. People can become more emotionally invested in a tale, develop confidence in their capacity 

to solve difficulties, and increase their level of goal focus. Therefore, stories can be a powerful tool for 

those looking to motivate themselves. As a result, students' drive to learn can be increased through 

storytelling. Stories give students an interesting context to learn in contrast to dull and repetitive 

language learning techniques. Students' interest in studying is maintained by their curiosity about a 

story's conclusion. Additionally, storytelling gives children the chance to be creative and original 

because they can either make up new stories or retell old ones.  

2.5. Significance of Storytelling in Building Cultural and Social Awareness 

Through stories, language learners can investigate the philosophies, practises, and experiences of 

various societies. They have greater cultural sensitivity and understanding as a result. Learning about 

the customs, principles, and experiences of many cultures and communities is made simpler by the use 

of stories. Through stories, language learners can get insight into various worldviews and points of view. 

Stories can broaden students' worldviews and assist in understanding various cultures. Through 

storytelling, language learners can learn about the customs and values of various cultures as also 

mentioned by Yang et al. (2020). Stories provide cultural understanding that transcends language. 

Leaners can utilise the language more effectively if they are aware of the historical developments and 

cultural variances among English-speaking nations. Through reading about characters from many 

locations and eras, students learn about various cultures and ways of life, which help them gain widened 

perspectives. 

2.6. The Significance of Technology in Language Learning and Storytelling 

Language learning and storytelling both benefit from technology. That is, technology provides 

a variety of tools that make it easier to learn a language, including voice recognition software, 

online language learning platforms, language learning apps, and virtual learning environments. 

More resources, practise opportunities, and individualised learning experiences are offered by 

these tools to language learners. Storytelling can become more interactive by utilising 

technologies like virtual reality (VR) and augmented reality (AR), which can engross an 

audience in the narrative. Additionally, the story can be made more stunning and impressive by 
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using digital animations, special effects, and other visual elements. Technology has a role in 

the globalisation of languages and the facilitation of communication. People can now converse 

in several languages more easily thanks to the internet and digital tools. People can understand 

and share stories in several languages with the use of online translation tools and language 

learning applications.  

2.6.1. Digital storytelling 

One example of the positive impact of technology to language learning related to storytelling 

is the digital storytelling, which is the act of conveying a story using technology. Digital 

storytelling can be an engaging exercise for language classrooms. According to Reinders 

(2011), digital storytelling can be a useful tool for encouraging students to utilise the language 

within as well as outside of the classroom because it is simple to use for speaking and writing 

practise. This implies that students may incorporate more than one of the items, whether they 

are created by them or by others: text, audio, music, and pictures, screenshots, such as those 

from websites and video games, other pictures and additional digital media. They can create a 

web page, an audio interview, a movie with voice-over, or just a written text with a twist like 

sliding text or shifting colours to convey different moods. Students may employ any genre their 

teacher specify and create an autobiography or a story. In order to get students interested in 

language learning, digital storytelling is used as an approach. According to Wright's (2000) 

theory, stories can aid language learners in meaningfully learning the language by assisting 

them in language comprehension. The use of digital storytelling makes it possible to perform 

vocabulary instruction implicitly in a fun and engaging manner. 

2.6.2. Personalised learning environment 

The use of technology can assist make language learning more individualised. The speed of 

learning is flexible for students. The content of language learning applications can be tailored 

to the interests and proficiency levels of the students. In doing so, learning is much more 

efficient. Online storytelling and podcasts have become more and more popular as a result of 

technology. Storytellers and language instructors can now reach a global audience thanks to the 

Internet. With the help of podcasts, language learners can reach a larger audience with words 

and stories. In brief, technology has a significant impact on storytelling and language learning. 

It expands the options and resources available to language learners, can enhance the storytelling 

experience, and promotes the language's global adoption. Additionally, it offers individualized 

educational opportunities and promotes online discourse and storytelling.  



 
90 

 

3. Integrating Storytelling into Language Class 

Language learning can be more enjoyable and successful when told through stories. Finding 

unique narrative techniques is crucial because everyone picks up languages differently. When 

learning a language, teachers can use storytelling to hone distinct language skills at various 

language levels. Simple stories are a good option to start, and as students gain experience, they 

may be offered more sophisticated ones. Watching and listening to stories in a foreign language 

might help students learn how to use and pronounce the language correctly. Teachers can use 

podcasts, audiobooks, or foreign television shows and films for this. Furthermore, gestures and 

body language are crucial when integrating storytelling. Using gestures and body language 

when delivering stories can help students communicate more effectively. Also, after reading or 

listening to a story, students can highlight the important words and phrases. They can also try 

to mimic the native speakers they hear and can improve their accent and pronunciation. 

Teachers can make stories using story cards or visual aids. Teachers can also encourage group 

work by setting up language study groups or planning group storytelling activities through 

which students can exchange stories from various points of view. Finally, feedback is crucial 

while honing students’ narrative skills.  

4. Conclusion 

Storytelling is an integral part of education, and it is of great importance in teaching English. 

Storytelling can aid in language learning strategies. It provides a number of benefits such as 

improving language skills, increasing communication abilities, deepening cultural 

understanding, and increasing motivation. Through stories, students better understand both the 

structure and content of language. For instance, it is possible to increase students’ vocabulary 

while reading or listening to a story. By examining stories, students can improve their 

understanding of grammar. It provides students with opportunities to build emotional 

connections and strengthen communication skills, as well as gaining cultural knowledge 

beyond language. It also helps students improve their communication skills, increase their 

empathy skills, understand and retain information, encourage creative thinking abilities, and 

increase historical and cultural awareness. Therefore, using storytelling in language education 

can contribute to students' language learning in a more effective and enjoyable way.   

Efforts by educators and students to learn and use storytelling can help them create a deeper 

and more meaningful learning experience. Thus, language educators and learners should 

consider stories as an indispensable part of the language learning process. As a result, it is 

critical that educators and educational institutions take into account including storytelling into 
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the process of learning a new language. Teachers can enrich students' language learning 

experience by using storytelling effectively, for it is a valuable tool that help students improve 

their language skills, strengthen communication abilities, increase cultural awareness and 

increase motivation.  
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CHAPTER 5: TEACHER RESEARCH ENGAGEMENT IN 

ENGLISH LANGUAGE TEACHING  

 

Derya COŞKUN  

 

Abstract 

Teacher research engagement in English language teacher training has gained importance in 

recent years because of its advantages in terms of reflective and professional practices. Firstly, 

teacher research offers several benefits, such as enabling teachers to investigate their practice, 

critically reflect on their teaching, and promote their professional growth. Further, it promotes 

teacher autonomy, encourages a sense of ownership, and creates a collaborative culture within 

the school community. It also enhances the relevance of research outcomes to the classroom 

context, and it can inform policies and practices. Despite its benefits, teacher research 

engagement has some challenges, such as time constraints, lack of support, and limited access 

to resources. However, there is a significant gap in the literature on teacher research engagement 

in English language teacher training. It is essential to fill this gap by providing insights into 

factors that affect teacher research engagement, including teacher beliefs, attitudes, and 

motivation, the impact of the program structure and design, and the role of mentoring and 

support. Therefore, this literature review argues that teacher research engagement is an essential 

aspect of English language teacher training and aims to contribute to the ongoing professional 

development of English language teachers by exploring the benefits and challenges of teacher 

research engagement. Finally, future research is suggested to investigate factors that affect 

teacher research engagement and develop strategies to promote and support teacher research 

engagement in the field of English language teaching. 

Keywords: teacher research engagement, English language teacher training, literature review 

1. Teacher Research Engagement  

Teacher learning is a continuous process that requires teachers to engage in different 

teaching practices and experiences in various social contexts and circumstances. This view is 

also stated by Johnson (2015), “Teacher learning neither begins nor ends within a teacher 

education program. In fact, the duration of the typical teacher education program, whether pre-

service or in-service, pales in comparison to teachers’ schooling histories, life experiences, and 

the accumulation of teaching experience” (p. 525). That is why teachers are expected to share 

their experiences about pedagogical and theoretical practices, resulting in productive and 
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positive learning outcomes. At this point, teacher research has become a significant construct 

shaping teachers’ learning and teaching. In this regard, Burns (2021) notes that experiential 

knowledge of teaching and professional learning could be achieved and expanded through 

teacher research. Leat et al. (2014) claim that teacher research should mainly focus on changing 

the classrooms and schools with the help of systematic inquiry. However, there are a limited 

number of studies dealing with how and to what extent teachers engage with the research. 

Concerning this limited number of studies, Alhassan and Ali (2020) note that educational debate 

focuses on the professional development and training of novice and experienced language 

teachers.  

Teacher research is defined by different scholars by referring to the features of the practice. 

To begin with, Borg (2009) states, “Teacher research—systematic, rigorous enquiry by teachers 

into their own professional contexts, and which is made public—is a minority activity in ELT” 

(p. 377). In line with this definition, Borg and Sanchez (2015) add that “Teacher research is a 

methodologically-flexible activity – a wide range of strategies can be used in collecting and 

analysing data as well as in reporting findings” (p. 2). So, they refer to the systematic nature of 

research, which includes self-study and aims for real-world impact. Therefore, Borg and 

Sanchez (2015) claim that “teacher research needs to be made public, as opposed to being a 

wholly private activity” (p. 2). Brooks (2021) says that research should be regarded as a means 

of “challenging assumptions about teaching, as a way of investigating and inquiring into 

practice, but also as a way of challenging issues of equity and justice that exist within education, 

and providing a range of ideas possible for transformation” (p. 14). At this point, Alhassan and 

Ali (2020) remark that teachers cannot transform research knowledge into pedagogical one 

straightforwardly. Likewise, Borg (2010) asserts that “While teacher research is necessarily 

reflective, reflecting on one’s practice does not automatically constitute teacher research” (p. 

394). Hence, teacher research should be regarded as an ongoing process helping teachers to 

improve their teaching and professional development. However, “research engagement as a 

transformative CPD model seems to have received less attention in the literature” (Alhassan & 

Ali, 2020, p. 1).  

As to the difference between engagement in and engagement with research, Borg (2010) 

depicts engagement with research as the process of reading and making use of research, while 

engagement in research means conducting research. Borg (2009) asserts that institutional and 

organizational factors are influential on teachers’ research engagement along with individual 

attitudes and beliefs. Engaging in and with research contributes to teachers’ criticality, learning, 
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and professional development by enabling them to gain new experiences and teaching 

perspectives (Leat et al., 2014).  

Concerning the origins of teacher research, the studies show that it originated from action 

research and dates back to Kurt Lewin's studies in the 1940s (Borg, 2010). The literature 

indicates that the emergence of teacher research in applied linguistics and language teaching 

dates back to the late 1980s (Borg, 2010; Burns, 2021; Sönmez Boran, 2018). Further, Medgyes 

(2017) states that teacher research emerged since the 1990s. Teacher research is also called by 

different names in the literature. To exemplify, Borg and Sanchez (2015) note that different 

terms refer to teacher research, such as practitioner research, action research, and classroom 

research. Similarly, Burns (2021) states that it has different forms, such as reflective practice, 

(collaborative) action research, exploratory practice, and exploratory action research. Even 

though these inquiry forms adopt different research approaches, they all intend to help teachers 

explore concerns and problems related to their profession by collaborating with their students 

and colleagues. So, the ultimate goal of these approaches is to enhance student learning and 

develop teaching practices.  

When it comes to the characteristics and elements of teacher research, Sanchez and Borg 

(2015) list the characteristics based on the experiences of ELT practitioners, and these features 

are; “messy and non-linear, collaborative, reflective, pedagogically-driven, exploratory, self-

initiated, self-directed, ongoing, practical, and flexible” (p. 186). As for the elements of teacher 

research, Burns (2021) specifies that information gathering, reflection, observation, and 

experimentation are crucial ingredients of teacher research. In addition, some factors influence 

teachers' research engagement levels and processes. According to Trent (2012), pre-service 

teachers' professional identities affect their research engagement, and the research shapes their 

identity positions. Therefore, it can be concluded that participants' opinions and practices about 

research would construct their understanding of themselves and their identity positions.  

As per the role of research in teacher training, Menter et al. (2010) note that research 

engagement has gained world-wide importance in teacher education. In this vein, they mention 

four different forms of teacher professionalism, which are the effective, reflective, enquiring, 

and transformative teacher, adopting different teacher education approaches toward research in 

teacher professionalism. In line with these approaches, it is concluded that there is no common 

understanding about the role and place of research in initial teacher education (Brooks, 2021). 

It is also implied that research-informed teaching is not promoted in teacher education 

programs, and not all teacher educators are engaged with and in high-quality practice-based and 
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applied research. In this regard, Cochran-Smith and Lytle (1999) remark that reflection, 

mentoring, teacher and action research are the common methods used in initial teacher 

education. They draw attention to the difference between the research studies conducted by 

university researchers and teachers. While the first one focuses on doing research and revealing 

findings, the latter is based on changing practices and enhancing institutions. That is why “the 

goal is understanding, articulating, and ultimately altering practice and social relationships to 

bring about fundamental change in classrooms, schools, districts, programs, and professional 

organizations” (Cochran-Smith & Lytle, 1999, p. 279). Since teacher education involves 

different paradigms, the roles of teachers, teacher educators, and teaching training programs for 

teacher research engagement will be discussed respectively.  

To begin with the teachers as the practitioners in the research engagement process, it is seen 

that they have important roles such as gaining awareness and being critical about educational 

research. In this regard, Brooks (2021) specifies that teachers should be knowledgeable about 

research and not be regarded as ‘passive consumers of research’. Likewise, Borg (2010) notes, 

“teachers should be critical consumers of educational research, using it to inform their 

instructional decisions” (p. 410). Hence, teachers should be encouraged to conduct research by 

building a collaborative and supportive research culture, improving their skills and knowledge, 

and boosting teacher reflection and research literacy (Sanchez & Borg, 2015).  

Furthermore, teacher educators should know their responsibilities and roles in teachers’ 

research engagement. In this vein, Brooks (2021) notes that teacher educators play a significant 

role in integrating research into teacher education programs. In this regard, research is 

recommended to be an integral part of teacher education programs as it can be used “as a form 

of pedagogy, as a form of challenge and as a useful guide to their practice” (Brooks, 2021, p. 

22). Vu (2021) refers to the role of teacher educators in guiding teachers to engage in research 

by encouraging them and changing their beliefs about being the consumers of the research.  

Along with teachers and teacher educators, teacher training programs are highly crucial to 

encourage teacher research engagement. In this sense, Dao et al. (2022) highlight the 

importance of teacher education courses and programs in promoting teacher research 

engagement. In parallel with this, Munthe and Rogne (2015) note that research is emphasized 

in teacher education programs. Likewise, Burns (2021) asserts that learning and teaching-

related issues occurring in language classrooms are explored by means of organized and 

intentional inquiry processes. However, it is observed that there needs to be more systematic 

planning and coordination about the goals of research-based teacher education. In addition, they 
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claim that most of the initial teacher education programs put more emphasis on teacher-led 

research engagement rather than students’ engagement with research (Munthe & Rogne, 2015). 

In this sense, Trent (2012) specifies that participants distinguish between real and individual 

research. Accordingly, pre-service teachers believe that real research would be beneficial for 

student learning, while individual research would be helpful for personal careers.  

Despite all this, there are some criticisms about the role of teaching and teacher research 

within the scope of teacher education. To illustrate, Brooks (2021) remarks, “teaching itself is 

often viewed as a practice-orientated profession rather than a research-orientated one” (p. 13), 

as can be seen in teacher education policies. In this sense, the literature shows a gap between 

research and practice. For instance, Biesta (2007) indicates that there is a gap between research 

and practice, which causes a lack of connection between researchers and practitioners. 

Mehranirad and Behzadpoor (2022) suggest that the distance between teachers and academics 

increases because of opposing opportunities and conflicting assumptions. This view aligns with 

Borg (2010), who observes that teacher research is mainly conducted by university language 

teachers, and it is regarded as a requirement of their profession.  

Borg (2010), in contrast, states that “research engagement has the potential to be a powerful 

transformative force in the work and professional development of language teachers” (p. 391); 

however, language teacher research engagement is not a common activity in the field of 

language teaching. Further, most of the present studies focus on the short-term effects of teacher 

research; however, the long-term effect of teacher research engagement is a neglected field of 

study (Sakarkaya & Bümen, 2022). Nevertheless, Sakarkaya and Bümen (2022) indicate that 

there has been a dramatic increase in teacher research studies, especially in Argentina, 

Australia, Chili, China, Finland, and the USA.  

Further, the conceptions regarding teachers as technicians who practice the findings of 

academic research studies are highly criticized. Borg (2010) also specifies that classroom-based 

research ignoring teachers and their cooperation cannot meet teachers’ needs and solve their 

problems. Based on the literature, Ball (2012) specifies that this research-practice gap is also 

named as ‘knowledge-doing gap’, and four different models were proposed to address this gap 

in the literature. These models are “1. The Research Development Diffusion Model, 2. The 

Evidence-Based Practice Model, 3. The Boundary-Crossing Practices Model, and 4. The 

Knowledge Communities Model” (Ball, 2012, p. 285). These models adopt different ways of 

addressing this research-practice gap, and the perspective of each model toward research is 
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illustrated in Figure 1 below. Despite the disparities among these four models, the ultimate goal 

of these models is to enhance the role of research in educational practices.  

 

Figure 1. Four models that represent how the knowing–doing gap can be addressed (Ball, 

2012, p. 286) 

 

2. Benefits of teacher research engagement 

When teachers’ research engagement reasons are investigated, it is observed that there 

are various factors influencing their research engagement motivation and interests. For instance, 

Borg (2010) specifies that teachers’ engagement in research depends on their attitudes, abilities, 

experiences, working conditions, collaboration skills, awareness, willingness, and confidence 

levels. It is also observed that “Teachers are more likely to be willing to engage with research 

and use it to explore and inform their practice when it is accessible – physically, conceptually, 

linguistically and practically – credible, useable, and interesting” (Borg, 2010, p. 419). In line 

with these, Borg and Alshumaimeri’s (2012) study has revealed that teacher educators do 

research because of intrinsic and instrumental reasons.  

In light of these studies, doing research is connected to teachers’ motivation and 

interests such as being beneficial for professional development, getting promoted, and 

improving work and knowledge. Sönmez Boran (2018) reveals that there are some motivating 

factors influencing teachers’ engagement in research. To illustrate, being curious about the 

issues in ELT, developing oneself professionally, sharing research findings with colleagues, 

and solving teaching-related problems were the main reasons behind teachers’ engagement in 

research. In a similar sense, Borg (2007) notes that teachers are engaged in research to enhance 
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their teaching and learning. Likewise, Sakarkaya and Bümen (2022) remark that instructors 

engage in research to find solutions to the problems in their teaching contexts and improve their 

teaching methods. Dao et al. (2022) have also found that English teachers have positive attitudes 

toward research, and they value research for finding new ways of teaching and applying those 

methods in their classes. Further, mentoring opportunities provided to the teachers in their 

institutions also motivate them to conduct research as well. More interestingly, the data 

collected through a two-year-long university-school collaborative action research project 

reveals that teachers show various levels of research commitment, which does not necessarily 

indicate the quality of teaching (Liu & Wang, 2018).   

Regarding the findings of these studies, engagement with research is beneficial for 

teachers in many regards, as Borg (2010) suggested. For example, many studies have revealed 

the contribution of research engagement on teachers’ professional development (Alhassan & 

Ali, 2020; Cain, 2015; Liu & Wang, 2018; Savasci & Rets, 2021; Sönmez Boran, 2018; Wyatt 

& Dikilitaş, 2016). To start with, Alhassan and Ali (2020) found that teachers stated that 

research engagement contributed to their pedagogical and professional development, and 

helped them to teach collaboratively. Accordingly, teachers regarded research as ‘key to high-

quality research-informed pedagogy’ and ‘a teacher refresher tool’ which enabled teachers to 

“critically challenge their assumptions and revisit and update their traditional approaches to 

language teaching and learning” (Alhassan & Ali, 2020, p. 8). Liu and Wang (2018) indicated 

that research engagement was also beneficial for teacher growth, professional development, 

and student learning. Savasci and Rets (2021) showed that research would benefit participants’ 

future professional development and research engagement. According to Sönmez Boran (2018), 

engaging in research could promote teachers' professional development. Likewise, Wyatt and 

Dikilitaş (2016) remarked that engaging in research developed teachers’ continuing 

professional development. Al-Maamari et al.’s (2017) study revealed that the research support 

program contributed positively to teachers’ research engagement and professional 

development. Yen et al. (2017) also stated that research engagement enhanced teachers’ 

teaching practices and professional development. Cain (2015) asserted that research was 

influential on teachers’ thinking, attitudes, and actions, affecting their pedagogical knowledge. 

He also found that research engagement contributed to teacher empowerment, questioning 

skills, and professional development. So, research enabled teachers to enhance their conceptual 

understanding, practical and context-specific knowledge.  
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Another benefit of teacher research engagement is related to teachers’ personal growth, 

such as self-efficacy and self-confidence. To illustrate, the participants in Akyel’s (2015) study 

noted that engaging in research during practicum contributed to their self-confidence, analytical 

skills, and classroom teaching. Sönmez Boran (2018) also found that teacher research 

contributed positively to teachers’ perceptions regarding their self-efficacy, collaboration, and 

interactions with their students. Similarly, Savasci and Rets (2021) investigated pre-service 

teachers’ attitudes toward research, and they found that the research methodology course 

contributed to student-teachers’ self-efficacy and confidence. Wyatt and Dikilitaş (2016) also 

specified that engaging in action research practices would improve teachers’ self-efficacy 

beliefs. Additionally, reflective research practices enabled teachers to develop positive beliefs 

about their self-efficacy and gain awareness about pedagogical practices.  

 Additionally, engaging in and with research enables teachers to come up with new ways 

of thinking, talking, knowing, doing, and seeing. In this regard, Gilliland (2018) asserts that 

teachers can gain awareness about student needs, teacher roles, and institutional policies with 

the help of teacher research by observing and reflecting on their teaching practices. Therefore, 

they can understand their practices in a better way and explore different concepts in the field. 

 Further, teacher research is also helpful for teachers’ identity construction and 

pedagogical development. Woore et al.’s (2020) study indicated that the teachers regarded 

research engagement as a part of their professional identity. Engaging in research enabled 

teachers to improve their teaching skills and to grasp pedagogical issues in a better way. 

Research engagement also contributed to teachers’ identity development and career 

progressions. Finally, Gilliland (2018) noted that teacher research is a way of connecting theory 

and practice through systematic and professional self-study.  

In conclusion, it was observed that engaging in and with teacher research was quite 

profitable for the teachers. They were inclined to do research to solve problems in their 

teaching, develop themselves professionally, and come up with different teaching methods. So, 

it was concluded that pedagogical, personal, and professional reasons affected teachers’ 

engagement in research, and the benefits of teacher research were illustrated by Sanchez and 

Borg (2015, p. 189) in Table 1 below.  
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Table 1. Benefits of Teacher Research 

Promotes collaboration among teachers 

Gives teachers insight into their own practices 

Promotes innovative solutions to teaching problems 

Extends teacher identities (to include teacher-as-researcher) 

Creates a sense of achievement 

Boosts teachers’ self-esteem 

Creates a problem-solving mindset 

Promotes more student-centred perspectives 

Encourages flexibility in teaching 

Raises teachers’ awareness of ingrained habits 

Narrows the gap between theory and practice 

Promotes reflective skills 

Creates a sense of community 

 Makes teachers more open to feedback 

Increases teachers’ knowledge 

Develops ‘adaptive expertise’ 

Enhances teachers’ repertoires 

Enhances professional autonomy 

Improves research skills 

Increases teacher motivation 

Leads to positive changes in what teachers do 

Creates positive attitudes to professional development 

 

3. Barriers to teacher research engagement 

As per the rationale behind teachers’ not engaging in and with research, the previous 

studies showed that many hindering and demotivating factors functioned as barriers and 

challenges for practitioners. To exemplify, Borg (2009) revealed the effects of conceptual, 

procedural, and attitudinal barriers on teachers’ engagement with research. In his another study, 

Borg (2010) presented a summary of various barriers hindering teachers from engaging in 

research, and these factors include limited sources, non-collaborative school environment, 

demotivating factors, lack of teachers’ beliefs, skills, and knowledge, political and economic 

issues. Likewise, Yen et al. (2017) stated that there are five barriers hindering teachers’ 

engagement with and in research and these are limited sources, economic factors, demotivators, 

non-collaborative school culture, and lack of teachers’ knowledge, awareness, skills, and 

beliefs. 

Most studies revealed that lack of time is the most obvious reason for not engaging in 

research along with many other factors (Allison & Carey, 2007; Borg, 2009; Borg & 

Alshumaimeri, 2012; Sato & Loewen, 2018; Savasci & Rets, 2021; Sönmez Boran, 2018; 

Williams & Coles, 2007; Woore et al., 2020). Accordingly, in Borg’s (2010) study teachers 
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reported that lack of time was the main factor for not conducting research. Another barrier to 

conducting research was the lack of research knowledge. (Borg, 2009; Borg & Alshumaimeri, 

2012; Sakarkaya & Bümen, 2022; Woore et al., 2020). Additionally, conditions in the 

workplace and institutional support were the challenges for teachers not to engage in research 

(Allison & Carey, 2007; Mehranirad & Behzadpoor, 2022; Sakarkaya & Bümen, 2022; Sato & 

Loewen, 2018; Savasci & Rets, 2021; Sönmez Boran, 2018). For example, Allison and Carey 

(2007) demonstrated that university language teachers refrain from engaging in research for 

reasons such as lack of time, incentives, expertise, and support. Lack of time, knowledge, and 

practical relevance were some of the reasons for not reading research mentioned by the English 

teachers (Borg, 2009). Similarly, lack of time and knowledge were reasons for not engaging in 

research (Borg & Alshumaimeri, 2012). Sato and Loewen (2018) remarked that lack of time, 

resources, institutional support, and teacher/researcher initiatives were the obstacles hindering 

teachers to engage with the research. Lack of time, resources, and research awareness along 

with heavy workloads and schedules were mentioned as the factors inhibiting teachers from 

engaging in research (Savasci & Rets, 2021). EFL teachers stated they were not engaged in 

research because of school culture, administrative problems, lack of time, loaded schedules, 

and inflexible curricula (Sönmez Boran, 2018). Even though teachers had positive attitudes 

towards research, they mentioned that lack of time and limited access to sources hindered them 

from engaging in research (Williams & Coles, 2007). Shortage of time, lack of research 

methods knowledge, colleagues’ resistance, and the pressure to cover the required materials 

were the obstacles to engaging in research (Woore et al., 2020).   

In addition, teachers reported a lack of familiarity with research, research directory, 

financial and intellectual incentives as the barriers to conducting research in Mehranirad and 

Behzadpoor’s (2022) study. Sakarkaya and Bümen (2022) stated that the conditions in the 

workplace, economic factors, and teachers’ lack of research knowledge, awareness, and skills 

were the reasons for not engaging in research. So, it can be concluded that conducting research 

would not be easy for teachers along with their daily routines, responsibilities, and workload 

(Leat et al., 2014).  

Moreover, teachers’ beliefs, attitudes, and perceptions about their profession may affect 

their engagement in and with research. In this regard, Medgyes (2017) claims that “a very low 

proportion of practising teachers are in the habit of reading ELT-related research papers” (p. 

491) since research and teaching may seem two distinct constructs with no connections. For 

example, EFL teachers regarded research as time-consuming and challenging because of the 
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procedures followed during research, such as literature review, data collection, and analysis 

(Sönmez Boran, 2018). Borg’s (2007) study showed that teachers were not engaged in research 

because research and teaching were regarded as two distinct activities by the teachers. Teachers 

were also not aware of the professional and pedagogical benefits of research engagement. 

Additionally, some teachers considered research a university requirement and regarded it as a 

‘work pressure’ even though most English language instructors thought research was crucial 

(Vu, 2021). Savasci and Rets (2021) observed that some participants regarded research as an 

academic activity, so they believed they would not conduct research in their future professions. 

Similarly, the study conducted by Brooks (2021) indicated that student teachers perceived 

research as ‘irrelevant’ or ‘inauthentic’ in terms of displaying their teaching abilities. Further, 

it was observed that new teachers regarded research as a ‘programme requirement’ rather than 

perceiving it as a way of professional development. Tavakoli (2015) found that some teachers 

believed there is not much focus on research in pre-service teacher education, while experienced 

teachers asserted that integrating research into initial teacher education would not make sense 

since they thought that research could be useful for teachers who have some progress in their 

careers. Akyel’s (2015) study also revealed that pre-service teachers observed that research was 

not regarded as one of the roles of teachers in Turkish schools. In another study by Allison and 

Carey (2007), the teachers believed that the professors, not the teachers, conduct the real and 

formal research, and they regard themselves as only teachers, not teacher-researchers. Besides, 

the findings showed that language teachers thought research was both an ambivalent and a 

complex process for themselves. So, personal beliefs, lack of time, and external pressure were 

the main reasons behind teachers not engaging in research (Borg, 2007). The barriers to research 

engagement mentioned in Marsden and Kasprowicz’s (2017) study were negative beliefs about 

research practical, physical, and conceptual constraints.  

When teachers’ research engagement levels were investigated, it was reported that their 

levels were either moderate or low. More interestingly, Sato and Loewen’s (2018) study 

revealed teachers did not report any interest in solving problems in their classrooms with the 

help of research. For instance, school-based practitioners did not read research as much as 

university-based teacher educators and professional development providers, according to the 

findings of Marsden and Kasprowicz’s (2017) study. Additionally, Borg (2007, 2009) found 

that English teachers had moderate and low levels of research engagement because of 

procedural, attitudinal, institutional, and conceptual reasons. Likewise, teacher educators 

reported moderate levels of research engagement because their institution did not support them 
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(Borg & Alshumaimeri, 2012). Hence, institutional support has become essential for 

practitioners' research engagement. Mehrani and Behzadnia (2013) found that teachers had low 

levels of engagement with and in research. Accordingly, there were four main reasons hindering 

teachers from engaging with research; which are, barriers related to the use of research, 

production of ELT research, educational system, and collaboration. To exemplify, teachers 

specified that they did not have enough time to read research because of their workload and 

duties. They also noted that accessing and understanding research is not an easy task. In 

addition, the teachers criticized some issues regarding the production of ELT research, such as 

the complexity and quality of the research papers, along with the generalizability and 

practicality of the findings. Similarly, Mehranirad and Behzadpoor (2022) showed that the 

research papers tend to use complicated and technical language, making it harder for teachers 

to understand the research.  

The previous studies also showed that institutional culture has an influence on teachers’ 

engagement in research (Borg, 2007). In this regard, different studies revealed the effect of 

institutional support. For example, Dao et al. (2022) stated that lack of time, resources, rewards, 

and institutional support were the barriers hindering teachers from engaging in research. Akyel 

(2015) also concluded that the administrations do not support teachers' research engagement. 

Likewise, Ahmed and Pervin (2015) drew attention to the importance of institutional support 

for practitioners' research-based knowledge development. According to Mehrani and 

Behzadnia (2013), lack of support, negative perceptions about research, and disparities between 

educational materials and research were the reasons related to the educational system hindering 

teachers from engaging with research. Lastly, lack of collaboration between practitioners and 

researchers was one of the primary barriers to teachers' research engagement.  

Marsden and Kasprowicz (2017) remarked that barriers to conducting research were 

referred to in the studies; however, there was no specific information about to what extent those 

barriers affect research engagement. Accordingly, Marsden and Kasprowicz (2017) claimed, 

“We do not have data about (a) the extent to which FL teachers and teacher educators are 

exposed to material that directly reports or mentions research, (b) the nature of publications 

they read, or (c) what those publications, in turn, cite” (p. 616).  

As a consequence, Sanchez and Borg (2015) provided a list of challenges in teacher 

research, as shown in Table 2 below (p. 191). 
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Table 2. Challenges in Teacher Research 

A lack of research knowledge and skills (in teachers and facilitators) 

Rigid conceptions of what ‘research’ is 

Limited understandings of what teacher research is 

Tensions between being a teacher and being a researcher 

Sustaining motivation 

Knowing how to disseminate findings 

Knowing how to analyse data 

Finding time 

Managing the threat to self-image 

Lack of institutional support 

Lack of co-operation from colleagues and students 

Lack of a collaborative culture 

No prior experience of reflection 

Limited access to skilled facilitation 

Limited resources 

Low teacher confidence in their ability to do research 

Negative attitudes to professional development 

 

4. Suggestions to promote teacher research engagement 

Teacher educators perceived research as an individual activity rather than a 

collaborative act, and they did not think of research as a way of improving teaching and solving 

problems (Borg & Alshumaimeri, 2012). However, Medgyes (2017) claims the opposite by 

saying, “it is not the practitioner who is in need of the theorist, but the other way round: for 

most researchers lassoing the teacher is a matter of life or death” (p. 496). Accordingly, the 

importance of collaboration is one of the leading suggestions for all stakeholders engaging in 

research. In this regard, Hargreaves (1999) specified that research does not provide enough 

information about practitioners’ and policy-makers’ decisions and actions because of the 

limited interaction among practitioners, teachers, and policy-makers. Therefore, the dialogue 

and communication among researchers, funders, policy-makers, and practitioners should be 

enhanced to make the most of research studies. So, the collaboration among teachers, 

academicians, and institutions should be enhanced to enable teachers to engage in research 

(Borg, 2010; Dao et al., 2022). Likewise, Sato and Loewen (2018) state that the researchers 

could sometimes report conflicting results and inconsistent implications. That is why, the 

dialogue and collaboration between teachers and researchers should be enhanced. In this regard, 

Sönmez Boran (2018) recommended providing collaborative and cooperative working 

conditions for teachers and researchers to find applicable and practical solutions for teaching-

related and contextual problems.  
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Further, Yen et al. (2017) noted that the internal and external inhibitor factors of 

teachers’ research engagement can be solved with collaboration among teachers, educational 

institutions, and the government. Tavakoli (2015) also suggested that joint projects should be 

conducted by collaborating with teachers, researchers, and mediatory communities. In this 

sense, Wyatt and Dikilitaş (2016) revealed collaborative and practical classroom research's 

contribution to teachers' self-confidence development. Similarly, Menter et al. (2010) suggested 

that collaborative activities between researchers and teachers would contribute to the 

development of teachers and curriculum. Consoli and Dikilitaş (2021) acknowledged that the 

main goal of collaboration among practitioners, researchers, and policymakers through 

research-practice partnerships is to address teaching-related problems experienced by the 

practitioners. They also underlined that research-practice partnerships should not be restricted 

to single projects or studies but should be long-term practices.  

In addition, researchers should not be perceived as the only knowledgeable person in 

this research-practice partnership, and teachers and researchers should work together to find 

solutions to the problems. Further, collaborative activities and mutual interactions between 

teachers and researchers should be encouraged through communities of practice, online 

platforms, and web-based sources (Mehranirad & Behzadpoor, 2022). Consequently, Akyel 

(2015) suggested integrating teacher research into teacher training programs and enhancing 

collaboration and communication between partner schools and education faculties employing 

university-school partnerships.  

Many studies also referred to the crucial role of providing opportunities and incentives 

for teachers to engage in research. To begin with, Sato and Loewen (2018) recommended that 

enabling teachers to participate in face-to-face conferences, meetings, and workshops would 

help them to engage with the research. In this sense, creating communities of practice is 

accepted as an influential way of promoting teacher research engagement in foreign language 

teaching. It was also suggested to provide resources such as time, incentives, funding, and 

access to research for teacher research engagement. In this regard, teacher educators and policy 

makers should encourage teachers to engage in research by addressing the barriers and 

providing necessary sources (Woore et al., 2020).   

Furthermore, teachers’ research awareness and literacy should be enhanced as well. 

Therefore, Alhassan and Ali (2020) suggest that teachers’ awareness about research should be 

increased through training, hands-on activities, research forums, and groups. So, teachers 

should be trained on the process and product of research via experts and accredited institutions. 
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Sönmez Boran’s (2018) study indicated that teachers were knowledgeable about the research 

as a general construct but did not know the details of conducting research. Teachers also 

preferred reading discussion forums to understand published research and share their opinions 

on study results through online platforms. Hence, it can be suggested to provide opportunities 

for teachers to engage with and in research by means of collaborative projects, formal 

instructions, and discussion activities. In line with these, Sakarkaya and Bümen (2022) 

recommend enhancing teachers’ skills, knowledge, and awareness about research. Extra 

payments, reduced workload, seminars, collaborative research projects, and financial support 

were added as supporting mechanisms to encourage teachers to conduct research. It is also 

noted that increasing teachers’ self-confidence, applying new activities, improving students, 

administrational pressure, extra payments, promotions, and holidays would motivate them to 

do research (Sönmez Boran, 2018). 

Building a research culture or community is another significant piece of advice the 

studies provided. In this vein, Williams and Coles (2007) suggested building a research culture 

and developing an information culture by encouraging teachers and boosting their confidence 

in information seeking and using. In addition, Woore et al. (2020) recommend that schools 

create a research culture and enhance teachers' research literacy. Alhassan and Ali (2020) also 

commented that institutions should create and support a research culture with funding, rewards, 

and incentives. Consequently, Marsden and Kasprowicz (2017) stated that research engagement 

should be supported by dealing with research more, serving more international audiences, and 

incentivising researchers. Administrations should also support teachers in doing research by 

improving their work conditions and enhancing their professional development with awareness-

raising and extracurricular activities (Sönmez Boran, 2018).  

All in all, institutions were suggested to provide training, financial and physical 

resources for teacher educators to enable them to engage in research. Accordingly, self-study, 

practitioner research, and collaborative activities could encouraged teacher educators to do 

research. Similarly, Sato and Loewen (2018) underscored the importance of institutional and 

financial support for teachers to access research and attend conferences. Finally, establishing 

national and international associations and distributing research findings via open-access 

summaries were suggested by Marsden and Kasprowicz (2017) to lessen the effects of 

hindering factors to research engagement. 

 Moreover, Borg (2009) remarked that large-scale and localized studies should be 

conducted to understand teachers' perceptions about research engagement and enhance their 



 
113 

 

engagement with the research. In this regard, teachers are recommended to engage in flexible 

research cycles to make sense of contextual problems and find practical solutions to those 

problems instead of following the challenging steps of an academic research cycle. At this point, 

Gilliland (2018) puts forward that teacher research could result in better context-specific 

knowledge and practical solutions than outside research. Lastly, Borg (2010) recommended 

thoroughly combining research-related and practical knowledge. He also suggested that 

teachers would be more inclined to engage with research if research studies are related to their 

beliefs, classroom applications, teaching contexts, and existing knowledge.     

 When it comes to the role of teacher training programs, Ahmed and Pervin (2015) stated 

that initial teacher education does not always result in effective teaching, so teachers' 

professional development should be supported through constant and dynamic strategies such as 

enhancing teachers' research literacy and acknowledging the practical value of educational 

research. That is why it is recommended to provide comprehensive summaries and simplified 

versions of research for practitioners. Sönmez Boran (2018) suggested that teacher education 

programs should provide training for undergraduate students on conducting research. 

Additionally, graduate students should engage in research using hands-on activities and syllabi 

integrating research skills. Consequently, the theory-practice gap could be narrowed down with 

the help of research activities and practices. Sakarkaya and Bümen (2022) also suggested 

guiding novice teacher researchers by encouraging them to pursue post-graduate studies and 

sharing research findings and experiences. Savasci and Rets (2021) assert that most studies 

emphasized in-service teacher research engagement; however, pre-service teachers' 

engagement with research is a neglected field of study. That is why policy-makers, researchers, 

and teacher educators are suggested to integrate research skills courses into pre-service teacher 

training programs to reshape student-teachers' perceptions about research and indicate that 

research is necessary for their future teaching careers. 

Additionally, Al-Maamari et al. (2017) concluded that a research support program is 

beneficial for community and institution engagement. They also suggested that teachers should 

be encouraged to conduct research and share their studies' results with other practitioners via 

platforms and forums, which will also contribute to teacher agency, professional development, 

and institutional enhancement. Research engagement models should be based on bottom-up and 

practitioner-based approaches rather than adopting top-down and expert models.  

Finally, there are some supportive organizations for teacher research like the British 

Council, Cambridge Assessment English, and Cambridge University Press, and professional 
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bodies such as IATEFL, ECML, ACTFL, CILT, and TESOL International, as mentioned by 

different scholars (Borg, 2010; Burns, 2021) which could enhance teachers' research 

engagement. 

 

5. Conclusion  

 The literature on language teachers’ research engagement revealed many advantages of 

engaging in and with research. However, it is also seen that various barriers and challenges 

hinder teachers from conducting research. In this regard, different solutions and suggestions are 

provided for practitioners, teacher educators, and institutions. For instance, individual or 

collaborative teacher research should be encouraged to help teachers solve their teaching 

problems and apply new and innovative ways in their own classrooms. As Medgyes (2017) 

states, teachers should narrate their classroom stories and share their experiences with their 

colleagues. Likewise, Marsden and Kasprowicz (2017) remark that “A crucial question, rarely 

empirically investigated yet tightly related to understanding and improving research–practice 

relations, is the extent to which academic research finds (or has the potential to find) its way 

into the hands and minds of practitioners” (p. 614). However, teachers conducting research and 

sharing their findings with their colleagues may not be sufficient for reaching effective teaching 

results. In this sense, Borg (2010) states that “What is then also required is a commitment by 

academics to make their work more accessible to teachers” (p. 412). Therefore, researchers and 

educators should be responsible for helping teachers engage in research by sharing their results, 

simplifying their language, or working in cooperation. Likewise, Biesta (2007) specifies, “It 

seems to be a huge waste of time and resources if the outcomes of educational research never 

reach educational practice” (p. 4).  

Consequently, teacher research helps enhance teacher autonomy, reduce teacher isolation, 

and gain more reflective, analytical, and critical teaching approaches. As stated by Sönmez 

Boran (2018), “teacher-research has been accepted as the end-point of professional 

development” (p. 194). Therefore, Biesta (2007) remarks, “Educational research is, after all, 

never simply research on education but always in some sense also research for education” (p. 

4). However, professional practices require teachers to critically analyse research findings and 

then integrate them into their teaching (Williams & Coles, 2007).  
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CHAPTER 6: TOWARDS LEARNER AUTONOMY: WAYS TO 

DESIGN LANGUAGE COURSES 

 

Eda ERCAN-DEMİREL  

 

1. Introduction  

At its simplest, autonomy rotates around the key terms of self, i.e., self-regulation, self-

direction, self-reliance, self-control, etc. Many fields, notably the teaching and acquiring 

foreign languages, have recently been more interested in autonomy. Currently, with quite an 

upside-down perspective as against prior views, the foreign language teaching field has shown 

a tendency to adopt the philosophy towards taking the learners as the focus and letting them be 

autonomous, thus making autonomy both an aim and output. Speaking of, taking the individual 

responsible for the actions, autonomy has its own power to take the person both as the actor and 

the participant in the learning process.  

From the language teacher’s perspective, training the learners in a way that they finally become 

autonomous learners might seem challenging. The challenges revolve around the techniques, 

materials, assessment, and assignment. However, with the inclination of the methodology and 

the advancement of technology, teachers have gained the strength to design their courses 

accordingly.   

The main concern of this chapter is to provide some ways of designing English language 

learning courses contributing to the potential of autonomy. With this objective in mind, the 

chapter presents a quick theoretical framework of learner autonomy. Under the “Designing 

courses to foster autonomy” heading, one concern is employing methodologies that have 

learners as the core, get them to take responsibility for their own learning, and regulate their 

own learning process. The second focus is the use of materials that are studied by the students 

individually and personally at their own pace. The other subtitles cover the assessment and 

assignment. 
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2. Theoretical framework 
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Figure 1. The term autonomy and association of ideas 

 

2.1 Learner Autonomy 

The coining of the concept and the term autonomy in the literature of the language teaching 

field dates back to the 1970s.  It was basically through the Council of Europe's Modern 

Languages Project, which created the CRAPEL, and the founder of CRAPEL-Yves Chalon- 

who is considered the father of autonomy (Benson, 2001). It was right after that Holec wrote 

"Autonomy and Foreign Language Learning" (1979) and defined learner autonomy as taking 

responsibility for one’s own learning (1981). The responsibility covers a few items such as 

objectives, contents, methods and techniques, monitoring the process, and evaluation.  

As Little (2003) suggested, there is consensus on the definition of the term learner autonomy, 

requiring insight, a positive attitude, a capacity for reflection, and a readiness to be proactive in 

self-management and interaction with others. These qualifications relate to the awareness and 

involvement of the learner within the learning process. The learner purposefully interacts with 

the content, handles the challenges with care, reflects on their own learning experiences, 

manages the steps to be taken, and manages relationships with others.  

In a nutshell, the autonomous learner should be in charge of taking on many responsibilities 

altogether and in a cycle (see Figure 2). Therefore, at the beginning of the autonomy experience, 

before anything else, the individual should be aware of the procedures. Throughout the learning 

process, the learner needs to evaluate the sources and methodology and plan what to do at each 

step. Checking and monitoring are also of utmost importance for the fact that they are directly 

related to the individual’s active involvement and investigation of what is going around all the 

time.  
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Figure 2. Cycle-form representation of autonomy 

2.2 Importance of Learner Autonomy 

It was not long ago that the need for autonomy was realized, so the idea of individualisation is 

a relatively new concept within the language teaching field. With some changes in perspectives 

around the world and in the teaching and learning fields, autonomy has emerged. The shift in 

focus from the teacher to the learner, from improving teaching to individual learners going 

through their learning (Gremmo &Riley, 1995), and the advent of technology and its reflections 

on education have suggested the idea of learner autonomy and its implications in the field of 

education. Finally, autonomy has found its place as a fundamental component of language 

policy in education systems worldwide with the trends of independent learning and new 

technologies (Benson, 2013).  

It is quite open to question how far the schools can get the needs of the students. Of course, the 

schools have their own objectives and finalised goals and tasks to fulfill. However, it is not 

always the case when the needs are of concern. Learner autonomy may matter more in 

developing countries with the mismatch between what is taught at school and what is really 

needed in real life (Smith et al., 2018). This challenge might be regulated with the help of a 

classroom profile fostering autonomy. Generally speaking, classes would not be enough alone; 

thus, an out-of-class follow-up to activate autonomy should be enhanced.  

Little (2003) associates learner autonomy with three key aspects crucial for the learning 

process: efficiency and effectiveness, motivation, and effective communication. First, the more 

engaged the learners are in the learning process, the more effectively they learn. With proactive 

commitment, learners become motivated, and readiness to learn arises. Autonomy can also lead 

to a social enhancement to fully master the exchanges related to language learning practice, 

especially speaking. Developing such a capacity is beneficial to learning as an end in itself. 
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Thus, the significance of the need to try to make learners autonomous is underlined and 

highlighted.  

 

2.3 Designing courses to foster autonomy 

As Holec (1981) asserted, autonomy is not by birth and should be acquired and shaped, which 

makes training crucial. However, learner autonomy cannot be limited to classes only; rather, it 

might start with the sparkle within the class and keep it going as part of a lifelong learning 

process. Therefore, creating the right atmosphere for language learning and fostering autonomy, 

thus maximizing the potential of the classroom (Nunan, 1988), is necessary.  The classroom 

instruction should equip the learners in terms of the following: 

 Efficient learning strategies 

 Identification of their preferred ways of learning 

 Skills needed to negotiate the curriculum 

 Encouragement to set their own learning objectives 

 Support for learners to set realistic goals and time frames 

 Skills in self-evaluation (Nunan, 1989 as cited in Diaz-Rico, 2004).  

Autonomy involves the involvement of the individual within the learning experience. The 

teacher's role here is to get the students in the process and lead them to make autonomous 

learners. The main concern of the class should rely upon promoting learners' freedom by 

providing chances to implement, finally taking them to be autonomous as suggested by Holec 

(1979), teachers should be setting new objectives to help learners define their objectives on 

their autonomy journey. It is better to call the process as training rather than ‘teaching’ or 

‘learning’ because of the involvement of development and fostering. 

Designing courses to make learners autonomous involves a number of elements to cover. A 

method that would fit into the classroom setting and the needs of the students, which also should 

let the learners take responsibility for their own learning, needs to be chosen for the class. Next, 

materials to back up the course methodology will necessarily be required to fit into the course 

design. These materials should also support the learners in terms of practising the language on 

their own. Then, the content should be checked and evaluated to understand whether the 

learners fully comprehended it. The process of checking should be better regulated and carried 
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out by the learner to foster autonomy. Thus, the teachers had better assign learners accordingly. 

The final step would be assessment. Again, the responsibility for the learning process should 

be carried out by the learner. Therefore, alternative assessment techniques would be better 

options to bring about a change and take the students towards being autonomous learners. Some 

ideas for the choice of items to create an autonomous atmosphere for the learners are shared as 

follows:  

2.3.1 Setting the scene: 

To create a classroom setting where autonomy is aimed to be fostered, it is of crucial 

significance that at the beginning of the term, a warm atmosphere should be provided where 

everyone is heard, each idea is welcomed, and the students’ insights are supported. Setting 

objectives, establishing classroom rules (see Figure 3), and making decisions on content 

collaboratively with the involvement of learners would inject the idea of active participation 

and having a say in the learning process into their minds. With the feeling of commitment, 

learners would be more motivated to contribute to the learning process, which eventually ends 

up in having them to be autonomous learners.  

 

 

 

 

 

 

 

 

 

 

 

Figure 3.  Examples of setting classroom rules in collaboration with learners by asking for 

their opinions 

2.3.2 Methods and techniques: 

Together with the other advancements in the teaching and learning field, approaches, methods, 

and techniques have given a shift from teacher-based ones to new trends of individualised 

learning, which has brought forward the wind of autonomy. The language acquisition process 
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has a transformation over the years, starting with behavioural psychology, followed by 

cognitive one, and finalised with cognitivism in a century (Brown, 2007). The behaviourist 

view regards the learner as passive in the learning process and counts on the effects of 

conditioning. Cognitive psychology focuses on mental processes. Figuring the cognitive and 

social elements together, constructivist pedagogy relies upon the learner's constructing meaning 

along with the social interactions. Thus, constructivism leans on two layers of cognitive and 

social facets.  

Along with the wind of change, the learner has gained a place within the learning and teaching 

process, which is how learner-centred approaches emerged. Thus, it is not surprising that 

current approaches tend to take the learners as the core and try to let them have a say in their 

learning process. They provide control to the learner, enhancing self-confidence and self-worth 

(Brown, 2001). Therefore, the teachers aiming at developing their students' self-regulation 

skills, need to, first of all, decide on the method to nourish settings for autonomy. Finally, the 

self-directed learner might be able to choose methods of instruction appropriate for them 

through trial-and-error (Holec, 1979). When it comes to fostering autonomy in and out of the 

classes, a few methods can be suggested. Below given are some effective methods for fostering 

autonomy.  

Learner autonomy stands at the heart of an interchange among social interaction and 

collaborative work, focusing on figuring out the key to learning effectively and thinking 

critically about the learning process (See Figure 4). Some methodologies stick to the concept 

of critical thinking, some stay focused on collaboration, and others on learning to learn. 

Actually, autonomy is the essence when there is an interplay among them all. 

 
Figure 4. Learner autonomy context/ www.CambridgeUniversityPress.com 

(https://www.youtube.com/watch?app=desktop&v=uN-90zM4KmM) 
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Not full-blown methods, Learning Strategy Training, Cooperative Learning and Multiple 

Intelligences take the language learner as the main concern (Larsen Freeman & Anderson, 2011, 

p. 229). These methodologies prioritize "how to learn" over "what to learn" by focusing on the 

language learner rather than "teaching language" being complementary to teaching methods 

enhancing the efficiency and effectiveness of learning. Relating Content-based Learning, Task-

bask Learning, and Project-based Learning, as well, where the center of attention stands rather 

than “learning the language”, but upon “fulfilling the task”, “getting the content”, and 

“completion of the project”. Some other methods emerge with technological advancements and 

reflections on language teaching, such as Computer-Assisted Language Learning (CALL), 

Mobile-assisted Language Learning (MALL) or Flipped/Blended Learning. What all these 

abovementioned methods have in common is that they have some practices and implications 

fostering autonomy. The nature of fostering autonomy is not spoon-feeding the learners but 

through presenting and applying some methodologies, materials, assignments and assessment 

tools, guiding and encouraging them to keep themselves aware of their own learning journey 

while trying to find their ways tailored to them.  

2.3.2.1 Learning strategy training: 

Many researchers have dealt with language learning strategies and made categorisations on 

them. Language learning strategies are classified as Learning Strategies (Cognitive and 

Metacognitive strategies), Communication Strategies, and Social Strategies by Rubin (1987), 

grouped into two as Direct Strategies (Memory, Cognitive, Compensation) and Indirect 

Strategies (Metacognitive, Affective, Social) by Oxford (1990), proposed under three basic 

categories as Metacognitive Strategies, Cognitive Strategies, and Social/Affective Strategies by 

O’Malley and Chamot (1990), and listed in five as Management and Planning Strategies, 

Cognitive Strategies, Communicative- Experiential Strategies, Interpersonal Strategies, and 

Affective Strategies by Stern (1992). These taxonomies have very much in common and 

basically emphasize how to deal with the learning process.  

Taking the taxonomy of O’Malley and Chamot (1990), metacognitive, cognitive, and socio-

affective strategies are meant to guide the learners to interact with the target content to be learnt 

with awareness, giving them a chance to learn by themselves and take responsibility for their 

own learning process interacting with others. Especially with Metacognitive means, the learners 

get the 'beyond cognition' and 'thinking about thinking' levels. Here, they acquire a view for 

planning, monitoring, and evaluating their learning. Cognitive means provide chances for how 
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to practice the language to be learnt.  Socio-affective means support learning to interact with 

others and cope with the feelings.  

Learning strategy training aims to boost the capacities of the learners to be ‘better learners’ and 

provide chances for their contribution to the learning process. In a nutshell, the heart of 

Learning Strategy Training lies in teaching how to learn rather than what to learn. Learner 

autonomy is defined by Little (2003, p.1) as a "holistic view of the learner that requires us to 

engage with the cognitive, metacognitive, affective, and social dimensions of language learning 

and to worry about how they interact with one another", which has given the teachers the 

responsibility to consider the learner within the strategies aspect and teach them how to use 

these strategies to learn better, more effectively and more efficiently.  

The primary concern of Learning Strategy Training is to implant effective learning strategies 

in individuals rather than just instructing them on what to learn. The essence of this training 

revolves around developing the ability to learn in a more efficient manner. In Learning Strategy 

Training, the teacher teaches the strategies to the learner rather than the language content, and 

then the learners use these strategies to learn the language. In this way, they transfer the 

strategies into new experiences, learn how to become independent learners and self-regulate 

their learning journey. These aforementioned principles of Learning Strategy Training serve 

for the active participation of the learner, take the learner as the core, and thus finally provide 

chances for further practices of self-regulation, and autonomy. Therefore, this might be a choice 

for the teachers trying to create an autonomous atmosphere for learners. 

 

2.3.2.2 Cooperative learning: 

In a nutshell, Cooperative Learning can be defined as creating opportunities for learners to 

work together in groups that stimulate their social interaction with others to learn from each 

other in addition to getting the responsibility for both their own learning and the group 

members’ learning. The spirit of Cooperative Learning lies in peer learning made possible 

within heterogeneous groups, which are basically called cooperative groups, as also suggested 

in the name itself. The learners work together in teams to successfully fulfill objectives (Brown, 

2001), promoting peer support. Cooperation -not competition- is emphasised. Heterogeneous 

grouping matters considering the gap among the learners in terms of academic success, social 

relations, and some other dispositions. Using the gap as fuel for peer learning, the concept of 

Cooperative Learning emphasizes the importance of both social and academic interdependence 
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on one another. The teacher's focus in Cooperative Learning class is to create cooperative 

groups to ensure that the students get together to learn more effectively and acquire the skill of 

learning from each other, taking responsibility for learning both for themselves and the other 

group members. In fact, based on interdependence, the learners take control of their own 

learning for the sake of the cooperative groups they belong to. With a sense of responsibility 

and accountability (Larsen Freeman & Anderson, 2011), commitment and interdependence, the 

learners learn to develop self-skills. This nature of the method serves autonomy. 

2.3.2.3 Multiple intelligence theory: 

There once was a misbelief that intelligence was only a one-type skill and could only be 

measured through an only-one type of intelligence test. For a person to be called “intelligent”, 

s/he needed to have a set of qualifications such as quick adaptation to changes, being a quick 

learner, etc.  “Being intelligent” used to be associated with mental/cognitive skills mostly. In 

direct contrast to what has been thought, it was soon asserted that some other strengths might 

be counted as indicators of intelligence. Gardner (1983) questioned the traditional notion of 

intelligence and gave a chance to different potentials of individuals (Scott-Monkhouse, 2012). 

Gardner (1983) theorised eight major intelligence types as follows: 

 

 

 Linguistic-verbal intelligence 

 Mathematical intelligence 

 Visual-spatial intelligence 

 Kinesthetic intelligence 

 Interpersonal intelligence 

 Intrapersonal intelligence 

 Musical intelligence 

 Naturalistic intelligence 

 

 

 

 

Figure 5. Multiple intelligences 

 

Multiple Intelligence Theory suggests that each individual owns these intelligence types with 

different dominances, and they might be improved. Inserting the theory into the classes, the 

language teacher designs activities, materials, and tasks appropriate for the learners’ dominance 

of the skills, and as many different as possible to offer many chances for the neglected ones to 

be improved as well. In this way, aiming at leading the students to know about themselves, the 

teacher guides learners for autonomy. Multiple Intelligence Theory gives a chance to the 
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learners to get to know themselves and learn better this way. It is of great significance for the 

learners to understand their personalities, strengths and weaknesses and act accordingly. 

Through developing self-knowledge, the learners finally become autonomous learners. Thus, 

implementing Multiple Intelligence Theory into language classes would be a good idea for the 

learners' autonomy.  

2.3.2.4 Content-based learning / task-based learning/ project-based learning:  

Integrating content with language, Content-based learning (CBL) or Content-based Instruction 

(CBI) yields so much space for realistic use of language. It stands in direct contrast to skill-

content isolated practices (Brown, 2001), which lack authenticity. In Content-based Learning, 

the focus is on specific content such as maths, science, geography or else. Thus, the language 

is used as a means to learn the content. CBL has a stance where communication plays a 

fundamental role in learning. Within the process, getting the content is the core, and language 

is used as a means. Actually, language is used as a tool to learn it. Communication is the key 

here.  

In the same way, in Task-based Learning, the students work together on specific tasks which 

require their using the language independently from the “learning the language” purpose 

primarily. The first objective is to focus on the task and to use the language to complete or fulfil 

the task. The learners not only practice language but also complete problem-solving and critical-

thinking activities, and tasks. For both CBL and TBL, the idea of “teaching through 

communication rather than for it” is prioritised (Larsen Freeman & Anderson, 2011, p.137). 

Having the strong version of the Communicative approach, both methods aid learner autonomy 

providing chances for choice of content and task, authenticity, and student-centredness.  

Similarly, in Project-based learning (PBL), assigning the learners long-term projects of their 

own choice allows them to explore content and search for information themselves, taking the 

initiative. They do research, plan, organise, and present in English. They participate in short-

term or long-term projects based on realistic tasks providing real-world contexts. The learners 

practise the language in a realistic context while working on real-life related, meaningful tasks. 

Considering the advantages, these methods yield opportunities for self-regulation and 

autonomy. 

2.3.2.5 Computer-assisted language learning (CALL) 

Although autonomy seems to be mostly integrated and only related to technology, rooms full 

of computers, or students isolated to learn by themselves, it is not always the case. Still, that 



 
131 

 

might well be accepted as the starting point. In the field of Language Teaching and Learning, 

Computer Assisted Language Learning or CALL includes applications supplementing learning 

a language through the use of computers, digital programs, digital resources, and information 

technology. The digital resources supply the presentation, practice, production, evaluation, 

assignment, and feedback on the content to be learnt.  

CALL offers several advantages of implementing technology into the language learning and 

teaching process. Technology allows teaching experiences to be customized for individuals, 

which is one of its greatest benefits. According to Larsen Freeman and Anderson (2011), CALL 

programs can easily adapt to the needs of different learners by analysing their input and offering 

personalized feedback and exercises matching their proficiency level. In addition to 

personalised choices for learning, the feedback is as immediate as seconds. What's more, there 

are unlimited chances for trial and error. Those might be counted as spending so much time in 

a regular class considering the individual differences among the students' academic levels. In 

Computer Assisted Language Learning, these differences are taken for granted and used in 

favour of the individuals spending only the needed time per person.  

Computer Assisted Language Learning enhances learner autonomy by equipping students with 

the need to have a say in their learning, construct meaning, and track their own progress (Diaz-

Rico, 2004). When appropriately implemented by the teachers, CALL offers the learners control 

over their own learning. The learners evaluate and monitor the process to make decisions on 

the learning content, time, and place. Thus, through self-decision-making and self-regulation, 

the students eventually develop autonomy.  

2.3.2.6 Mobile-assisted language learning (MALL) 

With the advancements in technology and mobile phones being commonly in use, and “Digital 

immigrants” (Prensky, 2001) who are born to the digitalised world tending to use mobile phones 

in nearly all aspects of life, including education, the idea of using mobile phones for learning 

has been widely in use. This is how the idea turned out to be the materialisation of MALL. 

Mobile-assisted Language Learning or MALL could be regarded as mobile applications or 

upgraded versions of Computer-assisted Language Learning. Despite what is included in CALL 

(Computer-assisted Language Learning), there is no need for a set-up computer or computer 

programme in MALL. The need for an established system, computer hardware and software was 

challenging the learners regarding mobility and accessibility in CALL. On the contrary, 

independently from curricula, institutions, and timetables (Taylor, 2006), MALL presents easy 

access with mobility, and practicality regardless of time and place. 
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MALL includes the implementation of mobile applications and programmes in education. Some 

MALL applications can be listed as Duolingo, Memrise, Preply, Mondly, Busuu, and alike. 

Keeping a record of the learner’s achievements, improvements, needs, and incompetencies, 

MALL applications realise an individualised learning assistant providing self-structured 

activities and progress serving for independent learning out of the class. MALL motivates the 

learners towards the self-quest for knowledge. The learners have the chance to learn however, 

whenever and wherever they like at their own pace. Materialising MALL into language classes 

gives opportunities for autonomous learners. As in CALL, the learners have control over their 

learning. Keeping in mind that almost all learners have mobile phones, not computers, to carry 

around everywhere, it would be wise to credit for the advantages of using MALL. Thus, the 

teachers may choose to encourage and lead the students to be autonomous learners using MALL. 

2.3.2.7 Flipped learning/blended learning 

Jonathan Bergmann and Aaron Sams get many credits and are regarded as the pioneers of 

Flipped Learning (Arnold-Garza, 2014). The idea of flipping classes has been popularised in 

the early mid-2000s. Flipped learning is a method of instruction that utilises technology to 

render classroom learning simpler and more comfortable. This offers the opportunity for the 

teacher to dedicate their entire class time to engaging students in student-student or teacher-

student interaction instead of lecturing. The procedures of a flipped class can simply be 

explained within three sections: before, during and after class.  

Before the class, the students are given access to language learning materials, videos, 

recordings, online references, and resources outside the class, so they get prepared for the class. 

The students watch the recording as many times as they like, regardless of time and place 

constraints at their own pace, taking responsibility for their learning. During class time, the 

focus is all allocated to the practice and review of the content, interactive activities, and 

discussions engaging the students with the active use of the language. Therefore, the burden of 

lecture and homework are just reversed. After class, the learners can easily complete what is 

assigned now that they have had enough practice earlier.  

In all parts of Flipped Learning, the learners are taken as the core of learning. Before the class, 

they have the chance to learn independently at their own pace with the help of the videos or 

materials in the comfort of their houses. With flipped classes' flexibility, different modes such 

as group work, individual study, performance, and assessment can be chosen (Hamdan et al., 

2013). By keeping class-time for peer interaction and student-teacher practice, and providing 

chances for monitoring their progress, the students feel free to get help from their peers or 
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consult the teacher whenever they want. After class, they have the comfort of having practised 

enough. With all its qualifications aiding self-regulated means, implementing Flipped Learning 

would end up in good results for autonomy.   

2.3.3. Materials: 

To begin with, authentic materials provide real context for learning. Being exposed to authentic 

materials such as newspapers, magazines, articles, podcasts, videos, songs, poems, series, and 

films, learners get in touch with real-world language. In addition, the learners can have the 

freedom to choose learning materials of their own choice, which in turn contributes to 

autonomy. With the improvements of the new era, it has been as easy as a click to reach these 

materials online. Integrating technology provides more and more materials, learning apps, 

virtual sources, websites, tools and AI into use.  

Digital materials and web tools are especially perfect as they are practical, easily accessible, 

and abundant. However, it is not all those that make it a perfect match for autonomy. First of 

all, learning apps, online resources, and interactive platforms allow learners to practice 

independently and at their own pace. They come in handy when the learners are to take charge 

of their own learning. What’s more, learners are provided with an independent exploration of 

materials, get to take initiative, have freedom of choice, and make decisions about their learning 

experiences. In addition to being empowered to learn independently, the learners also have the 

chance to collaborate with peers, professionals, and even natives around the world. When the 

chances for self-directed learning are given to learners, they develop self-skills so, in turn, they 

become autonomous learners.  

For example, a significant number of websites such as British Council, National Geographic 

Learning, and BBC Languages and alike offer a variety of ready-to-use materials such as audio 

and video, blogs, wikis, podcasts, games, activities, tests, and practices for different levels and 

age groups provided. Students themselves can have a choice on their preferences from all 

provided tons of materials, which are only a click ahead. Some online language learning courses 

like Udemy offer a variety of online courses. Also, there are options of interactive lessons with 

personalised feedback and progress tracking.   

In addition to ready-to-use materials, another and a better-to-fit context idea would be student-

created digital materials with distinct possibilities (Kiddle, 2003). This point of view without a 

doubt, would boost students' motivation and contribution to learning. These materials, such as 

blogs, wikis, podcasts, and social media, which are also essential tools for individual learning 
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and social interaction in education, might be used as tools for assignment or assessment, as 

well.  

It is for sure that learning can in no way be restricted to classes only. The idea is not new, but 

some relatively newer ones have emerged. Some modes of learning outside the classes are ‘self-

directed learning’, ‘self-instruction’ and ‘self-paced learning’ (McDonough et al., 2013). For 

example, through self-access centers, learners can have direct and easy access to resources of 

their interests and learning styles. They use these resources independently at their own pace. 

The resources vary from books, online materials, software, applications and alike. Mobile tools, 

as well, can easily be regarded as an example providing language practice keeping a record of 

strengths and weaknesses, therefore regularly checking and setting new objectives, adjusting 

the difficulty, offering new options and maximising learning exclusively. Mobile applications 

such as Duo-lingo, Memrise and alike might be counted as examples.  

One step ahead, is welcomed Artificial Intelligence (AI tools). Along with the advantages of 

digital tools and apps, AI tools utilise advanced algorithms and machine learning to provide the 

comfort of more personalised and exclusively adapted environments for learners. Analysing 

learner’s performance, AI creates and presents a more tailored interactive approach as if being 

tutored by a teach-bot. AI regularly checks, monitors, tracks learner performance, and re-

arranges training accordingly. Even some AI-based mobile apps, like Annie, stimulate real-life 

conversations and serve as a virtual friend, or add up some other choices like a popstar, a 1920s 

English lady, a legendary king, or even an astronaut hamster to chat with. Keeping training with 

the comfort of their preferences, learners would make choices, take charge of their own learning 

and be more likely to lead their learning experiences themselves.  

In conclusion, incorporating technology into the classrooms gets the new generation's attention 

and helps them be more motivated. Moreover, by integrating these kinds of abovementioned 

materials into the learning and teaching process, the teachers would be more likely to lead and 

encourage learners to get to know themselves and critically think about their experiences so 

that they can make choices based on what works best for them. The thing that is common among 

the modes, as mentioned earlier, is that they aid the learners in taking responsibility for their 

own learning by setting objectives, choosing materials, assessing their learning, and monitoring 

their progress. Thus, self-reliance, taking responsibility, independence, self-motivation, and 

self-regulation are boosted.  
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2.3.4. Assignments: 

The key to fostering autonomy through assignments is to provide learners with choices and 

opportunities for exploring their preferences while working on realistic, purposeful, authentic 

and meaningful content. When the learners are given choices on realistic tasks, it adds up to 

their autonomy. Having the learner as the core and the decision-maker of the process, these 

assignments, such as portfolios, tasks, projects, and reflective work, also function as assessment 

tools.  

Assigning learners with a piece of work that requires research, organisation of the content,  use 

of language with realistic purposes, cooperation, working and completion of a realistic task - 

any activity in which a person engages, given an appropriate setting, in order to achieve a 

specifiable class of objectives (Bachman & Palmer, 1996) - would without a doubt, serve for 

the autonomy of the learners. Thus, choice-based project assignments would perfectly work for 

the objectives of autonomy. In this respect, digital work offers a variety of choices in addition 

to practicality and easy access to resources. WebQuests, for example, make a combination of 

“web” use and “quest” for information. The history of WebQuests dates back to 1995 (Dodge, 

1995). The learners are scaffolded in a digital environment, searching for information through 

inquiry-based activities. The learners are guided with pre-arranged lists of internet resources to 

complete a task in the short-term or long-term. They are given clear routes and outcomes having 

options and choices of resources. Dodge (1997) explains three distinct features of WebQuests: 

creating tangible and hi-tech tasks, an audience to create for and get feedback from. 

Encouraging critical thinking, creativity, communication, and collaboration, thus supporting 4C 

skills as well, WebQuests regulate both self-skills and social skills, besides aiding autonomy in 

terms of the student-judgement-based characteristics. They also serve as a significant and 

motivating investment for the material-production side (Dudeney & Hockly, 2012). 

As stated earlier in this section, employing other examples of autonomy-fostering assignment 

models, such as portfolios and reflective work, will be discussed in the assessment section 

below. 

2.3.5. Assessment: 

Assessment is of great importance in terms of providing chances for autonomy and self-

regulation. In general, assessment tools highlight the strengths, weaknesses, and what is going 

right or wrong during the learning process. Assessment tools are basically used for evaluation 

purposes. In fact, the real aim is to check for the standards and get feedback on the fulfilment 

of objectives, achievement of the learners, and efficiency of the learning/teaching process. For 
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example, language tests can be used for formative evaluation purposes helping students guide 

their learning and teachers re-arrange their teaching (Bachman & Palmer, 1996). However, tests 

are criticised for failing to represent real-life situations in terms of both content and 

performance, and not emphasising student improvement and growth (Peköz, 2017). Thus, as 

complementary (Brown, 1994 as cited in Peköz, 2017), but unlike traditional assessment, 

alternative assessment focuses on the overall process of learning.   

Phongsirikul (2018) summarises general aspects of alternative assessment as the requirement 

of the students to perform, create, and produce something (Herman et al., 1992), use of real-

world contexts or simulations, focusing on processes as well as products (Aschbacher, 1991), 

and providing information about both the strengths and the weaknesses of students (Huerta-

Macias, 1995). Alternative assessment is giving meaningful and constructive feedback on the 

work done and covers the observation of the overall learning process as well as the product. 

Alternative assessment tools include self-assessment, peer assessment, journals, learning logs, 

portfolios, projects, conferences, presentations, exhibitions, observations, interviews, and 

student-generated tests (Peköz, 2017). Some suggested ones will be presented here. 

2.3.5.1. Self-assessment 

Self-assessment is a key strategy for autonomous language learning (Brown, 2006; Harris, 

1997) and a powerful weapon for the teacher to train students to evaluate their own learning 

(Lianisya, 2014). Self-assessment aims for the learners to have a fuller understanding of what 

they have done right and what they have done wrong or what is missing in their own learning 

journey. Self-assessment gives the responsibility for learning. Checklists, rubrics, and KWL 

charts (See Figure 6) enhance the process.  

Checklists provide a list of items to be checked at the end of the learning process. Similarly, 

rubrics, similarly present statements related to the efficiency of the learning process. KWL 

charts make use of full awareness of the learners by using remarks to be checked before, during, 

and at the end of the process. Also, self-grading on the learned content using a rubric, checklist 

or pre-discussed set of criteria would be aiding the contribution and active participation of the 

learners. The criteria might also be created with the active participation, collaboration and 

contribution of the learners, as well, which encourages self-reflection and responsibility. The 

learners can monitor and assess their own language skills by editing and setting realistic goals, 

getting the opportunity for self-improvement. This provides an atmosphere for learners to 

become less dependent on their teachers, take on a more proactive role (Yalçın Tılfarlıoğlu, 

2017), develop a sense of responsibility and self-confidence for their own learning in addition 
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to creating a more reliable assessment mode (Ur, 2018). Learners’ involvement and autonomy 

also substantially contribute to their motivation to learn the language in question (Brown & 

Hudson, 1998). 

 

Figure 6. Examples of rubric, checklist, and KWL chart 

https://tr.pinterest.com/pin/573083121316574589/(Student Self-assessment rubric) 

www.cambridgeenglish.org (Cambridge Checklist) 

https://www.chompingatthelit.com/kwl-chart/ (KWL chart) 

 

In the same way, peer assessment, which is basically providing feedback on each other's work 

through feedback forms, discussions, reflections, peer-check or peer-editing activities would 

employ collaboration, communication, and critical thinking skills thus- in addition to self-

awareness- learners would develop awareness for each other's performance. Andrade and  

Valtcheva (2009) assert some advantages of self and peer assessment as “direct involvement of 

students in their own destiny” and “encouragement of autonomy” (as cited in Brown and 

Abeywickrama, 2004).  

2.3.5.2. Portfolio: 

A portfolio is a purposeful collection of student’s work in specific areas (Genesse & Upsher, 

1996). Portfolios are a variety of samples of learners’ work produced within the learning 

https://tr.pinterest.com/pin/573083121316574589/
http://www.cambridgeenglish.org/
https://www.chompingatthelit.com/kwl-chart/
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journey such as written products, audio-video recordings, and presentations. Students collect 

and organise these products to showcase their progress, assess the effectiveness of their work, 

think critically, and set future goals. With their student-centred, collaborative, holistic (Genesse 

& Upsher, 1996), longitudinal effort, and personal decision-making nature; portfolios raise 

awareness, provide authenticity, critical thinking through self-reflection, and develop autonomy 

and decision-making skills (Peköz, 2017). While creating their portfolios learners see their 

work and keep track of their progress, critically and creatively think to choose among the 

products, make decisions and monitor the process, thus raising awareness on their learning and 

re-planning their schedule if needed.  

2.3.5.3. Reflective Journals: 

Reflections are of great importance as they significantly play an essential role in the autonomy 

of the learner. The reason lies beneath the fact that reflections provide self-regulation, self-

awareness and a closer and more critical look at the learning process. The learners should better 

understand the need to reflect on their own learning process to have the focus and control of 

their own learning.  

Reflective journals serve as quick notes working as feedback - also for the teacher - on learning 

efficiency. Throughout the process, they visualise and materialize the goals, challenges, 

achievements, and progress. To this extent, the students observe and pay attention to the 

learning experience with full awareness at each stage of reflective learning, so they take charge 

of their learning and autonomy is promoted.  

In reflective learning, the key is to encourage learners to reflect on their learning in all aspects 

of their learning process. Encouraged to reflect on their learning objectives, progress, outcomes 

and process, the learners are motivated to keep track of their progress, check out their needs, 

successes and failures, step by step to take ownership of their own learning. Incorporating 

regular reflective activities gives learners the opportunity to think critically about their learning 

experiences, thus learners get to know about their strengths and weaknesses. Realising their 

strengths and weaknesses, learners improve their learning performances.   

 

3. Conclusion 

Designing English Language courses aiming to foster autonomy is crucial in empowering 

students’ self-awareness and taking control of their own learning journey. The key to fostering 

learner autonomy is to provide chances for students to set goals, make choices, decisions, and 
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changes, take an active role within the learning process, reflect on their progress, take 

responsibility, develop awareness and self-regulation, and autonomy eventually. To enhance 

autonomy, a few key steps should be taken by the teachers in class: incorporating 

methodologies based on student-centeredness, choosing materials aiming at self-regulation of 

the learners, using assignment and assessment tools that make learners monitor the process.  

Providing choices would be wise in accessing the long-term goals of raising autonomous 

learners and creating autonomous atmospheres for learning. Therefore, the decisions should be 

made with the collaboration of all stakeholders in the learning process. Especially the learners 

should be carefully included in the planning and implementation, and decision-making 

processes to practise actively and effectively. They should have the freedom of choice in terms 

of choosing topics that are of interest to them, activities and materials that challenge them, and 

assessment tools that give them the chance to check their progress themselves. This enhances 

self-motivation and self-engagement. The more engaged they feel, the more actively and 

motivated they participate in the learning process.  

In conclusion, teachers play a significant role in leading learners take control over their own 

learning considering their learning styles, preferences, specific goals, and characteristics. 

Creating a supporting and engaging learning environment, the teachers empower critical 

thinking, reflection on learning, taking control, creating awareness, and self-regulation in the 

classroom environment. Teachers guide the students in having control of their progress and 

supporting independency so help them develop awareness of their learning. Finally, making 

them active participants in their own learning journey and empowering them to take charge of 

their learning, teachers will make the learners become independent, autonomous learners. 
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CHAPTER 7: DELVING INTO THE MINDFULNESS: A WINDOW 

OF OPPORTUNITY FOR  

EFL PRESERVICE-INSERVICE TEACHERS IN TÜRKIYE  

 

Rümeysa PEKTAŞ  

 

“There are no hopeless situations,  

there are hopeless people.  

I have never lost hope.” 

 Mustafa Kemal Atatürk 

 

“Be happy in the moment, that's enough.  

Each moment is all we need, not more.” 

Mother Teresa 

 

1.  Introduction 

Educational setting requires whole-hearted, mindful, and capable educators to entice learners’ 

not only academic skills but as humans also their emotive, social and life skills. Recent trends 

in positive psychology have led to a proliferation of mindfulness studies in education to 

cultivate social and life skills. During and beyond Covid19 pandemic, educational settings 

globally witnessed challenges in that educators and learners need to alleviate stressors, anxiety, 

and sense of burden, depression, low wellbeing, and problem behaviors. With the lens of 

Foreign Language Education (FLE), foreign language educators should also cope with 

linguistic, cross cultural, psychological, and pedagogical adversities additional to demanding 

teaching profession. Mindfulness as a novel activity in English as a Foreign Language (EFL) 

has attracted a renewed attention to boost positive emotions of EFL educators and learners 

towards language, life, and social skills and to cogitate challenges of Covid 19.  

The centrality of this paper is on mindfulness and the significance of mindfulness in ELT in 

Türkiye. Therefore, it is better to begin with umbrella term Positive Psychology first before 

highlighting Mindfulness as one of the Positive Psychology variables. Positive Psychology (PP) 

is a discipline of human psychology that places a higher priority on empirical research 

concerning how individuals prosper and live well; it is the investigation of what is good in life 

leveraging fundamental human strengths and attributes to make life happier (Csikszentmihalyi 

& Nakamura, 2011; MacIntyre, 2021; MacIntyre et al., 2019; Peterson, 2006; Seligman, 2006; 

Seligman & Csikszentmihalyi, 2000). 

https://orcid.org/0000-0001-7883-9664
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Seligman and Csikszentmihalyi's influential works (2000) were the very first to introduce PP, 

which sought at promoting a change in the emphasis of psychology from solely fixing the 

adverse and troubling issues that life brings to nurturing positive attributes. 

 

Psychology is not just a branch of medicine concerned with the illness or health; it is much larger. 

is about work, education, insight, love, growth, and play. And in this quest for what is best, positive 

psychology does not rely on wishful thinking, faith, self-deception, fads, or hand-waving; it tries to 

adapt what is best in the scientific method to the unique problems that human behavior presents to 

those who wish to understand it in all its complexity. (Seligman & Csikszentmihalyi, 2000, p. 7) 

 

A few years later, Peterson (2006) put emphasis on scientific techniques and good things in life, 

consequently defined PP as “The scientific study of what goes right in life, from birth to death 

and at all stops in between” (p. 4).  According to Seligman, PP attempts to establish instruments 

for cultivating positive emotions, greater involvement, and an awareness of purpose in life 

rather than employing a lenitive method to alleviating pain or struggling with traumatic 

experiences. Therefore, life is not just viewed through the lens of oddities and challenges but 

also from its pleasing features (2006). Seligman (2011) highlights that PP takes interest in a 

person's not merely happiness but as well resilience, growth, flourishing, and pleasure in all 

spheres of their lives (MacIntyre, 2021), including their educational pursuits. Seligman (2006) 

launched the PP research in education and psychology as a response against the supremacy of 

cognitivist positions in second-language acquisition (SLA) research with a focus on anxiety 

(Çapan & Pektaş 2013), demotivation or burnout (Ghanizadeh & Royaei, 2015) which had 

obscured the significance of emotions in L2 learning. It is an undeniable fact that an overtly 

positive rebirth occurred in the field of language instruction with the introduction and swift 

spread of PP in general education (Deweale & MacIntyre, 2014).  
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Figure 1. Potential positive psychology factors contributing to SLE/FLE (Wang et al., 2021) 

 

Figure 1 above visualizes the positive student and/or teacher factors that may have impact in 

SLA/FLE research domains.  Now that the main foci of PP and its relation to SLA and FLE 

research field highlighted, it is time to focus on the centrality of this paper Mindfulness as a PP 

construct and its relation to ESL/EFL studies. 

From a scientific standpoint, mindfulness is a relatively recent development in numerous 

disciplines, including medicine (Arıcı Özcan & Şahin, 2021), psychology, education (Öz, 

2017), positive psychology and intercultural communication tracing to the period of early 

Buddhist meditation taking its name from language Pali, an old Buddhist language (Germer, et 

al., 2013). As a pioneer scientist in Mindfulness, Kabat-Zinn (2003) defined mindfulness as “the 

awareness that emerges through paying attention on purpose, in the present moment, and non-

judgmentally to the unfolding of experience moment by moment” (p. 145). It is noteworthy to 

comment on Jon Kabat Zinn’s definition. There are a few key factors in Kabat's definition on 

what is of crucial stances for mindfulness. It is a procedure that is ongoing, to start. The period 

we are in is the only thing that is important; revisiting the past or worrying on the future are 

not. Last but not least, it is important to accept and refrain from imposing judgment thus 

embracing acceptance and non-judgementality. However, the mindful attitudes are not limited 

to nonjudgement, acceptance and here and now-the present. Kuru Gönen (2022) provides a 

detailed information in Table 1 below about mindful attitudes, its features with implications.  
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Table 1. Nine attitudes of mindfulness (Kuru Gönen, 2022). 

 

Attitudes Features 

 

Implications for EFL Classroom 

 

Non-

Judgement 

 

Not labeling or categorizing the events, 

situations as good, bad, nice, awful, etc. 

Cultivating an ability to understand. 

Approaching English language learning by 

leaving the judgments about learning FL and 

adopting an objective perspective. 

Acceptance 

Accepting fear, anxiety, and sorrow as 

they are and not running away from 

them. 

Accepting negative arousals related to FL learning 

and going through all with an open perspective. 

Being able to see solutions to language learning 

problems. 

Beginner’s 

Mind 

Experiencing things like a child as if 

they are happening for the first time. 

Going through everything as they are related to FL 

learning with curiosity regardless of the concerns 

of the past and future. 

Patience 

Trying to control the plans of 

expectations of the future. Making 

negative consequences out of the things 

and situations that have not happened 

yet. 

Being stuck in negative past experiences of 

learning English and jumping into conclusions. 

Language learning takes time, and it can only 

happen in the present moment. 

Non-Striving 

Observing the feelings and sensations as 

they rise and fall and being in full 

awareness of the experience. 

Avoiding difficult situations and topics related to 

English and expecting to learn everything at the 

end of a single lesson bring disappointment. 

Letting Go Having an awareness of ‘everything 

shall pass’ by conscious observation of 

the internal states. 

Letting go of negative FL learning experiences, 

choosing to focus on the present moment instead 

of living in the same worrisome story repeatedly. 

Compassion Having a friendly attitude towards 

feelings, thoughts, and all internal 

states. 

Building emotional resilience for learning FL by 

acknowledging the reasons for failure and 

downfalls. 

Gratitude Not taking everything for granted. 

Appreciating even the simplest things. 

Being able to say ‘I am here, I am healthy, and I 

am in the class. I am here for language learning, 

and I am putting my effort into this.’ 

 

 

In Kuru Gönen’s study, she indicated patience, non-striving, trust, letting go, compassion and 

gratitude additional to attitudes of nonjudgement, acceptance and here and now. She provides 

the readers a comprehensive and to the point features and attitudes besides providing 

implications for EFL learner and instructors. Having defined what mindfulness is and its 

features, what follows is the Mindfulness-Based studies in disciplines to unravel their results 

and implications in brief. 
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There are many different mindfulness-based interventions as well each has its own 

characteristics. Table 2 demonstrates the most utilized Mindfulness-Based interventions by the 

scientists and the researchers. 

 

Table 2. Common mindfulness-based interventions (Felver, et al. 2013, p.533) 

 

Intervention Format Description 

 

 

Mindfulness- Based Stress 

Reduction 

 

8 weeks, daily homework, weekly group 

meetings to teach mindfulness 

techniques and discussion application 

 

Teaches mindful breathing, body 

awareness and stretching focuses 

on integrating mindfulness into 

everyday life 

 

 

 

Mindfulness- Based 

Cognitive Therapy Soles  

of the Feet 

8 weeks, daily homework, weekly 

psychoeducational group meetings to 

discuss precursors to psychopathology. 

 

5 structured 45-minute sessions to teach 

awareness of emotional precursors to 

aggressive behavior and technique to 

shift attention to a neutral stimulus 

Blends CBT and MBSR to address 

precursors to psychopathology 

 

Teaches simple self-regulation 

strategy to interrupt escalating 

emotional problems that lead to 

aggression 

 

Acceptance and 

Commitment Therapy 

 

Individual or group sessions of varying 

lengths, uses experiential thought 

exercises, relies heavily on metaphors 

 

Works to increase psychological 

flexibility relevant to internal and 

external experience, concurrently 

uses behavioral strategies to 

promote change 

 

 

Mindfulness based interventions are practiced in many disciplines from medicine to education 

their participants ranging from children to adults. To begin with, there are some recent studies 

on mindfulness for students with learning disabilities including Autism Spectrum Disorder 

(ASD) and Attention Deficit Hyperactivity Disorder (ADHD). The available research seems to 

verify the positive effects of parent-child mindfulness training with high school pupils suffering 

from ADHD or ASD by indicating a further need of research (Keenan-Mount, et al., 2016). On 

bullying and cyberbullying, Foody and Samara (2018) in their paper, accentuated the 

connection between mental health and experiences of bullying with numerous studies. To target 

and counteract adverse impacts of bullying and cyberbullying, they presented beneficial 

mindfulness practices. Özcan and Şahin (2021) conducted experimental research to investigate 

the impact of Mindfulness-Based Thriving Program (MTP) on undergraduates. The 

undergraduates from Faculty of Health enrolled in different majors participated in the study. 

MTP intervention was found to be effective on the experimental group’s mindfulness and 
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thriving levels. So far, the author presented the effects of mindfulness-based practices from 

disciplines of medicine and academy with a focus on ASD, ADHD high school students, 

bullying and cyberbullying and university students’ thriving and mindfulness level and all 

indicated that mindfulness-based practices may be quite effective to eliminate problem 

behaviors and boost thriving. The following paragraph will focus on mindfulness and foreign 

language education. 

The practice of mindfulness, which has its roots in Buddhism, is used in Western psychology 

for problem behaviors, disorders or mental issues. EFL as afield with a pedagogy is distinct 

from merely psychology however as MacIntyre (2016) asserts that the growth of positive 

psychology in SLA can offer creative solutions in that field.  

 

In addition, the notion that deliberate and effective interventions can be made to increase wellbeing 

for both individuals and communities is a central tenet in PosPsy and is a defining feature of 

education itself, with language at the very center of the process. For this reason, and many others, 

there are connections between PosPsy and SLA that are well worth exploring (p.5). 

 

In EFL on Foreign Language Anxiety studies, Charoensukmongkol (2019) examined the role 

of mindfulness to diminish ESL public speaking anxiety of university students. The results 

yielded that the more participants’ mindfulness level the less anxiety level they demonstrated 

with higher grades on their speaking class presentations. In the study, there was no difference 

on the mindfulness levels based on gender variable. Fallah (2017) found the more mindfulness 

levels were associated with the lower anxiety levels and the more coping self-efficacy levels.  

Önem (2015) conducted a study with Freshman ELT preservice teachers. The researcher aimed 

to determine whether the effects of meditation and the smell of aroma lavender will affect their 

anxiety states and new vocabulary learning levels. The results indicated that the experimental 

group scored lower on posttest anxiety. Öz (2017) also with an experimental design in her study, 

found that mindfulness meditation-based intervention program lowered preparatory EFL 

learners’ speaking anxiety while increasing willingness to communicate levels.  

In their paper, Koçali and Aşık (2022) presented a systematic review on mindfulness in EFL 

and ESL context on national and international studies. They found that both experimental and 

non-experimental studies yielded positive results in favor of mindfulness. Despite the numerous 

studies on anxiety and FLE, in Türkiye, there is dearth of studies on mindfulness. Hence, there 

seems a need for a systematic understanding of how mindfulness contributes to FLE in Türkiye. 

The purpose of this paper is to review recent research into the notion and interactional effect of 

Mindfulness on EFL educators and learners and pave a way for further research with practical 
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and pedagogical implications. A systematic understanding of how mindfulness contributes to 

FLE in Türkiye is still lacking. With this aim in mind, this systematic review attempts to unravel 

the most recent research about the concept of mindfulness in ELT studies conducted in Türkiye. 

By locating the works conducted over the preceding ten years, this systematic review seeks to 

analyze the subject of mindfulness research in ELT in Türkiye. Although there are studies on 

mindfulness and ELT abroad, we need to adapt the studies in Türkiye because of many internal 

and external factors such as context, culture, ELT programs and stakeholders, ELT policy, 

physical and psychological climates of the schools. This objective's primary driving force is to 

demonstrate the value of mindfulness in English Language Teaching and Learning in Türkiye, 

since this will serve as the foundation for future studies on mindfulness and intervention studies.  

 

The following research questions (RQ) are addressed to draw a conclusion of the study. 

 

RQ 1: What are the main aims of mindfulness studies in ELT regarding preceding ten years?  

 

RQ 2: What are the tendencies of research design, participants, data collection and analysis 

instruments of mindfulness studies published in ELT in Turkish context regarding preceding 

ten years? 

 

RQ 3: What are the major findings of the studies on mindfulness in ELT? 

 

2. Procedure 

This part of the paper informs the readers about research design, data collection and analysis, 

identification, eligibility and exclusion stages. 

Systematic review is used for research design of the current study.  The systematic review's 

main objective is to provide an in-depth summary of all primary research that is currently 

accessible in answer to a specific research issue. The term "secondary research" (research on 

research) is occasionally used to describe a systematic review, which makes use of all the 

current research. A thorough search of all available sources of evidence for pertinent studies is 

the first stage in a systematic review. In the methodology part of the review, a list of the 

databases and citation indexes that were examined is presented. Next, titles and abstracts are 

scrutinized for eligibility and relevance using prearranged, consistent criteria. The scientific 

merit of each study is then evaluated. The evidence is then synthesized (Clarke, 2011).  
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In data collection and analysis, the author had a clear objective, used relevant research, relevant 

criteria for studies, transparent techniques for eligible studies, evaluated the validity of the 

findings of the included studies, and presented and synthesized the included studies in a 

systematic manner. The author employed The Preferred Reporting Items for Systematic 

Reviews and Meta-Analyses group (PRISMA) standards as the foundation for the four-phase 

flow diagram (identification, screening, eligibility, and inclusion of the studies) that served as 

the basis for the current systematic review (Moher et al., 2009). By using qualitative techniques, 

the data from the studies of choice were analyzed and their findings were interpreted through 

content analysis. 

For Identification Stage, since the study's initial eligibility criterion was to analyze recent 

research on mindfulness in ELT that was restricted to Turkey, it was decided to focus on 

searching studies from the preceding ten years. Ten studies on mindfulness in ELT published 

between 2014 and 2023 that fall under the purview of this systematic review were chosen and 

evaluated in accordance with the research questions formulated. The fundamental criterion 

employed for selecting the studies was that they were primarily concerned with the mindfulness 

in ELT in Türkiye. The second criterion relates to study quality. The study sought to identify 

research papers that were listed in open access databases and the Council of Higher Education 

(CoHE) Thesis Center. ‘Mindfulness in ELT ' in Türkiye was selected as the keyword used for 

structuring the search query throughout the literature. The review excluded any of the following 

documents: books, book chapters, book reviews, conference papers, and review studies. The 

review solely addressed works pertaining to mindfulness in ELT because research in the field 

of ELT in Türkiye was prioritized. The author used PRISMA standards to mitigate the potential 

of bias and enhance eligibility. Studies that met the following criteria were included in this 

systematic review: 

 

 confined to Türkiye and focusing on mindfulness in ELT, 

 were carried out with Turkish EFL learners or teachers, 

 had been published in open access journals and the Council of Higher Education 

(CoHE) Thesis Center, 

 were printed between the years of 2014 and 2023. 
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Eligibility Stage included a pathway. The relevant recent studies were first identified and then 

evaluated for eligibility using the inclusion and exclusion criteria, which are essential in 

determining in the selection of studies deemed relevant to the study's aim and research 

questions. 

Following Exclusion Stage; books, book chapters, book reviews, conference papers, and review 

studies were not included in the final phase of searching for related articles on mindfulness in 

ELT. In addition, research studies that were not published between 2014 and 2023 were 

eliminated. For example, out of 336 (CoHE Thesis Center, 2023). The author searched for the 

Web of Science (WOS) (360 articles but out of criteria), Scopus (1250 articles and 45 Türkiye 

based article none belonging to ELT) and ScienceDirect (91 articles none of them is suitable 

for review) databases thus decided to utilize from Google Scholar database and open access 

journals and CoHE Thesis Center. See Appendix for the summary of studies included in 

systematic review. 

 

3. Findings 

The author sought answer for the Research Questions of ‘what the main aims of mindfulness 

studies in ELT regarding preceding ten years are’, ‘what the tendencies of research design, 

participants, data collection instruments and data analysis of mindfulness studies published in 

ELT in Turkish context regarding preceding ten years are’ and ‘what the findings of the studies 

on mindfulness in ELT are’. The emerging themes of finding are elaborated below. 

 

3.1. Focus of Mindfulness in ELT Studies in Türkiye  

The review comprised research papers and theses on mindfulness in ELT in Türkiye that used 

five quantitative, four mixed-methods, and one qualitative research design.  Based on the 

examination of the studies under evaluation, many different subjects were investigated: 

Due to the nature of their research, quantitative studies sought to find out if senior English 

Language and Education students were aware of their being always present during various 

activities or, instead, acted automatically without paying enough attention to them (Altan, 2021) 

and to ascertain whether using lavender essential oil to promote meditation will have an impact 

on anxiety and learning in the context of learning a foreign language (Önem, 2015), to 

determine whether the guided mindfulness meditation technique will affect the level of 

motivation among English language teachers for the preparation of lessons (Pamuk, 2019).  In 

another quantitative study, the objective was to examine how mindfulness affects EFL teachers 
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who are demotivated and claim to have burnout syndrome (Şimşir, 2019). The last quantitative 

based research aimed to investigate the amount of mindfulness among learners in preparatory 

schools and how it might fluctuate depending on psychosocial factors (Tural & Küçükkaragöz, 

2021). 

 

On the other hand, mixed methods studies aimed to; investigate the connection between learner 

autonomy and mindfulness throughout the context of English as a Foreign Language (EFL) at 

Fırat University (Demirci, 2022), reveal how instruction on mindfulness influences EFL 

students' levels of speaking anxiety, willingness to speak in the target language, and 

mindfulness awareness (Ersanlı & Ünal, 2022), at a state university in Central Anatolia, Türkiye 

to investigate the association between mindfulness and anxiety levels related to learning a 

foreign language among university students (Koçali, 2020). The final mixed-method study, as 

the first thesis in Türkiye on mindfulness in ELT, also aimed to distinguish between EFL 

students who received Mindfulness meditation-based clinical intervention (MMCI) training and 

those who did not in terms of L2 speaking anxiety, their degree of mindfulness and WTC in 

second language as a shared concern (Öz, 2017). Finally, there is only one qualitative study that 

sought to investigate the effects of mindfulness training on teachers' interactions with students, 

wellbeing, and resilience in their classrooms (Çiçek & Gürbüz, 2023). 

 

3.2. Context and Sample  

The context is a predetermined criterion thus all the reviewed studies needed to be and were in 

Türkiye on mindfulness in ELT. Most the studies' target populations were EFL preparatory 

class students but some also included EFL teachers, ELT preservice teachers, and 

undergraduates of different majors such as Aviation Management and International Relations. 

To begin with, the studies chose the participants from preparatory school (Demirci, 2022; Öz, 

2017; Tural & Küçükkaragöz, 2021), EFL instructors (Çiçek & Gürbüz, 2023; Şimşir, 2019), 

EFL teachers (Pamuk, 2019), ELT preservice teachers (Altan, 2021; Önem, 2015), 

undergraduates in Aviation Management (Ersanlı & Ünal, 2022) and International Relations 

(Koçali, 2020). In general, the studies, except from the one in Ministry of National Education 

(Pamuk, 2019), were carried out at universities. 
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3.3. Data Collection and Analysis Instruments 

The quantitative studies primarily used survey-based tools to collect data, Mindful Attention 

Awareness Scale (MAAS) was used (Altan, 2021; Tural & Küçükkaragöz, 2021), furthermore 

State and Trait Anxiety Inventory & Vocabulary Test (Önem, 2015), Comprehensive Relative 

Autonomy Index (Pamuk, 2022), Five Facet Mindfulness Questionnaire (FFMQ) and Job-

related Affective Well-being Scale (Şimşir, 2019) were the instruments utilized in the 

quantitative studies. 

In similar veins, for the mixed methods studies, two studies echoed employing the same 

instruments; namely MAAS, The Foreign Language Classroom Anxiety Scale (FLCAS), 

Willingness to Communicate Scale (WTC) and semi-structured interview (Ersanlı & Ünal, 

2022; Öz, 2017). Similarly, Autonomy Perception Scale (APS), MAAS and semi-structured 

interview (Demirci, 2022) and FLCAS, MAAS and semi-structured interview (Koçali, 2022) 

were the common tools as an integral component of their data collection process. Finally, the 

last study uniquely qualitative in nature of research, included a teacher journal and three semi 

structured interviews (Çiçek & Gürbüz, 2023). 

 

3.4. Major Findings  

The selected research generated an array of noteworthy findings illustrating the various impacts 

of mindfulness in ELT on student anxiety, speaking anxiety, willingness to communicate, 

higher degree of mindfulness on both student and teachers, positive student-teacher interactions 

teacher professional and personal development, resilience, well-being, teacher burnout, job-

related affective well-being and learner autonomy. Mindfulness in ELT enabled students to 

decrease their speaking anxiety (Ersanlı & Ünal, 2022; Önem, 2015, Öz, 2017) and another 

study yielded moderate level of foreign language anxiety on students (Koçali, 2022). For 

correlational studies, one of the studies demonstrated a significant negative relationship 

between mindfulness and foreign language anxiety on undergraduate students (Koçali, 2022) 

and in similar veins, another study reported statistically significant and meaningful relationship 

between mindfulness and L2 speaking anxiety (Öz, 2017).  

Aside from the positive effects of mindfulness on foreign language anxiety, the studies agreed 

on the higher level of willingness to communicate (Ersanlı & Ünal, 2022; Öz, 2017) and high 

degree in mindfulness (Altan, 2021; Ersanlı & Ünal, 2022; Öz, 2017; Şimşir, 2019) along with 

mindfulness level being above moderate (Tural & Küçükkaragöz, 2021) and yielding moderate 

level of mindfulness (Demirci, 2022; Koçali, 2022). To elaborate on mindfulness, among the 
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related studies, many different positive effects and findings emerged like revealing small 

correlation between mindfulness and learner autonomy (Demirci, 2022), better level of 

vocabulary knowledge (Önem, 2015), an increase in the level of well-being and mindfulness 

besides indicating statistical and meaningful relationship between mindfulness and 

‘Mindfulness for Well-being and Peak Performance’ (MWPP) also well-being and MWPP, 

furthermore; high, positive and significant relationship between well-being and mindfulness 

emerged (Şimşir, 2019). In parallel, mindfulness training had a positive effect on selected 

student-teacher interactions, teacher resilience and wellbeing (Çiçek & Gürbüz, 2023). 

A closer look at the data indicates some negative impacts and findings. To begin with, two 

studies indicated low level of expected mindfulness behaviors like being here and now (Altan, 

2021) and students being not capable in performing mindful behaviors (Demirci, 2022). Akin 

to the findings, the studies displayed no noteworthy connection between mindfulness and 

gender among university students correlating with the findings (Demirci, 2022; Koçali, 2022). 

In their study, in respect of variables like the place the students lived most of their gender and 

academic achievement findings revealed no relationship between mindfulness and these 

variables (Tural & Küçükkaragöz, 2021). In one study, the participant teachers’ autonomous 

motivation levels did not change after mindfulness intervention and both control and 

experimental group displayed decrease in autonomous and controlled motivations (Pamuk, 

2019).  

 

4. Discussion  

This systematic review's main objective was to provide recent studies that focused on 

mindfulness in ELT to draw conclusions for subsequent investigations. The review addresses 

several essential features of mindfulness in ELT specifically in Türkiye. In that manner, the 

current study creates a descriptive portrait of mindfulness in ELT while simultaneously 

illuminating the methodology and focus trends evident in the studies that were conducted over 

the preceding ten years. In considering this, it analyzed ten research studies on predetermined 

criteria that were carried out in Türkiye for a decade. The study reached to some crucial findings 

that serve as springing off points for further studies. The research results demonstrate that the 

following issues are specifically among the reviewed research topics/trends of the mindfulness 

in ELT studies: Foreign Language Anxiety, L2 speaking anxiety, willingness to communicate, 

mindfulness on both student and teachers, teacher professional and personal development, 

resilience, well-being, teacher burnout, job-related affective well-being and learner autonomy. 
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Four themes arose within the parameters of the findings and the synthesis and analysis of 

intended research questions. The fist theme is on the focus on mindfulness in ELT studies in 

Türkiye, the second theme entails context and sample, the third theme covers data collection 

and analysis instruments, and final theme is about the major findings on the synthesized review 

studies. The evaluation of research papers revealed that there were some overlaps and 

discrepancies among studies on the effects and the degree of mindfulness in ELT. 

To begin with, the first emerging theme is the focus on mindfulness in ELT studies in Türkiye, 

which yielded versatile research objectives on quantitative and mixed methods studies. The 

studies have tended to focus on revealing the mindfulness levels of ELT undergraduates as 

participants (Altan 2021) and the degree of preparatory school learners’ mindfulness and its 

fluctuation depending on psychosocial factors (Tural & Küçükkaragöz, 2021). In the other 

studies, the researchers treated mindfulness through interventions to ascertain whether 

benefitting lavender aroma will affect anxiety and vocabulary learning (Önem, 2015), to 

unravel how mindfulness instruction impacts EFL students’ speaking anxiety, willingness to 

communicate  and mindfulness awareness (Ersanlı & Ünal, 2022; Öz, 2017), to display the 

effect of  guided mindfulness meditation technique on  English language teachers’ motivation 

for lesson preparation (Pamuk, 2019) and how the influence of mindfulness on  demotivated 

EFL teachers having burnout syndrome (Şimşir, 2019). In the correlational studies aside from 

interventional, the emphasis was on the association between mindfulness and EFL learners’ 

learner autonomy (Demirci, 2022) and mindfulness and EFL learners’ FLA levels (Koçali, 

2020). Under first theme, the focus of studies on anxiety are parallel with another study in EFL 

as well (Schoeberlein & Sheth, 2009). Two studies attempted to unearth teachers’ burnout, well-

being and mindfulness levels after mindfulness intervention (Şimşir, 2019) and the impact of 

mindfulness training on a teacher’s teacher- students interaction, teacher wellbeing, and 

resilience in class (Çiçek & Gürbüz, 2023). Likewise, Charoensukmongkol (2013) shared the 

same research focus on the benefits of mindfulness training on teacher burn out and job 

satisfaction. 

The second theme based on the context and participants indicated a rich context and samples.  

Since the setting is a predetermined criterion, all the studies on mindfulness in ELT reviewed 

ought to be and were conducted in Türkiye in general context. To specify more, the recent 

synthesized review studies, except from the study in Ministry of National Education (Pamuk, 

2019), were carried out at many public and private universities. The evaluation revealed that, 

for the participant selection, students in EFL preparatory classes were the majority as the target 
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groups of the studies (Demirci, 2022; Öz, 2017; Tural & Küçükkaragöz, 2021), but in their 

studies, some also preferred EFL instructors (Çiçek & Gürbüz, 2023; Şimşir, 2019), EFL 

teachers (Pamuk, 2019), ELT preservice teachers (Altan, 2021; Önem, 2015), and included 

undergraduates with a variety of fields of study, namely from Aviation management (Ersanlı & 

Ünal, 2022) and International Relations (Koçali, 2020) similar to the participants as 

undergraduates with different majors Charoensukmongkol (2013) , Özcan  and Şahin (2021).  

The third theme puts emphasis on data collection and analysis instruments thus similar and 

quite different tools were employed in the recent studies. Based on the findings, the most 

frequently used instrument was Mindful Attention Awareness Scale (MAAS) by many 

researchers (Altan, 2021; Demirci, 2022; Ersanlı & Ünal, 2022; Koçali, 2022; Öz, 2017; Tural 

& Küçükkaragöz, 2021) it may be because of the focus of the main studies put mindfulness at 

its hearth., followed by the second mostly employed tool as semi structured interviews (Çiçek 

& Gürbüz, 2023; Demirci, 2022; Ersanlı & Ünal, 2022; Koçali, 2022; Öz, 2017) to support 

triangulation and validity. The third tool is a very famous and most frequently employed scale 

in ELT named The Foreign Language Classroom Anxiety Scale (FLCAS). This may stem from 

that it was developed by Horwitz et al. (1986), it has been commonly used to determine anxiety 

level of participants it was developed by Horwitz et al. in 1986, it has been commonly used to 

determine anxiety level of participants Ersanlı and Ünal (2002); Koçali, (2022) and Öz, (2017) 

used FLCAS for their mixed methods studies as shared concern to understanding on the impact 

of mindfulness on anxiety types (Charoensukmongkol, 2013; Fallah, 2017). The reviewed 

studies as well covered many different sources of tools as scales, questionnaires, index and 

journals to add breadth and depth of analysis.  

The final theme put emphasis on major findings based on the synthesis of the reviewed studies. 

The studies yielded positive and to a less degree negative impact of mindfulness in FL. Almost 

every reviewed research that was carried out on anxiety and the impact of mindfulness yielded 

positive results on decreasing the EFL anxiety or speaking anxiety (Ersanlı & Ünal, 2022; 

Koçali, 2022; Önem, 2015; Öz, 2017). The result of the findings also correlates with Semple et 

al. (2005) regarding the impact of mindfulness on anxiety. This result may be because of the 

mindfulness traits of beginner’s mind and letting go (Kuru Gönen, 2022) as both indicates a 

clear focus to the present moment opportunities that life brings rather than living in the past 

with regret/ indignation and the future with anxiety.  

Much of the available recently reviewed research deals with the significance, positive impact 

and level of mindfulness on participants indicating better vocabulary knowledge, higher level 
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of mindfulness, increased willingness to communicate, (job related) well-being, resilience and 

better teacher-students interaction (Altan, 2021; Çiçek & Gürbüz, 2023; Demirci, 2022; Ersanlı 

& Ünal, 2022; Koçali, 2022; Önem, 2015; Öz, 2017; Şimşir, 2019; Tural & Küçükkaragöz, 

2021). The review results are in the same position as by Koçali and Aşık’s (2022) systematic 

review on mindfulness in EFL and ESL context on with a focus on both national and 

international studies yielding positive results in favor of mindfulness.  

To specify more, even if the numbers were considerably lower, some studies' findings point to 

gender variable did not differ on mindfulness level. According to the research results, the 

studies (Demirci, 2022; Koçali, 2022; Tural & Küçükkaragöz, 2021) did not uncover any 

notable associations between gender and mindfulness among university students. This view is 

supported by the other scholars by Brown and Ryan (2003), Charoensukmongkol (2019) and 

Yazıcı (2020) that highlighted no gender difference on mindfulness studies. The justification 

for demonstrating the same mindfulness level despite gender disparities may be because 

mindfulness is a lately popular technique and practice in Türkiye, and attending such courses 

may be out of the realm of possibility financially. Additionally, the majority of undergraduates 

may also come from akin social and economic backgrounds, which might place them all in the 

same context (Koçali, 2020). 

There is also, however, a further point to be considered. Even though the numbers are somewhat 

lower, some research findings seem to contradict those that demonstrate the positive effects of 

mindfulness and high degrees of mindfulness. For instance, in her study, Pamuk (2019) found 

that guided meditation had no effect on the autonomous motivation level of teachers in the 

experimental group. Besides all of the teachers in the control and experiment groups showed a 

decline in both autonomous and controlled motivation after the intervention. She asserts that 

this result may stem from the length of the meditation limited to 8 minutes and many individuals 

participation in the guided mindfulness meditation without understanding how to do it 

effectively. Two research revealed low levels of the expected mindfulness behaviors, such as 

being present in the moment (Altan, 2021), and students' inability to engage in these activities 

(Demirci, 2022).  

 

5. Conclusion 

This systematic review attempts to examine the topic of mindfulness research on ELT limited 

to studies conducted in Türkiye by synthesizing the studies completed over the recent 10 years. 

By analyzing the relevant studies carried out across the nation with regards to bolstering the 



 
159 

 

awareness and understanding of mindfulness practices, this systematic review aimed to portray 

the mindfulness in ELT in the pertinent literature. The ultimate aim is to contribute to Turkish 

academia on mindfulness in ELT otherwise we need to adapt the studies in Türkiye because of 

many internal and external factors such as context, culture, ELT programs, physical and 

psychological conditions of the schools. The four-phase flow diagram served as the basis for 

the current systematic review, and it was constructed by employing PRISMA standards. Data 

from the studies of choice were analyzed using qualitative methods, and their results were then 

interpreted using content analysis. The synthesis of the studies indicated four themes. This 

systematic review study came to the conclusion that the concept of mindfulness is worthwhile 

researching because recent studies indicate it has a high potential to influence both students' 

and teachers' interactions with language and personal- professional development, resilience, 

well-being and decreased anxiety in spite of fewer studies revealing contradictory results. Also, 

the studies indicated a gap in qualitative studies to unveil the deeper understanding of and 

trustworthiness of in-depth analysis of findings and further research to unearth the rationale 

behind no gender difference on mindfulness levels. 

 

This review study has some limitations as it only includes the studies conducted in Türkiye 

only, the research studies published from 2014 to date, the studies focused merely on 

mindfulness in ELT only. The review did not cover books, book chapters, book reviews, 

systematic reviews, conference proceedings, poster presentations in Türkiye. The overall 

conclusion of this systematic review might be affected due to these limitations. These 

restrictions may have an impact on the systematic review's ultimate conclusion.  

 

Further studies on gender difference and mindfulness in ELT may be the focus for filling the 

above-mentioned gap. The researchers may compare and contrast the recent mindfulness 

studies in Türkiye and abroad to see the whole picture in detail. Although cognitivist approaches 

have been criticized, it is evident that the researchers are still primarily interested on anxiety in 

the experimental mindfulness studies. Further research in this field might dwell more on PP 

elements than on the prevalence of anxiety or demotivation more with a qualitative focus. There 

is still scarce of mindfulness-based theses and even having no dissertation of mindfulness in 

ELT indicates a need for new theses and dissertations in Türkiye.  
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Appendix A. Summary of Studies Included in Systematic Review 

Author  Research Design  Context and 

Sample 

Data 

Collection 

Instruments  

Key Findings  

 

Altan, M. Z. 

(2021) 

Quantitative 

Descriptive 

42 senior 

English 

Language and 

Education 

department 

students  

MAAS (The 

Mindful 

Attention 

Awareness 

Scale) 

Higher mindfulness level 

in general but low in the 

score of being here and 

now. 

 

Çiçek, M. & 

Gürbüz, N. (2023) 

Qualitative 

Narrative Inquiry 

An EFL 

instructor with 

mindfulness 

training 

certificates 

who worked at 

a preparatory 

school in a 

northeast state 

university in 

Türkiye  

 

A teacher 

journal and 

three semi-

structured 

interviews. 

Positive impact of 

mindfulness training on 

selected trained teacher’s 

student-teacher 

interactions, and on her 

resilience and wellbeing. 

 

Demirci, E. 

(2022). 

 

A mixed research 

design 

Correlational  

 

155 

preparatory 

class students 

at State 

university in 

Elazığ, 

Türkiye.  

 

Mindful 

Attention and 

Awareness 

Scale (MAAS)  

Autonomy 

Perception 

Scale 

Semi-

structured 

interview 

 

Small correlation between 

mindfulness and learner 

autonomy 

moderate level of 

mindfulness 

no gender-based 

difference in mindfulness 

level 

participants were not 

adequate enough on 

performing mindful 

behaviors 

 

Ersanlı , C. Y & 

Ünal, T. (2022). 

A mixed research 

design 

Interventional 

Quasi 

Experimental 

41 sophomore 

students taking 

General 

English in the 

Department of 

Aviation 

Management 

at a State 

University in 

Mindfulness 

Attention and 

Awareness 

Scale (MAAS) 

The Foreign 

Language 

Classroom 

Experimental group had a 

higher willingness to 

communicate in a foreign 

language, a higher degree 

of mindfulness, and a 

lower level of second 

language speaking anxiety 
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the Black Sea 

Region   

Anxiety Scale 

(FLCAS) 

Willingness to 

Communicate 

Scale (WTC) 

Semi-

structured 

interview 

 

compared to their 

previous condition. 

 

Qualitative data also 

reveal that students who 

got mindfulness training 

could cope with their 

anxiety of making errors 

while speaking both in or 

outside of the class 

 

Koçali, Z. (2020). A mixed research 

design 

Correlational  

157 students 

from 

preparatory to 

senior students 

International 

Relations at a 

State 

university in 

Central 

Anatolia in 

Türkiye 

 

Mindful 

Attention 

Awareness 

Scale (MAAS) 

Foreign 

Language 

Classroom 

Anxiety Scale 

(FLCAS) 

Semi-

structured 

interview 

Moderate level of foreign 

language anxiety 

moderate level of 

mindfulness 

no meaningful 

relationship between 

mindfulness and gender 

among university students 

no meaningful 

relationship between 

mindfulness and grade 

a significant negative 

relationship between 

mindfulness and FLA. 

 

Önem, E. E. 

(2015) 

Quantitative 

Experimental 

61 freshmen of 

English 

Language 

Teaching 

department of 

a state 

university in 

Türkiye 

Turkish 

version of State 

and Trait 

Anxiety 

Inventory 

Vocabulary 

Test 

 

Experimental group a 

lower level of anxiety at 

the end of the research 

Better level of vocabulary 

knowledge 
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Öz, S. (2017) Mixed Method 

Experimental 

29 preparatory 

program 

students  at a  

private 

university in 

Türkiye  

Mindful 

Attention & 

Awareness 

Scale 

(MAAS), 

Foreign 

Language 

Classroom 

Anxiety Scale 

(FLCAS) and 

Willingness to 

Communicate 

Scale (WTC) 

and semi-

structured 

interviews. 

 

there is a statistically 

significant and 

meaningful relationship 

between mindfulness and 

L2 speaking anxiety of 

EFL preparatory school 

students. 

the practice of 

mindfulness reduces fear 

of making mistake in 

English classes. 

a higher degree of 

mindfulness 

a significant decrease in 

L2 speaking anxiety 

Pamuk, Z. O. 

(2022). 

Quantitative 

Experimental 

50 EFL 

teachers 

working at 

primary, 

secondary, 

high school 

and university 

 

Comprehensive 

Relative 

Autonomy 

Index 

The measured 

motivational variables 

decreased statistically in 

both groups 

Şimşir, D. (2019). Quantitative 

Quasi 

Experimental 

60 Instructors 

of English 

who work at 

different 

universities in 

İstanbul 

 

Five Facet 

Mindfulness 

Questionnaire, 

FFMQ 

Job-related 

Affective 

Well-being 

Scale, JAWS 

significant increase in 

mindfulness after the 

Mindfulness for Well-

being and Peak 

Performance (MWPP) 

statistical and meaningful 

relationship between 

mindfulness and MWPP 

in experimental group  

no difference found in 

control group 

for JAWS significant 

increase in well being 

after the MWPP 

significant relationship 

between wellbeing  and 

JAWS. 

control group remained 

stable 
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high, positive and 

significant relationship 

between well-being and 

mindfulness 

Tural, P., & 

Küçükkaragöz, H. 

(2021). 

Quantitative 

Descriptive 

214 

preparatory 

school 

students at a 

university 

from different 

departments 

Mindful 

Attention 

Awareness 

Scale (MAAS) 

the study group’s 

mindfulness level was 

above moderate.  

no relationship was found 

between academic 

achievement, gender, and 

where they have spent 

most of their life 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 
169 

 

ABOUT THE AUTHOR 

Research Assist. Rümeysa PEKTAŞ 

ORCID ID: 0000-0001-7883-9664 

pektasrumeysa@gmail.com 
 

Süleyman Demirel University, English Language Teaching 

Department  

 

Rümeysa PEKTAŞ is a Research Assistant at Isparta Süleyman 

Demirel University in English Language Teaching Division. She 

received her M.A. from Konya Necmettin Erbakan University, ELT. She worked as 

Research Assistant in 2015-2017 at Çanakkale Onsekiz Mart University ELT Department.  

She currently pursues her career in PhD. at Çanakkale Onsekiz Mart University in ELT. 

She presented papers in international and national conferences and published in refereed 

journals and book chapters. She has attended TUBITAK Projects and received certificates. 

Her main research interest are; Positive Psychology, Personal and Professional 

Development, Active Learning, Reflective Teaching, Mindfulness and Resilience, 

Intercultural Communication, Orientalism, Deconstructive Feminism, Body Language and 

Elocution, Special Education & ELT. 

 

 

 

  

 

 

To Cite this Chapter 

Pektaş, R. (2023). Delving into the mindfulness: A window of opportunity for EFL preservice-

inservice teachers in Türkiye. In K. Büyükkarcı & A. Önal (Eds.), Current studies in foreign 

language education, (pp. 144-169). ISRES Publishing. 

 

 

 

 

 

 



 
170 

 

CHAPTER 8: TEACHER EDUCATORS’ PERSPECTIVES ON 

THE 2018 ENGLISH LANGUAGE TEACHER EDUCATION 

PROGRAM 

 

Ali ERSOY  

Ali KARAKAŞ  

 

Abstract 

English language teacher education is a priority in many countries due to the global importance 

of English as a means of communication. The quality of English language teacher education 

programs is essential to ensure that teachers are equipped with the knowledge and skills 

required to effectively teach English as an additional language. This study investigates the 

views of English language teacher educators in Türkiye regarding the 2018 English Language 

Teaching Education Program (ELTEP). The research involved 80 participants from various 

academic positions in English language teaching (ELT) departments across state universities in 

Türkiye. Data was collected through a questionnaire based on Peacock’s evaluation model and 

follow-up semi-structured interviews conducted online in 2020. The findings suggest that the 

teacher educators are generally satisfied with the program’s up-to-date teaching materials, 

testing and evaluation methods, and coverage of modern English issues. However, they 

expressed dissatisfaction with certain aspects, such as course hours, training opportunities, self-

awareness promotion, classroom management skills, and balancing different language skills. 

The teacher educators were neutral on the issue of course connections and overlap between 

courses. The study highlights the need for a comprehensive needs analysis in program 

development.  

Keywords: Pre-service teacher education, Program evaluation, Opinions of teacher educators 

 

1. Introduction 

Since English has become the dominant language for international communication and media, 

proficiency in English is crucial for socializing, entertainment, and employment, providing 

opportunities to work for multinational companies domestically or abroad. However, English 

language teaching as a field has been questioned in recent years (Karakaş, 2012). As Stern 

(1983) states, language teaching comprises activities intended to stimulate language learning. 

Specifically, the teacher’s role is to design target activities and determine when and how to 

engage learners with the target language in the classroom setting. English now has more non-

https://orcid.org/0000-0001-8939-5210
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native speakers than native speakers (e.g. Canagarajah, 2006; Kachru, 1992). Consequently, it 

is often the case that non-native English speakers are teaching other non-native speakers (Hall, 

2018; Kachru & Nelson, 2006; Medgyes & Ryan, 1996; Pasternak & Bailey, 2004). To train 

highly qualified language teachers who understand their part in the language learning process, 

a comprehensive teacher education system of pre-service and in-service training is essential. 

Pre-service preparation is particularly vital, as later education and training builds on this 

foundation, representing the initial critical step towards professionalization. Structuring a well-

balanced pre-service program for prospective English language teachers is of paramount 

importance for equipping student teachers to fulfill their educational duties, achieve their 

objectives, and enhance their future teaching performance. 

In Türkiye, English language teacher education takes place in education faculties of 

universities, generally lasting four years, or five years if there is an additional required one-year 

intensive preparatory class. Students from related departments like English/American language 

and literature or English philology can also qualify as English teachers provided they obtain a 

pedagogical formation certificate. While departments follow a centralized compulsory 

curriculum published by the Higher Education Council (HEC), elective courses and materials 

can vary as departments have autonomy in administering them. 

Studies conducted in Turkey on English language teacher education programs (ELTEP) 

predominantly reflect the perspectives of student teachers and teachers, rather than those 

implementing the programs, i.e.  teacher educators. The number of teacher educator participants 

is insufficient to gain a full-bodied understanding. For example, Coşgun-Ögeyik’s (2009) study 

had 53 third year student teachers, Coşkun and Daloğlu’s (2010) study had 55 senior student 

teachers and three university instructors, Hişmanoglu’s (2012) study had 72 second year student 

teachers, and Salihoğlu’s (2012) study had 200 fourth year student teachers and 21 teacher 

educators. As evidenced by these examples, there is a lack of studies in the Turkish context 

where teacher educators’ perspectives are centered. More research is thus needed that 

foregrounds the viewpoints of those delivering ELTEPs. Against this backdrop, the current 

study aims to expand the scope of ELTEP evaluation research in the Turkish context by 

providing a more professional viewpoint, which can inform agreements on improving future 

programs over the long term. In other words, this study aims to uncover the deficiencies of the 

latest ELTEP and identify which program components teacher educators in ELT departments 

find adequate or inadequate by consulting teacher educators’ opinions in the field of language 

teacher education.  
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2. Key concepts and building blocks of language teacher education 

 

2.1. Pre-service teacher education 

Pre-service teacher education refers to the education and training provided to student teachers 

before they begin their teaching careers (Darling-Hammond, 2006). Pre-service teachers are 

candidate professionals in the process of training to become teachers (Kennedy, 2005). Pre-

service education occurs in various institutional settings, including public or private teacher 

training colleges, universities, and private institutes (Darling-Hammond, 2006). It can also be 

delivered through different modalities, such as residential education, distance learning, and 

using various technologies like print, radio, television, internet, etc. (Kennedy, 2005). Pre-

service teacher education involves guided and supervised teaching to equip student teachers 

with pedagogical knowledge and teaching skills (Grossman, 1990). Pedagogical knowledge 

encompasses the theoretical, sociological, and psychological elements that provide student 

teachers a foundation for executing teaching skills in the classroom (Grossman, 1990). 

Teaching skills refer to the procedures, strategies, methods, and approaches that can assist 

teachers in fulfilling their career and contributing to the advancement of the profession 

(Grossman, 1990). In most countries, teachers undergo some form of pre-service education, 

though the duration and format of this training can vary greatly (Schwille et al., 2007). In some 

cases, pre-service training has been shortened significantly to allow governments to meet 

teacher demand in communities experiencing rapid increases in enrollment (Schwille et al., 

2007). Additionally, teachers may be required to obtain professional certification or pass 

government examinations in conjunction with their academic qualifications (Ingvarson et al., 

2013). 

Schwille and Dembele (2007) noted that pre-service teacher education has been criticized for 

its rigid, expensive, time-consuming structure and inability to keep pace with curriculum reform 

and new classroom/school demands. Institutions are often slow to implement curricular changes 

or additions. Class size is another constraint on institution-based pre-service training. There are 

ongoing debates about the quality of pre-service teacher education, as mass education is still 

relatively new in many contexts. 

2.2. In-service teacher education 

In-service teacher education refers to the education teachers receive after they have started their 

professional teaching careers (Villegas-Reimers, 2003). Its aims and objectives include 

reflecting on and developing one’s own practice (Desimone, 2009), staying current in one’s 
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academic discipline and other curricular areas (Buczynski & Hansen, 2010), researching and 

reflecting on learners and their education (Cochran-Smith & Lytle, 1999), understanding 

evolving educational and social issues (Darling-Hammond & Bransford, 2005), and preparing 

for other professional roles related to education and teaching (Villegas-Reimers, 2003). In-

service teacher education consists of several types of programs which are offered by different 

institutes (Villegas-Reimers, 2003). Conferences, workshops, refresher courses, orientation 

programs, and study groups are most common types of in-service teacher education programs 

(Desimone et al., 2002; Gulamhussein, 2013; Kennedy, 2014; Villegas-Reimers, 2003).  

 

2.3. Teacher Education models 

Teacher education involves two key policies: training and development (Freeman, 2001). 

Training aims to build skills and knowledge to improve classroom effectiveness but can have 

limitations, notably a fragmented view of teaching (Freeman, 1989). In contrast, development 

centers on self-awareness and reflection (Head & Taylor, 1997). While training is dispensed by 

others, development is self-driven (Wallace, 1991). However, training and development are 

interrelated in teacher education, providing opportunities to practice techniques while 

developing awareness of new approaches to enhance teaching (Freeman, 2001). Freeman 

(1989) proposed an influential model for teacher education comprised of four elements: 

knowledge, skills, attitudes, and awareness. Knowledge refers to information about language 

teaching, while skills involve applying that knowledge with students. Attitudes represent 

teachers’ stances towards themselves, teaching, and learners, playing a key role albeit hard to 

incorporate in teacher training (Freeman, 1989). Awareness means recognizing how to utilize 

the other components to address classroom challenges through knowledge, skills, and attitude 

changes. This model highlighted core aspects of teacher preparation. 

Likewise, Wallace (1991) outlined several teacher education models including 

craft/apprenticeship, applied science, reflective/constructivist, and competency-based. The 

craft model involves experts transferring knowledge and skills to novices through guidance and 

training until novices gain mastery to become professionals, relying on observation, imitation 

and practice (Wallace, 1991). The applied science model utilizes empirical research to inform 

teaching, often entailing theoretical linguistics, language-learning, psychology courses (Ur, 

1992; Wallace, 1991). Wallace (1991) critiqued this model for limiting expert-novice 

interactions and overemphasizing empirical knowledge versus other teaching skills. Key 

models highlight differing approaches to teacher preparation. Building on prior models, 
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Wallace (1991) advocated for reflective/constructivist teacher education integrating received 

and experiential knowledge. This reflective cycle engages student-teachers in practicing and 

reflecting on teaching components to build awareness in ways traditional knowledge 

transmission cannot (Wallace, 1991). Reflective models view teachers as active knowledge 

producers who can solve classroom problems, not just passive transmitters (Dewey, 1933; 

Schön, 1983). Key features include open-mindedness to new ideas, responsibility for 

unintended consequences, and willingness to aid students (Dewey, 1933). Schön (1983) 

highlighted classroom unpredictability by arguing that teachers should be reflective decision-

makers learning through practice. Ultimately, differing models provide complementary insights 

into effective teacher preparation. 

 

2.4. Program evaluation and its objectives 

An educational program is an organized sequence of courses leading to a defined objective, 

degree, certificate, diploma, license, or transfer to another institution of higher education 

(ASCCC.org, 2018). Program evaluation is a common form of evaluation in education. As 

Worthen (1990) notes, it is “the determination of the worth of a thing consisting those activities 

undertaken to judge the worth or utility of a program (or alternative programs) in improving 

some specified aspect of an education system” (p. 42). Similarly, Lynch (2006, p. 2) defines 

program evaluation as “the systematic attempt to gather information in order to make 

judgements or decisions”. As can be inferred from the preceding descriptions, program 

evaluation refers to the collection, analysis, and interpretation of information to draw inferences 

about the value of a particular program (Robinson, 2002), and it serves to determine the extent 

to which the program meets student teachers’ needs and goals overall by means of signaling 

necessary improvements to program designers and teacher educators (Demir, 2015). As 

Erarslan (2016) summarizes, evaluation is a systematic and a planned process in which 

collecting and analyzing research data about organizations and programs are made to inform 

stakeholders about current situation of them. Furthermore, program evaluation is conducted to 

gain insight into the effectiveness of a program, so that improvements can be made. Ultimately, 

the outcomes of evaluation can help stakeholders determine if a program should be terminated, 

continued, or expanded. That is, evaluating an educational program is an effective tool for 

assessing whether it adequately prepares teacher trainees for the context in which they will 

operate. Especially, program evaluation has recently gained much prominence among 

researchers in English language education internationally, with similar trends locally observed 
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in Türkiye (e.g. Coşgun-Ögeyik, 2009; Coşkun & Daloğlu, 2010; Demir, 2015; Hismanoğlu, 

2012; Karakaş, 2012; Karakaş & Yavuz, 2018; Kıldan et al., 2013; Salihoğlu, 2012; Yavuz & 

Topkaya, 2013). 

 

3. Essential characteristics of language teachers 

Scholars have identified various qualities of effective teachers, including subject mastery, 

motivation, organization, enthusiasm, and rapport with students (Calabria, 1960; Feldman, 

1976). Some contend that language teaching requires unique skills like target language 

proficiency, stimulating student interest, clarity, cultural knowledge, flexibility, and assessment 

abilities (Borg, 2006; Brosh, 1996; Hammadou & Bernhar, 1987; Horwitz, 1988; Kalebic, 

2005; Vadillio, 1999). Core competencies include solid command of the target language, 

organization/explanation skills, fairness, availability to assist students, and the ability to 

motivate and respond to diverse learner needs. Scholars have categorized effective language 

teacher attributes into English proficiency, pedagogical knowledge, socio-affective skills, and 

personality characteristics (Dinçer et al., 2013; Park & Lee, 2006). Essential competencies 

include subject knowledge, professional skills, positive attitudes, and ability to incorporate 

technology. Key factors highlighted include strong student-teacher relationships, enthusiasm, 

pedagogical content knowledge, confidence, and interpersonal abilities (Arıkan, 2010; Dinçer 

et al., 2013). While perspectives differ, common themes emphasize target language mastery, 

pedagogical expertise, learner-centered rapport, and intrapersonal skills. 

 

4. English language teacher education process in Türkiye 

In Türkiye, English language teachers are educated through English language teaching or 

foreign language education university programs. Students must meet exam requirements for 

admission. Nearly 100 such programs exist, and graduates must pass a national exam (KPSS) 

and interview to qualify for placement as a state school teacher. Those with related degrees, 

such as English language and literature or linguistics, can teach with a pedagogical formation 

certificate from a teacher certification program (Aydoğan & Çilsal, 2007; Tercanlıoğlu, 2004). 

Multiple pathways exist to become an English teacher in the Turkish education system. In 

Türkiye, the Higher Education Council provides overall standards for English teacher education 

programs, while individual university departments administer materials, exams, courses, and 

electives (Karakaş, 2012). Programs usually last four years, with some requiring additional 

English preparatory semesters. They offer compulsory professional and pedagogical courses 
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plus electives. Public universities are tuition-free and private ones offer scholarships. Teacher 

educators hold at least master’s degrees. English teachers comprise the largest foreign language 

teaching workforce in Turkish state schools. 

 

5. Exploring the 2018 English language teacher education program 

In this section, the focus will be placed on the structure of the 2018 program. While doing so, 

each academic term will be inspected in terms of the courses offered and their credits in a 

comparative fashion with reference to the previous program. In doing so, it will be easier to see 

the changes between the previous program and the 2018 one.  

5.1. Program structure 

In 2018, Turkey’s HEC implemented new English teacher education programs based on 

constructivist principles, with teachers as learning guides rather than sole knowledge sources. 

Changes included revised course names, sequences, and credits. Total credits decreased to 148 

and class hours to 155, while the number of courses increased. Courses fall under three main 

categories, similar to the 2006 program. The 2018 update reflects contemporary constructivist 

and learner-centered perspectives. 

The 2018 program made significant first term changes versus its predecessor. Advanced 

Reading/Writing split into separate Reading Skills 1 and Writing Skills 1 courses. Foreign 

Language 1 and Ataturk’s History/Principles moved to this term. Effective Communication and 

Contextual Grammar were removed, while Educational Sociology was added. Despite 

increased courses from 8 to 10, credits decreased to 22. Reading Skills 1 targeted 

comprehending diverse materials and higher-level skills like identifying main ideas. Writing 

Skills 1 covered paragraph types/structure, features, and various writing genres. Courses 

emphasized contemporary reading, writing, listening, and oral communication competencies. 

 

Table 1. 2018 ELTEP First Term Course Plan 

Code Course Name T P C ECTS 

PK Introduction to Education 2 0 2 3 

PK Educational Sociology 2 0 2 3 

GC Ataturk’s Principles and History of Turkish Revolution 1 2 0 2 3 

GC Foreign Language 1 2 0 2 3 

GC Turkish Language 1 3 0 3 5 

GC Information Technologies 3 0 3 5 

FE Reading Skills 1 2 0 2 2 

FE Writing Skills 1 2 0 2 2 

FE Listening and Pronunciation 1 2 0 2 2 

FE Oral Communication Skills 1 2 0 2 2 
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 TOTAL 22 0 22 30 
PK: Professional Knowledge, GC: General Culture, FE: Field Education 

The second term built on the first, with Word Knowledge removed and Structure of English 

added, seemingly replacing Contextual Grammar. Reading Skills 2 focused on top-

down/bottom-up strategies and inferring direct/indirect meanings. Writing Skills 2 covered 

composition processes and genres. Listening/Pronunciation 2 targeted note taking, gathering 

details, identifying key points, using authentic materials. Oral Communication Skills 2 further 

developed higher-level speaking and listening abilities. Structure of English examined word 

and sentence structures and contextual usage. Changes maintained an emphasis on well-

rounded English proficiency development. 

Table 2. 2018 ELTEP Second Term Course Plan 

Code Course Name T P C ECTS 

PK Educational Psychology 2 0 2 3 

PK Educational Philosophy 2 0 2 3 

GC Ataturk’s Principles and History of Turkish Revolution 2 2 0 2 3 

GC Foreign Language 2 2 0 2 3 

GC Turkish Language 2 3 0 3 5 

FE Reading Skills 2 2 0 2 2 

FE Writing Skills 2 2 0 2 3 

FE Listening and Pronunciation 2 2 0 2 3 

FE Oral Communication Skills 2 2 0 2 3 

FE Structure of English 2 0 2 2 

 TOTAL 21 0 21 30 

 

The third term increased total courses to 9 from 7, though decreased credits by 2. Notable 

changes included removing Turkish-English Translation and Oral Expression/Public Speaking. 

Turkish Education History moved to the next term. Educational Technology and Critical 

Reading/Writing were added. Learning/Teaching Approaches in English covered English 

teaching history, methods, classroom strategies, and cultural perspectives. English Literature 1 

examined British/American literary backgrounds, genres, analysis, and interpretation. 

Linguistics 1 introduced basic linguistic analysis, language structures/systems, and variations. 

Critical Reading/Writing aimed to develop summarization, reporting, and synthesis abilities 

with scholarly texts. Changes reflected more critical thinking and technology integration goals 

Table 3. 2018 ELTEP Third Term Course Plan 

Code Course Name T P C ECTS 

PK Educational Technologies 2 0 2 3 

PK Principles and Methods in Teaching 2 0 2 3 

PK Optional 1 2 0 2 4 

GC Optional 1 2 0 2 3 

FE Optional 1 2 0 2 4 

FE Approaches in English Language Learning and Teaching 2 0 2 3 

FE English Literature 1 2 0 2 4 

FE Linguistics 1 2 0 2 3 
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FE Critical Reading and Writing 2 0 2 3 

 TOTAL 18 0 18 30 

 

The fourth term increased courses by 2 but decreased credits by 2. Notable updates include 

renaming Scientific Research Methods to Educational Research Methods and 

restructuring/renaming ELT Methodology I to Teaching Programs in English. Linguistics, 

Language Acquisition, and English Literature remained but had reduced credits. Teaching 

Programs in English covered concepts, history, content, outcomes, materials, assessment, and 

more regarding English teaching programs. Literature, Linguistics, and Acquisition courses 

continued prior goals. Changes maintained research and teaching programming foundations. 

Table 4. 2018 ELTEP Fourth Term Course Plan 

Code Course Name T P C ECTS 

FK Turkish Education History 2 0 2 3 

FK Educational Research Methods 2 0 2 3 

FK Optional 2 2 0 2 4 

GC Optional 2 2 0 2 3 

FE Optional 2 2 0 2 4 

FE Teaching Programs in English Teaching 2 0 2 3 

FE English Literature 2 2 0 2 4 

FE Linguistics 2 2 0 2 3 

FE Language Acquisition 2 0 2 3 

 TOTAL 18 0 18 30 

 

A notable change was the addition of Morals and Ethics in Education under the teacher 

education category. Some field knowledge course names changed, but content remained similar 

to the 2006 program. The inclusion of ethics signifies an increased focus on teacher 

professionalism and values. 

 

Table 5. 2018 ELTEP Fifth Term Course Plan 

Code Course Name T P C ECTS 

FK Classroom Management 2 0 2 3 

FK Moral and Ethics in Education 2 0 2 3 

FK Optional 3 2 0 2 4 

GC Optional 3 2 0 2 3 

FE Optional 3 2 0 2 4 

FE Teaching English to Young Learners 1 2 0 2 5 

FE Teaching English Language Skills 1 2 0 2 5 

FE Teaching Language and Literature 1 2 0 2 5 

 TOTAL 2 0 2 3 

 

The sixth term increased courses to 8 but decreased total credits to 18 versus the 2006 program. 

A major change was moving Turkish Education System and School Management from the 

eighth term in 2006 to this term. The sixth term largely continued the fifth term’s focus, with 



 
179 

 

similar major field course content as the 2006 program. The earlier placement of the Turkish 

education course points to increased attention on understanding the local school context. 

 

Table 6. 2018 ELTEP Sixth Term Course Plan 

Code Course Name T P C ECTS 

FK Testing and Evaluation in Education  2 0 2 3 

FK Turkish Education System and School Management 2 0 2 3 

FK Optional 4 2 0 2 4 

GC Optional 4 2 0 2 3 

FE Optional 4 2 0 2 4 

FE Teaching English to Young Learners 2 2 0 2 5 

FE Teaching English Language Skills 2 2 0 2 5 

FE Teaching Language and Literature 2 2 0 2 3 

 TOTAL 18 0 18 30 

 

The seventh term had 7 courses like 2006, but increased credits by 2. Second Foreign Language 

III was removed. School Experience was renamed Teaching Practice 1 with increased hours 

from 4 to 6. Material Development renamed Developing Course Content in English Teaching 

but maintained similar goals. A new Translation course combined prior Turkish-English and 

English-Turkish Translation. Changes reveal more emphasis on practical teaching experience 

and comparing Turkish/English structures. 

 

Table 7. 2018 ELTEP Seventh Term Course Plan 

Code Course Name T P C ECTS 

PK Teaching Practice 1 2 6 5 10 

PK Education of Special Needed and Inclusion Teaching 2 0 2 3 

PK Optional 5 2 0 2 4 

GC Serving Society 1 2 2 3 

FE Optional 5 2 0 2 4 

FE Developing Course Content in English Teaching 3 0 3 3 

FE Translation 3 0 3 3 

 TOTAL 15 8 19 30 

 

With 5 courses, the eighth term had the fewest of any term, decreased by 2 from 2006. Updating 

Testing/Evaluation in Foreign Language Teaching to Preparing Exams in English Language 

Teaching was a main change. This course covered assessment types, principles, question 

formats, test construction, criteria, and analysis for various skills and ages. Reduced courses 

and the assessment focus signify consolidation of core teaching knowledge and skills. 

Table 8. 2018 ELTEP Eight Term Course Plan 

Code Course Name T P C ECTS 

FK Teaching Practice 2 2 6 5 15 

FK Guidance in Schools 2 0 2 3 
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FK Optional 6 2 0 2 4 

FE Optional 6 2 0 2 4 

FE Preparing Exams in English Language Teaching 3 0 3 4 

 TOTAL 11 6 14 30 

 

5.2. ELTEP 2018 Program evaluation 

The study employed concurrent triangulation mixed method research design to explore Turkish 

teacher educators’ reflections on ELTEP 2018. In concurrent designs, both qualitative and 

quantitative data are collected independently but simultaneously. The merging of these methods 

can occur at any research stage. Yin (2006) suggests purposeful and logical blending to avoid 

separate outcomes. Here, qualitative and quantitative data are sequentially collected but treated 

as parallel. After individual analysis, results are combined in the interpretation phase. This 

research aims to strengthen findings using both data types (Edmonds & Kennedy, 2012). 

Quantitative (Peacock’s model-based questionnaire) and qualitative (semi-structured 

interview) data were sequentially collected and integrated in findings. This study aimed to 

address these research questions: 

What are teacher educators’ views on the new ELT teacher education program?  

 Positive aspects identified? 

 Negative aspects identified? 

The study was conducted during the fall semester of the 2020-2021 Academic Year. To gather 

data from all state universities in Turkey, online surveys and interviews were carried out using 

Google Form and various instant messaging apps for the convenience of participants. A total 

of 437 academic individuals, including Professor Doctors, Associate Professors, Assistant 

Professors, Lecturers, and Research Assistants from English language teaching departments in 

state universities across Turkey, were invited to participate via email. Eventually, 80 

academicians agreed to partake in the study. Detailed participant information is provided below. 

 

Table 9. Characteristics of the Participants 

According to Academic Title Number (n/N) Percentage (%) 

Professor Doctor 10 12,5 

Associate Professor 11 13,8 

Assistant Professor 38 47,5 

Lecturer 11 13,7 

Research Assistant 10 12,5 

According to Years in Profession   

1-5 4 5 

5-10 26 32,5 

10-15 13 16,2 

15-20 5 6,3 
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20 and more 32 40 

According to Age   

24-32 18 22,5 

32-40 23 28,7 

40-48 17 21,3 

48-56 13 16,2 

56 and more 9 11,3 

According to Gender   

Female 49 61,3 

Male 30 37,5 

Prefer not to say 1 1,2 

 

Among the 80 participants, 20 voluntarily provided additional comments in response to an 

open-ended question at the end of the questionnaire. Additionally, 6 out of the 80 participants 

agreed to be interviewed at a later time for their convenience. These semi-structured interviews 

were conducted with 2 professor doctors, 1 associate professor, and 3 assistant professors. The 

interviews took place online using participants' preferred communication applications. Initially, 

participants were informed about the study’s purpose and ethical considerations. Subsequently, 

each participant responded to predetermined interview questions, with follow-up questions used 

to delve deeper into their responses. Interview durations ranged from 20 to 30 minutes, 

conducted in either Turkish or English. To ensure a comfortable environment for participants, 

all interviews were audio recorded, eliminating the need for note-taking. Following the 

interviews, the researcher transcribed and translated the content. 

Peacock’s survey was developed with the primary objective of identifying aspects of teacher 

education programs in need of enhancement or retention, as perceived by teacher educators 

within English language teacher education departments. Given the relatively limited popularity 

of teacher education, the need for consistent internal assessment within such programs is 

essential. Peacock (2009) created this survey based on the concept of program evaluation – the 

collection, analysis, and interpretation of information. 

To evaluate programs based on desired outcomes, Peacock (2009) established a method by 

extracting relevant questions from literature. The procedure (Peacock, 2009) involves the 

following steps: 

 Literature review to generate questions 

 Identification of suitable data sources 

 Design of data collection methods and tools 

 Collection and analysis of each data set according to the questions 

 Construction of a comprehensive account by connecting interpretations 
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To verify these evaluation steps, Peacock tested their effectiveness by assessing a TEFL 

program with program participants – students and teachers from the BA in TEFL in Hong Kong. 

The questions applied to evaluate the TEFL program include: 

 Does the program have a clearly stated philosophy? 

 Does it reflect the program's philosophy? 

 Does it encourage flexibility in using diverse teaching approaches? 

 Does it foster the ability to use and adapt foreign language teaching materials? 

 Does it balance received and experiential knowledge? 

 Does it incorporate and encourage reflection on experiences and values, including the 

'apprenticeship of observation'? 

 Does it promote the skill of self-evaluation and reflection as a teacher? 

 Does it encourage future reflective practice? 

 Does it emphasize long-term, developmental learning to teach, promoting post-

qualification growth? 

 Does it ensure coherence among courses and prevent overlaps? 

 Does it balance teacher- and student-centered learning? 

 Does it prepare EFL teachers for their sociocultural working context? 

 Does it strike a balance between linguistic, pedagogic, and managerial competence, with 

linguistic competence encompassing L2 proficiency and pedagogic competence 

referring to teaching skills and language knowledge? 

 Is the program up-to-date? 

 Do students believe the program addresses their needs and prepares them for classroom 

teaching? 

Peacock’s (2009) assessment tools had a significant impact and were employed in three other 

studies within the Turkish context (Coşkun & Daloğlu 2010; Demir, 2015; Salihoğlu, 2012). 

The questionnaire used in the current study was adapted from Coşkun and Daloğlu’s (2010) 

study. Quantitative data underwent descriptive analysis, a process involving data simplification 

(Loeb et al., 2017). The data collected via questionnaires were analyzed using Google Office 

Suite applications to determine frequencies and percentages. The presentation focused solely 

on frequencies and percentages associated with questionnaire items, aligning with the practice 

of using responses from the majority for generalization purposes in descriptive data 

presentation. Each Likert-type item from the questionnaire was individually presented. For 

robust descriptive analysis, utilizing low-inference and low-assumption methods that require 

minimal statistical adjustments is crucial (Romero & Ventura, 2013). As a result, the dataset is 

free from any missing or excluded values. 
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Content analysis was employed to analyze the data gathered from interviews. Content analysis 

is the method of systematically and objectively identifying special attributes of messages for 

the purpose of making inferences. Content analysis serves as a research tool used to categorize 

particular phrases, arguments, or perspectives within specific qualitative data. Through content 

analysis, researchers can quantify and examine the meanings and relationships conveyed by 

specific words, themes, or concepts. This method can be applied to various sources of data, 

such as interviews, open-ended questions, field research notes, conversations, or any form of 

communicative language (Neuendorf, 2016). 

5.2.1. Positive perspectives about the program 

Table 10 shows the items that received more positive feedback than negative or neutral. To 

clearly demonstrate the results, strongly disagree and disagree responses were combined into a 

Negative category, while strongly agree and agree were combined into a Positive category. 

Table 10. The items that gathered more positive responses 

Items Given statement in the questionnaire Negative Neutral Positive 

Item 6 The program is up-to-date. 32,6% 26,3% 41,3% 

Item 14 The program teaches student teachers how to use foreign 

language teaching materials. 

22,6% 28,7% 48,8% 

Item 15 The program teaches student teachers how to adapt 

foreign language teaching materials. 

28,8% 28,7% 42,5% 

Item 17 The program teaches student teachers foreign language 

testing and evaluation skills. 

25,1% 32,5% 42,6% 

Item 23 The program has courses on contemporary issues in 

English (e.g ELF, Global English). 

26,3% 26,3% 47,5% 

 

It is evident from the table that despite a majority of respondents disagreeing that the program 

is up-to-date (32.6%), more still agreed that it is (41.3%). Nearly half responded positively that 

the program teaches how to use (48.8%) and adapt (42.5%) foreign language materials. 

Similarly, 42.6% agreed the program covers foreign language testing/evaluation skills. Finally, 

47.5% felt the program includes courses on contemporary English issues like ELF and Global 

English. Although opinion was mixed, more teacher educators expressed positive views on the 

program teaching key competencies like materials use, adaptation, assessment, and addressing 

contemporary topics. 

These issues were further discussed in the interviews. For instance, one teacher educator was 

very positive about the reduction of course hours in the 2018 ELTEP. His argument drew on 

the idea that the new generation cannot sustain their span of attention for a long time.  

TE1: …decreasing course time is something good since it is hard to have long time courses with 

new generation students… 
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A few teacher educators expressed their objection to separating the ELT programs for age 

groups, supporting the unified structure of the 2018 ELTEP.  

TE5: I don’t think we need a separation in English language teaching. It does not matter which 

grade they will teach because we always return to the beginning. We always teach at elementary or 

intermediate levels. No-one can reach to advance level. In terms of different age groups, we can 

handle this difference in micro-teachings in methodology courses. 

When it comes to issues, such as learner autonomy and reflective thinking, some teacher 

educators noted that the development of such skills is the responsibility of student teachers 

rather than the program itself.  

TE1: Students should say “I want to be a good teacher. This is my responsibility. I should be able 

to do this.” by themselves. It is not just depending on the program. 

TE6: Students are not autonomous… not everything is up to program 

Some teacher educators seemed to be content with the high number of elective courses, 

especially on contemporary issues, such as World Englishes and Culture and Pragmatics, in the 

program. However, they warned that it is only favorable if the department has adequate number 

of teaching staff willing to offer these elective courses.  

TE1: Having so many elective courses in the program can be something good for departments which 

have a plenty number of academicians but otherwise lecturers might experience rough times while 

trying to catch up more than one course. 

5.2.2. Negative perspectives about the program 

Table 11 below displays items that received more negative responses than positive or neutral. 

To clearly present the results, strongly disagree and disagree responses were combined into a 

Negative category, while strongly agree and agree were combined into a Positive category. 

Further analysis of each item is provided below. 

Table 11. The items that gathered more negative responses 

Items Given statement in the questionnaire Negative Neutral Positive 

Item 3 The program gives students adequate training in English %53,8 %25 %21,2 

Item 4 The program gives students adequate training in teaching 

skills 

%42,6 %26,3 %31,1 

Item 5 The program gives students adequate training for the needs 

of the local context (Turkey) 

%50 %33,8 %16,2 

Item 7 The program encourages students to reflect on their past 

experiences as a language learner 

%41,2 %36,3 %22,5 

Item 8 The program encourages students to be reflective teacher 

(when they start teaching) 

%45 %30 %25 

Item 9 The program promotes flexibility in using different 

teaching practices for different situations 

%38,8 %27,5 %33,8 
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Item 12 The program teaches students how to evaluate themselves 

as a teacher 

%46,3 %40 %13,8 

Item 13 The program teaches students classroom management skills %38,8 %31,3 %30,1 

Item 16 The program increases students’ power of self-evaluation %50 %37,5 %12,5 

Item 18 The program is relevant to students’ needs %43,8 %26,2 %30 

Item 19 The program has a good balance between the teaching of 

English, teaching skills, and classroom management skills 

%43,8 %28,7 %27,6 

Item 21 The program meets students' needs %45,1 %33,8 %21,3 

Item 22 The program prepares students to teach English at different 

levels of education. (Primary, secondary, and high school) 

%47,6 %25 %27,4 

Item 24 The practicum component of the program is sufficient for 

training students to teach English in schools 

%48,8 %23,8 %27,6 

Item 25 By the end of this program, students will be ready to teach 

English 

%41,3 %35 %23,8 

 

Table 11 shows several items received more negative than positive or neutral responses. Over 

half of the respondents disagreed that the program provides adequate English training (53.8%). 

Many also disagreed that it adequately covers teaching skills (42.6%), local context needs 

(50%), reflection as a language learner (41.2%), reflection as a teacher (45%), flexibility 

(38.8%), self-evaluation (46.3%), classroom management (38.8%), self-evaluation abilities 

(50%), relevance (43.8%), balance (43.8%), meeting student needs (45.1%), teaching at 

different levels (47.6%), sufficient practicum (48.8%), and readiness to teach (41.3%). The 

predominant disagreement across these items indicates that many teacher educators felt the 

program does not sufficiently develop key competencies like reflection, flexibility, classroom 

skills, localized training, and practicum experience. 

The analysis of the interviews indicates that nearly all teacher educators expressed negative 

views towards ELTEP 2018. The majority of the teacher educators complained that the program 

is not relevant to their own needs nor student teachers’ needs, due to the lack of a needs analysis 

phase at the outset. 

TE2: … I was invited the first leg of the seminars but we didn’t report such things we didn’t demand 

such things. Outcome is not in the way we desired… 

TE4: …We don’t know who puts the courses in the curriculum… have they performed a need 

analysis? Does it make sense to change a curriculum depending on two people’s thoughts? … 

Reduced course hours in the program were the most common complaint about the new program, 

with nearly all interviewed teacher educators commenting negatively except one. The main 

issue raised was not having adequate time to cover course content in sufficient detail. 

TE5: …we need more class hours but this program does the opposite. All courses are two hours 

now. it is like coming to class and saying hello then good bye. No time for warm-up or activities… 

TE19: The class hours allocated for the courses offered are too limited to cover the course content. 
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Slightly over half of the interviewed teacher educators who provided additional details agreed 

that the content of some courses includes unnecessary knowledge that does not benefit student 

teachers. 

TE1: … it is such a waste of time in our department to have literature classes for the sake of 

literature. I mean starting from old English period and talking about sagas is something not useful. 

Maybe it can be like using texts for international communication… 

TE4: …Students are being filled with plenty of unnecessary information. Everything is theoretical. 

In the current program in contextual grammar (structure of English) course students learn 

terminologies such as ellipsis or parallelism, actually memorise, but they don’t know how to create 

a if-clause sentence… 

Student teachers in English language teaching departments can be appointed as teachers in 

primary, secondary or high schools in Turkey by passing an exam administered by the HEC. 

When asked about this unified structure of the program, the majority of teacher educators stated 

there should be separate training programs. 

TE3: The program is not capable of preparing students for teaching at different age groups. For 

example, there is a course under the name of teaching English to young learners but there is not a 

course for adult teaching, disadvantaged group teaching and multicultural-multilingual classes 

teaching. 

TE9: It can be better if it is separated. Adult teaching is really different compared to young learns. 

There is an inclination towards young learner teaching but adults and adolescences are totally 

neglected. 

In Türkiye, student teachers must pass an exam assessing grammar, vocabulary, and reading to 

enroll in a university department. Because listening, writing, and speaking skills are not tested, 

students often do not prioritize developing these skills when preparing for the exam. All 

interviewed teacher educators complained about how these skills are addressed in the program. 

TE6: …how can students practice English if they do not have a chance to do so… 

TE11: The proportion of field-specific courses are largely reduced in the overall programme which 

eventually has a negative impact on student teachers' both language and professional competency-

building processes 

TE17: The ELT program imposed on 2018-2019 academic year did not offer adequate time (class 

hours) to teach four language skills, thus, students will not have a chance to improve their language 

skills. 

TE21: The program assumes that teacher trainees have got a good command of English… But we 

cannot blame it for those trainees whose English is not up to par. 
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Given its crucial role within the educational setting, instructional materials have garnered 

significant significance in the realm of education. Below are the viewpoints of teacher educators 

regarding the approach to material development within the program. 

TE5: There is no detailed explanation and commands for this course… it is so rounded and 

dependent on educators. 

TE7: Reduced course hours created a disadvantage by making content simpler and superficial. We 

can’t demand creative things from students. I also bring simpler materials in my other courses 

because proficiency of my students is not enough to comprehend complex materials. 

TE11: The program is too loose on covering that area. If educator is talented, there can be so many 

good outcomes otherwise it would be a disaster. 

While reflective teaching is a sought-after concept in educational institutions, there exists a lack 

of consensus among teacher educators regarding its inclusion in the pre-service teacher 

education stage. A portion of teacher educators argue against its incorporation as a standalone 

course, advocating instead for its gradual integration across multiple courses. Conversely, a 

notable group of teacher educators asserts that reflective teaching should be formally integrated 

into the curriculum as a dedicated course, aiming to cultivate awareness and understanding 

among prospective educators. 

TE1: Students should say “I want to be a good teacher. This is my responsibility. I should be able 

to do this.” by themselves. It is not just depending on the program. 

TE2: It is up to teacher educators in a way because not everything is related to program. 

TE3: How much are our teacher educators in universities or teachers in schools ready for this kind 

of teaching? They go to classroom and say “it is like that, that is like this” … today’s students do 

not need knowledge. Knowledge is everywhere. What is important is to make them use the 

knowledge and field-specific courses should let this happen.  

TE6: Students are not autonomous… not everything is up to program 

TE8: New trends such as teacher autonomy, technology use, etc. should be included in the program. 

ELTEP 2018 provides a range of elective courses within a selection pool, allowing students to 

choose based on their preferences following the first year. However, two primary concerns 

regarding the presentation of these elective courses have been raised, posing significant 

challenges according to statements from teacher educators. The initial major grievance pertains 

to the scarcity of academic personnel within departments, leading to difficulties in conducting 

impactful elective courses. The second concern revolves around the preparedness of student 
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teachers, as certain courses offered in the second year are considered too advanced for their 

current level of readiness. 

TE4: Actually, elective courses are really important but we don’t know who teaches these courses 

and what they do. There are fancy names here and there like “reading media content” but no-one 

knows what is going in classrooms 

TE5: We couldn’t offer most of the elective courses in our department because of lacking number 

of stuff members. Ours were like “compulsory elective courses” but if we had enough academicians, 

it would be good. 

TE11: Many core subjects are currently offered as electives, which means they can be taken at a 

stage of their training. This also makes it hard to build links between courses and also to achieve a 

staged and balanced progression of theory and practice 

A number of teacher educators expressed the view that an ELTEP should include a dedicated 

course addressing Professional Development matters. They highlighted that within the student 

body, there are individuals whose enrollment in the department is influenced by external 

pressures from family members. This lack of intrinsic understanding about the gravity of the 

teaching profession has been observed to yield detrimental outcomes within the realm of 

education. To avert such challenges, these educators emphasized the necessity of acquainting 

student teachers with a comprehensive understanding of their professional identity, thereby 

mitigating potential issues and fostering a more informed approach to their teaching careers. 

TE4: I totally would like to see a course about Professional Development in English language 

teaching education program 

TE5: There is a need for a course about Professional Development. Our students seek for 

opportunities for personal development or professional development after their graduation 

Türkiye, with its expansive geographical expanse, stands as a substantial nation in global 

comparison. Despite its efforts to implement a centralized education system uniformly across 

all regions, certain deficiencies persist in various parts of the country. When teacher educators 

were queried about strategies to address these challenges within the pre-service education 

phase, their responses coalesced into two main approaches. The first approach involves the 

incorporation of dedicated courses specifically addressing the unique issues faced in distinct 

locales. The second approach suggests the integration of discussions on these regional 

challenges within existing courses, albeit indirectly. 

TE1: Education is very idealized in our classrooms. Everyone is motivated and happy. But for 

instance, classes in south-eastern part of Turkey are very crowded so student teachers should take 

an education considering these facts… 
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TE2: … As you know there is no local concerns in the program. It is mostly projecting conceptual 

knowledge from U.S. … we should deal with regional differences… now we have refugees in our 

classrooms…Here we send them to the schools that have ideal environment. I mean, not crowded, 

at the city center, everything is easy peasy… 

TE4: Specifically, when they are appointed to schools during practicum stage, we shouldn’t appoint 

them to qualified schools all the time. They can even go to a village school, if there is a chance… 

Establishing strong interconnections among program courses emerged as a highly endorsed 

aspect among teacher educators. When queried about this matter, their responses clustered into 

two primary categories. The first category pertains to courses lacking proper linkage, leading 

to a disjointed learning experience. The second category involves the repetition of knowledge 

across different courses, which could potentially impede the depth of understanding and 

progression. 

TE4: We offer courses separated from each other in one, two or three terms. There is no connection 

between them but there must be. 

TE11: It is like repeating same things again and again… Turkish and English courses have same 

content most of the time…but it is related to field itself because it is relatively new compared to 

others field like philosophy. 

Among the notable criticisms directed towards the published ELTEP in 2018, the elimination 

of practical courses stands as one of the two prominent concerns, the other being the reduction 

in course hours. Teacher educators further advocate for an augmentation of school-based 

practicum experiences, reflecting their belief that hands-on teaching practice within actual 

educational settings should be enhanced. 

TE3: School experience course should be also added inside third grades both terms. Along with 

fourth year’s first term in total 3 terms they can observe different age groups; primary school 

education, secondary school and high school. 

TE5: Abolishment of practice hours is the most significant negative side of this program. Every 

course is theoretical. There is no application until fourth grade.   

TE9: The new program seems to fail giving practice opportunities in many courses.  

TE14: The hours for practical courses (i.e., Teaching English Language Skills) are less compared 

to the previous program. 

Several teacher educators noted that certain prestigious universities in Turkey are able to deliver 

all their courses in English. However, they recognize that replicating this approach within their 

own departments is not feasible. For smaller-scale departments, it is crucial to offer a greater 
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number of courses in English, particularly those related to ELT. This emphasis on English-

medium courses is paramount as it represents the primary opportunity for student teachers to 

be consistently immersed in the language. 

TE14: The program needs to focus more on ELT-related courses. More courses are available in 

Turkish language. The areas need to be revised in favor of English Language Teaching related course 

offerings  

TE8: New program is full of Turkish educational courses rather than English ones. More time should 

be devoted to English language teaching. Most of our students complained about little time for the 

intensive content of ELT.  

 

5.2.3. Neutral views 

Table 12 displays items that received more neutral responses than positive or negative. To 

clearly show the results, strongly disagree and disagree responses were combined as Negative, 

while strongly agree and agree were combined as Positive. 

 

 

Table 12. The items that gathered more neutral responses 

Items Given statement in the questionnaire Negative Neutral Positive 

Item 1 The program has good linkage between different courses %26,3 %41,3 %32,4 

Item 2 The program avoids overlapping information between 

different courses 

%28,7 %38,8 %32,5 

Item 10 The program balances teacher-centred and student-centred 

learning on its courses 

%35,1 %40 %24,9 

Item 11 The program teaches students how to teach English %23,7 %38,8 %37,4 

Item 20 The program prepares students to teach English in the 

classroom 

%35 %30 %35 

 

It is evident from the table that over 40% were neutral on whether the program has good course 

linkage (41.3%) and avoids overlapping information (38.8%). Respondents were also largely 

split on if the program balances teacher- vs student-centered learning (40% neutral) and 

prepares for classroom teaching (30% neutral). The high neutral ratings indicate uncertainty 

among teacher educators regarding how well the program aligns and sequences courses, 

provides coherent information, incorporates varied teaching approaches, and prepares students 

for classrooms.  

6. Discussion and Conclusion 

This study aimed to reveal teacher educators’ perspectives on the 2018 ELTEP mandated by 

the HEC. The quantitative results showed that educators were largely dissatisfied, indicating 
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implementers are unhappy with the mandated program. The high percentage of neutral 

questionnaire responses also suggests divided opinions and gaps in the new program. 

Regarding positives, around half viewed the program as up-to-date, likely due to new elective 

courses on contemporary issues like World Englishes. This aligns with calls to incorporate 

sociolinguistics in teacher training (e.g. Bayyurt & Akcan, 2016; Karakaş & Boonsuk, 2020). 

Many also agreed that the program teaches materials use, adaptation, and assessment skills. 

This echoes past student teacher feedback (e.g. Coşkun & Daloğlu, 2010; Demir, 2015; Yavuz 

& Topkaya, 2013) and highlights the need for modern evaluation methods (Kırkgöz, 2016; 

Akcan, 2005). 

However, there were few positive open-ended or interview comments. One stated the program 

assumes adequate English proficiency, while another felt reduced hours suit shorter student 

attention spans, supporting learner-centeredness. Unlike this study, previous research often 

regarded reduced hours negatively, especially for language skills, thinking, research, and 

teaching practice (e.g. Coşgun-Ögeyik, 2009; Hişmanoğlu, 2012; Yavuz & Topkaya, 2013). 

Participants held largely negative perspectives, disagreeing with 15 of 25 questionnaire items. 

Most critically, 58.3% felt the program does not sufficiently develop student teachers’ skills, 

explaining why many do not believe that students will be fully ready to teach by completion 

(41.3%). This reflects reduced language course hours, negatively impacting development 

(42.6%) as prior research also found (Karakaş, 2012; Karakaş & Yavuz, 2018; Yavuz & 

Topkaya, 2013). Many (47.6%) agreed the program does not prepare teaching across levels, as 

courses are imbalanced with decreased language/field credits but increased 

pedagogical/cultural credits. Consequently, many saw the program as irrelevant to student 

(43.8%) and local (50%) needs, since English courses comprise less than 50% of total courses, 

reducing exposure versus previously. This lack of balance was felt to hinder using varied 

teaching practices (38.8%). The teaching practice component was deemed weakest, limited to 

one final year, likely because practical application is lacking (Seferoğlu, 2006) and the program 

adheres to an applied science model (Ur, 1992; Wallace, 1991). Reflective skills development 

was also viewed inadequately, not preparing reflective teachers (45%), building self-evaluation 

(46.3%), or reflecting on past learning (41.2%). As in Hişmanoğlu (2012), higher thinking skills 

are not strongly cultivated. In summary, teacher educators criticized reduced practical 

components, course balance and sequencing, hours, and reflective skills training, desiring 

improvements in these areas. 
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The findings of the study on teacher educators’ perspectives on the ELTEP also offers several 

implications. They can be listed as follows:  

 Teacher trainers should help develop programs, providing practical knowledge. 

 Skills course credits/hours should increase in year one, as student English levels vary. 

 More practical courses and expanded teaching practice are needed, versus just the final 

year. 

 Courses should prepare teachers for all education levels. 

 Higher thinking and reflection should be integrated throughout the program. 

 More practical and reflective models should replace the theoretical, knowledge-first 

model. 

In summary, teacher trainers advocate for more practical training, skills development, teaching 

practice, critical thinking cultivation, and reflective models in redesigning the teacher 

preparation program. 
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CHAPTER 9: CALL FOR BUILDING INCLUSIVE 

PEDAGOGICAL COMPETENCIES IN EFL TEACHER 

EDUCATION AMIDST GLOBAL AND LOCAL CHANGES 

 

Ayfer SU-BERGİL  

 

Abstract 

The obligations and responsibilities of regular education teachers have experienced significant 

changes since the global paradigm shift from exclusive to inclusive education. Thus, inclusive 

pedagogical competencies that refer to the skills, knowledge, and attitudes of teachers to create 

a welcoming and supportive learning environment regarding the diverse needs of their students 

gained utmost importance in English language teacher education. Inclusive pedagogy in 

English language teaching recognizes the importance of valuing and respecting learners' diverse 

backgrounds, experiences, and abilities and aims to guarantee equitable access to education for 

every learner. In this aspect, this chapter attempts to offer a review on the research and practices 

of inclusive education in foreign language education by 1) explaining the content of inclusive 

education, 2) focusing on the inclusive pedagogical competencies of English as a foreign 

language teacher education, and 3) highlighting the inclusive education tendencies in recent 

past ELT(E)/EFL studies through document and thematic analysis methods. Last but not least, 

this chapter makes an effort to envisage the context of English language teacher education, 

basing the competencies of English language teachers on the principles of inclusive education, 

and calls for more research that will open the doors for everyone. 

 

Keywords: Inclusive education, inclusive pedagogical competencies, EFL teacher 

competencies, inclusive education in ELT(E)/EFL 

 

1. Introduction 

In today's rapidly evolving world, characterized by increasing globalization and diverse 

cultural exchanges, the field of English as a Foreign Language (EFL) teaching faces new 

challenges and opportunities. As educational systems adapt to the changing needs of learners, 

it becomes crucial to ensure that EFL teachers possess the necessary pedagogical competencies 

to create inclusive and empowering learning environments (Majoko, 2019). 

https://orcid.org/0000-0002-9277-2862
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The call to build inclusive pedagogical competencies in EFL teacher education arises from 

the recognition that education is not a one-size-fits-all concept (OECD, 2023). Students come 

from varied backgrounds, possess different learning styles, and have unique linguistic and 

cultural identities. As such, EFL teachers must be equipped with the skills and knowledge to 

effectively engage and support a diverse range of learners, fostering their linguistic, social, and 

emotional development. 

This call is particularly significant amid the global and local changes that impact EFL 

teaching. Globalization has brought about increased migration, cultural diversity, and 

interconnectedness, resulting in classrooms that are more multicultural and multilingual than 

ever before. Rapid advancements in technology and the growing importance of digital literacy 

further add to the complexity of language teaching. These changes necessitate a paradigm shift 

in EFL teacher education, one that embraces inclusivity and prepares teachers to respond to 

their learners changing demands. 

The purpose of this call is to emphasize the urgency of integrating inclusive pedagogical 

competencies into EFL teacher education programs. By doing so, we aim to empower EFL 

teachers to cultivate an environment that respects and celebrates diversity, facilitates effective 

language learning, and nurtures the holistic development of learners. This approach goes 

beyond the acquisition of linguistic skills, encompassing intercultural understanding, empathy, 

critical thinking, and the ability to adapt teaching strategies to meet individual student needs 

(Navarro Martell, 2022). 

Through a comprehensive and interdisciplinary approach, EFL teacher education programs 

can equip teachers with the necessary tools to create inclusive and transformative learning 

experiences. This involves incorporating intercultural communication, anti-bias education, 

differentiated instruction, and culturally responsive teaching methods into the curriculum. By 

developing these competencies, EFL teachers will be better prepared to address the linguistic, 

cultural, and socio-emotional dimensions of language learning, thus promoting equitable 

educational opportunities for all students. 

In conclusion, as the world becomes more interconnected and diverse, it is essential to 

prioritize the development of inclusive pedagogical competencies (Majoko, 2017; 2019; Pantić, 

2015) in EFL teacher education. By acknowledging the global and local changes impacting 

language teaching and learning, we can foster a new generation of EFL teachers who are not 

only proficient in language instruction but also skilled in creating inclusive and empowering 



 
202 

 

educational environments. This call invites educational institutions, policymakers, and EFL 

professionals to collaborate and invest in teacher education programs that embrace inclusivity, 

ensuring that every learner can thrive and succeed in the dynamic landscape of language 

education (Navarro Martell, 2022). 

 

2. The Concepts of Inclusion and Inclusive Education 

Inclusion and inclusive education are concepts that revolve around creating equitable and 

supportive learning settings that accommodate all learners' varying demands, regardless of their 

abilities, backgrounds, or identities. These concepts aim to ensure that every student, including 

those with disabilities, cultural differences, or other unique characteristics, is provided with 

equal opportunities to participate, learn, and succeed within the educational setting (UNICEF, 

2017, 2020). 

Inclusion goes beyond mere physical presence in the classroom. It emphasizes the active 

engagement and full participation of all students in educational activities, social interactions, 

and the overall school community (Stubbs, 2008). Inclusive education recognizes and values 

the individual strengths, abilities, and potential of each student, while also acknowledging and 

addressing their specific challenges or barriers to learning. 

At its core, inclusion is a mindset and a guiding principle that permeates all aspects of 

education. It promotes the belief that diversity should be celebrated, and that differences in 

abilities, backgrounds, and identities should not be seen as obstacles but rather as valuable 

resources for learning and growth. Inclusive education seeks to foster a sense of community, 

acceptance, and respect for every student, fostering a positive and supportive learning 

environment (UNICEF, 2017; 2020; OECD, 2010; 2023). 

Woodcock et al. (2022) claimed that to achieve inclusion, educational practices and policies 

need to be created and put into practice in a way that accommodates the diverse learning needs 

of students. This involves providing appropriate instructional strategies, support services, and 

resources to enable students to access the curriculum, participate meaningfully, and achieve 

their full potential. Inclusive education also involves collaboration among teachers, support 

staff, parents, and the wider community to ensure the provision of a holistic and inclusive 

educational experience. 
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In summary, inclusion and inclusive education embody the principles of equity, respect, and 

equal opportunities for all learners. They recognize and embrace the diversity and unique 

characteristics of learners, while promoting a supportive and inclusive learning environment 

where every student can thrive, learn, and contribute to the best of their abilities. 

3. The History of Inclusive Education 

It is stated that the basis of inclusive education is founded on the research conducted in the 

1800s on special learning disabilities (Hornby, 2014). It is reported that in the classrooms where 

inclusive education takes place, both the special education teachers and the teachers who teach 

in the regular classrooms share the responsibilities, as well as the creation of an environment 

where the needs of the learners are met, and the goals that are aimed to be gained by the students 

of the same age with the individualized education program are similar (Causton & Tracy-

Bronson, 2015). It is stated that in the last 30 years, practices, and policies towards special 

education, especially in pre-school special classes, have encountered an alternative method, 

which is described as an inclusive education approach (Hornby, 2014). The World Conference 

on Special Needs Education: Access and Quality, which evaluated policies for all children with 

25 international organizations and more than 300 participants, was held in Salamanca, Spain, 

in 1991. It was based on the premise that education is a fair and equal fundamental human right. 

In schools, the understanding of serving individuals with special needs is emphasized 

(UNESCO, 2009). 

In the beginning, it was argued that individuals with special needs should receive boarding 

education in separate, private schools opened for them, and it is stated that an application was 

carried out that caused these individuals to stay away from the society. It is reported that 

individuals with special needs began to receive education at the secondary level in the 1930s, 

and since the second half of the 20th century, special classes were opened in order for individuals 

with these characteristics to receive education without being kept away from the society, and 

then they were placed in schools where general education was carried out close to their home 

(Çitil, 2012). Causton and Tracy-Bronson (2015) state that individuals with disabilities did not 

have the right to education before 1975, and the costs of educational areas were covered by 

their families. Causton and Tracy-Bronson (2015) also identified the ‘All Children with 

Disabilities Act (PL 94-142)’ of 1975 regarding the amendments to special education and the 

‘No Child Left Behind (NCLB)’ of 2001 for Primary and Secondary Education. It draws 

attention to the steps taken for individuals with disabilities by the Act (PL 107-110). Causton 

and Tracy-Bronson (2015) underline that individuals started to receive education in state 
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institutions by protecting their legal rights with the law in 1975, and they report that with the 

increase in the participation of disabled individuals in the education process in normal 

classrooms in the 1990s, the responsibilities of teachers were shaped accordingly, and they were 

frequently included in the public opinion. In addition, with the law in 2001, the education 

standards of all students, especially those with disabilities, were determined. UNESCO (2009) 

states that inclusive education can be achieved by making education in ordinary schools more 

inclusive for all children and can be more productive without discrimination. In this context, 

UNESCO (2009) lists some organizations that support inclusive education as follows:  

 

Figure 1. Legal frameworks supporting inclusive education (UNESCO, 2009) 

The history of inclusive education dates back to ancient times and the history of inclusive 

education can be evaluated in dimensions based on historical processes occurring in the world 

and in our country. It is stated that inclusive education in our country dates back to the Ottoman 

period and the roots of special education services were also realized in this period (Çakıroğlu, 

2016). It is stated that in this period, special education institutions were in Enderun schools and 
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gifted students were included in these institutions. They were the first samples of systematic 

education in the world, and the studies on gifted students were carried out for the first time in 

Turks in the 14th century (Çitil, 2012). In addition to this, Çitil (2012) states that the formal 

education of special education students with different characteristics began in the 17th and 18th 

centuries, and that the first private education institution implemented in the Ottoman period, 

the Mute School, which was opened in 1889, was for the deaf and dumb. Çakıroğlu (2016) 

reports that the İdil Biret Suna Kan Law (Wonderful Children Law) was passed in 1948 to 

protect the rights of gifted students during the Republican era. 

Researchers state that there are some laws and regulations for students who need special 

education in the 1980s (Çakıroğlu, 2017; Diken & Batu, 2010). In this context, Çakıroğlu 

(2017) states that the first regulation on special education services dates back to 1960. The Law 

No. 2916 on Children in Need of Special Education took place in 1983 and that there are 

definitions, principles, institutions, and duties for special education in this law, and regulations 

are published for the identification of students with special needs, their proper placement and 

follow-up. 

It is reported in the sources that the Decree No. 573, published in 1997, contains regulations 

on the general objectives of national education for students in need of special education and the 

use of their right to receive general education and vocational education for this purpose 

(Çakıroğlu, 2017). Cavkaytar (2015) reported that changes were made in ‘Disabled Persons and 

Some Laws and Decrees’ in 2005 regarding students with special needs. In addition, with Law 

No. 5378, it was emphasized that people with special needs should exist not only in a single 

area but also in the social area. 

Since opening its borders, our nation has welcomed many foreign nationals and taken them 

under its protection. These people are primarily included in education, and foreigners in schools 

are not indifferent to this bad situation that humanity is experiencing. Recent internal and 

external wars in various countries have caused people to migrate to different countries. It is 

known that it necessitates the creation and implementation of more inclusive approaches in 

order to ensure the active participation of nationals in education. 

It is stated that the legislation for the education of students with special needs is 

comprehensively regulated in our country, but there is no regulation regarding inclusive 

education in terms of gender, religion, language, origin, and social economy (ERG, 2017). In 

addition, it is reported that inclusive education in our country is understood as the integration 
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and education of individuals with disabilities and special needs in general education schools 

who have been diagnosed for a long time (Sakız, 2015). 

ERG and UNICEF worked on inclusive education in our country in 2014-2015, and 

according to the results of the internationally applied experience, according to the results of the 

study, it is aimed to raise awareness and inform teachers, students and parents about the spread 

and sustainability of the inclusive education approach; renewal of curricula, materials that can 

be used in practice, in a way that supports teaching. It is emphasized that educational design for 

teachers and the implementation of these designs should be taken (ERG, 2016). With these 

aspects, it is useful to examine the views on the basis, resources, and systems of the inclusive 

education approach. Below are the explanations of basic concepts according to Stubbs (2008, 

p. 40): 

 

Concepts for students Education system and concepts for schools 

•Education is the fundamental right of all 

individuals. 

• Learning begins with the birth of the 

individual and continues throughout life. 

• All children have the right to receive 

education in their community. 

• Every child can learn but may experience 

difficulties. 

• All students need self-learning. 

• It is for the benefit of all individuals that the 

education in which the child is the focus is 

supported. 

• It is broader than formal education. 

• It is flexible and has a sensitive structure. 

• It has a structure that meets the necessary 

environment for education. 

• Schools need to be developed and 

effective. 

• The whole school should carry out the 

process jointly and collaboratively. 

Concepts for diversity and discrimination Concepts for processes that promote 

inclusion 

• There is a struggle against discrimination and 

exclusionary situations. 

• Diversity is not seen as a problem, on the 

contrary, it is embracing. 

• To prepare a society that respects and values 

individuals from differences. 

• It envisages overcoming barriers to 

participation and exclusion. 

• Increasing participation and joint action for 

cooperation are emphasized. 
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• There are participatory method, 

participatory method, action research, 

collaborative inquiry. 

Concepts for resources 

• It includes using local resources and redistributing existing resources. 

• Individuals (children, parents, teachers, members of other groups, etc.) are perceived as the 

main resource. 

• Supports such as mother tongue education, Braille alphabet, assistive devices are needed in 

schools for different individuals. 

Figure 2. Basic concepts of inclusive education  

 

4. Fundamentals and Justifications of Inclusive Education 

The basic condition of inclusive education is expressed as creating appropriate environments 

and situations in general education, which includes all children, and realizing it with necessary 

precautions, and it is stated that the inclusive education approach is adopted in many 

international institutions (ERG, 2017). Inclusive education is characterized as an approach that 

embraces all students and the education system, school, classrooms, transportation, 

playgrounds should be suitable for every student where all students should learn together in the 

same school (UNICEF, 2017).  

Everyone has unique characteristics, interests, abilities, and learning needs, according to 

UNESCO (1994), and as a result, education rights are created and implemented in a way that 

will meet those needs. Additionally, general education schools should offer education for all 

students using appropriate and effective materials. According to UNESCO (2001), inclusive 

education enhances the learning of both people with and without disabilities, ensures their 

understanding, fosters social cohesion, lessens prejudices, and helps make people with 

disabilities better able to work and make contributions to society in both an economic and social 

sense. 

In this context, UNESCO (2001) and UNICEF (2017) present the educational, social and 

economic justifications for inclusive education and accordingly, it is stated that there may be 

more inclusive societies where all children learn more effectively, participation is strengthened 

in terms of socialization, and the economic reason is that the economic cost will decrease as 

more institutions are not opened for students with different characteristics (UNICEF, 2017). 
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4.1. Economic Justifications 

It is stated that in the past, special education programs for students with special needs for 

economic reasons caused the exclusion of students and failed (UNESCO, 2005). In today's 

inclusive education approach, it will be effective for all individuals to receive education 

together in terms of cultural, economic, social, origin, religion, and language (OECD, 2010). 

As declared, institutions opened for students with different characteristics due to the failure of 

this union will increase segregation and be costly in economic terms, and inclusive education 

will be of low cost and high quality for all students (UNESCO, 2001). Instead of opening 

different schools for students with different characteristics, supplying these schools with 

equipment and assigning additional teachers, all the needs of inclusive schools can be met, and 

contribution can be made to the development of inclusive schools. 

 

4.2. Educational Justifications 

According to the educational theory, inclusive education entails co-education for all 

students, the development of practical and effective teaching techniques that improve students' 

academic performance and success, the development of teaching methods and techniques that 

cater to the individual needs of all students who study together and have different 

characteristics, and the creation of high-quality educational institutions. It is reported that 

offering it will provide fruitful outcomes (UNESCO, 2001). According to reports, pupils who 

attend schools that do higher on international tests like the OECD's PISA (2010) benefit from 

equitable educational and training opportunities regardless of social and economic factors. 

4.3. Social Justifications 

It is accepted that all students receive education in the same environment, develop positive 

attitudes towards individuals with different characteristics, and social cohesion will be ensured 

without discrimination and exclusion. In addition, in the Salamanca Declaration and the 

Framework for Action (1994), it is argued that the struggle against prejudice and exclusion, as 

well as everyone’s right to an education, take place in schools that practice inclusive education 

(Aktekin, 2017; Tomlinson, 2005). 

In addition to the economic, educational, and social justifications, the articles on children's 

education rights in other national and international conventions, including Articles 23 and 28 

in the United Nations Convention on the Rights of the Child, constitute the legal justification, 

which is another justification for inclusive education. 
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5. Legal Basis for Inclusive Education 

UNICEF (2017) emphasizes that human rights are integrated with each other, and that an 

effective education can be achieved by realizing not only the right to education, but also all 

other rights, it will essentially open the door for the inclusion of the opportunity to education in 

other rights. Akgündüz (2019) states that every nation and international community accepts the 

right to education, and that inclusive education forms the basis of this. In addition, it sees 

education as the principles of an inclusive education that includes everyone, defends the rights 

of all children, and emphasizes that each individual has different characteristics, interests, 

abilities and learning needs. Aktekin (2017) draws attention to the importance of the articles 

that state that the right to education is the right of all children, which is emphasized in 

international conventions, and underlines that these articles have become a responsibility that 

must be fulfilled regardless of whether they have a language, religion, origin, physical or mental 

disability in terms of education. 

When the literature is examined, it is seen that all national and international agreements 

constitute the legal basis of inclusive education (Hyde, 2014; Yazıcıoğlu, 2020; Yılmaz & 

Melekoğlu, 2018). New contracts and agreements continue to be signed within the framework 

of these national and international agreements. Inclusive education is being built on more solid 

foundations day by day and is becoming the focus of education with new contracts.  

6. The Difference of Inclusive Education with Special Education and 

Mainstream/Integrated Education 

It is stated that inclusive education is not understood despite its increasing prevalence, and 

when it is fully understood, the contradictions will disappear. It has been claimed that many 

nations lack an understanding of other ideas combined with inclusive education, making it 

essential to explain some concepts in order to grasp inclusive education and for the disparity in 

inclusive education to become apparent (Stubbs, 2008). 

In this context, Stubbs (2008) states that difference will emerge clearly when the basis of 

these concepts is understood in order to distinguish that they are confused with special 

education and inclusive education. In addition, Stubbs (2008) explains that the basic principles 

and values accepted about why the definitions of these concepts are important will lead to 

different results, limit inclusive education practices, prevent them from running successfully, 

and prevent the deepening of inclusive education in practice due to its culturally expanding 

structure. 
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Stubbs (2008) explains that in different countries, special education is in the form of a 

completely separate education system, that this situation has recently been objected to within 

the scope of human rights activities, and that the main concept of ‘private’ is a learning need. 

In special education, it is accepted that the problem is not the system itself, but the individual 

itself, and it is stated that there are separate schools for such students (physically, mentally, 

hearing, visually impaired) by segregating the individual according to their disability, that 

students with similar disabilities are supported to develop their strengths, overcome their 

perception deficiencies, overcome their problems and their own limits (Mariga et al., 2014). 

Mainstream education is defined as the placement of students with disabilities in regular 

classrooms and receiving education at certain intervals in line with their skills (UNESCO, 

2017). Furthermore, according to UNESCO (2017), the system used in regular classrooms, like 

in special education, is not seen as a problem in and of itself, the student is seen as a problem, 

the school is not prepared for the student, but the student adapts to the school, there is an effort 

to integrate disabled students into regular classrooms, and little attention is paid to the students' 

learning. Mariga et al. (2014) emphasize that their focus is on the student rather than the system 

or the teacher. 

When the characteristics of normal education, special education, mainstream/integrated 

education, and inclusive education are examined, the differences emerge clearly as shown in 

the figure below: 
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Figure 3. The characteristics of normal education, special education, mainstream/integrated 

education, and inclusive education (Adapted from: Stubbs, 2008, p. 45) 

Furthermore, the differences between inclusive education, special education, and 

mainstream education can be based on four important aspects of education: 

 

 

1-Focus and Philosophy: 

Inclusive Education: Regardless of a student's ability, background, or impairments, inclusive 

education's main goal is to establish a learning environment that meets all of their different 

requirements. The goal of inclusive education is to give all students equal chances to participate, 

learn, and succeed. It places a strong emphasis on the value of diversity. 

Special Education: Special education, on the other hand, is designed specifically to cater to 

students with disabilities or specific learning needs. It operates on the principle of 

individualization, providing tailored instruction, interventions, and support to help students 

with disabilities overcome barriers and achieve their educational goals. 
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Mainstream Education: Mainstream education follows a standardized curriculum and 

typically includes students without significant learning disabilities or special needs. It 

represents the typical classroom setting where students learn together in a general education 

environment. 

2- Classroom Setting and Placement: 

Inclusive Education: Students with and without impairments are taught in the same setting 

in inclusive classrooms. Students with disabilities receive appropriate support and 

accommodations to participate fully in the regular classroom activities. 

Special Education: Special education classrooms are specialized settings where students 

with disabilities receive intensive support and instruction that is tailored to their individual 

needs. In some cases, these students may be placed in separate classrooms or schools. 

Mainstream Education: Mainstream education classrooms consist of students without 

significant disabilities learning together under the same curriculum. Students with disabilities 

in mainstream education may receive some accommodation but are typically expected to keep 

pace with the standard curriculum. 

3- Teacher Training and Support: 

Inclusive Education: Teachers must get training in differentiating instruction, using 

Universal Design for Learning (UDL), and supporting diverse learners in order for inclusive 

education to be effective. To effectively address the needs of all learners, it is frequently 

important for general education and special education teachers to work together in 

collaboration. 

Special Education: Teachers in special education undergo specialized training to work with 

students with disabilities and develop individualized teaching strategies. They may have 

expertise in specific disabilities and interventions. 

Mainstream Education: General education teachers in mainstream classrooms are 

responsible for instructing a diverse group of students, which may include students with mild 

learning challenges. They may benefit from professional development on differentiated 

instruction and classroom management strategies. 

4- Social and Emotional Aspects: 

Inclusive Education: Inclusive classrooms can promote positive social interactions, 

empathy, and understanding among students with and without disabilities. All students have 

the opportunity to develop friendships and a sense of belonging within the school community. 
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Special Education: While special education provides specialized support, it may result in 

social isolation if students with disabilities are consistently separated from their peers in regular 

classrooms. 

Mainstream Education: Mainstream education fosters social integration among students 

without disabilities. However, students with more significant disabilities may face challenges 

in social interactions and forming friendships without appropriate support. 

Overall, the literature emphasizes the importance of promoting inclusive education as a 

means to create equitable and supportive learning environments for all students (Opertti & 

Belalcazar, 2008; UNICEF 2017; 2020). It acknowledges that while special education serves a 

critical role in providing individualized support, the integration of students with disabilities into 

inclusive classrooms can lead to positive academic and social outcomes for both students with 

and without disabilities. Effective implementation of inclusive education requires collaboration, 

appropriate resources, and a commitment to diversity and inclusion in the educational system. 

7. Inclusive Education and English as a Foreign Language 

Inclusive education refers to the approach of providing equal opportunities for all learners, 

regardless of their diverse backgrounds, abilities, or disabilities, to access quality education in 

mainstream schools or educational settings. It aims to ensure that every learner receives 

appropriate support and accommodation to maximize their learning potential. 

When it comes to English as a Foreign Language (EFL) instruction in inclusive education, 

there are specific considerations to bear in mind to ensure that all students, including those with 

varying linguistic and learning needs, can benefit from the learning experience. Here are some 

key points to consider: 

1- Differentiated Instruction: In an inclusive EFL classroom, teachers need to implement 

differentiated instruction. This entails adjusting instructional strategies, resources, and 

evaluations to each student's unique requirements (Raza, 2020). Strategies may include using 

visual aids, hands-on activities, and providing supplementary resources to cater for various 

learning styles and proficiency levels. 

2- Culturally Responsive Teaching: In a diverse classroom, students may come from 

various cultural backgrounds, each with unique linguistic and social experiences. Culturally 

responsive teaching acknowledges and values these differences, integrating students' cultural 

identities and experiences into the learning process. This approach fosters a more inclusive and 

supportive environment for all learners (Sanczyk, 2020; Zorba, 2020). 
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3- Universal Design for Learning (UDL): A versatile setting for instruction that supports 

individual learning variances is the goal of the UDL educational framework. When applied to 

EFL instruction, teachers can use multiple means of representation, engagement, and 

expression to meet students' diverse needs, ensuring that language learning is accessible to all 

(Kaçar et al., 2023; Lintangsari & Emaliana, 2020). 

4- Collaborative Learning: Encourage collaborative activities in the EFL classroom, where 

students can work together in pairs or groups. Collaborative learning helps build language 

skills, boosts confidence, and fosters a sense of belonging among students, including those with 

different language abilities (Zubiri-Esnaola, 2020). 

5- Assistive Technology: Integrating assistive technology can be beneficial for students 

with learning challenges or disabilities. Technology tools like text-to-speech software, speech-

to-text applications, and translation tools can support EFL learners in understanding and 

expressing themselves effectively (Chambers, 2020; Kamali Arslantas et al., 2019). 

6- Individual Education Plans (IEPs): For students with specific learning needs or 

disabilities, teachers can develop Individual Education Plans (IEPs). As Johnstone (2018) 

explains, these plans outline specific goals, strategies, and accommodations tailored to each 

student's requirements, ensuring they receive the necessary support for successful language 

learning. 

7- Continuous Assessment and Feedback: Regularly assess students' language proficiency 

and learning progress to identify their strengths and areas for improvement. Despite the 

challenges of managing time, effort, and capacity (Bakaira, 2023), providing constructive 

feedback and offering additional support when needed helps EFL learners stay motivated and 

engaged in their language learning journey. 

By adopting inclusive practices in EFL instruction, educators can create a supportive and 

enriching environment that caters to the diverse needs of all learners. In doing so, they enable 

students to successfully improve their language abilities and completely engage in the 

educational process. 

8. Inclusive EFL Teachers and their Competencies after Reconceptualizing ‘Teachers’ 

Regarding the Inclusive Education 

The identification and development of a substantial role for teachers are the results of an 

increased understanding of inclusive education. The 48th ICE outcomes document advanced the 

idea of inclusive instruction by suggesting training that equips teachers with the necessary 

knowledge and resources to teach diverse student populations and satisfy the various learning 
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needs of various categories of learners through strategies like professional development at the 

school level, pre-service training about inclusion, and instruction focused on the growth and 

strengths of the individual students (UNESCO, 2008). In fact, the text makes a substantial 

number of recommendations for the training, encouragement, and appreciation of teachers who 

work to promote inclusion at all educational levels (Opertti & Brady, 2011). Six of these 

recommendations are as follows (UNESCO, 2008, p. 20): 

(i) Reinforce the role  of  teachers  by  working  to  improve  their  status  and  their  working  

conditions,  and  develop  mechanisms  for  recruiting  suitable  candidates,  and  retain  qualified 

teachers who are sensitive to different learning requirements. 

(ii) Train teachers by  equipping  them  with  the  appropriate  skills  and  materials  to  teach  

diverse student populations and meet the diverse learning needs of different categories of 

learners through methods such as professional development at the school level, pre-service 

training about inclusion, and instruction attentive to the development and strengths of the 

individual learner. 

(iii) Support the strategic role of tertiary education in the pre-service and professional 

training of teachers on inclusive education practices through, inter alia, the provision of 

adequate resources. 

(iv) Encourage innovative research in teaching and learning processes related to inclusive 

education. 

(v) Equip school administrators with the skills to respond effectively to the diverse needs of 

all learners and promote inclusive education in their schools. 

(vi) Take into consideration the protection of learners, teachers and schools in times of 

conflict. 

According to the UNESCO (2009b) Policy Guidelines, teachers play a crucial part in 

promoting the growth of an inclusive educational system. This needs to be taken into account 

in the context of the larger global agenda for inclusive education as well as a number of 

interregional concerns and difficulties pertaining to teachers and teacher education. In the 

Reaching the Marginalized part of the 2010 Education for All Global Monitoring Report 

(UNESCO 2009a), teachers were depicted as a reflection of their own educational systems. As 

Opertti and Belalcazar (2008) declared, due to the fact that economic and social issues (such as 

immigration, social inequality, and poverty levels), have been shown to have a significant 

influence on the adoption of policies for inclusive education. In schools and cultures, the 

inclusive teacher is seen to contribute to the advancement of social justice and solidarity. 
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Another important aspect of inclusive education is an ‘inclusive curricular perspective’ 

(Opertti & Brady, 2011) that should be taken into consideration in terms of identifying the 

teacher and EFL teacher concepts. According to the UNESCO (2008), an inclusive curriculum 

is one that is flexible, pertinent, and adaptable to the many requirements and characteristics of 

lifelong learners. A curriculum that is inclusive reflects the inclusive societies we want to live 

in, one that distributes opportunities fairly and eradicates marginalization and poverty. Such 

curriculum helps to improve and democratize learning opportunities by fostering greater 

awareness of and responses to student diversity. These curricula aim to combine the density 

and strength of key concepts of the value of diversity, the right to lifelong learning, and 

comprehensive citizenship education in order to ensure each student's individual right to 

education. This is done through options, flexibility, and consideration of all learners in 

classrooms and schools. Given this, it is essential that curriculum content, settings, provisions, 

and processes be both universal and specific to all learners, moving away from a standardized 

approach based on the needs and competences of an average learner, because doing so results 

in an education system that is built around the logic of a homogenous average learner and 

ignores the diversity of students (Blanco, 2009). According to Blanco (2009), inclusion 

involves a variety of tailored offerings within a shared framework rather than individualized 

educational provision. Therefore, if education systems are to be inclusive, they must move away 

from individualized measures that make up for certain groups and toward a shared, universal 

design based on the diversity of needs of all students. 

Multidisciplinary, competency-based methods have also been proposed as a creative way to 

think about and arrange curricula in terms of structure, objectives, and content in order to 

develop an inclusive curriculum and better handle diversity (Roegiers, 2010). Here, knowledge, 

skills, beliefs, and attitudes are described as competencies together with the capacity to apply 

them in a particular situation. One of its obvious benefits is the inherent flexibility of 

competency-based methodologies to a number of real-life circumstances for a range of learners 

and schools (Cox, 2008). Such a strategy may assist in diversifying learning goals based on a 

more adaptable and pertinent learner exit profile. Similar to how they have helped students 

advance regardless of their disparate performance starting places, these methods have also 

helped teachers modify their instruction to fit the learning styles of various students (UNESCO, 

2009a). Teachers may also gain from competency-based approaches by better understanding 

their own responsibilities and abilities as well as by actively involving students in accessing a 

range of resources to promote their educational objectives (Jonnaert 2007). 
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As a result, adopting an inclusive curricular viewpoint necessitates a significant rethinking 

of teachers' attitudes, roles, and abilities. If this reconceptualization is to be mirrored in the 

educational system as a whole, it is necessary for English as a foreign language teachers and 

other educational stakeholders to have an understanding of it. Here, the list of the four main 

aspects of this reconceptualization is put forward by Opertti and Brady (2011, pp. 463-466) as 

“Teachers as co-developers of an inclusive curriculum”, “Positive teacher attitudes around 

inclusion and diversity”, “Teachers as competent professionals”, “Teachers within inclusive 

schools, communities, and societies”. 

On the other hand, in addition to the difficulties in conceptualizing inclusive education, the 

other difficulties, such as stereotypical attitudes, an inaccessible curriculum, insufficient 

funding, poorly prepared teachers and pre and in-service teacher training, a lack of parental 

involvement, and a lack of a multidisciplinary orientation is declared by Poornima (2012). Out 

of all these variables, teacher abilities and attitudes considered as their competencies are 

regarded as being particularly important because, in the end, it is teachers who must instruct 

pupils of many backgrounds in their classrooms and put inclusive education's tenets into 

practice (Meijer, 2011). Thus, the issue that teachers do not have enough training and 

competencies to implement inclusive education around the world has been brought to the 

agenda as an issue that has been emphasized over and over again. 

The European Agency for the Development of Special Needs Education (2011) outlines the 

following fundamental teacher competences in the Teacher Education for Inclusion (TE4I) 

report, which the majority of agency nations have identified as being crucial for the growth of 

inclusive practice: 

 reflecting on their own learning and continuously seeking knowledge to address 

problems and support new practice; 

 guaranteeing the wellbeing of learners, being accountable for meeting all of their 

educational and support needs, and fostering a supportive environment; 

 collaborating with others (e.g., teachers, parents) to evaluate the needs of the 

students and develop an interesting curriculum that addresses problems of equality 

and human rights; 

 using a range of 'inclusive' teaching techniques, group projects, and independent 

work that are appropriate for the learning objectives, the learners' age, and their 

abilities and developmental stages, and assessing learning and the efficiency of the 

techniques employed; 
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 addressing multilingual language learning situations fostering several languages and 

considering cultural diversity as a resource (pp. 51-52). 

In a nutshell, the TE4I emphasized four areas of teacher competence: collaborating with 

others, appreciating learner variety, and supporting all learners. After reviewing several 

frameworks, Poornima (2012) developed a thorough competency framework for teachers that 

takes into account their attitudes, beliefs, knowledge, and understanding as well as their 

teaching and training, intra- and interpersonal relationships, and research skills by doing this 

with particular reference to inclusive education. Some essential characteristics for inclusive 

education are listed below. These competencies and skills are necessary for English as a Foreign 

Language (EFL) teachers to successfully implement inclusive education in their classes. 

Knowledge of Diverse Learning Needs: EFL teachers should be aware of the diverse learning 

needs and abilities of their students, including those with learning disabilities, language 

disorders, or other special educational needs. Understanding these differences allows teachers 

to tailor their instructional strategies to meet individual students' requirements (Alzahrani et al., 

2022; Atmaca, 2017; Liu & Kleinsasser, 2015). 

Differentiation: EFL teachers should be skilled in differentiating their teaching approaches, 

materials, and assessments to accommodate the varied learning styles and abilities of their 

students. This involves providing multiple means of representation, engagement, and 

expression (Gülşen, 2018; Kótay-Nagy, 2023; Naka, 2018). 

Cultural Competence: Inclusive EFL teachers should be culturally competent and sensitive to 

the diverse backgrounds and experiences of their students. Understanding and valuing students' 

cultural identities can enhance the learning environment and foster a sense of belonging for all 

(Atay et al., 2009; Karatas, 2020; Safa & Tofighi, 2022; Yurtsever & Özel, 2021). 

Collaboration and Communication: Effective communication and collaboration with other 

educators, parents, support staff, and specialists are crucial for implementing inclusive practices 

successfully. EFL teachers should be able to work together with others to provide 

comprehensive support to students (Hidalgo et al., 2020). 

Positive Behavior Management: Inclusive classrooms may have students with a wide range 

of behaviors. EFL teachers should be skilled in fostering a positive and respectful learning 

environment, implementing behavior management strategies that promote inclusion and 

minimize disruptions (Hamid & Faezeh, 2019; Mahmoodi et al., 2022).  

https://www.emerald.com/insight/search?q=Sahar%20M.%20Alzahrani
https://www.emerald.com/insight/search?q=Sahar%20M.%20Alzahrani
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Adaptive Teaching Techniques: Inclusive EFL teachers should be capable of adapting their 

teaching techniques and materials to support students with diverse needs. This may include 

using visual aids, manipulatives, technology, or other assistive tools (Vogt & Rogalla, 2009). 

Flexible Assessment Methods: Traditional assessment methods may not be suitable for all 

students in an inclusive EFL classroom. Teachers should be open to using alternative and 

flexible assessment techniques to fairly evaluate each student's progress (Al-Awaid, 2022). 

Individualized Education Plans (IEPs): EFL teachers should understand the importance of 

IEPs and be able to collaborate with special education teachers to implement appropriate 

accommodations and modifications for students with individualized education plans (Haghi et 

al., 2023) 

Reflective Practice: Inclusive EFL teachers need to engage in reflective practice, continuously 

evaluating their teaching methods and making adjustments to improve inclusivity and student 

outcomes (Korucu Kış & Yükselir, 2021; Pokhrel, 2022). 

Advocacy: Being an advocate for inclusion within the school and the broader community is 

essential for EFL teachers. Advocating for resources, support, and awareness of inclusive 

practices can help create a more inclusive learning environment (Lu et al., 2022). 

Overall, inclusive education requires a commitment to equity and a willingness to address 

the diverse needs of all learners. EFL teachers who possess these competencies can contribute 

significantly to the success and well-being of their students in a diverse inclusive classroom 

setting. 

 

 

 

9. Incorporating Inclusive Education into EFL Teacher Education through the Lenses of 

Curriculum Changes in Higher Education 

The initial restructuring studies of education/educational sciences faculties and teaching 

undergraduate programs were carried out in 1997–1998 as part of the Ministry of National 

Education Development Project. Partial adjustments were made in 2006 and 2009. Later, new 

regulations were formed regarding the faculties of education; departments and undergraduate 

programs were examined, and required arrangements and updates were made. This was owing 
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to the structural changes made to the educational system in 2012 as a result of changing 

conditions and needs. Since the start of the academic year 2018–2019, the new programs have 

been in place. The courses in the teaching undergraduate programs updated in 2018 are divided 

into three groups once more: “General Culture Courses” 15-20%; “Field Education Courses” 

45-50%; and “Teaching Profession Courses” 30-35%. The undergraduate programs at the 

faculties of education that train future teachers in various fields had their courses and material 

changed as of May 2018 and were starting to be gradually implemented as of September 2018. 

With this update, several courses have been entirely deleted, while others have had their names 

changed and their semesters changed. Nearly all of the courses' credits have changed in addition 

to the overall number of courses. The variety and design of elective courses have also undergone 

considerable changes. 

The 2018 change has also had an impact on the undergraduate English language teaching 

program. When it is necessary to consider the courses determined by YÖK in terms of inclusive 

education, it would be useful to remember the courses offered in the English Language 

Teaching departments of all education faculties. It is clearly seen that there is no course in 

which inclusive education is taught directly to the students, especially within the field education 

courses, only it can be added to the course contents specified in the program upon the wishes 

of the instructors. For this reason, it will be beneficial to consider the lessons in the ELT 

programmes on the basis of categories and it will be better for understanding the presented 

argument (https://www.yok.gov.tr/kurumsal/idari-birimler/egitim-ogretim-dairesi/yeni-

ogretmen-yetistirme-lisans-programlari).  

When the courses in the English Language Teaching program are examined, it is seen that 

there is a course called inclusive education among the elective courses in teaching profession. 

However, this course may not be opened because it is related to the members of the education 

faculties of the universities, especially those who have expertise in the field of educational 

sciences. For this reason, in order to increase the proficiency of our English teachers in the 

changing and transforming world conditions and to gain a more professional view of the 

teaching, the concept of inclusive education should be incorporated into the content of the field 

education courses and teacher candidates should be trained to meet the needs of the age. 

Actually, the education faculties have a great potential to adapt and emerge with this concept 

to the ELT curriculum courses. Following the update in 2018, the council announced the 

"delegation of authority" to universities on August 18, 2020. Within the scope of this process, 

committees such as "Higher Education Programs Advisory Board" and "Higher Education 

https://www.yok.gov.tr/kurumsal/idari-birimler/egitim-ogretim-dairesi/yeni-ogretmen-yetistirme-lisans-programlari
https://www.yok.gov.tr/kurumsal/idari-birimler/egitim-ogretim-dairesi/yeni-ogretmen-yetistirme-lisans-programlari
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Quality Board" were established, and it was reported that "delegation of authority" was made 

to higher education institutions on various issues. 

In this context, YÖK decided that: 

"Recently, many steps have been taken in the direction of the goals we have set in higher 

education, arrangements have been made and positive developments have been experienced. 

From now on, the studies of developing and updating the teaching undergraduate programs of 

the Faculties of Education/Educational Sciences, taking into account the Turkish Qualifications 

Framework and the Teaching Profession Competencies determined by the Ministry of National 

Education as it is thought that it is the right choice to have it done by the institutions. Because 

curriculum development in education is a dynamic and continuous process. "Our universities 

have the capacity to manage this dynamic process, and our instructors have the competence to 

develop and update the curriculum." At the Higher Education General Assembly meeting dated 

October 10, 2020, the decision of the General Assembly of Higher Education dated April 12, 

2018 regarding teaching programs was canceled and the new decision was put on the agenda. 

(https://www.yok.gov.tr/Sayfalar/Haberler/2020/egitim-fak%C3%BCltelerine-yetki-

devri.aspx) 

However, the precise courses featured in EFL teacher education programs in Turkey may 

vary among universities and may have changed after the announcement of YÖK for the 

adaptation and update of the 2018 curriculum. In order to prevent these differences in English 

Language Teaching departments, the 1st English Language Teaching Undergraduate Program 

Evaluation and Update Workshop was held on 12-13 March 2021, hosted by Süleyman Demirel 

University. Within the framework presented by YÖK, the diversity of the courses that can be 

achieved at the national level was discussed and a draft program was agreed with the 

participants. This course proposal, which aims to harmonize the English language teaching 

programs at the national level, must reflect and put into practice the traces of inclusive education 

with the course content that can respond appropriately in terms of today's classroom practices 

especially in the field education courses. 

 

10. The Studies on Inclusive Education in EFL and ELT 

Within the scope of this chapter, the handling of the concept of inclusive education in the 

processes of teaching English as a foreign language in the last 5 years will be examined, and it 

is aimed to present a general framework for how it can be handled in future studies both in 

English Language Teaching undergraduate programs and in the in-service training programs of 

https://www.yok.gov.tr/Sayfalar/Haberler/2020/egitim-fak%C3%BCltelerine-yetki-devri.aspx
https://www.yok.gov.tr/Sayfalar/Haberler/2020/egitim-fak%C3%BCltelerine-yetki-devri.aspx
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English Language Teachers. For this reason, TR index, ERIC and WOS databases have been 

examined as focus databases since they are frequently used in education in general and language 

education in particular both in national and international context. In order to make quality and 

detailed research “inclusive education and language, inclusive education and language 

education, inclusive education and EFL, inclusive education and ELT” keywords were used. 

Furthermore, the following criteria were applied to each database to minimize bias and limit 

the review's scope:  

(1) In the analysis, only the research articles were taken into consideration. Other sources 

such as book chapters, review studies, editorial notes, conference papers, dissertations or any 

kind of study that does not fall into the category of research articles were not included in the 

review. 

(2) Articles whose scope was related to the defined key words were interested in the review, 

and articles that were related to the general education field were excluded.  

(3) The review procedure includes all English-language papers published in the last five 

years. 

Under these conditions, the following numbers of articles were collected through the review 

process: 

 

Table 1. The Number of The Articles Conducted in Inclusive Education and Language, 

EFL, and ELT 

The 

Database 

The number of 

the studies on 

inclusive 

education and 

language 

education 

(general inquiry) 

The number of 

the studies on 

inclusive 

education and 

EFL and ELT 

(specified 

inquiry) 

The sub-themes of the studies 

TR index 74 4 “perspectives in intercultural awareness, 

young learners and inclusive settings, 

inclusive education of refugees” 

ERIC 85 9 “knowledge, attitudes, beliefs and 

competence towards inclusive education, 

language-in-education policy, practices for 

inclusive language classroom, physical 

disabilities, practices for learners with 
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Dyslexia, challenges of University EFL 

teachers” 

 

WOS 58 46 “inclusive language, inclusive perceptions, 

inclusive digital games, inclusive 

technology (digital games, blended learning 

environment, remote teaching context, 

CLIL), inclusive pedagogy, inclusive EFL 

teaching, inclusive ELT materials, EFL 

teachers’ practices, teachers’ inconclusive 

competence, teachers2 perceptions, 

inclusive EFL classrooms, challenges and 

experiences of EFL teachers, queer-

inclusive pedagogies, material 

development in flexible learning, needs 

in EFL teacher development, equitable 

TESOL lesson planning, traslanguaging 

practices, challenges in EFL” 

 

 

Although there is numerous research on education generally, there are few studies in the 

literature on inclusive education that focus on inclusion and EFL and ELT. The table above 

reflects the number of the studies on inclusive education in EFL and ELT contexts. The details 

show us that TR index includes 74 articles on inclusive education and language in general 

inquiry and 4 of them are directly related to EFL and ELT with the given themes. Furthermore, 

ERIC incorporates 85 articles in general inquiry on inclusive education and language, with 9 of 

them on inclusion in EFL and ELT again while WOS presents 58 articles on inclusive education 

and language, 46 of them focus on inclusive education in EFL and ELT specifically. 

Thus, concerns have been raised by educators, academics, and policymakers who are 

committed to creating more equal and accessible learning environments about the paucity of 

papers on inclusive education in the context of EFL and ELT. 

Providing all learners with a high-quality education, regardless of their backgrounds, skills, 

or differences, is a key component of inclusive education. This idea is crucial when teaching 

languages to varied learners who may have different degrees of competencies and learning 

requirements. Every student should have the chance to learn and flourish, which may be 

achieved by incorporating inclusive practices into EFL and ELT. 

11. Pedagogical Implications and Conclusion 

Despite the fact that inclusive education taken into consideration in general education and in 

many countries is significant in number and regarding the themes of educational aspects are 

applicable, studies on inclusive education considering EFL and ELT are quite rare. According 
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to the reviewed articles on inclusive education focusing on EFL and ELT, the first step to 

improve the quality and practices of inclusion in English as a foreign language context relies 

on developing and incorporating the inclusion as a teaching skill and competence in teacher 

training and education faculties.  

Reflecting the concepts of inclusion and inclusive education in EFL and ELT and the 

awareness and understanding of their importance should be seen in the practices of language 

learning and teaching conditions. Since COVID-19 introduced another vulnerable learner 

profile and condition that could be accepted as another kind of inclusiveness the language 

teachers, teacher trainers, educators need to pace within the process of developing the teaching 

competencies of future English as a foreign language in our country, Türkiye. As the learner 

profiles in every aspect of today’s world has been changing, the inclusion should be regarded 

as an important part of foreign language teaching and learning environments.  

EFL and ELT that incorporates inclusion entails developing learning settings that cater to 

the various requirements of all learners in the same area, regardless of their backgrounds, skills, 

or peculiarities. Hence, differentiated instruction, universal design for learning, culturally 

responsive teaching, collaborative learning, flexible assessment, supportive environments, 

individual/peer/language support, inclusive materials, sensitivity and awareness, inclusive 

responsive teacher training and professional development, technology for integration, flexible 

grouping, reflection, and feedback again can be used to encourage inclusiveness in EFL and 

ELT as strategies and methods. 

To encourage inclusiveness, it should be kept in mind that teachers, educators, and trainers 

must be willing to learn from their learners' various needs and modify their teaching strategies 

accordingly. The more inclusive and egalitarian EFL and ELT classrooms can be reached by 

accepting, internalizing, and making all these strategies and methods prevalent for ALL! 
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CHAPTER 10: PROMOTING INTERCULTURAL 

COMMUNICATION AND AUTHENTIC LANGUAGE PRACTICE 

AMONG EFL LEARNERS: VIRTUAL EXCHANGE AND 

GLOBAL CITIZENSHIP EDUCATION 

 

Samed Yasin ÖZTÜRK  

 

Abstract 

This chapter explores the potential of Virtual Exchange (VE) for promoting Global Citizenship 

Education (GCE) in foreign language classrooms. Global Citizenship Education emphasizes 

the significance of developing knowledge, skills, and attitudes necessary for EFL learners to 

become responsible and contributing global citizens, while VE is about bringing together 

learners from geographically dispersed locations to engage in intercultural communication and 

exchange. The chapter provides an overview of GCE and VE and highlights their 

complementary nature. The chapter then examines the advantages of using VE for promoting 

GCE in English language teacher education and foreign language classrooms, such as fostering 

intercultural communicative competence and critical thinking skills, promoting empathy, and 

understanding, and providing opportunities for authentic language practice. The chapter 

discusses the challenges and considerations that need to be considered when designing and 

implementing such projects and studies. The chapter concludes by emphasizing the significance 

of incorporating VE into EFL classes and English language teacher education, as a means of 

promoting GCE and preparing learners to engage in a globally interconnected world. 

 

1. Introduction 

It might be necessary to revisit the background propositions leading to the first appearance of 

the popular concept ‘communicative competence’ in the field of applied linguistics before 

delving into the concepts of intercultural communicative competence and virtual exchange. In 

his definition of Linguistic Theory, Chomsky (1965) argued that the concepts of competence 

and performance refer to the “ideal speaker-listener, in a completely homogeneous speech 

community, who knows its language perfectly…” (p.3). However, this explanation regarding 

competence and performance sparked heated debates among applied linguists. Hymes (1972) 

criticized Chomsky and argued that his description of linguistic theory and competence and 

performance ignores the social conditions in learning English as a foreign language. Moreover, 
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he indicated that competence and performance must be addressed by considering sociocultural 

features in a heterogeneous speech community unlike Chomsky’s ideal speaker-listener in a 

completely homogeneous speech community argument.  

Years later, Hymes (1985) touched on another important point by arguing that language and 

culture, as they are reflected in society, cannot be related according to end products of linguists 

and anthropologists. He points out that language and culture cannot be separated from society 

and people’s daily lives and experiences. Canale and Swain (1980) expanded on the Hymes’s 

concept of communicative competence by arguing that communicative performance is different 

from communicative competence because the former is the operationalization of respective 

competences in learners’ use of language. Based on this perspective, they identified four types 

of competences: grammatical competence, sociolinguistic competence, discourse competence, 

and strategic competence. This model ignited the transition from traditional structure-based 

instruction to a modern instruction encompassing the dynamics of culture, society, and learner 

diversity in English teaching (Friedrich, 2013).  

The contemporary approach to language teaching, namely Communicative Language Teaching 

(CLT), emphasized the integration of culture into language teaching. With the advent of CLT 

and English as a Lingua Franca (ELF) approach, the concept of culture was replaced with 

“much more agentive, fluid, and hybrid notion of cosmopolitan practice, in which interlocutors 

seek alignment, not intercultural understanding, multilayered affiliations, not unidimensional 

identities, and communicate with one another in the absence of any shared values” (Kramsch, 

2014). This restrictive and dogmatic approach to the concept of culture was criticized by 

scholars like Pennycook (2007) and McNamara (2012), and it was indicated that genuine 

interactions among people allow the construction of culture and cultural practices. It has also 

been argued that culture-specific instruction, which is focusing on only one culture, need to be 

replaced with culture-general instruction, which is interculturally interacting with people from 

diverse cultural background in variety of contexts and situations (Godwin-Jones, 2013). 

Based on this constructivist view on culture & cultural practices and their place in language 

teaching, the concept of Intercultural Communicative Competence (ICC) has garnered attention 

in the field of applied linguistics. The examination of the ICC has given rise to various 

theoretical models. Byram (1997) introduced the most well-known compositional model of 

ICC, Deardorff (2006) came up with the co-orientational model of ICC, and Bennett (1993) 

offered developmental model of ICC. Deardorff’s (2006) process-based model of ICC 

highlights the significance of three dimensions: knowledge, attitudes, and skills. It emphasizes 
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the cyclical nature of the intercultural learning process and includes stages like "applied 

intercultural learning" and "global leadership". Bennett's Developmental Model of Intercultural 

Sensitivity (1993) describes the stages individuals go through as they develop intercultural 

sensitivity and competence. It includes stages such as Denial, Defense, Minimization, 

Acceptance, Adaptation, and Integration. Byram’s (1997) holistic and compositional model of 

ICC is designed to help learners acquire the required skills and understanding needed to 

effectively communicate and interact with people from diverse cultural backgrounds. The 

model goes beyond language proficiency and encompasses a broader set of competencies 

necessary for appropriate intercultural communication and establishing genuine intercultural 

relations.  

Byram’s model has five dimensions: attitude, knowledge, skills of interpreting and relating, 

skills of discovery and interaction, and critical cultural awareness. The dimension of attitude 

emphasizes the significance of holding positive attitudes towards other people from different 

cultural backgrounds and their cultural practices. This includes open-mindedness, curiosity, 

tolerance, and respect for cultural diversity. Developing an attitude of empathy and a 

willingness to engage with different perspectives is a critical step for building appropriate 

intercultural relationships. The dimension of knowledge encompasses understanding the 

cultural norms, values, beliefs, and practices of other cultures and cultural practices. It also 

covers sociopolitical and historical aspects that influence intercultural interactions. 

The dimensions of skills address the ability to understand and interpret written and spoken 

messages coming from people with diverse backgrounds. These skills also allow individuals to 

establish and maintain positive relationships with individuals. These skills are critical for 

effective communication and collaboration in cross-cultural situations, including adapting 

communication styles and codes. Regarding the last dimension of critical cultural awareness, it 

is emphasized that the ability and awareness of critically examining and questioning cultural 

stereotypes and biases can be a key indicator of having intercultural communicative competence 

since this dimension involves developing a critical perspective on one's own culture as well as 

the ability to analyze and critique cultural representations in intercultural interactions.  

Byram’s model has influenced the development of intercultural education programs and 

materials that aim to prepare language learners for successful intercultural engagement in a 

globalized world. Having emphasized the importance of ICC in foreign language classrooms, 

it is equally important to find practical and pedagogical ways to foster it among language 
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learners. In the following sections, two practical ways of addressing ICC in foreign language 

classrooms will be discussed: Virtual Exchange and Global Citizenship Education.  

2. Virtual Exchange 

   Virtual Exchange (VE) is a pedagogical approach (Gutiérrez et al., 2021) that brings together 

learners online from geographically dispersed locations and diverse cultural backgrounds to 

engage and collaborate on certain tasks usually as part of coursework under the guidance of 

expert researchers and practitioners. As mentioned in the previous section, bringing up 

language learners as intercultural speakers with “think globally, act locally” ideology would 

equip them with the required competences to use the language meaningfully. VE is an ideal 

venue for achieving this goal in the most practical and economical way (Öztürk, 2022) because 

it represents a transformative pedagogical approach that uses digital technologies to connect 

students from diverse cultural and linguistic backgrounds, transcending geographical 

boundaries and fostering cross-cultural understanding. 

    In the last two decades, VE has been given different names such as telecollaboration, online 

intercultural exchange, collaborative online international learning, internet-mediated 

intercultural foreign language education, international virtual academic collaboration, virtual 

international cooperation projects, globally networked learning environments, and e-tandem 

(O’Dowd, 2023). Rubin (2016) indicated that use of many different names for VE makes the 

concept of VE difficult to be understood and realized. For this reason, O’Dowd (2023) offers 

that the use of VE as an only term would eliminate the confusion among researchers and 

practitioners.  

    Upon deciding on the agreed term, O’Dowd (2023) defines VE and sets the boundaries for 

related VE practices. He indicated that VE is a broad term encompassing various online learning 

methods. It involves students engaging in ongoing collaborative learning and interaction with 

peers from diverse cultural backgrounds as part of their studies. 

    As this definition suggests, VE practices have certain characteristics that differentiate them 

from other online virtual applications (O’Dowd, 2023) such as intercultural interaction taking 

place in online environments, their malleability in terms of integrating into curricula, guidance 

from experts and practitioners, learner-centeredness, and rich intercultural interaction. 
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3. Internationalizing in Higher Education and at Home  

    VE practices play critical roles in internationalizing higher education and internationalizing at 

home. De Wit et al. (2015) explained internationalizing higher education as: “the intentional 

process of integrating an international, intercultural, or global dimension into the purpose, 

functions and delivery of post-secondary education, in order to enhance the quality of education 

and research for all students and staff and to make a meaningful contribution to society” (p. 29). 

O’Dowd (2023) argues that this definition indicates the complete difference between physical 

mobility and international education because internationalizing higher education is a strategic 

process that aims to instill global perspectives, experiences, and opportunities into the core 

missions of universities and colleges. The goal is to prepare students to thrive in an increasingly 

interconnected and interdependent world. Moreover, this goal also addresses the process of 

global citizenship education, which will be explained later in the chapter. 

    VE plays a significant role in advancing the internationalization of higher education by 

promoting global engagement, fostering cross-cultural competence, and expanding access to 

international experiences. It can contribute to the process of internationalizing higher education 

in the following ways: 

 It can introduce diverse global perspectives to learners through courses, materials, 

curricula, and transnational collaborative projects, 

 It can facilitate cross-cultural interactions among learners from geographically diverse 

locations and these interactions promote intercultural communicative competence, 

helping students develop the skills, knowledge, and attitudes needed to engage effectively 

in diverse settings, 

 It can work as an alternative to physical mobility in certain ways for learners who may 

have financial constraints, family obligations, or health concerns. In this way, VE 

practices might democratize access to international experiences and exchanges, 

 As Pittarello et al. (2020) indicated, VE practices can serve as a preparation for study 

abroad programs. Learners who would participate in study abroad programs can be part 

of VE projects that are organized with participants from the country they intend to study 

during physical mobility, 

 VE encourages faculty and staff to engage in global professional development. They can 

collaborate with international colleagues, participate in global projects, and stay updated 

on international trends and research, 
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 VE encourages faculty to incorporate global perspectives into their teaching, contributing 

to the internationalization of the curriculum. This may involve redesigning courses to 

include global content or collaborating on cross-border research projects, 

 VE equips students with global competencies, such as adaptability, cultural sensitivity, 

and the ability to work in diverse teams. These skills are highly valued by employers and 

prepare graduates for successful careers in an interconnected world. 

       Moreover, VE plays a pivotal role regarding internationalizing at home. 

Internationalization at home refers to efforts made by educational institutions to globalize their 

campuses and curricula, ensuring that students who may not have the opportunity to study 

abroad still receive international and intercultural experiences within their home institutions 

(Deardorff & Jones, 2022). VE contributes to internationalizing at home in the following ways: 

 It offers learners the golden opportunity of connecting and interacting with fellow 

learners from geographically dispersed locations and diverse cultural, social, and 

linguistic backgrounds in the comfort of their home, 

 Thanks to VE projects and practices, learners can engage in meaningful cross-cultural 

interactions, discussions, and collaborative tasks and this would expose them to 

international perspectives and experiences right from their home. 

 As mentioned, VE provides learners with the opportunity to interact with individuals 

from different cultures during a certain period and this promotes intercultural 

communicative competence and critical cultural awareness.  Through these interactions, 

learners can better explore and appreciate different cultures and cultural practices.  

 During VE projects, learners have ample opportunity to practice their English language 

skills. Such interactions are especially helpful to improve sociolinguistic and pragmatic 

skills.  

 Engaging in cross-cultural discussions and problem-solving challenges learners to think 

critically about global issues. They learn to approach problems from diverse 

perspectives and consider the impact of culture on various aspects of life. 

 VE can be a more inclusive approach to internationalization as it provides access to 

international experiences for students who may face barriers to physical mobility, such 

as financial constraints, family responsibilities, or health concerns. 

 In an increasingly global job market, learners who have participated in VE are better 

prepared to work in multicultural environments. They develop skills that are highly 
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valued by employers, such as adaptability, cross-cultural communication, and problem-

solving in diverse transnational teams. 

 

4. Global Citizenship Education 

      As the concept of ICC, VE, and the merits of VE practices and projects were explained, it 

is worth noting that VE practices greatly contribute to the goal of bringing up global learners 

and teachers who can live and work in today's globalized world. According to De Wit et al. 

(2015), global citizenship education is closely linked to the concept of international education. 

International education refers to “the intentional process of integrating an international, 

intercultural, or global dimension into the purpose, functions and delivery of post-secondary 

education, in order to enhance the quality of education and research for all students and staff 

and to make a meaningful contribution to society” (p. 29). It can be inferred that international 

education and global citizenship education mean more than physical mobility because it 

addresses all relevant processes to make higher education international, intercultural, and global 

(O’Dowd, 2023).  

      The goal of international education is to promote global citizenship education in schools 

and universities (De Wit et al., 2015; O’Dowd, 2023). Therefore, from this point on, global 

citizenship education and international education will be used interchangeably, and the relevant 

section on the role of VE in university internationalization will be understood as its role in 

promoting global citizenship in higher education. There are other concepts such as ‘global 

competence’ and ‘intercultural competence’ used by researchers to address the mentioned 

processes. However, global citizenship and global competence are two different concepts 

(O’Dowd, 2019; Porto, 2014). Though global or intercultural competence is closely related to 

intercultural communication skills, global citizenship and intercultural citizenship pertain to 

individuals capable of actively engaging in global societies to address worldwide issues and 

dilemmas. This suggests that global citizens are anticipated to possess a keen cultural sensitivity 

and the essential abilities to actively engage in societies and contribute to the resolution of 

global challenges. 

       UNESCO (2014) defined the aim of global citizenship education as: “to empower learners 

to engage and assume active roles, both locally and globally, to face and resolve global 

challenges and ultimately to become proactive contributors to a more just, peaceful, tolerant, 

inclusive, secure and sustainable world” (p. 15). As mentioned, global citizenship or 
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intercultural citizenship can be understood as the implementation of relevant competences 

defined for the concepts of global competences and intercultural competences. Thus, integrating 

global citizenship principles into the higher education, especially into English teacher education 

programs, can contribute to the goal of preparing citizens and teachers who actively engage in 

their respected societies. Leask (2015) touched on this point by emphasizing that graduates who 

are trained in this direction “will be committed to action locally and globally in the interests of 

others and across social, environmental, and political dimensions” (p. 60). Porto (2014) also 

emphasized the significance of applying competences in foreign language classrooms and 

promoting global citizenship. She indicated that it combines the aspect of intercultural 

communication competence typically found in foreign language education with a focus on 

community-based civic engagement as seen in citizenship education. 

       Promoting and implementing global citizenship education in educational institutions, 

especially universities, has been identified by important organizations as well. The UN Global 

Education First Initiative recognized the promotion of global citizenship education as one of 

the priorities (UNESCO, 2014). European Union (EU) officials also recognized the promotion 

of global citizenship in all levels of education in the member states. In the Paris Declaration, 

which was announced in 2016, it was emphasized that the EU would take necessary steps for 

“ensuring that children and young people acquire social, civic and intercultural competences, 

by promoting democratic values and fundamental rights, social inclusion and 

nondiscrimination, as well as active citizenship” (European Commission, 2016, p. 3). It was 

indicated in the same document that the EU would put certain steps in action such as promoting 

critical thinking and media literacy, improving the educational standards of disadvantaged 

children, and fostering intercultural dialogue among people.  

4.1. Models for Fostering Global Citizenship Education 

       There are different models and approaches to fostering global citizenship in educational 

institutions and foreign language classrooms (Leask, 2015). These models define certain 

competences to be followed when adjusting curricula and relevant VE practices can be shaped 

according to these adjustments as well (O’Dowd, 2023). Existing models for fostering global 

citizenship education in foreign language classrooms are as follows: 

 the Council of Europe’s Framework of Competences for Democratic Citizenship and 

Intercultural Dialogue (2016), 

 UNESCO’s model of Global Citizenship Education (2014), 

 the OECD’s Global Competence Framework (2018), 
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 Byram’s Framework for Intercultural Citizenship (2008). 

        O’Dowd (2023) indicated that there are numerous differences between these models, yet 

they share a certain characteristic, which is ensuring that people actively involve in their 

respected societies and work willingly to be part of the solution.  

 4.2. The Council of Europe’s Framework of Competences for Democratic Citizenship and 

Intercultural Dialogue 

        The model focuses on developing the competences (knowledge, skills, attitudes) necessary 

for active and responsible participation in democratic societies. The framework emphasizes the 

importance of democratic values and principles, human rights, and active citizenship. It 

highlights the need for individuals to develop critical thinking skills to analyze and evaluate 

information critically. Cultural awareness and intercultural competence are central themes, 

promoting respect for diversity and the ability to engage in constructive dialogue with people 

from different backgrounds. Key competences of the model are as follows: critical thinking, 

understanding of human rights, intercultural competence, social and civic responsibility, and 

media literacy.  

       The framework serves as a reference for curriculum development and educational policies 

in European countries. It guides the integration of democratic citizenship and intercultural 

education into formal and informal learning contexts. Teacher training and resources are often 

aligned with this framework to support educators in fostering these competences in students. 

       The model has been criticized because it was created by the Council of Europe, and it 

merely reflects the European perspective and way of life (Simpson & Dervin, 2019). Yet, Barret 

and Byram (2020) argued that the model reflects the principles of the Universal Declaration of 

Human Rights, and this declaration was signed and accepted by non-European countries and 

cultures as well. Regarding the use of this model in VE initiatives, O’Dowd (2023) warned 

researchers and practitioners because the content and principles of the framework might be 

misinterpreted by people from non-Western societies. The primary aim of intercultural 

education and VE is to expose students to vastly different worldviews and cultural outlooks. 

However, educators in other nations might perceive this framework as an effort to enforce 

European values. 

4.3. UNESCO’s Model of Global Citizenship Education 

        UNESCO's model of Global Citizenship Education (GCED) seeks to prepare individuals 

to become active and responsible global citizens who can address global challenges and 
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contribute to a more peaceful and sustainable world. It aims to promote values such as human 

rights, social justice, equality, and environmental sustainability. The model takes a holistic 

approach to education, aiming to transform not only what individuals know but also how they 

think and act. It emphasizes the interconnectedness of global issues and encourages individuals 

to consider the impact of their actions on a global scale. Cultural diversity, intercultural 

understanding, and the promotion of ethical values are central components of the model. 

Key competences of the model are: 

 Critical thinking: The ability to analyze complex global issues and evaluate potential 

solutions. 

 Empathy and perspective-taking: Understanding different viewpoints and 

empathizing with people from diverse backgrounds. 

 Ethical reasoning: Promoting values like tolerance, respect, and social 

responsibility. 

 Sustainable development awareness: Understanding and actively promoting 

sustainable practices and environmental stewardship. 

 Civic engagement: Encouraging active participation in civil society and global 

issues. 

        The model is inspired by a vision of global citizenship that focuses on ideals rather than 

practicality. It seeks to involve students in exploring universal topics such as sustainable 

development and peace, encompassing issues like conflict, poverty, climate change, energy 

security, unequal population distribution, and various forms of inequality and injustice 

(O’Dowd, 2023). The model is designed to reflect key principles of global citizenship education 

based on global and multidimensional perspective. Thus, it differs from the previous model. To 

elaborate on the competences of the UNESCO’s model, following inferences can be made: 

• An attitude underpinned by an appreciation of various layers of identity, along with the 

potential for a shared identity that goes beyond individual differences such as cultural, religious, 

or ethnic distinctions, 

• Profound knowledge of worldwide issues and fundamental values like justice, equality, human 

dignity, and respect, 

• Intellectual abilities that encompass critical, systemic, and creative thinking, 
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• Non-cognitive skills, including social aptitudes like empathy and conflict resolution, as well 

as communication capabilities, 

• Behavioral capacities that enable collaborative and responsible action aimed at discovering 

global solutions to global challenges and striving for the common good.  

4.4. The OECD’s Global Competence Framework 

      The OECD's Global Competence Framework aims to equip individuals with the skills and 

knowledge necessary to thrive in an interconnected world. It recognizes that global challenges, 

such as climate change and economic interdependence, require individuals to have a global 

perspective. The framework focuses on the development of global competence, which involves 

the ability to understand and engage with diverse cultures, solve global problems, and work 

collaboratively across borders. It highlights the importance of global awareness and a sense of 

responsibility toward global issues. 

      Just like the previously mentioned models, the global competence framework has peculiar 

competences as well such as intercultural understanding, problem-solving in global contexts 

and situations, effective communication, adaptability, and civic engagement. The OECD's 

framework is used as a reference by educational policymakers and curriculum developers to 

integrate global competence into education systems. It provides guidance on curriculum design, 

teacher training, and assessment methods to foster global competence in students. 

4.5. Byram’s Framework for Intercultural Citizenship 

      Byram’s framework for intercultural citizenship (2008) is the extension of his original 

framework (1997) on the concept of intercultural communicative competence. With this model, 

he emphasized global citizenship and “service to the community” (O’Dowd, 2023). The 

framework emphasizes the significance of preparing individuals to participate effectively in 

diverse and multicultural societies while promoting democratic values. 

      The framework starts with the acquisition of knowledge about one's own culture and the 

culture of others. It includes awareness of cultural norms, values, beliefs, and practices, as well 

as historical, social, and political contexts. Next, individuals are encouraged to develop positive 

attitudes toward cultural diversity, including openness, curiosity, respect, and tolerance. The 

framework emphasizes empathy and a willingness to engage with people from different cultural 

backgrounds. 
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       The framework highlights several essential skills to be acquired for proper intercultural and 

global citizenship:  

 Linguistic skills: Proficiency in one or more languages is a fundamental skill for 

effective communication across cultures. 

 Interpretive skills: The ability to interpret and understand cultural symbols, gestures, 

and non-verbal cues. 

 Interactional skills: The capacity to engage in meaningful intercultural dialogue and 

adapt communication styles as needed. 

 Critical cultural awareness: The skill of critically examining cultural stereotypes and 

biases, both one's own and those of others. 

 Reflective skills: The ability to reflect on one's own cultural assumptions and 

experiences in cross-cultural encounters. 

        Byram (2008) identifies three interconnected components that contribute to global 

citizenship: 

Knowledge of Culture: Understanding cultural diversity, including language, history, 

traditions, and values. This knowledge forms the basis for effective intercultural interactions. 

Attitudes towards Culture: Fostering positive attitudes such as respect, empathy, curiosity, 

and openness toward different cultures. 

Skills for Interaction: Developing the practical skills necessary for successful intercultural 

communication and collaboration. This includes linguistic competence, as well as the ability to 

adapt communication styles and resolve conflicts. 

        Byram's framework has significant implications for foreign language education. It 

suggests that education should go beyond language learning and include the development of 

intercultural competence as an integral part of the curriculum. Educators should create learning 

environments that promote cultural diversity, encourage critical thinking about cultural issues, 

and provide opportunities for students to interact with individuals from different cultural 

backgrounds. In this vein, it can be indicated that Byram’s framework is quite a good fit for VE 

initiatives and practices.  

        Recent developments in foreign language education emphasize the need for students to 

use foreign languages in international contexts, including online environments. Transnational 

approaches acknowledge linguistic and cultural complexity, moving beyond a single national 
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standard. Foreign language education can address cross-cultural topics like the environment, 

human rights, migration etc. and promote global citizenship. Foreign language education and 

digital competence are essential components in nurturing global citizenship. Online 

communication networks enable students to engage in international interactions, and virtual 

exchange serves as an ideal tool for preparing students for this globalized scenario. 

4.6. Global Citizenship Education through VE 

         Intercultural communicative competence & citizenship and global citizenship do not 

automatically take place when groups of learners are brought together from different cultural 

and ethnic backgrounds. Byram (1997; 2008) argued that when learners from different cultural 

backgrounds come together and interact only at the basic information exchange level, critical 

cultural awareness and proper intercultural communication are not fostered. He called this pre-

political level of interaction. Byram (2008) argued that the intercultural interaction taking place 

among learners from different cultural backgrounds should move from pre-political to political 

level. At the political level, learners need to be part of instigating change in their respective 

societies based on their interaction and collaboration with their transnational partners.  

         O’Dowd (2023) argued that much of the interaction taking place in VE projects organized 

at universities stay at the pre-political level. Learners interact with their transnational partners 

and try to critically reflect on those interactions, yet they do not think about or put an effort on 

changing something problematic in their local and global environments.  

O’Dowd (2023) identified the characteristics of VE initiatives that allow learners to instigate 

change in local and global communities and foster global citizenship education. In such 

initiatives, opportunities for meaningful cross-cultural interaction should be given to learners. 

Moreover, learners need to be encouraged to form genuine relationships with their transnational 

partners. In this vein, learners should be motivated to delve into topics that hold social and 

political significance in both their own societies and those of their partners. Most importantly, 

ample opportunities should be provided for guided reflection on intercultural interactions and 

exchanges.  

He goes on to suggest configurations for organizing VE practices and projects in higher 

education (p. 70): 

Class to Class Virtual Exchange, 

 VE in foreign language education 

 Virtual Exchange in STEM 
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 Virtual Exchange in Business and Economics 

 Virtual Exchange in the Humanities 

Class to World Virtual Exchange 

Externalized models of Virtual Exchange 

Virtual Exchange as part of physical mobility programs 

 Virtual Exchange for pre-mobility 

 Virtual Exchange as part of blended mobility initiatives 

5. Class to Class VE 

      Class to class VE is the most common configuration of VE initiative. In this type of VE, 

two or more classes come together in online telecollaborative projects and work on assigned 

tasks by their teacher or mentor. Class to Class VE aims to enhance students' global 

competence, intercultural understanding, language skills, and critical thinking through 

collaborative projects and discussions. It fosters cross-cultural interactions without requiring 

physical travel, making it accessible to a broader range of students. Students can be at various 

educational levels, from primary school to university. 

As it was explained, VE initiatives and practices rely heavily on digital tools and platforms for 

communication and collaboration. Common tools include video conferencing software (such 

as Zoom or Skype), online discussion forums, social media, and collaborative document editing 

tools (e.g., Google Docs). VE practices are usually facilitated by educators or coordinators from 

the participating institutions. Facilitators help design and structure the exchange, guide 

discussions, and ensure the program's success. Class to Class VE involves a variety of activities 

that encourage interaction and learning between students. For example, 

Joint projects: Collaborative assignments or research projects that require students from 

different classes to work together. 

Virtual meetings: Scheduled video conferences or online discussions where students can 

discuss topics related to their coursework or cultural experiences. 

Online forums or discussion boards: Platforms for asynchronous communication where 

students can exchange ideas and reflections. 

Peer feedback: Students provide feedback on each other's work, fostering a sense of peer   

mentorship. 
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     VE programs can vary in length, from a single session to a semester-long collaboration. The 

duration depends on the goals of the program and the availability of participants. 

Class to Class VE is designed to achieve several key learning outcomes: 

 Improved language proficiency, especially in second or foreign languages. 

 Enhanced intercultural competence, empathy, and cross-cultural communication skills. 

 Exposure to diverse perspectives and global issues. 

 Development of critical thinking and problem-solving abilities. 

 Increased motivation and engagement in coursework. 

5.1. Class to World VE 

      "Class to World Virtual Exchange" is a pedagogical approach that connects an entire class 

or group of students with external individuals, organizations, or experts from around the world 

using digital technology. This type of virtual exchange expands students' horizons by allowing 

them to interact with real-world experts, engage in global discussions, and gain insights into 

global issues, all without leaving their classroom. It offers a means to bring real-world 

perspectives and experiences into the educational environment, enriching students' learning, 

and global awareness. 

5.2. Externalized models of VE 

      Externalized models of Virtual Exchange refer to programs or initiatives where students or 

participants engage in virtual exchange activities with external partners, often outside their own 

educational institution. These models involve collaboration with organizations, individuals, or 

institutions external to the participant's academic setting. Externalized Virtual Exchange can 

take various forms, such as connecting students with experts, professionals, or community 

members, allowing them to learn from and interact with external resources to enhance their 

educational experience and gain real-world insights. This approach expands the scope of virtual 

exchange beyond the classroom and institutional boundaries, promoting broader and more 

diverse learning opportunities. 

5.3. VE as part of physical mobility programs 

      Virtual Exchange as part of physical mobility programs is an approach that combines 

traditional physical study abroad experiences with online collaboration and intercultural 

exchange. Students who engage in physical mobility programs, such as studying abroad or 

participating in international internships, complement their in-person experiences with virtual 

exchange activities. Integrating Virtual Exchange into physical mobility programs provides a 
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more comprehensive and diverse learning experience, enabling students to continue their 

international engagement even when they are not abroad. It also offers flexibility, cost-

effectiveness, and accessibility for students who may face barriers to physical mobility. 

      Moreover, VE initiatives can be used as pre-mobility practices that allow students to 

connect and interact with people from the country where he/she will go as part of a physical 

mobility program. In this way, learners get the opportunity to explore the culture and cultural 

practices of people with whom they will meet and live together for a certain period. As 

mentioned before, physical mobility usually does not ensure proper intercultural 

communicative competence. A well-designed and pedagogical VE practice can foster ICC 

among learners, and they can put these competences into practice when they attend the physical 

mobility program.  

6. Key Principles of Integrating VE into Classrooms 

      VE projects and practices can be easily adapted and adjusted to course syllabuses (O’Dowd, 

2023). As it was explained in detail in the section of internationalizing higher education, VE 

practices and other online intercultural collaboration projects can be integrated into curricula 

and course programs in various contexts and conditions. However, VE experts have indicated 

that bringing together groups of learners from different countries on online platforms does not 

meet the criteria of organizing successful VE and online intercultural collaboration practices 

(O’Dowd, 2016; Stevens Initiative, 2022). As Byram (2008) put forward, the content of the 

projects should make sure that intercultural interactions among participants move from pre-

political to political level. O’Dowd (2023) briefly identified the required conditions for 

integrating successful VE practices into foreign language classrooms. He indicated that the 

content of any VE project (tasks, flow, organization etc.) should emphasize increased 

meaningful intercultural interaction and pedagogic task design.  

       The key principles to be applied in VE practices can be listed as follows (based on O’Dowd, 

2023): 

 Integrate VE into the curriculum: VE projects and practices need to be integrated into 

curricula so that they will be established part of educational programs. Moreover, 

learners’ participation in VE practices and their acquired competences should be 

assessed and recognized. 

 Develop rich intercultural learning opportunities: The task at hand is to create 

assignments that extend beyond mere information exchange and, instead, necessitate 
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students to genuinely grasp different cultural viewpoints and cooperate in jointly 

developing projects or products. Guth and Rubin (2015) suggested that tasks should 

encourage students to rely on each other for completion. Instead of having students write 

separate parts of a collaborative essay, they could conduct local interviews, share them 

with peers, discuss them online, and edit them together. 

 Integrate reflection with interaction: For the VE practices to be successful and 

meaningful, participating learners need extended opportunities to critically reflect on 

their intercultural exchange experiences.  

 Support learners’ foreign language needs: Along with the benefits of VE initiatives 

on learners’ intercultural communicative skills and collaboration skills, it is expected 

that non-native learners’ English language skills would be improved at the end of 

projects, especially pragmatic and sociolinguistic skills. Having that in mind, some 

learners might have difficulty in following up with the tasks and interactions in English-

only intercultural projects and such students must be supported to overcome those 

barriers.  

 Clear learning objectives: VE practitioners need to define clear learning objectives for 

the participating learners. Specific skills, knowledge, or attitudes that learners are 

expected to develop through the exchange must be determined. This ensures that the 

experience aligns with the curriculum goals. 

 Technology Infrastructure: Reliable access to technology and necessary software 

platforms needs to be ensured.  

 Structured Communication: VE practitioners need to set up a structured 

communication plan between the participating groups. Moreover, regular interactions, 

discussions, and collaborative activities must be encouraged in a safe and respectful 

online environment. 

      There might be many challenges in organizing and implementing VE projects. 

Practitioners need to be aware of such possible challenges so that they can take necessary 

precautions beforehand. Some of these possible challenges can be as follows (not limited 

to these): 

 Time Zone Differences: Coordinating schedules across different time zones can be 

challenging. It may require flexible scheduling and asynchronous communication 

options. 
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 Language Barriers: Language proficiency can vary among participants. Language 

differences can hinder effective communication and require additional language 

support. 

 Technology Issues: Technical glitches, poor internet connections, and limited 

access to technology can disrupt the virtual exchange. 

 Cultural Misunderstandings: Cultural differences can lead to misunderstandings 

or conflicts. It's essential to address these issues promptly and promote cultural 

sensitivity. 

 Assessment Complexity: Assessing the outcomes of virtual exchange can be 

challenging. It may require developing new assessment methods or adapting 

existing ones. 

 Resource Allocation: Implementing virtual exchange may require additional 

resources for technology, training, and support, which can strain budgets and time. 

 Participant Engagement: Ensuring active engagement and participation from all 

students, especially in a virtual environment, can be difficult. 

 Safety and Privacy: Addressing safety concerns and protecting students' privacy in 

online interactions is crucial. 

7. Conclusion 

In this chapter, the researcher delved into the realms of intercultural communication, virtual 

exchange (VE), and global citizenship education (GCE) in the context of English as a Foreign 

Language (EFL) instruction. The chapter revisited the roots of communicative competence in 

linguistics and explored its evolution to encompass sociocultural dimensions, paving the way 

for the development of Intercultural Communicative Competence (ICC). 

ICC emerged as a vital component of contemporary language teaching, emphasizing not only 

linguistic proficiency but also the ability to navigate complex intercultural interactions. Byram's 

(1997) comprehensive model of ICC, encompassing attitudes, knowledge, skills, and critical 

cultural awareness, laid the foundation for our exploration of practical strategies to foster ICC 

in EFL classrooms. 

One such strategy, Virtual Exchange (VE), has emerged as a transformative pedagogical 

approach. VE brings together learners from diverse cultural backgrounds, transcending 

geographical boundaries and fostering cross-cultural understanding. VE serves as a catalyst for 

internationalizing higher education by promoting global engagement, facilitating cross-cultural 

interactions, democratizing access to international experiences, and equipping students and 



 
252 

 

educators with valuable global competencies. Furthermore, it plays a pivotal role in 

internationalizing education at home, providing meaningful cross-cultural interactions within 

students' comfort zones. 

Global Citizenship Education (GCE) emerged as another crucial facet of preparing EFL learners 

to thrive in a globalized world. Rooted in international education principles, GCE empowers 

learners to become proactive contributors to a just, peaceful, tolerant, inclusive, secure, and 

sustainable world. By integrating global citizenship principles into higher education, especially 

English teacher education programs, we can produce graduates committed to action, both 

locally and globally. 

Various models and approaches to fostering GCE in educational institutions and foreign 

language classrooms were discussed, all emphasizing the active engagement of individuals in 

their societies and the promotion of democratic values, social inclusion, and intercultural 

dialogue. 

In conclusion, this chapter underscores the symbiotic relationship between VE and GCE. VE 

offers a practical and economical avenue for promoting ICC, which is a cornerstone of GCE. 

Together, they prepare EFL learners to be responsible and contributing global citizens, capable 

of navigating the complex challenges and opportunities of a globally interconnected world. As 

we navigate the evolving landscape of language education, the incorporation of VE and GCE 

principles into EFL classes and English language teacher education programs becomes not just 

a possibility but a necessity to empower learners for a future that demands intercultural 

competence and global citizenship. 
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CHAPTER 11: THE WAY TO THE CLASSROOM: EFL PRE-

SERVICE TEACHERS’ SCHOOL EXPERIENCE 

 

Olga PONOMARENKO  

 Olena DAVYDENKO  

 Olena TARAN  

 

Abstract  

There is considerable research evidence to support the central role of school-based teaching 

practice in the professional development of pre-service teachers. By engaging in practical 

teaching activities in real classrooms, they are able to apply the theoretical knowledge and skills 

acquired in EFL teacher education programs. Extensive and well-supported student teaching 

experiences are key to a high quality EFL teacher education program at Nizhyn Gogol State 

University in Ukraine. The university has adopted the Core Curriculum for English Language 

Teaching (ELT) Methodology at Bachelor's Level in 2020, according to which student teachers 

undertake school practice throughout the methodology course. 

The present paper focuses on the three stages of school practice that EFL pre-service teachers 

go through on their way to the profession: guided observation, teacher assistantship and 

observed teaching. The role, organization and challenges of each stage are examined. Principles 

underlying the practice model are discussed. 

Keywords: EFL teacher education, school-based teaching practice, student teaching 

experiences, guided observation, teacher assistantship, observed teaching 

 

1. Introduction 

School-based experience is an integral part of any teacher preparation program and is 

considered crucial for pre-service teachers' learning and development as it allows application 

theory into practice and helps to shape student teachers' professional competences and identity 

(Li et al., 2023; Zhu et al., 2020). The exceptional role and importance of school-based teaching 

practicum for pre-service teachers’ professional development is determined by extensive 

attention devoted to this aspect of EFL teacher preparation programs. A number of studies 

within EFL teacher education in a variety of national contexts focus on practicum looking into 

the effect of methodology courses and real teaching practice on student teachers’ concerns 

about teaching (Yalcin Arslan & Ilin, 2018); the opinions of pre-service EFL teachers about 

https://orcid.org/0000-0003-3874-7460
https://orcid.org/0000-0002-7204-1405
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teaching practicum and self-evaluation of their performance (Can & Baştürk, 2018); the beliefs 

of ELT teacher-trainees about micro-teaching practices (Sarıçoban, 2016); teaching difficulties 

EFL students face and ways to overcome them during practicum (Marav, 2022; Riesky, 2013); 

complexity, dynamism and self-organization of pre-service EFL teachers’ practicum 

experiences (Li et al., 2023); the impact of reflective journals on self-efficacy beliefs of pre-

service English language teachers (Tavil, 2014); EFL student teachers’ practicum expectations, 

attitudes and attainments (Ulum, 2020; Kazaz & Alagözlü, 2020); the impact of teaching 

practicum during COVID-19 on pre-service English language teachers’ professional 

development and their views on teaching profession (Choi & Park, 2022; Reyes, 2023); the way 

practicum changes self-efficacy beliefs of English language teachers (Atay, 2007; Terzi, 2022), 

etc. 

Li (2023) concludes that the practice of learning to teach is a multi-faceted process of 'situated 

interactions within the complex learning systems' between institutions, individuals, and social 

discourses. Several issues are reported to prevent school-based teaching experiences from being 

effective among which is a lack of cooperation between universities and schools often caused 

by inconsistency between theory-based teaching and practice-oriented teacher learning and 

results in an inappropriate preparation of EFL student teachers for classroom teaching when it 

comes to practicum (Li et al., 2023; Valencia et al, 2009). Another issue is related to the quality 

of supervision, guidance, and support of student teachers (Arshavskaya, 2016; Bailey, 2009; 

Farrel, 2008). Both university supervisors and school-based mentors are expected to equip EFL 

student teachers with strategies and tools to cope with the challenges they can encounter during 

their school experience as well as help them reflect on what they have learned and done in 

practice. Riesky (2013) looked into the teaching difficulties EFL student teachers face during 

the practicum and categorized them into three main types: student-related (e.g., students' low 

competence, lack of motivation, classroom management issues, etc.), self-related (e.g., lack of 

teaching strategies and ability to manage the class and resources, etc.) and supervising teacher-

related (lack of guidance, imposing materials, etc.). The role of the EFL teacher education 

program is to minimize the above-mentioned difficulties and prepare prospective teachers for 

practical teaching activities in real classrooms. 

Extensive and well-supported student teaching experiences are key to a high-quality EFL 

teacher education program at Nizhyn Mykola Gogol State University (NMGSU) in Ukraine. 

The university has adopted the Core Curriculum for English Language Teaching (ELT) 

Methodology at the Bachelor's Level (Bevz et al., 2020), according to which student teachers 



 
260 

 

undertake school practice throughout the methodology course which lasts three years. Carefully 

phased school experience aims to help student teachers enter the reality of the classroom first 

as observers (semesters 3 and 4), next as teaching assistants (semesters 5, 6, and 7), and finally 

as practicing teachers responsible for full-length lessons (semester 8). At each of these stages, 

there is a strong link between the ELT methodology course and school experience. 

2. Guided Observation 

Early field experiences have become an important element in almost all teacher education 

programs around the world, the aim of which is to prepare student teachers for their culminating 

teaching experience. This type of practicum provides student teachers with excellent field-

based opportunities in which they apply theoretical concepts learned in their methodology 

courses at the university to classroom settings, observe the learners and a school teacher, and 

assist or even conduct research.  

There is no denying that early field experiences play a crucial role in the preparation of student 

teachers whereas school teachers or - as they are called - mentors serve as models who guide 

them in the application of theory and instructional approaches introduced in university 

methodology courses. Freeman and Johnson (1998) suggest that teacher preparation should 

inevitably include experienced teachers as mentors. The findings of their research show that 

both pre-service and in-service teachers benefit from each other's classes and they can use the 

opportunity of being observed to become more aware of their teaching. Mentors' roles are the 

following: helping apprentices foster their professional skills, enhancing their grasp of subject 

matter, locating and acquiring resources, acknowledging and acting on the mentees’ degrees of 

ability and willingness to perform, stimulating the mentees’ creative and critical thinking, 

encouraging them to take informed risks, and helping them build the capacity to make 

perceptive decisions and take appropriate actions (Arnold, 2006; Boreen et al., 2009; Daresh, 

2002; Portner, 2008). In collaboration with university teachers and mentors, the student teachers 

feel their level of readiness to begin their career in education first in student teaching, and finally 

in their classroom. 

One more issue to raise is the transition in examining teacher students and their expectations 

of universities. Martin (2010) emphasizes that education systems do not foster collaboration 

between secondary schools and tertiary studies. However, the scholar identifies high school 

teachers as those who may have the most influence over the development of students’ tertiary 

expectations. The importance of acknowledging this transitional space in which pre-service 

teachers find themselves is mandatory. A conscious awareness of transferring what a learner 
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has seen from one context to the other, as Lunsmann et al. (2019) have noted, is necessary to 

assist student teachers to define and manage the transition from pre-service to full-time teacher. 

In teacher education, classroom observation is regarded as an effective teaching means 

(Blackmore, 2005; Hammersley-Fletcher & Orsmond, 2004) as it enables observers to identify 

the nature of teacher behaviour, analyse how classroom activities are structured, and watch the 

way the teacher and students interact. The literature reveals two methods of observing teaching 

by students within early field experience (Anderson et al., 2005). In the unguided approach, 

pre-service teachers have little or even no direction in what to observe while in the guided 

approach, pre-service teachers observe preidentified types of teacher and learners' behaviors. 

These two categories are continuous rather than discrete. Guided observation has advantages 

and disadvantages. Guided observation allows pre-service teachers to identify and focus on a 

single aspect of teaching. When pre-service teachers view classrooms through this lens, it 

provides them opportunities to draw conclusions that result in improved teaching practices. Yet, 

in viewing classrooms through a single lens, pre-service teachers may not see the larger context 

which can be a disadvantage (Anderson et al., 2005). 

The EFL teacher education program at Nizhyn Mykola Gogol State University typically 

includes early field experiences (guided observation and teacher assistantship) before final full-

time student teaching (observed teaching) (Table 1). 

Table 1. Structure of school experience (Bevz et al., 2020) 

Semester Module School Experience 

Stage Frequency 

3 1 Understanding Learners and 

Learning 

Guided Observation Once a fortnight 

4 2 Preparing to Teach 1 Guided Observation Once a fortnight 

5 3 Preparing to Teach 2 Teacher 

Assistantship 

Once a week 

6 4 Preparing to Teach 3 Teacher 

Assistantship 

Once a week 
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7 5 Specialised Dimensions Teacher 

Assistantship 

Once a week 

8 6 Professional Development Observed Teaching Six weeks full-

time 

 

Guided observation practice takes place in Semesters 3 and 4 once a fortnight (one full day 

or at least four class hours) throughout Year 2. A regular semester is 16 weeks and pre-service 

teachers have to attend school 8 times per semester, 16 times per year. Each pre-service teacher 

is assigned to a school mentor with whom they are in close cooperation. One mentor can be in 

charge of one to five mentees and their cooperation is developmental in nature lasting for three 

years and going through the stages of observation, teaching assistantship, and finally full-time 

supervised teaching practice. 

The purpose of observation is to enable pre-service teachers to recognize the theory learned 

in their methodology course working in practice. This is achieved by exposing them to a wide 

range of teaching and learning experiences. It is important to note that the goal is not to rate or 

assess the teaching performance of a mentor. The role of a mentor or cooperating teacher 

encompasses various responsibilities. These responsibilities include but are not limited to, being 

observed while teaching primary and secondary school learners, guiding pre-service teachers 

during their observation experiences, and engaging in discussions about lesson- or observation-

related issues. Additionally, at the beginning of the semester, school mentors need to meet with 

university supervisors to establish agreements on the list of students and their timetables. They 

should also become familiar with the students assigned to them for observation purposes and 

review observation tasks in advance. Furthermore, to facilitate a comprehensive classroom 

observation and ensure effective noticing practices, student teachers must become acquainted 

with the learners in the grade they intend to observe. This includes understanding their 

characteristics and needs, as well as their daily timetable, break and lunch times. Student 

teachers should also gain insights into the regular learning processes at the school, including 

awareness of any emergency measures implemented by the school administration and mentors. 

Within a framework, classroom observation is regarded as a good way to refine teacher 

professional development by covering a wide range of skills and competencies in a variety of 

knowledge areas (see Table 2). 
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Table 2. Focus on guided observation for semesters 3 and 4 (Bevz et al., 2020) 
S

em
es

te
r
 Module Unit Focus of observation 

3 1 Understanding 

Learners and Learning 

1.1. Psychological Factors in 

Language Learning 
 Learner types 

 Motivational 

strategies 

 Catering for different 

learning styles  

1.2. Second Language 

Acquisition (SLA) 
 Opportunities for SLA 

 SLA boosting 

activities 

1.3. Developing Learner 

Autonomy 
 Learner in focus 

 Teacher in focus 

4 2 Preparing to Teach 1 2.1. Principles of 

Communicative Language 

Teaching (CLT) 

 Features of CLT 

 Characteristics of a 

communicative task 

2.2. Teaching Grammar in 

Context 
 Aspects of teaching 

grammar 

2.3. Teaching Vocabulary in 

Context 
 Possible difficulties 

with vocabulary 

 Techniques for 

presenting vocabulary 

2.4. Classroom Management  Seating arrangements 

for interaction 

 Interaction 

 Using the board 

 Teacher talk 

 Aspects of classroom 

management 

To foster theory-practice connections once a fortnight for semesters 3 and 4, the students are 

given compulsory observation tasks based on the topics covered in the module according to the 

curriculum (Bevz et al., 2020). Each observation task within a module consists of two 

components: first, the so-called noticing task which focuses on the topic of the module and 

requires students to observe a lesson or a series of lessons and notice a particular aspect of 

teaching or learning; second, the observation summary or reflection which is based on what 

student teachers have learned about an aspect of teaching or learning from this observation and 

what implications for their professional development they envision (see Table 3). After each 

observation day at school, they submit a written report documenting their observations. 

Observation tasks during Modules 1 to 5 feed into continuous assessment. 
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Table 3. Task focus: Catering for different learning styles 

Observe how the teacher caters to different learning styles during several lessons. Tick ( ) the 

instances that you observe. Make notes if appropriate. 

Learning 

Styles 

Techniques the teacher uses 
 

Notes 

Visual Charts, graphs, diagrams, and flow charts     

Flashcards     

Pictures and graphics     

Maps     

Silent reading     

Written instructions     

Videos     

Other (please specify)     

Auditory  Discussion, dialogue, debate     

Memorisation techniques     

Reading aloud     

Listening to recordings     

Communication in pairs and groups     

Other (please specify)     

Kinesthetic 

 

Games     

Role plays     

Body language/gestures     

Mime     

Drama     

Memorizing while moving     

Other (please specify)     
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Observation summary 

What have you learned from this observation? To what extent did the observed techniques 

seem to help learners to learn? 

 

Regarding the observation summary, it can play a pivotal role in fostering students' 

observational and noticing skills throughout the whole course of methodology. Each 

observation task undergoes assessment by the university instructor, who provides responsive 

feedback. This feedback not only aids in refining their comprehension of teaching methods but 

also facilitates a more profound understanding of learners, learning, and teaching practices. 

Mentees are advised to compile a list of challenges or unique learning contexts encountered 

during guided observation experiences. These situations are subsequently deliberated within 

student groups in methodology classes. Group-based activities encourage students to share their 

observations, collectively brainstorm, and formulate effective strategies. Collaborative 

engagement enhances their ability to derive optimal solutions or recommendations. Student 

reflective feedback underscores a prevalent issue though – often, observation summaries lack 

thoroughness and structured reflection from pre-service teachers. It is often difficult for them 

to draw connections between what has been observed on the topic in focus and their learning 

and constructing their knowledge about teaching and learning. Frequently, their reflections 

merely encompass aspects they found favorable or unfavorable in the observed class. This 

discrepancy emphasizes the imperative for them to cultivate an encompassing reflective 

approach as they develop their professional identity. This responsibility partially rests with the 

university supervisors who gradually help pre-service teachers master the art of reflection and 

become reflective practitioners supervising and aiding not only guided observation but also 

guided reflection. Pre-service teachers' reflections become more specified and professional 

within each stage of their professional development as they notice much more teacher-learner 

interaction during the teaching and learning process. 

Building upon the aforementioned considerations, the practice of guided observation, which 

involves various aspects and educators, is intrinsically geared towards affording student 

teachers the chance to delve into the teaching profession during the early stages of their 

academic journey. This practice enables them to assume the role of an observer within a 

classroom, viewing it through the lens of a teacher. It also entails interactions with the 
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classroom teacher to engage in dialogues concerning classroom-related matters. Furthermore, 

it involves the pivotal step of reflecting upon observed lessons in alignment with assigned 

observation tasks. 

3. Teacher Assistantship 

In Semester 5 students start their teacher assistantship practice during which they act as 

teacher assistants immersing in real teaching though in a limited way and gaining the necessary 

professional development. This approach supports Bolitho’s (2002) idea that teaching is a 

‘doing’ profession where choices are guided by thinking rather than being strictly dictated by 

theoretical inputs on pre-service courses and where teachers’ theories of teaching are naturally 

developed from years of practice and make it possible to find a balance between theory and 

practice. 

The learning experience of a teacher assistantship is an important strategy tool to enhance 

professional preparation and significantly contributes to all aspects of future teachers' 

education. This type of practical preparation is structured around the needs of the curriculum 

and students' learning outcomes. They can still observe experienced teachers conducting 

lessons, but the focus is gradually shifting towards teaching: planning lessons together with 

their school mentors and teaching small parts of lessons, for example, an activity from the 

lesson plan. At the beginning these lesson fragments can be as short as five minutes, gradually 

increasing to 20 minutes by the end of this stage in Semester 7. Besides, students get acquainted 

with school policies and requirements and may also be engaged in some other aspects of 

classroom work (preparing handouts, supplementing activities to those in the coursebook, 

checking attendance, marking homework, etc.) and in school life (extracurricular activities, 

conferences, meetings, etc.). This practice lasts till semester 7, and students spend one day per 

2 weeks (and later per week) at schools.  

Teacher assistantship practice is closely oriented to the methodology course. The focus of this 

stage is on such themes as Teaching Language Skills, Planning Teaching, Working with 

Materials, Error Analysis and Dealing with Errors, Testing and Assessment, Teaching Young 

Learners, Catering for Special Educational Needs, Developing Intercultural Competence, 

Classroom Action Research, Information and Communication Technologies (ICT) in Learning 

and Teaching English. By the end of this stage, students  are supposed to be able to  understand 

the principles of designing effective lesson plans, get experience in planning fragments of 

lessons in the specific teaching context, select and evaluate materials and resources for the 

classroom, take into account factors that influence learner behaviour, such as social and family 
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factors, abilities, special needs and learning styles, cater for individual needs in the planning 

and conduct of fragments of lessons, provide feedback on learner participation, manage 

activities accurately and fluently in English as the language of the classroom, give clear 

instructions, have criteria for using L1 and L2 appropriately in the lesson, be familiar with and 

understand the specific application of different forms of assessment, use an assessment scale 

and grade learners’ work in the four skills and pronunciation, grammar and vocabulary, write 

simple test exercises, analyse errors and provide feedback on errors to learners, use reflective 

practices, observe lessons and learn from other teachers. 

Successful implementation of teacher assistantship practice requires keeping to the procedure. 

At the beginning of each theme, students should be provided with the tasks for teacher 

assistantship and informed about the time and place of their teaching and the way they can get 

help and advice in lesson planning. Students' fragments of lessons must be observed by the 

school-based mentor, the latter understanding the importance of non-judgmental and supportive 

feedback and showing empathy. 

After teaching a fragment of a lesson and discussing it with the mentor, students are required 

to complete a post-teaching reflection task (see Table 4). In this task, students give essential 

information about the teaching context and their feelings before their teaching and immediately 

after it, describe what went well in that part of the lesson, what teaching experience they gained, 

how the discussion with the mentor contributed to their professional development, what aspects 

of their teaching they should pay attention to next time they plan and conduct their parts of 

lessons. This form, a copy of the lesson plan, and any handouts or materials should be kept in 

their School Experience files as evidence of their teaching endeavours. These materials may be 

useful to them in doing their assignments later, they may become the basis for discussions of 

students' classroom experience with their university teachers when they return to their 

methodology classes. 
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Table 4. Post-teaching reflection task 

This form is for you to complete after teaching a part of a lesson and after you have discussed 

the lesson with your mentor. 

Your name  Your mentor   

Date of class  Class name   

Time of class  No. of learners  

Topic  

1. How did you feel before you taught? 

 

2. How did you feel immediately after your teaching? 

 

3. What went well in your part of the lesson? 

 

4. What did you learn from this short teaching experience? 

 

5. What did you learn from your discussions with your mentor? 

 

6. What aspects of your teaching will you focus on next time you teach? 

 

Studies on this type of teacher practice seem to be scarce and this model can be considered 

innovative. Further, the implementation of this model of practice at Nizhyn Mykola Gogol State 

University in Ukraine is observed to give positive results. To ensure it, several conditions 

should be met. Namely, in teacher assistantship practice, school mentors need specific 

preparation for this kind of professional activity; otherwise, the interaction between the 

preservice teachers and school teachers is likely to be influenced by the latter's professional 

experiences; collaboration of university teachers, school mentors, and student teachers should 

be provided; it is beneficial if special relationship is built between school teachers and student 

trainees. 

4. Observed Teaching 

Observed teaching is the final phase of the pre-service EFL teachers' school experience 

continuum taking place in semester 8. A total of 9 credits (270 hours) is allocated to this 

practicum which means student teachers spend 6 weeks at schools having work-related 

experience under the supervision of school-based mentors and University supervisors. EFL 
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student teachers are expected to participate in everyday school life and to conduct all English 

lessons in the assigned primary and secondary classes 8 of which are assessed (6 by the school-

based mentor and 2 by the university supervisor). Assessment criteria are shared and explained 

to student teachers before the practicum in ELT Methodology classes as well as in orientation 

sessions on day one of observed teaching practice. 

Observed teaching requires structured practice in a teaching context where student teachers 

apply new knowledge, solve challenging tasks, reflect on their teaching, and demonstrate an 

investigative approach to teaching practice. Prospective teachers are expected to integrate 

teaching principles and practices that are based on language acquisition research including 

principles of planning interactive lessons and activities (curricular and extra-curricular, on- and 

off-line); identify learner needs and shape instruction accordingly, assess achievement of 

learner outcomes. This observed teaching experience aims to inform pre-service teachers’ 

further professional development. 

The objectives for the observed teaching practicum are aligned with the program outcomes. 

Upon successful completion of the practicum, student teachers will: 

 demonstrate a strong background in the systems, functions, and acquisition of 

language and apply that knowledge to instruction; 

 transfer theoretical and pedagogical knowledge to practice, use best teaching 

practices, including technology, in the construction of learning; 

 connect theory to practice by creating lesson plans to respond to particular learner 

needs and social contexts; 

 choose methods of teaching and develop instruction and assessments to the national 

curriculum requirements; 

 evaluate and adapt materials to specific educational contexts and learner needs; 

 reflect on evolving beliefs throughout the practicum to improve teaching and identify 

their beliefs about language teaching and learning to inform their practice; 

 research issues related to educational practice and theory to inform further 

professional development; 

 actively engage in building communities of teachers and learners. 

Assessment is cumulative, i.e., each task is assessed in the three domains of the practicum 

(subject, pedagogical, psychological). Pre-service teachers are required to complete all the tasks 

listed and get at least 60% to get their credit. Only grades of “3/satisfactory” or better are 
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acceptable toward graduation. Assessment evaluation criteria and assignment completion 

guidelines are provided by supervisors at the orientation session before the practicum. 

The six-week observed teaching practicum has three stages. Week 1 is dedicated to 

completing some organizational (preparatory) tasks such as clarifying assignments and 

consultation hours with supervisors, meeting mentors at schools and discussing further 

cooperation, observing the assigned classes and mentors teaching, further familiarizing with the 

school culture and regulations, planning teaching and extra-curricular activities, starting 

teaching journal, etc. During Weeks 2-4, student teachers plan and teach lessons in the assigned 

classes according to the timetable, write a reflective report on one of the lessons, conduct extra-

curricular activities, make ongoing retrospective field notes in the teaching journal, complete 

pedagogical analysis of a critical incident in the classroom as well as a psychological profile of 

a student. In Week 6 student teachers have to finalize and prepare to submit assignments in an 

agreed format and to get written feedback and marks from school-based mentors. 

To get student teachers' feedback on the practicum they are asked to fill out a survey when 

their observed teaching is over. These surveys reveal most of the problems and difficulties pre-

service teachers face while teaching at school, which in turn helps to improve practice-related 

organization, content, and interactions. In the 2022-2023 academic year, 29 student-teachers 

volunteered to fill out the form, 96,6% of which (28 out of 29) recognized the value of pre-

practice orientation sessions as a reliable source of information about the practicum. 75% of 

student teachers found assessment criteria fair and clear though a few students reported a lack 

of guidelines on writing reports. 69% of pre-service teachers reported having difficulties while 

teaching, including a lack of some EFL methodology skills, psychological issues, and too much 

workload. Some students found it difficult to teach both primary and secondary school learners 

at a time. Frequent air raid alerts frustrated most student teachers as they disrupted the flow of 

the lesson and teachers often could not meet the aims of the lesson having to resort to plan B. 

Another big challenge for the pre-service EFL teachers was blended learning when they had to 

shift off- and online lessons. The latter format appeared to be more difficult in terms of 

managing student engagement in the lesson especially when it came to young learners. In 

offline learning, 48.3% of student teachers found classroom management the biggest problem 

while 27.6% found it difficult to apply all the strategies they were taught in methodology classes 

into practice. 86.7% of pre-service teachers were completely satisfied with their university 

supervisor's cooperation as they were given all possible support and help. Only 6,9% of students 

reported a lack of expected mentor-teacher support. This relatively low percentage is because 
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mentor teachers take on this important role voluntarily fully recognizing their leading role in 

the framework of teacher training in NMGSU. They start cooperating with pre-service teachers 

before observing teaching practice and are well aware of the requirements of the EFL teacher 

preparation program as well as methods, approaches, and strategies student teachers are taught 

to use in practice. 

In general, pre-service teachers reported positive results of their school practice: 69% admit 

that observed teaching practice met their expectations; 65,5% of participants acknowledge 

reinforcing necessary skills for future work at school; 55,2% received the opportunity to put 

into practice knowledge and skills they obtained at university; 51,7 % believe that the practicum 

proved that they are capable of working as teachers and for 27,6 % the practicum was another 

argument in favour of their choice of profession. For 31% of student teachers, school practice 

revealed some gaps in their preparation, which in turn can inform their further professional 

development. In the survey there are some open-ended questions, for example, What would 

improve the quality of your school practice? About half of the student teachers would like to 

have a longer period of school-based practice to be able to experiment with different teaching 

techniques to use them confidently and effectively. Another reason for this necessity is that pre-

service teachers need more time to complete their action research which is not assessed within 

observed teaching practice but the 'intervention' part of which is done while teaching one of the 

assigned classes. 

Another survey is normally carried out to reveal the problems of the practice as seen by the 

university supervisors and school-based mentors. In the 2022-2023 academic year, these 

problems included but were not limited to the following list: lack of skill to differentiate 

instruction in mixed ability classes, especially in groups with SEN learners; lack of flexibility 

in using different modes of interaction and keeping a balance between teacher and student 

talking time; doing activities which are not aligned with lesson objectives; lack of 

communicative tasks; difficulties in giving instructions and managing time in the lesson, etc. 

Both university tutors and school mentors emphasize the creativity of student teachers and the 

way they use different learning aids including ICT and work with materials.  

All participants engaged in the practice highly value pre- and post-lesson conferences as 

potent tools for the professional development of student teachers who receive dedicated 

teaching-related support and encouragement. Pre-service teachers are both anticipated and 

actively urged to engage in comprehensive discussions regarding their lesson plans with 

mentors, enabling them to articulate their ideas and occasionally engage in negotiations about 
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lesson delivery. However, some of the former occasionally disregard this essential 

communication process or find themselves time-constrained due to last-minute preparations 

before the lesson. Nonetheless, the post-lesson conference with peers, mentors, and/or 

university supervisors remains an indispensable requirement. The post-lesson analysis plays a 

pivotal role in shaping student teachers’ perception of their teaching competence and provides 

invaluable strategies for enhancing their teaching practice. Mentors are anticipated to assist 

student teachers encouraging them to envision their potential for success. Nevertheless, they 

frequently find themselves in contradictory positions, being required to guide while also 

carrying out evaluative responsibilities. In other words, they are tasked with not only offering 

support but also delivering critical feedback and constructive assessments of the student 

teachers' teaching capabilities (Hoffman et al, 2015). Previous research suggests that greater 

educational progress takes place during lesson conferences when mentors permit student 

teachers to take the lead in determining the topics to be addressed (Futter & Staub, 2017). 

Consequently, student teachers need to have an open mindset to actively participate in their 

professional growth by formulating and presenting their own learning needs during lesson 

conferences.  

5. Conclusions 

School experience emerges as a vital and foundational component of EFL teacher education 

at Nizhyn Mykola Gogol State University. Being structured and developmental in nature, it 

allows pre-service teachers to gradually assume greater responsibility on the way to 

independent teaching and bridge the gap between theory and practice. Student teachers are 

presented with the invaluable opportunity to learn both for and from teaching being involved in 

a dynamic, interactive process that thrives within the classroom first in the role of an observer, 

next a teacher assistant, and finally a full-time teacher. The classroom environment introduces 

lots of variables, from diverse student learning needs, styles, and intelligences to the art of 

communication and engagement, offering prospective teachers the chance to witness and 

experience the complex interplay of these factors firsthand. 

The school experience at NMGSU is built on the following principles underlying the practice 

model: 

 School experience is integrated into an EFL teacher preparation program to bridge 

theory and practice. This integration is crucial for cultivating flexible and adaptable 

teachers who can navigate the real challenges of English language instruction in actual 

classrooms. 
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 School experience is developmental in nature which allows for gradually increasing 

student teachers’ responsibilities in the classroom, beginning with observing and 

assisting, then progressing to independently conducting lessons as well as doing action 

research which can enhance their experiences and expand their perspectives. 

 School experience cultivates reflective practice encouraging pre-service teachers to 

critically analyze classroom techniques, strategies, and approaches to refine them and 

build a strong foundation for continuous professional development. 

 School experience fosters cooperation and collaboration between all stakeholders laying 

great emphasis on mentoring. School mentors play a leading role in the EFL teacher 

education program guiding the development of student teachers, highlighting areas for 

improvement, and evaluating their outcomes. Collaboration between EFL pre-service 

teachers, their mentors, and university supervisors ensures that the practice aligns with 

the curriculum, teaching goals, and students' needs. 

 School experience is purposeful with clearly defined objectives and expectations for 

EFL pre-service teachers. This helps them understand what is expected of them and 

what they should aim to achieve during each phase of practice. Clear objectives doubled 

with regular constructive feedback, both formative and summative assessments can help 

inform their progress, build on past experiences, and enhance professional growth. 

Student teachers’ perceptions, beliefs, and attitudes are built over years of studies and school 

experiences, the latter having a powerful impact on their professional identity growth. 

Meanwhile, pre-service teachers are supported and guided in an effort to create the knowledge 

that can constitute their dominant discourses about teaching and being a full-time teacher. 
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CHAPTER 12: FROM CONFUSION TO CLARITY: THE ROLE 

OF ACADEMIC ADVISING IN SUPPORTING STUDENT 

ENGAGEMENT AND SUCCESS 

 

Liudmyla ANDRUSCHENKO  

 Svitlana TEZİKOVA  

 

Abstract 

 Enrolling in a university or higher education institution can be a daunting experience for 

students, who often need more certainty and clarity about their academic journey. They may 

require assistance selecting appropriate subjects, courses, plans, and programs based on their 

professional interests and goals and understanding requirements, tests, and course changes. In 

this context, academic advising emerges as a crucial service provided by American colleges 

and universities, allowing students to navigate their educational paths and achieve their 

academic and career objectives. However, it remains to be seen whether this model can be 

implemented successfully in non-American universities, particularly those operating under the 

Bologna Process. This chapter explores the potential for academic advising to become an 

integral part of higher education institutions in Ukraine, as a possible example, with a particular 

focus on foreign language teaching study programmes. By examining the benefits of academic 

advising in promoting student engagement, monitoring academic progress, and fostering 

personal and professional growth, we argue that academic advisers could play a vital role in 

providing educational support to students in non-American universities. In doing so, we seek 

to answer pertinent questions about the feasibility and desirability of academic advising in non-

American universities and provide a compelling case for its adoption. 

 

1. Introduction 

The beginning of the 21st century marked the growth of society's attention to higher 

education, the modernisation of which has become an objective necessity. Higher education in 

the civilised world is not just a means of satisfying an individual's professional needs; it is, to a 

large extent, a spiritual necessity of society. 

At the current stage, education reform is taking place in Ukraine, one of the strategic tasks 

of which, as stated in the State National Program "Education" (Ukraine of the 21st century), is 

to raise higher education in Ukraine to the level of achievements of developed countries of the 

world and its integration into the international scientific and educational community. The latter 
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recognised the quality of education as the primary goal and priority of the development of 

society in the 21st century. It should be noted that the quality of education consists of several 

components, an essential among which is the quality of training of pedagogical personnel with 

a high level of education and professional competence. 

 At the stage of formation of the national educational system of Ukraine, a transition was 

made from the Soviet single-level to a multi-level system of higher education. This process 

resulted from a compromise between the borrowing of contemporary European schemes for the 

organisation of higher education and the need to introduce the variability of forms of education 

in changed conditions. 

 

2. Student Centred Learning 

The concept of student-centrism in the last 10-15 years is gaining more and more popularity. 

It is gradually transforming into one of the main foundations of the Bologna Process due to the 

growing role of education, the general intellectualisation of social life, and its inclusion in the 

set of fundamental human rights. It is these circumstances that outline the orientation of 

education towards openness, cooperation, activity, non-directiveness, and informality in 

relations, student participation in the formation of educational programs and their improvement, 

the dominance of local conditions over universal schemes, the priority of healthy pragmatism 

over administrative scales, the flexibility of educational strategies.  

Unfortunately, traditional educational models dominate Ukraine without public pressure 

regarding transitioning to student-centered education. In most academic institutions, the student 

continues to be considered a passive acquirer of knowledge, which does not involve his active 

role in forming the curriculum. Opportunities for students to influence the curriculum are 

minimal. The curriculum is developed through two models, which preserve the monopoly of 

higher education institutions on defining the selective part of the education content. The first 

model excludes the influence of the student on the formation of the content of the curriculum. 

Institutions of higher education independently determine the list of normative disciplines 

comprising 75% of compulsory subjects and penalties included in the program's variable 

component and impose them on students through deans. And this, as we can see, is the choice 

of the University rather than the choice of the student. This situation is most often related to 

interests in having a stable schedule and the additional educational load of a specific teacher or 

group, which causes the appearance of irrelevant or untimely disciplines in the variable 

component. The second model is more common, which replaces consideration of individual 
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student requests with a more or less controlled collective choice. For the most part, this involves 

a specific participation of students in the selection, but only a group one, that is, a joint 

determination by a group or stream of students of specific elective disciplines from the list 

proposed by higher education institutions. In rare cases, students can individually form a 

variable component of their curriculum. To create a system for evaluating progress in 

implementing a student-centred education model in Ukraine, we will formulate its goals, tasks, 

and tools. 

The goals of the student-centred model of education include the achievement by each 

graduate of a higher education institution of: 

– broad knowledge that provides the possibility of quick adaptation to changes in society 

and the economy; 

– good basic skills and competencies that stimulate the desire for continuous learning; 

– proper learning skills developed organisational thinking, which allows one to act 

successfully in conditions of uncertainty, multivariate decisions, and lack of complete 

information; 

– sufficient experience in using knowledge and competencies to solve unfamiliar problems 

and tasks; 

– the ability and experience to make a choice and exercise the right to use one's voice; 

– respect for different identities and general rules of civil behaviour that form the basis of 

trust and cooperation in society. 

   

Achieving the goals of student-centred education formulated above is possible if the 

following main problems are solved: 

– preparing students for life as active citizens of a democratic society; 

– preparing students for professional activities; 

– ensuring the personal development of students; 

– formation of the need for lifelong learning. 

   

Quantitative and qualitative tools that characterise the success of the implementation of 

student-centred learning include: 

1) the presence of a wide field of possibilities in the formation of students' educational 

trajectories (various ways of accessing higher education, the possibility of obtaining a second 

speciality, the right to cross-enrollment to master's and doctoral studies, recognition of 
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competencies acquired in practical activities, a wide range of options for obtaining postgraduate 

education programs, etc.); 

2) the availability of student education using modern interactive methods (educational 

partnership instead of teaching, use of intensive and interactive learning technologies, the 

possibility of choosing a teacher and building communication with him in an electronic 

environment, etc.); 

3) ensuring the active participation of students in the formation of the content of education 

(guaranteed right to choose disciplines of the variable part of the curriculum and the presence 

of natural alternatives, the opportunity to independently determine the direction of scientific 

research work and receive unhindered support in the form of qualified scientific guidance and 

counselling, a dialogic process of correcting the content of education with the participation of 

all stakeholders, etc.); 

4) resource support for creating a student-centred learning environment (adequacy of 

financial and personnel support for small-group and individualised learning, availability of 

modern material and technical base and technical teaching aids, offer of current educational 

content and access to relevant scientific information, including foreign language, etc.); 

5) stimulation of academic mobility and its organisational and financial support (offer of 

national and international mobility programs on acceptable terms, preparation of applicants for 

participation in academic mobility and cross-cultural adaptation training, recognition of earned 

credits, study periods and qualifications, etc.); 

6) formation of the need and encouragement of student social activity (participation in the 

management of the educational institution and the national (regional) education system, 

involvement in public and political movements, inclusion in volunteer and academic work, 

etc.); 

7) awakening the desire for scientific work and the internal need for research (guaranteed 

access to laboratories, equipment, and resources, the possibility of participation in international 

and national scientific projects and forums, support for student startups and innovative 

initiatives, etc.). 

  

3. Curator or Academic Adviser? 

One of the critical tasks of the new edition of the Law of Ukraine, “On Higher Education”, 

is introducing the model of student-centred learning into the national educational practice. It 

,finds its reflection in different forms and other parts of the text of the Law. The wording of 
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students' rights recorded in Article 62 deserves special attention. It is important to emphasise 

that, for the first time, a document of this level recognises the right of students to “choose 

academic disciplines within the limits provided by the relevant educational program and work 

curriculum, in the amount of at least 25% of the total number of ECTS credits (60 credits) 

provided for this level of higher education. At the same time, students of a certain higher 

education level have the right to choose academic disciplines offered for other higher education 

levels, in agreement with the head of the relevant faculty or unit” [Law of Ukraine “On Higher 

Education”] № 2145-VIII (2017)  https://zakon.rada.gov.ua 

 The elective component begins in the second year, and this choice is up to the student. On 

the one hand, this allows you to make individual educational plans truly personal and opens the 

way to building integrated educational programs with the possibility of anticipatory study of 

specific disciplines of the next cycle. In this way, the student can develop his academic path 

independently. 

On the other hand, the student needs help to independently understand, implement, and 

correctly take advantage of the new changes and opportunities that appear in the higher 

education system of Ukraine under the conditions of European integration processes and adapt 

to them.  

The first step to this should be taken from the first days of the student's stay at the higher 

educational institution. It is then that the adaptation of each individual to the new educational 

system - the system of higher education - will facilitate and make the learning process more 

effective. Traditionally, in Ukrainian universities, students are assisted by deputy deans, 

methodologists, teachers of specialised subjects, and curators of academic groups. With the 

transition of our educational system to European standards, the issue of student adaptation has 

acquired a special status. Considering the processes and changes that are taking place in the 

higher education system of Ukraine today, do we have the right, after providing a variety of 

opportunities for the student to choose a personal educational trajectory (variety of curricula, 

programs, courses, disciplines), to leave him alone? Will he have enough experience, 

motivation, and knowledge regarding the need to study certain subjects that will be useful in 

his future work? The natural answer is no. Unique options for teachers' actions to support 

students' choices are needed. Here, an academic adviser will come to the student's aid, whose 

tasks include all of the above. The academic adviser will help each individual adapt more 

quickly to the new educational system - the system of higher education- which will facilitate 

and make the learning process more efficient. An academic adviser's tasks include managing 

https://zakon.rada.gov.ua/


 
285 

 

student affairs (the so-called support of students' studies), providing necessary advice, 

supporting students' motivation in professional training, and being in constant contact with their 

students. 

In the documents of the Bologna Process, we find the concept of "curator-consultant" and 

"curator-mentor", which to a certain extent coincides with the idea of "academic adviser" used 

in US universities. Ukraine's higher education system has a deep tradition of the work of the 

institute of curators, who are the primary organisers of educational work in academic groups of 

students, especially in the first years of study. Without dismissing the importance of the idea of 

collective curatorship and in light of the reforms taking place in the higher education system of 

Ukraine as a result of our country's accession to the Bologna Process, it is worth paying 

attention to the shift of emphasis in educational work from the collective and organisational 

form to individual work with the student.  

According to the requirements of ECTS, the curator's functions acquire not so much 

educational content as consultative, coordinating ones. The curator-consultant helps the student 

draw up an individual study plan, choose study programs and courses, monitor their 

implementation, and monitor the student's educational achievements. In the future, we see a 

problematic but reasonable and practical combination of advisery control and educational 

functions in the work of the same curator-mentor of a student. 

 Currently, an academic curator or curator in higher education institutions in Ukraine is a 

teacher who controls the educational process in the group and helps students adapt to the 

conditions of study at the University, contributing to the formation of a positive atmosphere in 

the group. 

 In Anglo-Saxon countries, for example, a curator is called a tutor. They are a defender, 

guardian, or educator in an educational institution, the student's supervisor. In the American 

higher education system, an academic adviser or adviser helps a student from the first days of 

study. The latter allows the student to make their schedule for each semester of study. With the 

academic adviser, the student finally decides which speciality to choose, how to rationally make 

efforts for successful study, which subjects (courses, disciplines), and in what sequence to learn. 

Academic advisers are usually approached by junior students who find it challenging to adapt 

to new study conditions, curricula, and student life. As we can see, at the beginning of studies 

in institutions of higher education, the worldview of the personality of a recent student is formed 

in a new quality for him - the quality of a student and the role of an academic adviser in this is 

very important. 
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 Today, our students in general, and first-year students in particular, need such assistants, 

namely academic advisers, whose role and help in forming a student in Ukraine's higher 

education system can be invaluable. The academic adviser is a new specialisation of the 

teacher's professional activity, which is realised in the conditions of Ukraine's accession to 

Bologna. Therefore, there is a need to create and introduce an institute of academic advisers in 

higher education institutions in Ukraine. 

 

4. Academic Advising in American Universities: Lessons from History 

This is where the experience of working as an academic adviser at US universities will come 

in handy. And this experience is relevant. After all, the academic adviser is an integral part of 

an American University, and traditionally, his role in forming a student is significant. This idea 

is confirmed by Ward, who notes that "one of the primary responsibilities of any institution of 

higher education involves academic advisement of students" (Ward, 1979, p. 1).  

 It should be noted that the idea of academic advising gained effective development in the 

universities of the USA, where in the 60s and 70s of the 20th century, the role of an academic 

adviser in the life of a student was defined, the rules of its activity, duties, functions, behaviour 

and even the characteristics of a teacher were prescribed.  

 In most institutions of higher education of that period, faculty members were required to 

assume the role of academic advisers (Dressel, 1974); attention was drawn to the fact that the 

system of academic advising involved hundreds of thousands of students, faculty, and 

paraprofessionals and was becoming mass in nature (Raskin, 1979); universities allocated 

special funds to support and conduct the activity known as academic advising (Bonar, 1976) 

Greater interest in advising has developed because of the growing complexity of higher 

education institutions, the ever-increasing threat of declining enrollment, and the diversity of 

the students enrolling in the universities. Once viewed as a set of scheduling procedures, 

academic advising programs have been established to assist students in developing their human 

potential (Abel, 1980). 

The universal practice in higher education had students assigned to faculty members in the 

disciplines in which the students were majoring. Too frequently, however, faculty advisers had 

to work with students who were still deciding about a major. The general assumption was that 

faculty advisers had to guide their advisees toward each advisee's collegiate goal - to graduate 

within the average span of four or five academic years (Dressel, 1974).  
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Academic advising systems utilising the university faculty were based on several 

assumptions: 

1. Faculty members are interested in one-to-one situations with students. 

2. Faculty members are the most appropriate to guide students in course selections. 

3. Faculty members are knowledgeable enough to help students through a maze of degree 

requirements. 

4. Utilising faculty members is the most financially feasible way of providing academic 

advising. 

5. Students want advice from faculty members concerning each student's specific academic 

program (Dressel, 1974).  

 The American Association of Collegiate Registrars and Admissions Officers has stated that 

an adviser is "A member of the college staff (usually a member of the instructional faculty) 

assigned to assist a student with academic planning" (Ford, 2003, p. 6). 

 Labelling the "University Adviser" (faculty adviser), the Committee on Advising and 

Counseling at Stanford University asserts the University Adviser is the student's principal 

faculty adviser. His prime concern with the student, and the student's with him, is the 

identification of the student's aims and plans, his interests and abilities, and the planning of a 

coherent education that builds upon the student's interest and allows him perspective on and 

awareness of both his limitations and his strengths. The adviser does not plan for the student 

but helps the student to plan for himself (Kuh et al., 2006).  

 The faculty adviser needed to be aware of the general study programs of the institution and, 

more specifically, the courses within his academic division (Shaffer & Martinson, 1966). 

However, The Adviser's Handbook of San Jose State University emphasises that "an academic 

adviser does more than offer advice on academic program planning." It continues that "an 

academic adviser is that representative of an academic department or program to whom a 

student can turn for the personal assistance that often accompanies the central activity of the 

university instruction" (Fasanella, 2014, p. 42) 

The definition of faculty adviser at Stephens College indicated that: “…every faculty 

member and professional administrator...assume counselling responsibilities for a group of 

eight to twelve students. Each adviser is expected to deal with academic, career, and emotional 

problems and has training to qualify him to do so” (Mayhew & Ford, 1973, p. 51).  

 Crockett contended that the faculty adviser serves as a coordinator of the advisee's 

educational experience. The adviser needs the ability to help students define and develop 
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realistic goals, perceive their needs accurately, and match these needs with appropriate 

institutional resources. A caring and trusting relationship is essential (Crockett, 1978).  

Hardee and Mayhew (1970) have described the role of the faculty adviser in the following 

ways: 

1. The adviser assists the student in effecting a program of study consonant with the latter's 

interests and competencies. 

2. The adviser assists the student in periodically evaluating his academic progress. 

3. The adviser assists the student in the initial exploration of long-range occupational and 

professional plans, referring him to sources for specialised assistance. 

4. The adviser serves as coordinator of the learning experiences of the student, assisting in 

the integration of the various kinds of assistance rendered - health and psychological aids, 

remedial work, financial aids, religious counselling - the panoply of all services available to the 

students (Hardee & Mayhew, 1970).  

To facilitate the preceding role descriptions, the adviser had to have considerable knowledge 

of the institution's combined educational offerings, including the total available classes, extra 

classes, special topics classes, independent study classes, laboratories, clinics, and field 

experiences. It was essential for the faculty adviser to have a comprehensive knowledge of the 

curriculum. In addition, the adviser had to be familiar with the college campus in its many 

structural parts; to recognise the prevailing learning climate on campus; and should have 

acquired, or be in the process of acquiring, adequate skills for communicating with various 

students in authentic, appropriate, and meaningful ways (Hardee & Mayhew, 1970).  

 Agreeing with Hardee and Mayhew, Higbee (1979) asserted that the role of academic 

adviser had many facets. Advisers had to be knowledgeable and up-to-date on matters 

concerning (1) curriculum requirements in the student's majors, as well as general education 

and graduation requirements of the University; (2) registration procedures; (3) student 

personnel services - medical, counselling, housing, placement, social, recreational, etc.; (4) 

financial obligations; and (5) job market and employment information. Higbee (1979) also 

contended that faculty advisers had to know the mechanics of adding and dropping classes, 

changing majors; transferring from one University, college, or department to another; 

evaluating transfer credit or courses, petitioning for grade changes; interpreting grade point 

average computations; and keeping accurate records of each student's progress (Higbee, 1979).  

As described in The Adviser's Handbook of San Jose State University, the adviser's role 

included being the student's academic navigator. Since the adviser is the advisee's primary link 
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to the study programs of the University, the adviser should be "...the person to whom the student 

should want to turn for serious, considered advice on academic questions" (Ford, 2003, p. 9). 

The adviser and advisee are actually "co-navigators" because the student must make many basic 

decisions about an academic program, utilising input from the adviser. The role of the academic 

navigator involves offering suggestions, questions, criticisms, praise, direction, and any other 

comments that will help each advisee define and achieve educational goals (Ford, 2003). 

Another role of the faculty adviser is being the student's advocate. Higbee (1979) referred to 

this role as "A large order!" because the adviser is "...expected to show a sincere interest in the 

student, become aware of the student's interests and abilities, and be the student's advocate 

within the department and the university" (Higbee, 1979, pp. 47-48).  

Hardee (1961) has written that the role of faculty advising is a tri-dimensional activity, 

consisting of (1) discerning the purposes of the institution, (2) perceiving the purposes of the 

student learner, and (3) postulating the possibilities for the student as a learner and promoting 

these as means are available. It should be noted that these areas of activity remain relevant 

today. 

The first direction - the vision of the goals of the University - requires the adviser to know 

the mission and vision of the educational institution, to understand the goals of general and 

special (professional) education, the content of standard and elective courses, teaching methods, 

as well as the university infrastructure. It is believed that students' satisfaction with studying at 

the University is a guarantee of the institution's image and attractiveness to applicants. 

 The second dimension, understanding the purposes of the student, is closely related to the 

first dimension when one considers that students of a given nature generally gravitate toward 

the institution that will fit their needs, abilities, and family and cultural influences. 

The third dimension, postulating the possibilities for the student as a learner and promoting 

these, requires cooperation with and from the student. Hardee (1961, p. 116) stated, "It is the 

ultimate in the advising role". The wise adviser facilitates the student's growth in wisdom, the 

appreciation for and exercise of knowledge, and the overall integration of learning (Hardee, 

1961). Advisers need to weigh their reactions and approaches to each advisee with one major 

purpose: to enrich and enhance the advisee's academic pursuits and development. This can be 

accomplished "...by knowing the student's propensities and responding to them with opinions 

and help - always when asked, often when not asked" (Ford, 2003, p.11). 

 Kramer and Gardner (1983) indicate that academic advising is a continuing process with 

sporadic contact between two individual parties. An analogy may describe the role of the faculty 
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adviser and the advising process: the student advisee is climbing a ladder called higher 

education, maturation, or achievement. There are various points on the ladder called landings - 

places to rest, to review progress, and to plan for subsequent efforts. The landings are probably 

located at different locations on the ladder according to each student climber's needs, wants, 

and desires. The adviser's role and responsibility is to be available at each landing to help the 

climber review, learn from past efforts, and plan for what lies ahead (Kramer & Gardner, 1983).  

At the same time, Hardee (1959) and Brown (1972) pointed out that although academic 

advisers had to take care of each student's educational path for whom they are responsible, their 

options as counsellors were limited. They associated these limitations with the following views: 

1. A faculty adviser cannot make decisions for an advisee but can be a sympathetic listener 

and even offer possible solutions to the student's problem. 

2. A faculty adviser cannot increase the native ability of an advisee, but he can encourage 

the maximum use of the student's ability. 

3. A faculty adviser cannot reduce a floundering advisee's academic or employment load but 

can recommend such adjustments. 

4. A faculty adviser should not criticise a fellow faculty member to a student. Still, he can 

make a friendly approach to any teacher if that teacher is involved in the student's problem. 

5. A faculty adviser should not tell an advisee his raw scores on psychological tests, but he 

can indicate areas in which the student seems weak or strong by discussing centiles derived 

from local norms. 

6. A faculty adviser should not betray a student's confidence on matters of a personal nature, 

but he can seek appropriate professional assistance in helping a student with minor personal or 

social adjustment problems (Brown, 1972).  

 7. A faculty adviser should only attempt to handle cases of emotional disturbances within 

the behavioural pattern of students adjudged reasonably regularly. When complex problems 

arise concerning financial aid, mental or physical health, or personal-social counselling, faculty 

should refer students to professional personnel through the Dean of Students Office (American 

College Testing Program, 1979). 

 Even though counselling was recognised as an urgent and necessary matter, under the 

influence of internal and external circumstances, the performance of these functions shifted 

from the duties of teachers to university employees specially trained for this work. According 

to Hoffman (1965), the reasons for such a transformation are related to the fact that (1) more 

relevant areas of university activity appeared that could receive budgetary support: teaching 
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excellence, teacher professional development, and improvement of the material and technical 

base; (2) most faculty were willing to focus only on teaching and research that brought financial 

stability and affected their status (Hoffmann, 1965).  

 Thus, already at this stage, we ascertain the emergence of a contradiction between the need 

for constant work to find an applicant and the lack of employees who could, and most 

importantly, wanted to implement this activity in all directions. The solution to this 

contradiction was the introduction of special training for academic advisers in master's level 

programs. Therefore, the position of an academic adviser in American universities today 

requires a master's degree, preferably in fields such as psychology and education, hands-on 

experience in counselling, or a certificate from the National Board for Certified Counselors. 

 

5. Academic Advising: Sample from Ukrainian Experience 

There are no positions of academic advisers in Ukrainian universities. It should be noted that 

in different educational institutions, there are different views on the scope of the functional 

responsibilities of the staff in terms of providing students with appropriate assistance in 

planning an individual educational path. 

 At Nizhyn Mykola Gogol State University, ECTS curators are appointed among teachers of 

specialised disciplines (majors). Yes, in study programs Secondary Education English 

Language and Foreign Literature and Germanic Languages and Literatures (including 

translation) a curator, as a rule, is an English teacher who has 6-8 academic hours in a group 

every week, which allows her to meet with students regularly, monitor their progress, and 

provide timely advisery assistance. The ECTS curator monitors the group's educational process, 

helps students choose disciplines, and acts as a mediator between the faculty administration and 

students.  

 However, in connection with the rapid pace of innovation in higher education, such as the 

expansion of opportunities for choosing disciplines and forming an individual academic path, 

combining studies in two specialities and obtaining double diplomas, academic mobility 

programs, re-enrollment of the results of non-formal education, implementation of academic 

support students without special training is becoming increasingly difficult. The training of 

ECTS curators is carried out at methodical meetings of departments by conducting briefings on 

issues that need to be resolved. The volume of this information is constantly increasing. As a 

rule, teachers prefer teaching and scientific areas of professional activity. Performance of 

functions of academic support of students under such conditions, unfortunately, is increasingly 
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becoming formal in fact. In addition, the teacher is often not ready to conduct consultative work 

with students regarding the prospects of further professional and personal development due to 

a lack of psychological and managerial knowledge. 

 Students need such help. Especially now, when rapid and radical changes occur in the higher 

education system. Let's give just one example - the organisation of registration for selective 

disciplines (optional subjects), which is the basis of a student's academic path.  

 In 2020, for the first time, students were invited to familiarise themselves with the 

University's register of elective subjects, choose what most appeals to them and enrol. 

Instructions on how to do this work were posted on the University's website, action algorithms 

were explained, and deadlines were set. The role of the ECTS curator at this stage was to 

observe and provide assistance if necessary. Unfortunately, enrolling students in selective 

disciplines became chaotic: students did not choose courses individually but as a group, and 

preference was given to fields that do not require systematic training work but are of a review 

nature, taught in Ukrainian. There were problems with completing questionnaires and 

orientation in study schedules and timetables. 

  In 2023, the approaches to the organisation of this case were changed after analysing the 

current situation. Emphasis was placed on explanatory work among students regarding the 

reflection of one's academic style, the importance of expanding the possibilities of professional 

training, the formation of one's managerial skills through independent planning of one's studies, 

decision-making, and readiness to take responsibility for the case results. Carrying out such 

work was entrusted to the curators of ECTS, who were supposed to hold meetings with students, 

analyse the individual academic needs of students, and predict possible options for their choice 

of educational disciplines. In addition, ECTS curators, who are usually English teachers, based 

on the collected information about students' interests and wishes, had the opportunity to review 

the department's proposals for elective subjects, bring them closer to the needs of students and 

propose new courses to the register of elective subjects of the University (http://surl.li/kwihq) - 

English made easy: from beginner to expert. 

 It should be noted that students of these specialities also chose such disciplines as German 

for All Occasions, Communicating in French, Polish Communication, Leadership in Life and 

Business, Emotional Balance of Personality, and Practical Psychology. 

Currently, the work of finding applicants is also relevant for the University. We share that 

today's student, who is satisfied with the conditions of studying at the University, can be a good 

helper in the search for future students. Therefore, it is essential to create such conditions, on 
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the one hand, and on the other hand, to help students conduct career guidance work among 

schoolchildren. Both directions require a focus on information, proper organisation, and 

additional training on the part of ECTS curators. Unfortunately, this is not always possible due 

to busyness with teaching and research, lack of knowledge about counselling, information about 

the development of educational services at the University, and its infrastructure. Therefore, 

probably, in the American experience we described above, there was a transformation of these 

functions from a teacher to a specially trained employee - an academic adviser. 

 One of the tasks of academic support for students is to help them create a positive emotional 

background for learning. In our opinion, assigning this function to the ECTS curator is not 

entirely balanced. The specified line of work requires considerable psychological knowledge, 

the skills of consulting work, and an understanding of the mechanisms of correctional activity. 

A teacher who constantly works with the group can notice the student's confusion, decreased 

capacity in his/her work, and interest in learning and refer him/her to the psychological service 

or other university employees who can help with time management, introduce rational study 

techniques, and provide informational assistance. Because of this, the Socio-Humanitarian 

Department of the University is relevant, which is engaged in creating living conditions for 

students, supporting student organisations, and holding extracurricular events at the University; 

Psychological Service, whose employees carry out psychotherapeutic and advisery work; 

Professional Development Center, where you can get information about models of professional 

development. 

 

6. Conclusions 

Our analysis of the requirements of the student-centred learning model of traditional and 

innovative approaches to the organisation of academic support for students in Ukrainian 

universities and the American experience in the development of academic advising allows us 

to make the following conclusions: 

 students of modern universities will continue to need particular work on their 

adaptation to studies, assistance in forming an individual educational path, and 

creating conditions for full-fledged personal and professional growth; 

 universities have accumulated a variety of experience in organising academic support 

for students: ECTS curators (Bologna Process countries), academic advisers (US 

universities), curators, activities of specially created departments, centres, 

organisations, etc. (Ukrainian universities); 
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 in the US universities in the '60s and '70s, there was a broad discussion about the 

content, forms, and methods of academic advisers’ work, whose functions were 

performed by teachers at that time; 

 during the existence of this activity in American universities, it has been transformed 

from a subject matter teacher to a specially trained specialist - an academic adviser; 

 academic support for students is universal, and regardless of the country, it is closely 

related to the fact that universities should take care of preserving their image by 

improving the quality of educational services, developing infrastructure, and creating 

conditions for the realisation of student needs; 

 at the current stage of higher education development, the role of academic advisers 

will be constantly growing. As students combine their studies at several universities 

in the context of internationalisation, there is a need for re-crediting of academic 

achievements and confirmation of learning outcomes, which requires qualified 

support; 

 solving these tasks can be successful under constant analysis of accumulated 

experience (national and international), study of rational activity models, and 

experimental testing of innovative ideas. 
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CHAPTER 13: EFFECTIVE PROFESSIONAL DEVELOPMENT 

ACTIVITIES: A PROPOSAL  

 

Oya TUNABOYLU   

 

1. Introduction 

The current century is characterized by speed and influx of mass information. In the midst of 

mountains of knowledge constructed, transferred and reached by many with a simple click on 

any keyboard, nothing stands still.  Heraclitus of Ephesus envisioned constancy of ephemeral 

state of the mundane world ages ago by stating ‘…the only permanent is change…’. Whether 

it be a simple change of a bus schedule in a residential area or a curricular innovation initiated 

by the management in a school, we are facing changes in our daily or professional lives and 

going through adaptive processes accordingly. To this end, it is not going to be a hypothetical 

argument if we propose that only the professions and those professionals who stand the test of 

‘professional development’ (PD henceforth) can survive. That being said, regardless of 

profession, professional development is no longer a luxury, but a must. PD is crucial in all walks 

of life including English language teaching profession. The chapter will first situate the 

rationale for PD and mention why PD endeavors fail. The author will then propose a four-step 

scheme to respond to raising voices with regards to effectiveness of PD activities.  

There is consensus among educational scholars that it is the teachers who play a pivotal 

role in constructing and shaping educational practices at all levels to eventually reach desirable 

outcomes in the educational arena.  Yet it is also evident that in the current century, the teaching 

professionals are not at ease.  In the past, teachers were solely expected to ‘transmit’ discrete 

items of  knowledge one after other whereas, today,  in line with the 21st century skills, teachers  

are expected to ‘transform’ their students into active agents who think creatively outside the 

box, approach any issue critically, solve problems appropriately, take the responsibility of 

learning process autonomously, choose the most effective instructional technology and exploit 

it in and out of classrooms effectively, and internalize the accumulated knowledge by 

communicating with peers collaborotively. Reshaped roles and demanding expectations from 

the teaching professionals within the current ever-changing world of knowledge necessitate 

ongoing updates on professional skills. Admittedly, the current scenario is that all teachers 

including English language teachers should be in a constant process of honing teaching skills 

and enhancing knowledge bases thereby meeting the educational needs of their students.  

https://orcid.org/0000-0002-9926-7973
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2. Rationale for Professional Development: Interdisciplinary Connections and New 

Trajectories 

In the present century, the mainstream penchant in scientific endeavors has evidently 

proved to be of an interdisciplinary nature.  The knowledge bases of some disciplines have been 

intertwined leading to proliferation of interrelated new disciplines with shared or similar 

grounds. The sisterhood between diverse disciplines naturally impacts the professionals, and 

teachers are not immune from this disciplinary partnerships. To elaborate, an American 

mathematician and meteorologist Edward Lorenz’s ‘The Chaos/Complexity Theory’ (a.k.a. 

The Butterfly Effect), (introduced in a seminal article titled ‘Deterministic Nonperiodic Flow’ 

in 1963) has found its place and interpretation in the language teaching profession. At the turn 

of the millennial century, a world-known applied linguist Diane Larsen-Freeman (1997), stated 

that chaos theory, which made its debut in natural sciences, might provide new insights into 

language teaching profession, in a sense reincarnation. Although it is beyond the foci of this 

chapter to include a full-fledged argument of the connection between chaos theory and language 

learning, suffice to say that Freeman simply argued the language classrooms exhibit certain 

features which are observable in the natural world. More specifically, the natural world is a 

place of diverse interconnectedness including some features that are dynamic, nonlinear, 

complex, unpredictable just like a typical language classroom.  

Although there is no account of established connection so far to the best of my 

knowledge, another interdisciplinary marriage could be formed between Moran Cerf’s the 

whole brain synchronization hypothesis (2020) and the theory of motivation in language 

teaching (Dörnyei, 1990; 1998). Being recognized as one of the 40 leading professors under 40 

in the year (2019), Cerf Moran serves as an academician holding degrees in a multidisciplinary 

manner; BA in philosophy, MA in business management and PhD in neuroscience. Drawn from 

the scientific experiments realized at a neuroscience laboratory, Cerf claims that individuals 

tend to synchronize and adapt their behaviors in accordance with the others they spend the most 

time with. According to Cerf, if someone admires somebody’s any talent then they should spend 

time with this talented person that the admired talent would eventually rob off to admirer.  With 

Cerf’s this finding in mind, we can encourage language students to spend time and practice with 

those whose language skills they admire whether it be fluency, vocabulary, pronunciation, and 

so on. In so doing, we can assume that the theory of motivation which has been receiving 

unwavering attention from researchers in the subfield of psycholinguistics will have anchored 
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in a legitimate and tangible harbor. Obviously, Cerf’s neurological research finding has 

potential and promising insights into language classrooms.  To illustrate Cerf’s finding, teachers 

can simply encourage those students who have an aspiration to speak English fluently to spend 

most time with fluent peers in the classroom. In today’s world where we witness the fluidy in 

scientific arena allows transfering findings from a variety of disciplines to our contexts is not 

surprising. That is, neuroscientist Cerf’s finding with regards to the synchronization of 

behaviors can well be transfered to the language classrooms.                         

Along with the interdisciplinary nature of the current scientific endeavors, technological 

advances worldwide have started to reshape the educational practices. Simply put, today’s 

classrooms are nothing but like hardwired labs. Smart boards, tablets, or similar mobile hitech 

toys have long secured their places in the language classrooms leading to the emergence of new 

innovative teaching paradigms such as hybrid, blended or flipped classrooms. Today’s language 

learners can benefit visually and aurally from a number of technological innovations varying 

from videoconferencing, podcasts to Web 2.0 tools both in and out of classroom. Incidental 

learning experiences through available sources outside the classrooms enable language learners 

to go way beyond what intentional teaching/learning possibilities could offer inside the 

classrooms.  As mentioned earlier, it is one of the impediments of today’s language teachers to 

transform their students from ‘spoonfed passive docile status’ into ‘autonomous learners’ who 

are able to take the responsibility of their own learning outside the classroom and hold the 

ownership of their own learning thereby making sound decisions to construct and develop 

effective learning behaviors.  

   Admittedly, changing profiles of students who are in Prensky’s (2005) words, ‘digital 

natives’ who were born into the age of computers impose challenges on today’s language 

teachers. Being another pioneering area of research across the world, Artificial Intelligence (AI) 

is sure to have a potential impact on language teaching profession. The historian Harari in his 

bestselling book (2018) interprets the current century as a time characterized by twin 

revolutions in information technology (infotech) and biotechnology (biotech) and draws our 

attention to the impending unemployment problems thanks to the emerging applications of 

artificial intelligence and machine learning technologies in almost every field. With regards to 

the AI applications in language teaching profession, various online phonetic improvement 

applications with ‘voice recognition’ function enable learners to record their voice and obtain 

immediate accuracy checks.  As thus, AI has already started to find a place in language learning 

and teaching practices. This and similar applications of AI herald a totally new era in 
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educational arena. All these AI applications, doubtless to say, have a potential to shape and 

open new avenues in language teaching profession. In 2022, a new application called ChatGPT 

was launched. This application generates ready-made texts for users based on the web-based 

corpora. It is already clear that language learners will be able to reach at massive source of input 

and generated texts at their service.  

In light of briefly mentioned, somehow, phenomenal changes in the scientific realms 

across the world which are likely to continue, contemporary language teaching approaches will 

constantly be informed and enriched by a variety of disciplines forcing today’s language 

teachers to keep up-to date, and somehow stay as ‘learners’ throughout their careers prioritizing 

ongoing PD. Taking all these points into consideration, commonsense suggests that graduating 

from college with a degree is just a start into a professional life which is presumably pregnant 

with upcoming technological advances, updates on knowledge bases, new skills and strategies. 

Within the ever-changing world of today, regardless of the profession, almost every 

professional is predestined to face various changes in workplaces and has to adapt to new 

requirements accordingly. Simply put, relying on a diploma granted after formal training of 

some years is out, but ongoing professional development is in. As thus, it would be true to say 

that lifelong learning, today’s mostly-spelled out mantra, holds true for every profession 

including language teachers.  

3. Reflective Teaching and PD  

  As far back as 1933, Dewey, while differentiating reflective thought from the clusters 

of idle, random ideas which visit our minds loosely in general, defined reflection as an “active, 

persistent and careful consideration of any belief or supposed form of knowledge in the light of 

the grounds that support it, and further conclusions to which it leads” (p. 6). According to 

Dewey, reflection is organized sequences of thoughts, rather than loosely-produced and each 

thought is mutually interrelated being not idle but of an organized nature.  

Dewey’s ideas regarding ‘reflection’ led to the emergence of the concept of Reflective 

Practice which has become an area of research in academic circles in years. Schön (1983) 

further developed and perfected the concept of reflection and categorized it under two broad 

titles: reflection-in action and reflection-on action. This categorization made the concept more 

tangible for any given professional practice. Simply put, while ‘reflection-in action’ referred to 

spontaneous analysis of thought ‘reflection-on action’ required retrospective analysis of past 

experiences. Although the spark on the concept of ‘reflection’ was first lit up by Dewey, it 
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would seem that Schön’s conceptualization of reflection has had the most influence in the field 

of language teacher education (Wallace, 1991; Ur, 1997).  

Drawing on the conceptualizations of reflection developed by Schön, Wallace (1991) 

introduced the concept of reflective practice into the field of foreign language teaching. In an 

argument as to how ‘professional expertise’ is acquired, Wallace (1991) proposed three major 

models of professional training; the craft model, the applied science model and the reflective 

model. Unlike the other two traditional models where the professional trainee learns from an 

experienced practitioner by mostly imitating in the craft model, and the applied science model 

which is informed and nurtured by empirical science, the reflective model, Wallace argues, 

while both the craft and applied science model serve to obtaining what he calls ‘received 

knowledge’ whereas Schön’s reflection-in action and reflection-on action can well be 

encapsulated in what he calls ‘experiential knowledge’ which is of ever-evolving dynamic 

nature. According to Wallace, a promising teacher training model should include both 

‘received’ and ‘experiential’ knowledge which requires the trainees/teachers to get engaged in 

ongoing practice of reflection. To put simply, Wallace’s model of professional competence 

includes practicing received knowledge and experiential knowledge through ongoing 

reflection.  

According to Wallace’s reflective model, in order to reach the ultimate goal of 

professional competence, trainees and teachers as well must be engaged in ongoing reflective 

analysis of their teaching practices. The notion of reflective teaching in teacher education is 

viewed as one of the essential ingredients of what constitutes an effective teacher who is 

reflecting, critically analyzing her practices in an ongoing format through a variety of 

procedures of professional development. 

Little (1987) defined professional development as “any activity that is intended partly 

or primarily to prepare paid staff members for improved performance in present or future roles 

in the school districts” (p. 491). Unlike Professional training, Professional development is an 

ongoing process serving to longer-term goals. Determined by experts, the content of training is 

designed to prepare teachers for fulfilling the short-term immediate goals of the teaching 

profession. However, as argued by Richards and Farrell (2005), it would be unrealistic to 

assume that any teacher training programs of some duration will be able meet all professional 

needs of teacher candidates who, in turn, will address the learning needs of their students. While 

formal training is able to teach the basics the teacher candidates need to survive and execute 

teaching practices in classroom on daily basis, development secures an ongoing growth on the 
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part of the teachers to understand, analyze and accommodate their teaching in accordance with 

the changing contextual needs. To this end, it can be said that while training tends to rely on 

given knowledge by experts, that is, from an ‘outsider’ ‘development’ can and ideally should 

be triggered by ‘insider’ drives.  That is, teachers themselves should have an awareness of their 

professional needs in the first place and have a willing to engage in professional development 

activities. Hence nobody can make us ‘develop’, it is preferably triggered by teachers 

themselves. 

 

4. Components of Effective PD Endeavors 

PD activities are offered to teachers at all levels around the world. However, the debate over 

the intended efficacy of those activities reveals that despite the efforts invested into designing 

effective PD activities the result is not cost-effective. Given that the current century is 

characterized by speed and influx of information the time invested in designing more effective 

professional activities needs to be reevaluated for the benefits of both parties; the participants 

and the designers.  

 In the related literature, professional development activities designed for teacher 

learning are criticized as they fail to provide the participants with hands-on experiences 

(Darling-Hammond & Adamson, 2010). Usually interpreted as a ‘patchwork of opportunities’ 

by the participants (Drury & Baer, 2011), PD activities are critiqued by the participating 

teachers. Of the reasons, mismatch between the needs and the content of the PD opportunity 

comes fore as the most evident one. In order for those activities to be effective a set of 

components needs to be put into consideration. Bayar (2014) conducted a qualitative research 

investigating the opinions about the components of effective PD activities. The data were 

collected via in-depth interviews with the participation of 16 teachers over a period of 12 

months. The findings showed that the first component of effective PD activities is related to the 

extent that the offered activity addresses the needs of the participants. The participants also 

mentioned their intention to get involved in the preparation and designing PD activities. The 

more, the participants stated, they are involved in the decision making and designing these 

activities, the more motivated they would feel to participate.  

With regards to the duration and frequency of PD activities, the participants stated their 

need for ‘long-term engagement’ better than one-shot seminars or workshops. Another 

recommendation was related to the quality of the instructors who are in charge of designing and 

delivering the content of the activities.   
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 Other studies have provided similar components with regards to effective PD activities; 

the content or the focus of the PD activity, provision of active learning activities, hands-on 

experiences, coherence, duration of the activity and the collective participation of all the 

stakeholders (Hawley & Valli, 1999; Kennedy, 1998; Wilson & Berne, 1999). 

As it has been already discussed in the above sections in a world where everything is 

changing teacher learning can never be limited to a formal education of some duration.  Then 

the question rises as to how to design to-the-point PD activities which serve to the actual needs 

of the participants; in this case, English language teachers. Based on the extant literature and 

my personal experiences loaded with observational data and ethnographic research, I here 

propose a four-step scheme that could be followed when designing PD activities. The following 

figure shows the steps.    

 In the rest of the chapter, I will first discuss each component and later will exemplify 

and thus elaborate the proposed scheme on a PD activity which is action research.  

 

5. Four-step Scheme for Designing Effective PD Activities 

In order for human beings to understand the value of something and attach meaning to, above 

all else, they are supposed to feel the need of that thing. Collective mind suggests that just like 

the inventions morph into flesh and blood as a result of a necessity, in order to foster people to 

participate in an organized event, the potential participants must feel a need to participate 

whether intrinsically or extrinsically. These events should not be organized with one-size-fits-

all mentality. Instead, PD activities should be organized in accordance with the needs of the 

participants.     
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Figure 1. Four-step Scheme for Designing PD Activities 

 

5.1. Needs Analysis and Conscious Raising Stage 

In Türkiye, PD activities are typically offered to practicing language teachers in the form 

of in-service seminars. Ministry of National Education organizes and delivers workshops and 

seminars across the country. The in-service PD activities are generally executed in big cities 

addressing to limited number of teachers. Usually mandatory by nature, the topics are decided 

by the ministry. In order for the PD activities to be effective, the focus of the event needs to be 

based on the immediate needs of the participants. A general needs analysis survey can be 

conducted first in the whole country, later in separate regions. As professional needs of teachers 

practicing at school types, levels, contexts, and locations would be varied, it would be wise to 

administer first a general needs analysis survey to have a snapshot of the whole landscape across 

the country. In the survey, clusters of questions could be categorized along a scale to identify 

teachers immediate professional needs. Based on the findings of the general needs analysis 

survey, a more specified survey could be administered to the teachers based on the location, 

region and level. The in-service seminars which are organized based on the specified needs of 

the practicing language teachers are expected to be more effective than those organized in top-

down manner.  

In this first part, it is also important to highlight the necessity of PD within the realities 

of the present time teaching practices. Raising awareness of the participants and drawing their 

attention to ever-developing nature of the teaching profession is equally important at this stage. 

Introduction
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As discussed earlier, in order for teachers to participate in the PD activities, they should first 

feel the need and internalize it. This can be achieved through questions that are align with the 

realities of the new teaching context such as digital literacy, higher order thinking skills and 

similar items mentioned in the 21st century skills.   

 

5.2. Introduction 

The second step is to introduce the participants the types of PD activities in accordance with 

their needs. PD activities range from solo and group activities. Richards and Farrell (2005) list 

a number of PD activities varying from self-monitoring, keeping a teaching journal, peer 

observation to action research. This second step is designed to familiarize the participants with 

available PD activities. To this end, a showcase of activities could be introduced to the teachers 

in every city across the country. The directorate offices of the national education in the cities 

would be in charge of designing seminars on PD activities. Within the framework of school-

university partnerships these seminars could be delivered by the teaching staff of the English 

language teaching departments when available. The duration of introductory stage of PD 

activities might last a week to ten days. At the end of this stage practice teams could be arranged 

in each school based on teachers’ preferred PD activity. At the end of the event, in order to hear 

the voices of the participating teachers in all senses an evaluation form needs to be delivered. 

Such an evaluation will both include the teachers in the whole process of building up a learning 

community and provide insights into future PD events.  

5.3. Practice 

After the needs of the teachers are identified and the teachers get familiarized with PD activities 

the third step in the scheme is to transfer the accumulated knowledge into the practice. At this 

stage, the participating teachers are encouraged to experiment with the obtained knowledge in 

their immediate teaching contexts. Based on particular professional needs teachers can start to 

practice a PD activity of their own preference either solo or in groups. At this stage, whenever 

possible, the teaching staff of the ELT departments can provide guidance. Within the practice 

stage, pairs can be arranged for team teaching or peer observation. In other cases, teachers might 

want to keep a teaching journal documenting their own teaching practices in their own teaching 

milieu. In the same way, a group of teachers from various schools might get together to form a 

reading community where they can read and discuss some articles they find useful for their 

professional development. In other cases, teachers might form groups to analyze critical cases 
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that appear in their particular teaching contexts. What is important at this stage is provide 

freedom with teachers to choose the PD activity they would love to test out.   

5.4. Follow-up  

This important stage of follow-up is usually ignored and neglected by the organizers at the 

expense of potential benefits for the participants. The prevalent idea when designing PD events 

is usually bombarding the participants with conceptual knowledge during one-shot events. This 

read-only mentality is unfortunately far from fulfilling the transformative mission of the whole 

efforts. The fact that the teachers are now knowledgeable about various PD activities and have 

already started to experiment with them does not guarantee that they are able and lead to 

realization of theoretical knowledge. Transformative aspect of such PD events requires regular 

follow-up sessions until the participants come up with intended benefits. That is, a well-

organized PD event should examine and check on the outcomes of a specific PD activity 

teachers are involved. Most of the time, teachers are left to themselves with a bunch of 

conceptual knowledge. Once the groups are formed among teachers to practice a particular PD 

activity, follow-ups need to be done on regular basis. This can be organized through seperate 

meetings with groups of teachers or actual visits to the schools where teachers are involved in 

PD activities. At this stage, the staff from directorate office of the national education and 

teaching staff from the ELT departments might work in collaboration.  

 

6. An Examplary PD Activity Through the Proposed Four-Step Scheme 

6.1. Action Research Project 

In-service seminars of any kind are typical PD activities in Türkiye. Generally organized by the 

local offices of the Ministry of National Education, these events are top-down and mandatory 

by nature. As discussed earlier, unlike training, professional development activities are 

expected to be initiated by individual teachers. Whereas training is provided with trainers 

outside our will for a certain period of time, professional development is ideally started by self 

and continues throughout the teaching career. To this end, it is assumed that PD activities should 

not be obligatory. Instead, teachers should be encouraged to participate in such activities. To 

extrinsically motivate the teachers and incentivize thereof, some extra points can be added to 

their professional file of master teachership status.  

6.2. Needs Analysis and Conscious Raising Stage      

Kumaravadivelu (2005) proposed 3P to describe the post-methods era; particularity, practicality 

and possibility. Of them, practicality suggests teachers theorize their own teaching practices in 
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their own particular contexts. Criticizing the one-size-fits all methodologies delineated for 

teachers so far, Kumaravadivelu argued that each teaching context has its own particularities 

and the teacher needs to be knowledgeable to draw theories based on individual teaching 

experiences in their teaching context. Remedial attempts with ready-made methodologies, he 

argued, could cure the problems that occur in a particular teaching contexts. It is teachers who 

are expected to produce theories align with the contextual realities. Simply put, if any kind of 

improvement would take place in language teaching classrooms it would be thanks to the 

teachers who do not consume ready-made packages of teaching philosophies produced by 

others, but those teachers who produce their own custom-made pedagogies. Teachers, 

according to Kumaravadivelu, should not be consumers of knowledge, yet they should produce 

their own teaching theories. As a matter of fact, this type of perspective is beneficial in two 

ways; once teachers turn to be theorizers of their own teaching, in the first place, they hold the 

ownership of their own profession and in so doing they also become empowered. Teacher 

empowerment is, as is known, an important area of research in the field. One good way of 

transforming teachers from being mere consumers to producers is to teach them how to conduct 

classroom research in order to investigate insistent, recurring problems in their classrooms. 

Therefore, action research needs to be listed in top ten PD activities that are planned to be 

offered to teachers. Furthermore, the author in a study investigating the PD needs of English 

language teachers, found action research is the least familiar topic to the participants (2013).  

6.3. Action Research as a PD Activity and the Four-Step Scheme 

6.3.1. Introduction    

The participating teachers are introduced and trained for a week about the action research by 

teaching staff from the ELT department. At the end of this stage teachers are equipped with 

necessary knowledge and expertise to conduct an action research in their teaching 

environments.  

6.3.2. Practice 

The participating teachers identify a recurrent problem to investigate in their immediate 

teaching environments. They start practicing what they have obtained through the training. 

During this period, a professional network has presumably been established among the teachers 

working at different schools. Collaboration among teachers is expected to yield promising 

results through collected effort. It is during this stage teachers share ideas and experiences with 

their colleagues from other schools.   
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6.3.3. Follow-up       

During the follow-up stage of the scheme the participating teachers are visited at their schools 

by the teaching staff and mini conferences are held. The teachers are asked as to how they have 

been using the findings of the action research projects. The challenges they have encountered 

are detailed and recommendations are provided for their next endeavors. The directorate office 

of the national education might organize meetings with the action researcher teachers in which 

they can find the opportunity to share their learning experiences with their colleagues. By 

creating such a learning community, it is assumed that those who are not involved in PD 

activities are encouraged to participate in following activities.             

  Darling-Hammond (2010) states that teachers value PD activities based on the extent 

the activity provides the participants with ‘hands-on’ experiences and they leave with a take-

away that they can utilize in their immediate teaching environment. As is discussed earlier, in 

today’s world of fluidity, PD is a must for every profession including English language teaching 

profession. However, it is only with those PD activities that are informed by teachers’ 

immediate needs and enhanced by a practical component participating teacher can get most of 

the benefits.     
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CHAPTER 14: MALL (MOBILE ASSISTED LANGUAGE 

LEARNING) IN TEACHING ENGLISH AS A FOREIGN 

LANGUAGE (EFL) CONTEXT 

 

Yusuf KASIMİ  

 

1. Introduction 

Mobile-Assisted Language Learning (MALL) has emerged as a promising approach in English 

as a Foreign Language (EFL) instruction. There is no doubt technological improvements have 

altered both the pace and the face of language learning in an irreversible way. MALL has 

become an easy-to-use, cost-effective, adaptable, and fun technology that may be added to 

traditional language learning techniques or used to offer independent learning chances. From a 

psychological standpoint, MALL can boost student engagement and motivation in language 

learning and may inspire students to be more independent, self-reliant, and confident as well as 

more interested in class activities. MALL can be applied in a variety of ways, including using 

language learning applications, watching videos or listening to podcasts in the target language, 

and communicating with native speakers using a language exchange app. This chapter provides 

an overview of MALL and its application in language learning, highlighting the benefits it 

offers to learners. The chapter discusses the experimental implementation in the field of MALL 

(Burston & Athanasiou, 2020), and explore the use of mobile-based affordances and 

applications in language teaching and learning, both in first language (L1) and second language 

(L2) contexts. 

 

2. Overview of MALL 

Over the last decade, technological advancements have altered the face of language training 

through Mobile-Assisted Language Learning (MALL). MALL is defined by Kukulska-Hulme 

(2013) as the use of mobile technology such as smartphones, tablets, or laptops owing to its 

mobility and capacity to allow unstructured and personalized approaches of language learning. 

The use of portable technologies such as computers, tablets, and even cell phones opens the 

door to more broad, feasible, and multi-context learning spontaneously (Huang et al., 2012; 

Kukulska-Hulme & Shields, 2008). Teachers may now build a comprehensive model of 

education that allows students to communicate and participate in learning discussions outside 

https://orcid.org/0000-0002-0766-5588
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school hours (Hsu et al., 2013; Pachler et al., 2012), and learners can be better prepared for the 

impending debate if they have access to information (Boix Mansilla & Jackson, 2011). In 

addition, this technology allows for more individualized learning by combining the student's 

needs with a MALL device tailored to the student's learning methods (Martin & Ertzberger, 

2016; Yuniarti, 2014), and it also may enhance current learning practices with freshly 

discovered innovations via a learning network that supports cooperative, out in the outdoors, 

and interactive learning methods. MALL comprises various characteristics that are thought to 

be necessary for meaningful educational endeavors. Several studies have underlined the 

importance of a combination of practicability and participation in mobile language instruction. 

Practicality relates to the notion that students are getting more acquainted with the usage of 

mobile devices, particularly phones (Brooks, 2016). Furthermore, more mobile software for 

applications that include and integrate ideas from instructors or educators is being created for 

language learning objectives (Georgiev et al., 2004; Huang et al., 2016; Sandberg et al., 2011). 

This learning system is always being updated and upgraded in order to provide new elements 

that enhance its appeal. Mobile learning allows a teacher to establish a venue for students to 

engage in themed exchanges meant as a complement to classroom meetings. MALL helps 

students to practice their language and improve their ability in order to actively engage in the 

socializing process (Delambo et al., 2011). Furthermore, a scientific learning method, it 

provides students with practical aid in putting what they learn into practice in a real-world 

situation (Taradi & Taradi, 2016). 

 

2.1. Benefits of Adopting MALL in Language Learning 

Mobile-assisted language learning has the potential to revolutionize the way languages are 

learned as technology becomes more widespread, however, having awareness on the potential 

benefits of adopting MALL into language learning is of vital importance. Adopting MALL in 

language acquisition has obvious advantages. MALL can promote student motivation and 

engagement, enhance learning results, boost student autonomy, offer more individualized 

learning opportunities, and extend accessibility to language learning. In addition, MALL 

activities can benefit language learners in a variety of ways, including practicing vocabulary, 

grammar, and listening and speaking skills; watching educational videos; or even 

communicating with native speakers. MALL can be utilized both inside and outside of the 

classroom, as a supplementary to traditional methods of language learning or to provide 

opportunities for individualized learning. 
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2.1.1. Greater motivation and engagement 

One of the key benefits of adopting MALL in language learning is the increased motivation and 

engagement it brings to learners. Mobile devices provide a personalized and interactive learning 

experience, allowing learners to engage with language content in a more meaningful way 

(Hashim et al., 2017). Research has shown that learners are more motivated to engage in 

language learning activities when they can use their mobile devices (Hashim et al., 2017). 

Instructors can create a learning environment that raises students' motivation to a greater degree, 

but the best learning accomplishment can be attained when the motivation comes from the 

students themselves (Deci et al., 1999). Several studies show that using MALL improves not 

only students' learning progress but also favorably influences students' learning motivation. For 

example, Lai and Bowles (2021) investigated students' experiences using mobile devices as 

supportive learning instruments outside of the classroom. A questionnaire distributed to of 256 

EFL learners in Hong Kong was used to acquire the data. Interviews were done with 18 students 

chosen from the total number of participants to supplement the findings with additional in-depth 

data. According to the findings of the study, students used mobile devices for learning primarily 

as an instrument to assist their learning methods. This tendency resulted in good opinions about 

the learning experience among students. Furthermore, the findings showed that students' efforts 

to acquire a foreign language via mobile devices should be heavily emphasized in order to 

support their own more individualized learning models. Teachers could also explore 

constructing instructional models in addition to the classroom according to student engagement 

structures, mobile device usage habits, students' perceptions of MALL, and the lesson 

arrangement. MALL application may be used as an instrument to encourage students to 

communicate and so participate in the process of learning. The ability to remain motivated 

while studying a language is highly critical. Case studies like Warschauer's (2016) examination 

into the motivating features of MALL have proven that mobile technology's interactive and 

customized character may boost student motivation. This was demonstrated by the findings that 

mobile technology was able to improve learner motivation. Many students believe that using 

MALL applications is more interesting and pleasant, which in turn leads to an increase in their 

desire to study the target language. In addition, blogging might become an interesting pastime 

for pupils. Students may actively engage in the writing work through this medium without 

feeling as overwhelmed as they might in a traditional writing activity (Chang et al., 2017). In 

other words, this medium has the potential to reduce cognitive burden while increasing students' 

interest and autonomy in EFL learning. Chang et al. (2017) discovered that the combined 
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components of interactivity and mobile technology might enhance students' confidence to 

utilize English in addition to their efficacy in enhancing students' learning successes in another 

study using a mobile instructional pervasive game (M-IPG). Reynolds and Taylor (2020) 

discovered an increase in student motivation after MALL was applied using the smartphone 

app Kahoot! The vast majority of students noticed a change in their class that indicated students' 

enjoyment of their educational sessions.   

 

2.1.2. Tailored learning experiences 

The use of mobile devices to assist in language learning, also known as Mobile Assisted 

Language Learning (MALL), has emerged as a potent technology that may significantly 

improve the teaching and learning of English as a Foreign Language (EFL). Because of its 

customized and adaptable nature, MALL has the ability to generate individualized educational 

experiences that are catered to the specific requirements, preferences, and skill levels of each 

student. MALL enables tailored learning experiences, as learners can access a wide range of 

language learning resources and applications that cater to their individual needs and 

preferences. Learners can choose from various language learning apps, online courses, and 

multimedia resources that align with their learning goals and interests (Burston & Athanasiou, 

2020). This personalized approach to learning enhances the effectiveness of language 

instruction. 

i. Individualization in MALL 

The ability to personalize the learning experience for each student is one of the most important 

aspects of MALL, which gives teachers the tools they need to do just that. According to Li and 

Lan (2022), personalization encourages engagement and motivation, which are two essential 

components of successful language acquisition. MALL applications are able to modify the 

material, exercises, and assessments in order to fulfill the requirements that are unique to each 

individual learner since they make use of learner data such as proficiency levels and learning 

preferences. 

 

ii.  Algorithms for Adaptive Learning Systems 

Utilizing adaptive learning algorithms is one approach that may be taken in MALL to realize 

the goal of providing individualized educational experiences. According to Taylor et al. (2021), 
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these algorithms continually evaluate the performance of the learner and alter the level of 

difficulty of the assignments accordingly. For instance, an EFL learner who is having difficulty 

with vocabulary acquisition may receive more exercises that focus on vocabulary, whereas an 

EFL learner who is farther along in their studies may engage in more difficult reading 

comprehension assignments. Learning algorithms that are adaptive make it possible for each 

individual to advance at their own rate. 

 

iii.  Learner Autonomy and Self-Regulation  

Learners are given the ability to take charge of their own education when they participate in 

tailored learning experiences offered by MALL. Learners have the ability to select when and 

where they will study, as well as which learning resources they will have access to, according 

to Briones Cedeño (2020), who stress the significance of learner autonomy and self-regulation 

in MALL. Learners are encouraged to establish their own objectives and keep track of their 

progress when they are given this level of autonomy, which also fosters a sense of ownership 

over the learning process. 

 

2.2. Challenges on Adopting MALL in Language Learning 

Even while individualized educational opportunities provided by MALL have the potential to 

provide countless benefits, there are still a few obstacles that must be overcome. To start, 

considerations surrounding the privacy and security of data are of the utmost importance. 

According to Kukulska-Hulme et al. (2016), protecting the privacy of learners requires adhering 

to ethical standards and maintaining complete transparency while collecting and using learner 

data. Second, ensuring that all students have access to MALL, regardless of the technology 

resources they have available to them or their level of digital literacy, is a big barrier in many 

EFL settings (Shin et al., 2017). Last but not least, excellent teacher training is necessary if one 

wants to maximize the potential of individualized educational opportunities provided by MALL 

(Metruk, 2020). In order to effectively help their students, teachers need to have a solid 

understanding of how to make efficient use of the MALL tools and data. 

 

i. Adjusting Content Based on Its Cultural Setting 



 
319 

 

The cultural backgrounds of EFL students should be taken into account while designing 

individualized learning experiences in MALL. Studies such as those conducted by Ismaeel and 

Al Mulhim (2021) highlight the significance of include culturally appropriate information in 

instructional materials in order to effectively engage students. The learners' cultural origins and 

interests should be reflected in the learning materials and activities in order to boost their 

motivation and engagement in the English as a Foreign Language (EFL) learning process. 

 

Because they adapt to the specific requirements and interests of each student, personalized 

learning experiences in mobile-assisted language learning have the potential to completely 

transform the way English as a foreign language is taught. Personalized instruction, learning 

algorithms that adapt to the individual learner's needs, learner autonomy, and cultural relevance 

are essential elements of successful MALL installations. However, in order to ensure the 

successful integration of MALL into EFL contexts, obstacles relating to data protection, fair 

access, and teacher training will need to be surmounted. When it comes to teaching English as 

a foreign language, future research should concentrate on the creation of concrete solutions for 

overcoming these obstacles and making the most of the benefits that may be gained from 

individualized learning experiences provided by MALL. 

 

ii.  Possibilities for Real Language Use 

Learners are given opportunities for practical language usage through the use of MALL, which 

gives them the chance to practice and apply their language abilities in real-world scenarios. 

According to Hashim et al. (2017), mobile devices make it possible for students to interact in 

conversation with native speakers, have access to genuine language resources, and take part in 

language exchange platforms. Learners' linguistic competence and cultural awareness both 

improve as a result of their exposure to language use in real-world contexts. 

 

The use of Mobile-Assisted Language Learning (MALL) in English as a Foreign Language 

(EFL) education always results in the emergence of specific difficulties and problems that 

require resolution. The requirement for technical help is one of the most significant difficulties. 

According to Kwangsawad (2019), the vast majority of MALL operations include the 

utilization of mobile phones, more specifically smartphones, which have largely superseded the 
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use of feature phones. However, students have varying perspectives regarding the advantages 

and disadvantages that come with using cellphones as a tool for educational purposes. 

According to the findings of a study that was carried out by Kwangsawad (2019), which focused 

on studying students' perspectives of using smartphones for learning, it was discovered that 

Japanese EFL students felt more comfortable with the technology of smartphones than with 

personal computers. This demonstrates the necessity of providing students with enough 

technological assistance so that they are able to use mobile devices for language study in a 

manner that is both pleasant and effective. 

 

Another problem that may occur while using MALL is the potential distractions that may be 

presented by mobile devices. Mobile devices offer a wide variety of learning possibilities; 

nevertheless, they also bring a number of distractions that might make it more difficult to learn 

a language. In their research on improving reading abilities with MALL, Keezhatta and Omar 

(2019) highlight how important it is to solve this issue. They bring to light the fact that on-

screen exercises, such as word recognition and decoding drills, may be a very interesting 

resource for students. However, in order to promote successful language acquisition, it is 

essential to establish a balance between engaging activities and reducing distractions as much 

as possible. In addition, the usage of cellphones in the MALL setting might raise issues about 

the students' ability to focus and engage in the material. Students' evaluations of the usefulness 

of cellphones in MALL continue to increase, according to the findings of a study on Japanese 

college students' attitudes about EFL learning via smartphones that was carried out by White 

and Mills (2014). The survey was done on Japanese college students. They also discovered that 

pupils were able to work together more easily because to their smartphones. This indicates that 

even if there is a possibility of diversions, the advantages of utilizing cellphones in MALL, 

such as enhanced teamwork and involvement, might potentially exceed the possible 

distractions. 

 

The use of Mobile-Assisted Language Learning (MALL) in educational settings has the 

potential to confer a variety of advantages on students of foreign languages. Nevertheless, it is 

essential for educators to make well-informed choices when selecting suitable apps and 

activities, managing technology in the classroom, and evaluating the effectiveness of MALL-

based courses. Several studies provide useful light on these topics and give valuable insights. 
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Burston (2014) draws attention to the need of conducting statistically accurate assessments of 

learning outcomes in the study that was carried out as a meta-analysis of the MALL project 

implementation. According to the findings of the study, only one-fourth of MALL programs 

were maintained for the duration of a full academic quarter or longer, and many studies failed 

to disclose objectively verifiable learning outcomes. This highlights how important it is to 

ensure that initiatives are carried out for a sufficient amount of time and involve an acceptable 

number of subjects in order to generate significant findings. 

 

Geeraerts et al. (2018) explored the intergenerational advice networks of teachers and found 

that older instructors were less likely to ask for guidance on creative teaching approaches, 

subject-matter expertise, or classroom management. On the other hand, younger instructors 

were more inclined to seek guidance from their colleagues on new teaching approaches and 

information and communication technology (ICT). This shows that while deciding how to 

implement MALL in schools, educators should take into consideration the varying tastes and 

requirements of educators hailing from a variety of generations. Kassem (2018) carried out 

research to investigate the impact of a recommended in-service teacher training program based 

on MALL apps on the vocabulary acquisition of students learning English as a Foreign 

Language (EFL). According to the findings of the study, MALL has the potential to be a useful 

tool for enhancing vocabulary learning. As a result of this, it appears that classroom instruction 

might benefit from the use of MALL apps that have been developed expressly for the purpose 

of vocabulary acquisition. 

 

In summary, the assistance that these studies offer to educators who are interested in using 

MALL in their classrooms is quite beneficial. They need to make sure that their MALL 

initiatives are carried out for appropriate amounts of time and involve a sufficient number of 

participants in order to collect data on learning outcomes that can be considered statistically 

reliable. When looking for guidance and information on the implementation of MALL, they 

should also take into account the unique tastes and requirements of educators who were 

educated throughout different generations. Last but not least, one way for educators to facilitate 

better vocabulary acquisition in their language classes is by utilizing MALL programs that have 

been developed expressly for the purpose of word study. 



 
322 

 

3. MALL in EFL/ESL Setting 

Several case studies and examples can give extremely helpful insights when investigating the 

efficacy of Mobile-Assisted Language Learning (MALL) in English as a Foreign Language 

(EFL) classrooms. For instance, Stockwell (2019) carried out research on the utilization of 

WhatsApp, a well-known messaging service, in an English as a Foreign Language (EFL) 

classroom. According to the findings of the study, students were able to communicate and work 

together more easily thanks to WhatsApp, which led to higher levels of engagement and 

motivation. In a study that was conducted in 2018, Chen and Hsu focused on the utilization of 

a mobile vocabulary learning application referred to as "Vocabulist" in an EFL classroom 

setting. According to the findings of their study, using the program helped pupils learn and 

remember more vocabulary words. In a separate piece of research that Kukulska-Hulme and 

Shield (2008) conducted, adult students were asked about their experiences using mobile 

devices for language learning. According to the findings of the study, learners were given the 

opportunity to engage in self-directed and individualized learning experiences when using 

mobile devices. This case study highlights the significance of utilizing mobile devices to foster 

learner autonomy and personalized education. 

 

In addition, Levy and Kennedy (2019) investigated the utilization of mobile devices and 

applications inside an English as a Foreign Language (EFL) classroom. According to the 

findings of their research, the use of mobile devices to learn a language improved realistic 

language usage, boosted student motivation, and gave possibilities for real-time feedback. In a 

study that was quite similar to this one, Kukulska-Hulme et al. (2016) studied the use of a 

mobile application for language learning called "MobiLearn" in an EFL classroom. According 

to the findings of their investigation, the application facilitated collaborative learning, boosted 

student engagement, and offered options for individualized education. In addition, Wang and 

Vásquez (2018) carried out a case study on the use of a mobile video application known as 

"VidGrid" in an English as a Foreign Language classroom. According to the findings of their 

study, the application helped students improve their speaking abilities and gave them more 

confidence while using English. This case study highlights the potential of mobile video 

applications for boosting oral skills in the context of language acquisition. In the last study, 

Thomas and Reinders (2016) investigated the utilization of mobile devices and applications for 

language learning outside of the traditional classroom setting. According to the findings of their 

investigation, learners benefited from mobile devices by having access to possibilities for 
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informal language practice as well as exposure to real language usage. The purpose of this case 

study is to demonstrate the significance of utilizing mobile devices in settings other than 

traditional classrooms. These case studies, which were carried out in a variety of years, offer 

insightful and actionable information on the efficient use of MALL in EFL classes. They 

highlight the promise of mobile applications for stimulating communication, boosting 

vocabulary acquisition, promoting learner autonomy, generating genuine language learning 

experiences, enabling cooperation, strengthening speaking abilities, and facilitating informal 

language practice. 

 

3.1. MALL in EFL/ESL Context 

In the field of Teaching English to Speakers of Other Languages (EFL), an innovative 

technology known as Mobile Assisted Language Learning (MALL) has garnered a significant 

amount of interest as a teaching strategy. The widespread availability of mobile devices and the 

incorporation of technology into educational settings have positioned mobile-assisted language 

learning (MALL) as a viable route for EFL students. MALL provides advantages such as ease, 

accessibility, and the ability to personalize students' educational experiences. MALL, on the 

other hand, faces a number of obstacles, which, in order for it to be successfully implemented, 

call for an intensive investigation into their causes and the development of viable solutions to 

those causes. This literature review explores these difficulties in depth, using ideas from a wide 

variety of research investigations and points of view. 

 

i.  The Establishment of Technology 

Because access to dependable internet and contemporary gadgets may be limited in EFL 

settings, one of the key challenges that arises in the context of MALL is establishing suitable 

technical infrastructure. This becomes especially important in settings where English as a 

Foreign Language (EFL) is taught (Chinnery, 2006). A digital divide can emerge among 

students as a result of disparities in the availability of mobile devices like as smartphones, 

tablets, and laptops. This places fair access to learning opportunities in jeopardy. Additionally, 

the predominance of slow or unreliable internet connections can disrupt MALL activities, 

which in turn has a significant influence on the overall quality of the learning experience. 
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ii.  Competence in Digital Media 

The second obstacle is to digital literacy, which is an essential component in the achievement 

of the goal of successfully implementing MALL. According to Stockwell (2010), many people 

who are learning English as a foreign language as well as educators may discover that they lack 

the key abilities necessary to navigate and use mobile applications and platforms that have been 

built specifically for language learning. This problem highlights the urgent need for 

comprehensive training programs and resources that are focused at enhancing digital literacy 

among learners as well as instructors. 

 

iii.  Integration of Pedagogy in the Curriculum 

According to Kukulska-Hulme and Shield (2008), incorporating MALL into the EFL 

curriculum in a natural and seamless manner is a multidimensional problem. It is the 

responsibility of educators to ensure that mobile learning activities are in line with both stated 

pedagogical goals and established teaching approaches. To assure the achievement of 

meaningful learning outcomes, creating a harmonic balance between technology-driven 

language learning and traditional classroom instruction is the heart of the difficulty. This 

balance must be struck between traditional classroom instruction and technology-driven 

language learning. 

 

iv.  The Applicability of the Content 

One of the difficulties strongly related to MALL centers on determining whether or not material 

is relevant. According to Kukulska‐Hulme and Viberg (2018), it is essential for MALL apps 

and materials to not only be interesting but also relevant to the language learning objectives of 

EFL students. Learners may get disinterested in the material if it does not adequately address 

their needs, which will reduce the usefulness of MALL as a whole. As a consequence of this, 

the difficulty comes in the production or curation of information that caters to various degrees 

of linguistic competence as well as various preferences about the learning process. 

 

v.  Motivating Learners 
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According to Godwin-Jones (2011), one of the most difficult challenges in MALL contexts is 

maintaining learner motivation. The novelty of mobile learning has the potential to initially 

capture pupils; but, keeping their excitement over time might prove to be a difficult undertaking 

to do. To effectively address this difficulty, MALL experiences need to be designed in such a 

way that they combine gamification aspects, interactive features, and the timely giving of 

constructive feedback. These components all work together to keep learners engaged. 

 

vi.  The Protection of Personal Information and Data 

According to Kassem (2018), issues over privacy throw a major shadow on MALL apps and 

platforms, creating a crucial problem that deserves addressing. The need of protecting student 

information cannot be overstated in light of the fact that mobile devices regularly capture data 

from their users. In order to effectively address this problem, it is necessary to develop and put 

into practice stringent data protection policies and practices that will ensure the safe 

management of personally identifiable information. 

 

vii.  Assessment and Feedback 

According to Suppasetsereea (2023), determining how to evaluate the development of EFL 

students in a MALL setting is a difficult obstacle. There is a possibility that traditional 

techniques of evaluation may not correspond perfectly with the fluid and movable nature of 

language acquisition. In addition, providing timely and constructive feedback while working in 

mobile situations can be a difficult logistical challenge. Taking on this task in a way that is both 

efficient and effective requires the creation of novel assessment methodologies and feedback 

systems. 

 

viii.  The Inevitability of Outdated Technology 

 

The fast speed of technology innovation creates a towering shadow over MALL; mobile devices 

and apps can quickly become obsolete (Chinnery, 2006). This casts a negative light on the 

mobile application marketplace. The continuous issue for educational institutions and 
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organizations is to keep MALL materials up to date so that they are compatible with the most 

recent versions of computing devices and operating systems. 

 

ix. Professional Development and Assistance for Teachers 

According to Alshahrani (2016), in order for MALL to be successfully implemented, it is 

necessary for EFL teachers to have a strong understanding of both language pedagogy and 

technology. It is possible that many educators will not have access to the training and assistance 

they need to properly integrate mobile devices into their teaching methods. In order to find a 

solution to this problem, it will be necessary to provide teachers with continual chances for 

professional development. 

 

x.  Adaptation of Culture and the Context 

The adaptation of MALL materials and procedures to the cultural and contextual demands of 

EFL learners is the final difficulty that we investigate (Pachler et al., 2010). What works well 

in one situation might not be appropriate in another, even though it did work well in the first. 

The task at hand entails meticulously adapting the material and activities so that they are 

compatible with the cultural norms and linguistic variances that are typical of different EFL 

learning contexts. 

 

The field of English as a Foreign Language (EFL) education stands to benefit immensely from 

the use of mobile-assisted language learning (MALL), also known as mobile assisted language 

learning. However, in order to reap its benefits, educational institutions and organizations will 

need to face the numerous hurdles that it poses. These problems may be broken down into 

categories such as pedagogical integration, content relevance, and data privacy. They also 

include technology infrastructure and digital literacy. It will need a coordinated effort from all 

parties involved, including those responsible for education policy, technological development, 

and other stakeholder groups, to overcome these challenges. 

 

In the long run, addressing the issues posed by MALL in EFL contexts will result in language 

learning experiences that are more inclusive, productive, and interesting to students. Finding 
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new answers to these difficulties and making the most of the potential that MALL has to offer 

in EFL teaching will require continual study as well as cooperation in order to take advantage 

of the rapidly advancing state of technology. 

 

4. Improving Skills in Language Learning through MALL 

Within the realm of English for Speakers of Other Languages (ESOL), the discipline of 

Teaching English as a Foreign Language (EFL), Mobile Assisted Language Learning (MALL) 

has emerged as an important educational tool. Learners today have simple access to a vast 

amount of information and chances for language acquisition that extend beyond the four walls 

of a conventional classroom thanks to the spread of smartphones and tablets. The purpose of 

this literature review is to investigate and analyze the conclusions drawn from recent case 

studies involving MALL in the context of EFL. By doing an analysis of these research, we will 

be able to acquire insights on the effectiveness of MALL in boosting the outcomes of language 

learning, as well as into the obstacles and possibilities that it brings. 

The usage of mobile devices as a means of acquiring new languages has come a long way over 

the past several years. The basis for MALL research was initially built by early studies such as 

Warschauer and Healey's (1998) investigation of the role of email communication in language 

acquisition (Stockwell, 2010). As technology has improved, academics have begun to 

investigate the possibility that mobile applications, social media, and multimedia resources may 

be used to assist in the process of language learning. 

 

i.  MALL for Listening and Speaking Skills 

Learning English as a foreign language requires developing abilities in both listening and 

speaking. A study that was carried out by Wu et al. (2021) investigated the usage of mobile 

applications to increase listening comprehension. According to their findings, learners 

benefited from having access to interactive multimedia information as well as the capacity to 

replay audio components. In a similar vein, Wang and Vásquez (2018) carried out a case study 

on the application of mobile speech recognition technology with the purpose of improving 

speaking abilities among EFL students. According to the findings, such technology has the 

potential to offer real-time feedback, which can help improve both pronunciation and fluency. 
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ii. Consideration of Culture and the MALL 

Integrating target culture into language study is critical because it allows students to gain a 

better knowledge of the language and foster intercultural communicative competence. As 

learners of English as a foreign language are frequently required to use the language in a wide 

variety of cultural situations, cultivating cultural awareness is an essential component of EFL 

instruction. MALL may enhance cultural awareness and sensitivity by offering chances for 

learners to connect with speakers of the target language in real-world circumstances. It can also 

be used to include target culture into language learning by using language learning apps that 

provide cultural content, through movies and TV shows in the target language, and reading 

articles and blog posts about the target culture. 

 

iii.  Vocabulary Acquisition through MALL 

Developing one's vocabulary is an important part of learning English as a second language.  

MALL can be an effective tool for vocabulary acquisition since it gives learners access to a 

variety of resources and activities that can assist them in learning and remembering new words. 

One of the most significant advantages of using MALL for vocabulary learning is that it allows 

students to learn at their own pace and in their own style. Using language learning apps, reading 

articles and watching videos in the target language using flashcards are some specific examples 

of using MALL in learning and improving target vocabulary. Studies such as the one conducted 

by Chen and Yang (2014) and the one conducted by Ham et al. (2019) have demonstrated that 

mobile applications specifically created for the purpose of expanding one's vocabulary may be 

quite beneficial. These applications frequently incorporate elements such as flashcards, quizzes, 

and pronunciation practice, which enable students to engage with language in a manner that is 

both more engaging and more personally tailored. 

 

iv.  Gamification in MALL 

In recent years, gamification has emerged as a prominent tactic in MALL as a means of boosting 

motivation and engagement. According to the findings of a research conducted by Subhash and 

Cudney (2018), the utilization of game mechanics inside mobile language learning applications 

may result in increased levels of student engagement and accomplishment. Apps that are 

gamified typically contain elements such as awards, challenges, and leaderboards to motivate 

users to participate actively in various language-learning activities. 
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5. Suggestions and Overcoming Barriers in MALL Implementation 

The adoption of MALL in teaching English as a foreign language has many apparent benefits, 

and in order to successfully adopt MALL in language learning, it is important for all 

stakeholders to play a contributor role. As the first and foremost stakeholders, it is the 

responsibility of language teachers to incorporate MALL into their curricula and give students 

opportunity to use MALL in the classroom. Language teachers should encourage students to 

use MALL in the classroom and bring together MALL-related activities and real life 

situations into their lesson plans. Language teachers should provide opportunities for pupils to 

use MALL to collaborate with one another and with native speakers. Students should also be 

taught how to use MALL apps and resources successfully. As the last step, they should monitor 

student progress and give feedback on how they are using MALL. As another suggestion to 

teachers, different degrees of digital literacy that kids have can have an effect on the success of 

MALL programs. When deciding how to include mobile technology into the educational 

experience, it is imperative that teachers keep these obstacles in mind. As the second 

suggestion, the assistance of teachers is an extremely important factor in the overall success of 

MALL programs. In a study, Yang (2013) carried out a case study that highlighted how 

important it is for teachers to provide assistance when it comes to enabling MALL, and 

discovered that students who received instruction from their instructors on how to make 

efficient use of mobile resources had higher outcomes in terms of their learning. In addition, 

teachers are able to select and propose particular pieces of content, such as applications or 

materials, that are in line with the curriculum. As the final suggestion, it is important to assess 

the effects of MALL on Students' Language Proficiency. The impact of using mobile apps to 

help in language learning may yield findings on the language competency of EFL students, and 

this may unveil the considerable gains in reading, writing, listening, and speaking abilities, 

emphasizing the all-encompassing nature of the advantages provided by MALL. As the second 

stakeholder, it is the responsibility of language learners to take use of the MALL opportunities 

that are offered to them.  MALL should be used by language learners to practice their language 

abilities, improve their vocabulary and language use, and connect with native speakers. 

Learners should also set achievable goals for themselves and keep track of their progress. In 

addition to two main stakeholders, administrators can offer financial support for MALL 

resources, including mobile equipment, apps, and training. As another contribution, they might 

provide training to language teachers on how to include MALL into their curricula, and they 
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can offer technical assistance to students who use MALL. As another stakeholder of MALL, 

effective MALL apps and materials that address the needs of language learners and teachers 

can be developed by technology companies. As the last word, it is important research 

institutions conduct studies on the effectiveness of MALL and establish best practices for its 

application, and publishers can create MALL-compatible textbooks and other learning 

resources.  
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CHAPTER 15: STANDARDIZED ENGLISH LANGUAGE 

PROFICIENCY TESTS FOR YOUNG LEARNERS:                     

AN OVERVIEW 

 

Devrim HÖL   

 Şerife FİDAN  

 

1. Introduction 

As the globe continues to become more interconnected through globalization, the ability 

to communicate in more than one language is becoming increasingly important. Accordingly, 

it is especially important to evaluate the language skills of young students because this is a 

pivotal time in the development of their language skills (Shaaban, 2000), and they also serve 

an important role in education, language acquisition, and cognitive development (Cameron, 

2001). This evaluation is crucial not only for effective instruction but also for monitoring the 

progress in language teaching and learning process. In this domain, learners between the ages 

of 6 and 12 can be typically classified as the target audience for language competency exams 

that have been devised specifically for young learners (Brown, 1997). Reading, writing, 

listening, and speaking are all components of the language skills that are being evaluated using 

these examinations, which have been developed specifically for that purpose. When we 

consider that linguistic competence acts as a cornerstone for all other academic topics 

(Cummins, 2000), the value of these kinds of evaluations becomes readily apparent. When 

young students first start out on their educational path, the degree to which they are able to 

comprehend and communicate in both their first language and any extra languages that they 

may be learning is a crucial factor in determining how well they will ultimately do in school 

(Nunan, 2016). Language proficiency exams for young learners have a number of purposes, 

one of the most important of which is to give teachers a thorough grasp of the pupils' language 

skills in their classrooms. Teachers are able to cater their instructional tactics to match the varied 

requirements of their pupils if they first assess their students' ability across a variety of 

language-related domains (Genesee, 2006). For instance, if a young student demonstrates good 

reading skills but has difficulty with oral communication, teachers are able to apply focused 

interventions to enhance the development of the student's speaking and listening abilities. In 

addition, these exams make it possible for teachers to recognize pupils who could benefit from 

further linguistic assistance, such as English for Speakers of Other Languages (ESL) classes or 

https://orcid.org/0000-0001-5151-2581
https://orcid.org/0000-0002-8262-6650


 
339 

 

bilingual education (Baker, 2011). Stakeholders are able to examine the strengths, weaknesses, 

opportunities and threats in language learning, and this may give a chance to identify challenges 

in learning the target language in an effective way, hence, preventing potential academic issues 

in the future. 

Another backwash effect of language proficiency exams for young learners is that they 

are not only beneficial for teachers, because they have a number of benefits to the learners 

themselves as evaluating a child's linguistic abilities at a young age can have a beneficial effect 

on the child's later language development (Genesee, 2006). When young students are aware of 

both the positive and negative aspects of their language abilities, they become more interested 

in the process of learning the language, creating their own personal language objectives, and 

working actively toward progress. In addition, as they highlight the students' language 

achievements, these evaluations can help pupils feel better about themselves (Genesee, 2006). 

For instance, when a young learner achieves a favorable result on a language proficiency test, 

it can create a sense of motivation, pride and drive them to continue improve and polish their 

language abilities. Language proficiency examinations for young learners have repercussions 

for society at large, in addition to the effects they have on the pupils who take them individually. 

Early language assessment can assist nurture a generation of fluent multilingual persons who 

can participate effectively in cross-cultural interactions (Cenoz & Gorter, 2011). As a 

consequence, the results of these assessments help to the development of a society that is both 

more interconnected and culturally diverse. 

 

2. Definition of Young Learners of English (YLE) 

Young learners tend to be active, which is one of the most important characteristics of 

this demographic; however, some of them are more active than others (Cahyati et al., 2019).  

The teacher ought to be worried about the conduct of youngsters who are either excessively 

energetic or incredibly passive. Youngsters also tend to have a high degree of energy and 

interest, which is another trait that is virtually always visible in youngsters. According to Penny 

McKay's research (2008), young people who are learning a foreign language are capable of 

making certain judgments about their own learning, and they have clear ideas about the 

activities that they enjoy and do not enjoy performing. As a result of the fact that children are 

known to pick up additional languages faster than adults, early instruction in these languages is 

frequently encouraged for children. According to Ellis (2013), in the education system, young 

learners are defined as children who are in primary or elementary school. Children are only able 
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to focus on one thing for around 15 to 20 minutes at a time, in contrast to adult students who 

are able to pay attention to one thing for a number of hours without becoming distracted. This 

very short attention span has significant ramifications for how classroom instruction should be 

carried out. 

 

3. Assessment and Evaluation in Education 

The educational practice of assessment is an essential part of the whole process of 

teaching and learning. Educational assessment is the systematic process of gathering and 

examining evidence about student learning in order to support educational decisions (Cochran-

Smith & Zeichner, 2005), and it is a crucial component of any good educational system because 

it helps ensure learners learn what they need to know and that schools provide them with the 

support they require to succeed (Nevo, 2006). It also entails the methodical gathering of 

information about the students' knowledge, skills, and talents, as well as any other pertinent 

characteristics, in order to make educated decisions about their progression and achievement.  

In the field of education, assessment is used for a variety of goals, all of which contribute to the 

improvement of teaching and learning. In their article, Black and Wiliam (1998) highlight the 

fact that assessment can serve both formative and summative purposes. Formative assessment, 

which occurs during the process of learning and attempts to provide feedback to students and 

teachers to enhance learning outcomes, takes place throughout the learning process and is often 

referred to as assessment for learning. On the other hand, summative assessment is used to 

evaluate student performance after the conclusion of a learning session in order to ascertain the 

level of achievement that the student has attained (Sadler, 1989). 

According to Hattie and Timperley (2007), formative assessment helps teachers identify 

students' areas of strength and weakness, which enables them to adjust education to match the 

unique requirements of individual students. According to Dweck (2006), students who take this 

sort of assessment are more likely to view their mistakes as opportunities for learning rather 

than as indications that they have failed. 

Traditional evaluations in education include things like quizzes, tests, and exams; 

alternative assessments in education include things like portfolios, projects, and presentations 

(Popham, 2008). The sort of assessment that is used should be selected so that it is compatible 

with the learning outcomes that are desired as well as the educational setting. Standardized tests 

with high stakes, such as the Scholastic Aptitude Test (SAT) or state-mandated examinations, 

have garnered a significant amount of interest in the academic writing community. There are 
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many who believe that these kinds of examinations do not adequately capture the breadth and 

depth of student capabilities and can result in an excessive emphasis on test preparation at the 

expense of a well-rounded education (Koretz, 2008). On the other hand, supporters of 

standardized testing contend that these exams offer a trustworthy and objective method for 

gauging the level of academic success attained by students, which helps with accountability and 

ensures consistency across all educational institutions (Cizek & Bunch, 2007). 

The assessment has a tremendous impact not only on students but also on teachers and 

professors. According to Harlen and Deakin Crick (2003), the results of an assessment can have 

an effect on a student's sense of self-worth, motivation, and future chances. For instance, high-

stakes examinations are likely to induce feelings of tension and anxiety (Popham, 2001). 

Assessment, on the other hand, has the potential to empower students to take ownership of their 

own learning and to promote a feeling of self-regulation if it is used in a formative manner 

(Black & Wiliam, 1998). Assessment techniques have an impact not just on students and 

parents, but also on educators. According to Guskey (2003), the outcomes of student 

evaluations can be used to help guide instructional decisions, which in turn help teachers change 

their teaching techniques and resources to better suit the requirements of their students. 

However, the stress that comes along with high-stakes testing can result in "teaching to the 

test," which narrows the scope of the curriculum and hinders the growth of critical thinking 

abilities (Darling-Hammond, 2004). 

Assessment in education is a multi-faceted component that is necessary to the overall 

process of teaching and learning. It comprises a wide variety of assessment types and serves 

multiple functions, including both formative and summative roles in the learning process. The 

assessment process has a significant influence, not only on students and teachers, but also on 

the whole educational experience and the results. It is absolutely necessary for educators and 

politicians to find a middle ground between the requirement for accountability and the push to 

provide kids with learning opportunities that are both relevant and comprehensive. In the ever-

shifting landscape of education, future research should continue to investigate novel assessment 

methods and the impact these methods have on both the teaching and learning processes. 

According to Scriven (1991), educational assessment is a comprehensive process that is vital 

in education. It encompasses the systematic collection of data, analysis, and interpretation in 

order to make educated decisions regarding educational practices and programs. Its functions 

range from evaluating the academic progress of students and enhancing instructional strategies 
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to ensuring that responsible parties are held accountable and directing the formulation of policy 

(Stufflebeam, 2003). 

To summarize, educational assessment has a significant impact on the quality of 

education since it identifies opportunities for improvement in curriculum design, teaching 

practices, and student results (Scriven, 1991). In addition, it fulfills the purpose of 

accountability by demonstrating the effectiveness of the program and the efficient allocation of 

resources (Stufflebeam, 2003). In addition to this, it helps with decision-making that is 

evidence-based, identifies effective solutions that may be expanded for wider advantages (Borg 

& Gall, 2003), and contributes to the solution of equity problems in education (Scriven, 1991). 

 

When it comes to evaluation, it handles and uses of a diverse range of research 

methodologies, including but not limited to surveys, interviews, observations, standardized 

testing, and content analysis; these approaches are selected with regard to particular objectives 

and contexts (Borg & Gall, 2003). There are two primary categories of evaluation used in 

education, namely formative and summative. While formative takes place while a program is 

being developed or implemented, its main goal is to enhance the program as it moves forward. 

In contrast, summative evaluation occurs after the program has been completed and evaluates 

its overall usefulness and results (Scriven, 1967). Perspectives from a variety of stakeholders—

including students, teachers, administrators, and policymakers—should be taken into account 

during the evaluation process (Creswell & Plano Clark, 2018). This is an extremely important 

factor. 

In conclusion, educational evaluation is an essential and varied process within the field 

of education. It plays an essential role in enhancing educational quality, assuring accountability, 

supporting evidence-based decision-making, and promoting equity in the classroom. As a result 

of the persistent difficulties and shifts that are taking place in the educational system, its 

continuous significance is readily apparent. 

 

4. Assessing Young Learners 

Assessing young language learners presents a number of difficult challenges. The 

evaluation of young people who are learning English brings its own set of special issues. To 

begin, it is possible that younger children may not yet have the level of cognitive development 
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required for more conventional testing procedures (Nikolov, 2016). Furthermore, language 

development in young learners is characterized by high individual diversity (O'Grady, 2019), 

which makes it difficult to create standard criteria for the development of language skills. 

According to Csizér and Dornyei (2005), while evaluating young students, it is important to 

take into account both their emotional health and their level of motivation. In the subject of 

language education, a great amount of focus has recently been placed on the evaluation of young 

language learners of the English language. Early language acquisition has been a priority for 

many educational systems as a result of the continued prevalence of English as a lingua franca 

around the world.  

 

Methods of Evaluation for Children and Teens Who Are Learning a Second Language 

Authentic Assessment: Authentic assessments, such as portfolio assessment and project-based 

evaluations, have recently acquired favor among young students (Brindley, 1991). These 

evaluations give students the opportunity to exhibit their language abilities in circumstances 

that are relevant to the real world, which boosts their motivation and engagement. 

Observation: According to Rea-Dickins and Gardner (2000), observational assessment, which 

includes both teacher observations and peer evaluations, is a good tool for gaining valuable 

insights into the language development of young learners. Students' ability to communicate 

verbally, their capacity for social interaction, and their level of participation in class can all be 

gleaned from observations. 

Language Portfolios: Language portfolios, which feature samples of students' work across 

time, provide a comprehensive view of language development (Cummins & Davison, 2007). 

Language portfolios can be found online at www.languageportfolios.com. The ability to 

conduct an all-encompassing evaluation is made possible by portfolios, which may include 

written assignments, recordings of spoken language, and self-reflections. 

Formative Assessment: The procedures used in formative assessment, such as think-aloud 

protocols and exit tickets, provide real-time feedback to both the teachers and the students 

(Harlen & James, 1997). These assessments are helpful in customizing instruction and catering 

to the unique requirements of each student. 
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Assessing Young Language Learners Using the Most Effective Methods 

Age-Appropriate Assessment: Assessment instruments should be developmentally 

suitable, taking into consideration the cognitive and emotional capacity of young learners. Both 

the tasks and the questions ought to be understandable and uncomplicated (Moss & Cameron, 

2008). 

Cultural Sensitivity: According to Gottlieb (2006), in order to promote fairness and 

inclusivity, assessment materials ought to be culturally sensitive and relevant to the 

backgrounds of the students taking the tests. 

Multimodal Assessment: Assessments that incorporate many modalities of 

communication (listening, speaking, reading, and writing) are known as multimodal 

assessments. According to Garcia and Pearson (2014), multimodal tests help measure overall 

language ability while also catering to a variety of learning styles. 

Feedback and Reflection: According to Dornyei (2007), providing students with 

constructive feedback and encouraging them to engage in self-reflection can boost both learning 

and motivation. Understanding their development and working toward their goals is beneficial 

for younger students. 

 

Evaluating young people who are learning English as a second language is a challenging 

and involved process. Cognitive limitations, individual variance, and emotional variables are 

all elements that contribute to the difficulties. Authenticity, observation, and formative 

assessment are the three pillars upon which effective assessment procedures for young learners 

are built. The provision of chances for feedback and reflection, as well as the use of age-

appropriate materials, cultural sensitivity, and multimodal assessment, are all emphasized by 

best practices as being of critical relevance. As long as teaching people to speak English remains 

a top priority around the world, it is essential that educators and researchers keep working to 

improve evaluation procedures so that they can cater to the specific requirements of young 

language students. In the future, research should center on the creation of assessment 

instruments that are relevant to their respective contexts as well as the incorporation of 

technology in order to improve assessment procedures in early language instruction. 
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5. Historical Development of YLE Exams 

 

Early Beginnings 

The beginnings of YLE exams may be traced back to the middle of the 20th century 

when there was a rising realization of the value of English language proficiency for children. 

During this time, there was also a growing interest in testing children's English language 

proficiency. The "Preliminary English Test for Schools," often known as the initial iteration of 

what would later be known as the YLE examinations, was first administered by the University 

of Cambridge in the year 1953. The purpose of these early examinations was to determine the 

level of proficiency that young students had in the English language; yet, their structure and 

scope were not particularly advanced (Cambridge English, 2021). 

 

Expansion and Standardization:  

The demand for English language instruction for young learners all over the world 

expanded throughout the 1960s and 1970s. This resulted in an expansion of the field. In order 

to satisfy this demand, Cambridge English increased the number of its exams geared for young 

learners and standardized them. 1979 saw the official rebranding of these examinations as 

"Young Learners English" (YLE) examinations, and that same year also saw the introduction 

of three distinct levels: Starters, Movers, and Flyers (Cambridge English, 2021). Because of 

this restructure, a more in-depth evaluation of the language skills possessed by young learners 

was made possible. 

 

CEFR Alignment 

In the 21st century, the Young Learner Examinations (YLE) went through considerable 

adjustments in order to match them with the CEFR. According to the Common European 

Framework of Reference for Languages (CEFR), which was published by the Council of 

Europe in 2001, the purpose of this alignment was to establish a method that was transparent 

and uniform for evaluating the English language skills of young students. 
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Digital Transformation 

The YLE examinations have also been updated to reflect the digital nature of the world 

we live in. A computer-based version of the tests was developed by Cambridge English in 2018 

in order to better reflect the technological improvements that have occurred in education and 

evaluation (Cambridge English, 2021). The transition from paper-based to computerized testing 

enabled more adaptability as well as accessibility. 

 

Research and Validation 

In order to assure the YLE tests' reliability and validity, over the course of their 

existence, the YLE exams have been the focus of continuous research and validation 

investigations. These research contributed to the improvement of the assessment instruments, 

making it possible to establish the YLE exams as a reliable measurement of the English 

language ability of young learners (Höl, 2023). 

 

Global Impact 

Because the YLE examinations have received recognition on a global scale and are 

given in a variety of countries, they have become the gold standard for determining the level of 

English proficiency possessed by young students. According to Chik and Besser (2011), the 

examinations have also had an impact on the creation of English language instructional 

resources and curriculums that are geared specifically toward younger students. 

 

Continuous Adaptation 

The young learners and educator examinations go through a process of continuous 

adaptation in order to meet the ever-evolving requirements of young students and teachers. This 

adaptability guarantees that the examinations continue to stay relevant and successful in 

measuring English language skills in the contemporary educational setting (Cambridge English, 

2021). 
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In conclusion, the historical evolution of YLE tests is reflective of a dedication to testing 

and increasing English language ability among young learners. Exams for young language 

learners (YLE) have developed over time to adapt to the ever-shifting requirements of English 

language instruction for young learners. They began as fundamental assessments, but have 

since aligned with CEFR, undergone digital transformation, and made an influence on a 

worldwide scale. 

 

6. Globally Recognized YLE Exams 

Due to the increasing need from stakeholders in countries where English is not the 

primary language, specifically children and parents who aim to demonstrate a child's 

proficiency in English, for reasons like school admissions, and the limited availability of 

reliable language assessment tools on a national scale, there has been significant growth in the 

popularity and prevalence of internationally recognized English language tests. These tests have 

effectively bridged the gap between the supply and demand for such assessments (Alderson & 

Banerjee, 2001; Bailey, 2005; McKay, 2006). 

 

 i. Cambridge YLE Exams 

 

Pre A1 Starters 

The Pre-A1 Starters Cambridge English Language Qualification is the first of three Cambridge 

English Language Qualifications for young learners. These assessments expose students to 

everyday written and spoken English and offer them an excellent opportunity to develop their 

confidence and language abilities. The tests include well-known themes and place a premium 

on the competencies required for effective English communication via listening, speaking, 

reading, and writing. 

Test format 

Listening 

(about 20 minutes) 

4 parts/ 20 questions a maximum of five shields 
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Reading and Writing 

(20 minutes) 

5 parts/ 25 questions a maximum of five shields 

Speaking 

(3–5 minutes) 

4 parts a maximum of five shields 

A1 Movers 

The A1 Movers qualification is the second of three Cambridge English Qualifications for young 

learners. These examinations expose children to common written and spoken English and 

provide a wonderful opportunity for them to build confidence and enhance their language skills. 

The examinations are based on known subjects and emphasize the abilities necessary for 

effective English communication through listening, speaking, reading, and writing. 

Test format 

Listening 

(about 25 minutes) 

5 parts/ 25 questions a maximum of five shields 

Reading and 

Writing 

(30 minutes) 

6 parts/ 35 questions a maximum of five shields 

Speaking 

(5–7 minutes) 

4 parts a maximum of five shields 
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A2 Flyers 

The A2 Flyers qualification is the third in a series of three Cambridge English Qualifications 

for young learners. These examinations expose children to common written and spoken English 

and provide a wonderful opportunity for them to build confidence and enhance their language 

skills. 

The examinations are based on known subjects and emphasize the abilities necessary for 

effective English communication through listening, speaking, reading, and writing. 

Listening 

(about 25 minutes) 

5 parts/ 25 questions a maximum of five shields 

Reading and Writing 

(40 minutes) 

7 parts/ 44 questions a maximum of five shields 

Speaking 

(7–9 minutes) 

4 parts a maximum of five shields 

 

ii. TOEFL Junior Tests 

 

TOEFL Junior Standard Test 

The TOEFL Junior® Standard Test is an evaluation that determines the extent to which middle 

school pupils who are learning English as a second language have achieved proficiency in the 

academic and social English abilities that are typical of education in an English-medium 

context. The evaluation examines the skills of applicants in three distinct domains: reading 

comprehension, listening comprehension, and language form and meaning. 

Number of Items: This test typically consists of 42 Listening Comprehension, 42 Reading 

Comprehension, and 42 Language Form and Meaning which makes is a total of 160 items. 
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Score Range: The scores for each section range from 200 to 300 points. Total scores range 

from 600 to 900 points 

Testing Time: The TOEFL Junior Standard Test takes 1 hour and 55 minutes to complete. 

 

TOEFL Junior Speaking Test 

The TOEFL Junior Speaking test is designed to assess the skills required to successfully 

communicate verbally in English. It consists of the following components: 

Number of Items: This test typically consists of 4 questions. 

Score Range: The scores range from 0 to 16.  

Testing Time: The TOEFL Junior Speaking Test takes 18 minutes to complete. 

 

TOEFL Junior Writing Test 

The TOEFL Junior Speaking test is designed to assess the skills required to successfully 

communicate verbally in English. It consists of the following components: 

Number of Items: This test typically consists of 5 questions. 

Score Range: The scores range from 0 to 16.  

Testing Time: The TOEFL Junior Speaking Test takes 40 minutes to complete. 

 

iii.  International Certificate Young Learners (PTE YL) 

Firstwords (Level 1), Springboard (Level 2), Quickmarch (Level 3) and Breakthrough 

(Level 4) are the four different levels of English language competency that are covered by the 

Pearson English International Certificate - Young Learners (PTE Young Learners) assessment 

solution. These quizzes are intended to be entertaining and engaging for the youngsters who 

take them. In addition to this, they want their first experiences of learning English to be 

extremely memorable and inspiring to them.   

Pearson Edexcel, which is the largest awarding organisation in the UK for academic and 

vocational credentials, is the company that is responsible for administering the assessments. 
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The International Certificate for Young Learners is officially bestowed upon students by 

Pearson Edexcel, the certifying organization. 

The capacity to communicate effectively in English is the key focus of the examinations, 

which have been designed with young students in mind. The mastery of specific language 

objects and terminology is not emphasized as much as the ability to apply one's knowledge to 

actual life situations.  The test will be given in British English; however, responses written in 

American English will also be accepted. At every stage, familiarity with the English alphabet 

is treated as a given.   

Exams for the International Certificate for Young Learners are designed for students 

between the ages of six and thirteen who are already fluent in other languages. Listening, 

reading, speaking, and writing are the four abilities that are evaluated in the International 

Certificate - Young Learners program. It is divided into two parts: a written exam that evaluates 

the candidate's listening, reading, and writing skills, and a test of their oral communication 

skills. Both the oral portion of the examination and the written portion are graded 

independently. Because of the communicative focus of the International Certificate - Young 

Learners (IC-YL), the duration of the examinations can be reduced without affecting the 

accuracy of the results. 

 

Firstwords (Level 1) 

This exam is designed for those who can comprehend the English alphabet and identify 

simple phrases and words in spoken and written English, as well as grasp and discuss basic 

facts about their own lives and environs. The emphasis is on real-life circumstances that 

students will face, rather than how well they memorize language and structures. 

The exam includes both a written paper and a spoken examination. At this level, the 

written portion of the International Certificate Young Learners lasts 60 minutes and consists of 

six assignments. It assesses listening, reading, and writing abilities. The spoken portion of the 

exam lasts 20 minutes and consists of two assignments that candidates complete alongside an 

examiner and four other test takers. The entire exam period lasts 80 minutes. The written and 

spoken components of the Firstwords test are each worth 100 points; 80 for the written 

component and 20 for the spoken component. There are 40 total listening, reading, and writing 
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items, each with a two-point weighted. There are two speaking assignments, each worth 10 

points.  

 

Springboard (Level 2) 

This exam is designed for those who are able to speak about their emotions, routines, 

likes, and dislikes; create questions to gather the previously mentioned data from others; listen 

to and read with a knowledge of crucial material; and write a short piece about their own 

lifestyles to a standard that conveys meaning. 

The exam includes both a written paper and a spoken examination. At this level, the 

written portion of the International Certificate Young Learners lasts 60 minutes and consists of 

six assignments. It assesses listening, reading, and writing abilities. The spoken portion of the 

exam lasts 20 minutes and consists of two assignments that candidates complete alongside an 

examiner and four other test takers.  The exam lasts 80 minutes in total. The written and spoken 

components of the Springboard test are each worth 100 points; 80 for the written component 

and 20 for the spoken component. There are 40 total listening, reading, and writing activities, 

each with a weighting of 1.5 to 3 score points depending on the job. There are two speaking 

assignments, each worth 10 points. 

 

Quickmarch (Level 3) 

This test is for those who can read texts and comprehend the main points and essential 

details in acquainted listening situations; speak about their personal lives through the lens of 

routines, likes, dislikes, plans for the future, and past instances; and write a brief piece about 

their personal lives or an environment that is familiar to an average that anyone can 

comprehend. 

The exam includes both a written paper and a spoken examination. At this level, the 

written portion of the International Certificate Young Learners lasts 60 minutes and consists of 

six assignments. It assesses listening, reading, and writing abilities. The spoken portion of the 

exam lasts 20 minutes and consists of two assignments that candidates complete alongside an 

examiner and four other test takers. The exam lasts a total of 80 minutes. The written and spoken 

components of the Quickmarch test are each worth 100 points; 80 for the written component 
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and 20 for the spoken component. There are 40 total listening, reading, and writing tasks, each 

with a weighting of 1.5 to 3 marks depending on the activity. There are two speaking 

assignments, each worth 10 points.  

 

Breakthrough (Level 4) 

This exam is designed for those who can explain feelings, offer directions and 

explanations, convey purpose, express ideas and choices, and address fictitious situations. 

The exam includes both a written paper and a spoken examination. At this level, the 

written portion of the International Certificate Young Learners lasts for 1 hour and 15 minutes 

and consists of six tasks. It assesses listening, reading, and writing abilities. The spoken portion 

of the test lasts 20 minutes and consists of two activities. Test takers participate in two types of 

tasks with an examiner and four other test takers. The written and spoken components of the 

Breakthrough test are each worth 100 points; 80 for the written component and 20 for the 

spoken component. Each of the 36 hearing, reading, and writing elements in Tasks One through 

Five is worth between 1 and 3 points. Task Six, which asks applicants to write a brief article, is 

worth 20 points. There are two speaking assignments, each worth up to ten points.  

 

iv.  Oxford Placement Test for Young Learners 

The Oxford Placement Test for Young Learners gives an outstanding testing experience every 

time by providing the proper balance of challenge and joy (Oxford University Press, 2021). 

 100% online with a user-friendly sign-in mechanism for children. 

 Marked automatically with immediate results.  

 The Learning Management System makes it simple to create exams and manage their 

outcomes. 

 Traditional placement tests are outperformed by computer adaptive technology in terms 

of precision. 

 The results provide a CEFR level (Pre-A1 to B1), a score out of 80, and the amount of 

time required. 

 Child-friendly report cards offer section results, a scoring guide, and learner ability 

information.  
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The Oxford Placement Test for Young Learners is divided into two parts: Language Use 

and Listening. The part on Language Use assesses vocabulary, functional language, and 

grammar. The questions emphasize language usage rather than language knowledge, mirroring 

the communicative language experience that young learners have in class. Language Use is an 

18-question exam that assesses students' understanding of vocabulary, functions, and grammar. 

The Listening segment employs short and longer listening activities to assess listening 

for detail and gist. The audio is automatically repeated twice. The Listening segment uses short 

and longer listening tasks across 12 questions to assess listening for detail and gist. Both parts 

put British English to the test. 

 

7. Future Directions and Implications for Teachers 

When it comes to determining a child's degree of language acquisition as well as their 

level of language proficiency, standardized language proficiency exams for young learners play 

an extremely important role. When looking into the future, it is vital that we address two key 

factors that will influence the future of these tests: the assessment of teachers and the 

incorporation of technology. Not only will the accuracy of evaluations be improved thanks to 

these facets, but the whole educational experience for younger students will also be enhanced. 

 

7.1. Teacher Assessment 

Customized Assessments 

In the not-too-distant future, standardized assessments for younger students may include 

an increased number of assessment components blended with technological assessment tools 

driven by teachers. Teachers have a one-of-a-kind awareness of the capabilities of their pupils, 

and the insights they provide can be extremely helpful when it comes to adapting exams to the 

requirements of individual students. This strategy is consistent with the idea of formative 

assessment, according to which teachers continually evaluate their pupils in order to improve 

their teaching (Black & Williamson, 1998). 

 

Performance-Based Assessment 



 
355 

 

In the future, traditional multiple-choice examinations might be phased out in favor of 

more performance-based tasks being included in standardized tests. These activities could 

incorporate real-world situations in which young students demonstrate their language skills 

through practical applications. Some examples of these activities include role-playing, 

multimedia projects, and even internet collaborative activities. 

 

Portfolio Assessment 

The usage of digital portfolios as part of the evaluation process for language skills is 

becoming increasingly common. Young students should keep portfolios displaying their 

progress in language acquisition over time. These portfolios could include written work, audio 

recordings, and video recordings. The teachers will subsequently be able to evaluate these 

portfolios, which will give a more comprehensive picture of the student's level of language 

ability (Cambridge English, 2020). 

 

7.2. Technology and Assessment 

Adaptive Testing 

The potential of adaptive technology could be utilized in the future for standardized 

language competency exams administered to young students. These examinations are able to 

respond in real time to a student's performance by presenting questions that are individualized 

to their level of expertise. According to Bachman (2004), adaptive exams are able to lessen test 

anxiety while also providing more precise evaluations of skill. 

Online Assessment Platforms 

It is necessary, given the development of technology, to design effective online 

assessment tools that are user-friendly for both young students and their instructors. According 

to Bachman (2001), in order to effectively engage young learners, these platforms ought to have 

capabilities such as speech recognition, automated scoring, and interactive multimedia content. 

Data Analytics 

Utilizing data analytics, future examinations may be able to provide more in-depth 

insights into the language learning experience of an individual student. According to Pardo and 

Kloos (2016), doing an analysis of the patterns that emerge in student performance can assist 
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educators in locating specific areas in which students could benefit from receiving 

individualized training.  

 

8. Conclusion 

Multilingualism is being increasingly appreciated in a world that is becoming more globalized. 

With the growing globalization of academic, governmental, and economic affairs, as well as 

the associated rise in the global profile of English as a lingua franca, it is important that children 

who are of school age today learn English (Wolf & Butler, 2017). This is true not only because 

of the potential for personal enrichment that comes with learning any foreign language, but also 

because of the rising global profile of English as a lingua franca. In addition, several nations 

have begun to include instruction in English as part of the standard primary school curriculum 

(Rea-Dickins, 2000). This is being done in recognition of the many advantages associated with 

beginning language study at a younger age. Students whose native language or the language 

spoken at home is not English are often expected to take part in English as a Second Language 

(ESL) classes in primary and secondary schools in nations where English is used as the 

language of everyday communication (Snow, 1990).  

For school-aged children, the acquisition of English language proficiency (ELP) is 

crucial not only to achieve academic achievement but also to participate in social activities. 

This is especially true in the context of English as a second language (ESL) (Genesee, 1994). 

Because there is a growing demand for young students to acquire English language skills, there 

is also a growing demand for acceptable methods that may notify important stakeholders (such 

as students, parents, and teachers) about the students' current levels of English language 

proficiency. At the institutional level, having English language proficiency tests that are of a 

high quality may be helpful in both the process of developing curriculum and instruction as 

well as the process of placing students in the proper programs (Gultom & Oktaviani, 2022). 

ELP exams can also be helpful at the individual level, where they can support students, parents, 

and instructors in improving their English language learning and teaching. In spite of the fact 

that there is a growing demand for standardized ELP assessments as an objective measure to 

gauge each student's level of English language development, additional caution must be 

exercised in the development and use of standardized ELP assessments for young school-age 

children because of the distinct characteristics that they possess in comparison to adult learners 
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CHAPTER 16: THE ROLE OF ARTIFICIAL INTELLIGENCE 

(AI) IN TRANSFORMING FOREIGN LANGUAGE EDUCATION: 

TRENDS, APPLICATIONS, AND ETHICAL CONSIDERATIONS 

 

Yusuf Emre YEŞİLYURT  

 

Abstract 

The chapter delves deep into the transformative impact of artificial intelligence (AI) on the 

domain of foreign language education. With AI's rapid advancements, particularly in large 

language models, its implications for language learning have been profound. The chapter 

explores AI-driven innovations, such as virtual conversational agents, automated writing 

evaluations, speech recognition technologies, and adaptive learning systems, spotlighting their 

potential to personalize and enrich language education. While emphasizing the importance of 

human-centric integration, the chapter underscores the necessity of using AI to complement 

human teaching. Furthermore, it provides insights into major applications, aligns discussions 

with pertinent learning theories, and offers real-world implementation examples. The chapter 

also addresses the ethical dimensions of data use and AI technology, emphasizing responsible 

integration. In essence, the chapter aims to equip language teaching professionals with 

comprehensive insights into AI's current and future role in enhancing language education. 

 

1. Introduction 

The field of artificial intelligence (AI) has seen rapid advancements in recent years 

particularly with the introduction and adoption of large language models. With improved 

capabilities in areas like machine learning and natural language processing, AI has permeated 

diverse sectors including healthcare, business, and significantly - education (Brynjolfsson & 

McAfee, 2014). In the realm of language learning, AI holds unique promise to transform key 

aspects of teaching and student experience (Reiss, 2021). 

AI-driven innovations are already emerging to assist with critical facets of language 

instruction and acquisition. Virtual conversational agents provide interactive dialogue practice 

(Fryer et al., 2017). Automated writing evaluation programs give personalized feedback on 

student writing (Dikli & Bleyle, 2014). Speech recognition technology enables pronunciation 

assessment (Wang & Zhao, 2020), and adaptive learning systems tailor instruction to individual 

learner needs and abilities (Vincent-Ruz & Boase, 2022). 
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As such tools continue maturing, AI stands to make language learning more 

personalized, engaging, and accessible overall (Zawacki-Richter et al., 2019). However, 

thoughtfully integrating AI remains an evolving, complex endeavor. Simply inserting new 

technologies into classrooms is insufficient. For AI to truly enrich language education, we must 

utilize it in ways that enhance - not replace - human teaching and uphold core educational values 

(Xu, 2020). 

This chapter aims to provide language teaching professionals and researchers an in-

depth look at the intersection of AI and language education. It examines major AI applications 

and trends, ground discussions in relevant learning theories, and spotlight real-world 

implementations through some examples. Since successful integration rests on human adoption, 

this chapter also explores AI’s impacts on both learners and teachers. Lastly, as ethical use of 

data and emerging technologies is imperative, it discusses critical considerations and standards 

to guide responsible AI integration. 

While AI carries inherent challenges, this chapter focuses on its immense potential 

value. This chapter’s exploration spotlights opportunities to thoughtfully make the best use of 

AI in service of enriched language teaching and learning. With the guidance of teacher 

proficiency, the revolutionary potential of AI can be utilized to provide accessible, high-quality, 

and engaging language education to everyone. This chapter seeks to provide key perspectives 

to help professionals evaluate and shape the role of AI in language teaching - both presently 

and in the future. 

2. The Landscape of AI in Language Education 

Artificial intelligence is reshaping language education through major trends like 

personalized and adaptive learning, immersive technologies, and automated assessment and 

feedback. This section provides an overview of the AI landscape and its impacts on pedagogy. 

2.1. Personalized and Adaptive Learning 

Personalized learning has been an evolving focus in education, as students have diverse 

needs and skills (Walkington, 2013). AI enhances personalization through data-driven 

adaptivity (Ouyang & Jiao, 2021). Algorithms analyze individual learner patterns to tailor 

content sequencing, difficulty levels, prompts, and feedback unique to each student. For 

example, Duolingo and Rosetta Stone use AI to continuously track learner performance and 

adjust lesson pacing and activities to ability level (Vesselinov et al., 2019). Such adaptive 

learning curricula promote efficient progress by keeping students stimulated and supported in 
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their zone of proximal development (Vygotsky, 1978). Intelligent tutoring systems also model 

student knowledge to provide personalized guidance and practice (Graesser et al., 2018). 

2.2. Immersive Learning Environments 

Immersive technologies like virtual reality and augmented reality are transforming 

learning experiences through interactive 3D environments (Bower et al., 2014). AI makes these 

environments more adaptive, responding contextually to user actions and speech. OpenAI’s 

ChatGPT and Anthropic's conversational AI assistant Claude can tailor language lessons to 

learner needs although they address reading and writing skills for now (Anthropic, 2023; 

OpenAI, 2023). Mondly's VR places students in realistic scenarios to practice conversation 

skills using speech recognition (Pellet & Zaidi, 2019). Such immersive simulations increase 

engagement and lower anxiety for language learners. 

2.3. Automated Assessment and Feedback 

For writing development, AI programs analyze text to provide personalized feedback 

on grammar, style, organization and other aspects of quality (Warschauer & Ware). Automated 

speech scoring also evaluates pronunciation, fluency and more. Duolingo and other platforms 

benefit such AI scoring to give real-time formative feedback during practice (Settles & Meeder, 

2016). By automating rote assessment tasks, AI enables teachers to focus on higher-level 

instruction. 

3. Theoretical Frameworks 

The thoughtful integration of AI in language teaching should be guided by learning 

theories and frameworks that align with AI capabilities. This section elucidates key theoretical 

grounding for integration of AI applications into language teaching and learning. By 

incorporating evidence-based methodologies and aligning with learner-centered pedagogies, 

the proper utilization of AI can foster a more personalized and engaging learning experience. 

3.1. Constructivism  

Constructivism posits that learning is an active process of constructing knowledge rather 

than passively receiving it (Jonassen, 1994). Learners build understanding by interacting with 

content and relating it to prior knowledge. AI's adaptivity aligns with constructivist principles 

by allowing self-paced exploration and providing personalized guidance (Chen et al., 2021). 

For example, intelligent tutoring systems present tasks and feedback tailored to each learner's 

evolving needs and responses (Grenander et al., 2021). Such AI tools create constructive 

learning environments. 
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3.2. Technological Pedagogical Content Knowledge (TPACK) 

The TPACK framework emphasizes the interplay between technology, pedagogy and 

content knowledge in teaching (Mishra & Koehler, 2006). Educators must develop fluency in 

all three domains to effectively integrate technology like AI. Language teachers need 

appropriate technological know-how along with pedagogical skills to incorporate AI in ways 

that enhance language acquisition (Yang & Kyun, 2022). AI should not be viewed merely as 

an add-on tool, but an integral part of the teaching process. 

3.3. Community of Inquiry (CoI)   

The CoI model describes how online learning develops through social, cognitive and 

teaching presence (Garrison et al., 2017). AI has the potential to cultivate these presences, for 

instance, by providing adaptive instruction (teaching presence) and engaging content (cognitive 

presence) suited to the learner's level. However, care should be taken to balance simulated AI 

interactions with sufficient human social connections. 

3.4. Connectivism 

Connectivism posits that learning occurs by forming connections across networks of 

people, information and tools (Siemens, 2005). This framework recognizes AI's potential to 

provide greater access to data and information flows to enhance language learning. However, 

learners need guidance in ethically navigating and evaluating these emerging tool networks. 

4. Practical Applications of AI in Language Teaching 

AI can be exploited in varied ways to enhance language instruction and learning 

experiences. This section highlights key technologies along with examples of their 

implementation. It demonstrates how educators can utilize these tools to foster innovation and 

efficiency in language education. 

4.1. Intelligent Tutoring Systems 

Intelligent tutoring systems (ITS) employ AI to simulate personalized human tutoring 

and guidance. They provide conversational practice by comprehending student responses and 

generating feedback on grammar, word choice, and phrasing (Alshaikh & Hewahi, 2021). 

Studies show ITS also improve learning outcomes in areas like vocabulary acquisition (Najmi 

& Ebrahimi, 2017). ELSA Speak is an intelligent tutoring system that helps learners improve 

their English pronunciation and fluency by using speech recognition technology to analyze their 

speech and provide personalized feedback. It also offers a curriculum that covers various topics 

and scenarios, such as greetings, travel, and business (ELSA Corp., 2021). Another example is 

FluentU, which is an intelligent tutoring system that helps learners improve their English 
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comprehension and vocabulary by using real-world videos, such as movie trailers, music 

videos, and news clips. It also provides interactive captions that show the meaning and 

pronunciation of any word, and quizzes that test the learners’ understanding of the video content 

(FluentU, 2021). These are some of the widely used AI-supported tools that provide 

conversational practice for English learners.  

4.2. Adaptive Learning Platforms   

Adaptive platforms like Duolingo track individual progress to adjust the sequencing and 

difficulty of reading, writing, listening and speaking activities based on learner proficiency 

(Vesselinov & Grego, 2016). For instance, the platform may introduce new vocabulary or 

grammar concepts to students who demonstrate mastery, while remediating struggling students 

with more practice on foundational concepts. This data-driven adaptivity caters to diverse needs 

and abilities. Evidence indicates adaptive platforms can enhance engagement and language 

gains (Cumbal & Skantze, 2022). 

4.3. Speech Recognition Tools 

Voice-enabled assistants allow conversational language and pronunciation practice 

using automatic speech recognition (ASR) (Dizon, 2017; Tejedor-García, Cardeñoso-Payo, & 

Escudero-Mancebo, 2021). Apps like ELSA benefit from ASR to provide feedback on 

pronunciation by detecting mistakes in learners' speech and providing correct models. Studies 

confirm such tools assist in developing stronger speaking skills and confidence (Liakin et al., 

2017). Recently, Meta's Project CAIRaoke demonstrated ASR for karaoke-style singing 

practice to improve prosody (Meta AI, 2022). 

4.4. Machine Translation Software 

Machine translation tools like Google Translate provide quick translations of texts and 

conversations, enabling comprehension. Some alternatives to Google Translate include DeepL, 

SYSTRAN, Baidu, Papago, Reverso, and SDL Free Translation.  Although imperfect yet, when 

carefully used, such softwares can aid reading growth and communication. Features like 

simplified text help adapt content to different proficiency levels. Research shows translation 

tools combined with instruction can assist vocabulary learning. Newer neural machine 

translation models produce more fluent and accurate translations. Using a variety of tools can 

help students gain exposure to diverse translation styles and language varieties. 
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5. The Impact of AI on Language Learners 

AI is transforming how students learn languages. It provides benefits like personalized 

learning, increased engagement, and reduced barriers. This section explores specific impacts 

with examples. 

5.1. Personalized Learning Experiences 

AI's impact on language learners extends to providing highly personalized learning 

experiences. Unlike traditional classroom settings where teaching methods are often one-size-

fits-all, AI technologies enable tailored approaches that cater to each student's individual 

learning style, pace, and needs. 

Through the analysis of learner data, AI algorithms can identify areas of strength and 

weakness in a student's language skills (Szügyi et al., 2019). This information is then utilized 

to design customized learning paths that focus on addressing specific challenges and reinforcing 

existing competencies. For instance, AI-powered language learning platforms like Babbel and 

Memrise adapt the content difficulty based on user performance. This ensures that learners are 

consistently challenged without becoming overwhelmed (Liu et al., 2021). 

Moreover, AI enables adaptive assessments that dynamically adjust question difficulty 

based on a student's previous responses (Jadhav et al., 2018). This adaptability ensures that 

learners are consistently challenged at an appropriate level by preventing them from getting 

stuck on overly easy or overly difficult tasks. This personalized approach not only enhances the 

learning experience but also fosters a sense of accomplishment and progression. 

Furthermore, AI-driven platforms can integrate real-time monitoring of a student's 

progress and behavior. These insights empower educators and learners alike. They enable both 

parties to make data-driven decisions to optimize learning strategies. For example, adaptive 

learning systems utilize algorithms to analyze students' learning patterns. Doing so, they adapt 

the content, pace, and difficulty accordingly to cater to individual needs, and thereby enhance 

the overall learning experience (Sottilare et al., 2013). 

AI is revolutionizing language education by catering to the unique needs and 

preferences of each learner. By providing personalized learning experiences, it is able to adapt 

to individual strengths and weaknesses, ensuring a more tailored approach to language 

instruction. Ultimately, this personalized methodology leads to more effective and efficient 

language acquisition. 
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5.2. Enhanced Learner Engagement 

In the realm of language education, engaging learners consistently is a paramount 

challenge. The integration of AI and gamification techniques has emerged as a potent solution 

to this challenge, promising to reshape learner engagement in the digital age. This section will 

explore how AI-fueled applications utilize machine learning and other advanced technologies 

to create stimulating, personalized, and motivating learning experiences. 

Gamified apps like Duolingo utilize AI techniques such as machine learning and speech 

recognition to provide engaging, interactive language practice (Settles & Meeder, 2016). The 

varied activities and instant feedback driven by AI not only enhance the learner's motivation 

but also create an environment that promotes sustained focus and commitment to tasks. The use 

of gamification elements, like badges, points, and levels, creates an incentive system that keeps 

students engaged and motivated to progress (Saleem et al., 2021). The competition and 

collaboration features of such apps enable learners to challenge themselves and others, fostering 

a sense of community and making learning more enjoyable. 

AI's ability to adapt exercises to the learner's level also ensures a personalized and 

stimulating experience. By recognizing where a student is excelling or struggling, the AI can 

adjust in real-time, providing tasks that are neither too easy nor too hard (Khan et al., 2021). 

This dynamic adaptability promotes a sense of achievement and keeps learners committed to 

their language learning goals. 

Research shows that the immediate rewards and progression inherent in these programs 

can build and promote consistent learning habits (Ibáñez et al., 2011). AI-driven conversation 

bots add to this by allowing engaging chat-based practice that mimics real conversations, further 

enhancing the immersive learning experience. 

5.3. Meaningful Personalized Feedback 

In the contemporary educational landscape, personalized and meaningful feedback has 

become a cornerstone in the development of comprehensive language skills, not merely writing. 

AI technologies, with the help of natural language processing and other analytical tools, are 

enabling precise and immediate feedback across various aspects of language learning, including 

speaking, listening, reading, and writing. These potential AI-powered automated evaluation 

programs can analyze both oral and text drafts to provide customized insights into vocabulary 

use, grammar, style, organization, and more (Nadan et al., 2023). Such systems free teachers to 

concentrate on higher-order concerns, like critical thinking, creativity, and personalized 

mentorship, while ensuring consistency and promptness in responses (Wang et al., 2023). 



 
372 

 

Moreover, these tools can lead to a more unbiased evaluation of language skills by 

giving comprehensive insights into areas for enhancement. This fosters greater learner 

autonomy, encouraging students to actively participate in the iterative process of honing their 

language capabilities. The introduction of AI in language feedback not only adds efficiency but 

also lends a more nuanced, individualized approach. Its extended reach allows for targeted 

interventions that might otherwise be overlooked, contributing to accelerated skill development 

across various linguistic domains. 

6. The Impact of AI on Language Teachers 

While AI stands to benefit learners, it also profoundly affects language teachers. From 

automated grading systems to intelligent tutoring assistants, various AI innovations are 

changing how educators approach core tasks like assessment, instructional planning, and 

pedagogical adaptation. As I discuss below, AI is transforming key aspects of language teaching 

roles and experiences through automation, data analytics, and supplemental support. 

6.1. Assisting with Personalized Instruction 

AI learning analytics systems allow teachers to make use of data-driven insights about 

each student's strengths, weaknesses, and progress to provide highly personalized instruction 

(Deshpande et al., 2023). Dashboards synthesize performance data from activities, assessments, 

and student feedback surveys, identifying knowledge gaps. This helps teachers pinpoint 

students struggling with certain grammar principles or vocabulary. Teachers can then develop 

targeted one-on-one mentoring plans, modifying teaching strategies to suit each learner. For 

example, a teacher may provide more visual demonstrations for visually-oriented learners or 

hands-on activities for kinesthetic learners based on the AI insights. 

AI tutoring systems continuously assess students to identify knowledge gaps, tailor 

content, and provide adaptive feedback. This data-driven approach enables more personalized 

teaching (Walton, 2023). For example, Duolingo tracks student progress to adjust lesson pacing 

and difficulty level based on proficiency (Vesselinov & Grego, 2016). Such adaptivity 

promotes more efficient, targeted instruction catered to individuals. Studies confirm the benefits 

of these AI systems for differentiation (Najmi & Ebrahimi, 2017). 

6.2. Automating Assessment  

AI reduces teachers' grading workload by automatically assessing student assignments, 

exercises, tests, and even essays (Martínez & Gómez, 2023; Zawacki-Richter et al., 2019). With 

autograding systems, teachers simply need to review and override grades as needed, rather than 
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manually evaluate submissions. This frees up time for higher-order instructional planning and 

development of creative assessments like projects and portfolios that assess critical thinking. 

Automated writing evaluation and speech recognition tools further contribute to 

providing instant formative feedback, freeing up teachers for more advanced instructional 

activities (Demszky et al., 2023). Additionally, machine translation helps teachers adapt texts 

and assignments for varying proficiency levels (Taşdemir et al., 2023). The integration of these 

tools not only reduces time spent on repetitive assessment tasks but also enhances teaching 

efficiency when appropriately applied (Mallik & Gangopadhyay, 2023). 

6.3. Enriching Pedagogy  

AI creates new pedagogical possibilities for teachers. Simulated conversations with 

chatbots allow safe, personalized language practice (Zou et al., 2023). Immersive virtual 

environments provide contextualized learning. Such technology facilitates more engaging, 

student-centered approaches aligned with communicative teaching methods. However, care 

should be taken to balance automated assessment and instruction with sufficient human 

interaction and guidance. Consequently, AI stands to enrich language teaching but teachers 

must thoughtfully leverage its potential. 

7. Ethical Considerations and Challenges 

Implementing AI ethically in language education remains an evolving, complex process 

that necessitates a nuanced understanding of diverse factors. Critical issues around data privacy, 

potential biases in algorithms, and the defining of human roles within the AI-enhanced 

educational landscape are central to this ethical implementation. These multifaceted 

considerations require ongoing analysis and dialogue among educators, technologists, and 

policymakers to ensure responsible integration of AI into the language education field.  

The first major consideration is protecting learner data privacy and security. AI systems 

collect vast amounts of student data, raising concerns around confidentiality (Slimi & 

Carballido, 2023). Policies and measures must be established to enforce encrypted data storage, 

multi-factor access controls, transparency in data practices, and students' rights to erase their 

data. Several studies emphasize the need for thoughtful data governance principles and 

frameworks specifically for education AI systems (Hillman, 2023; Kazimzade & Miceli, 2020). 

Another key concern is the potential for biases in AI algorithms and training data to lead 

to issues like cultural stereotyping in natural language processing systems (Reyero Lobo et al., 

2022). Regular auditing of datasets and machine outputs is imperative to detect any skewed 

representations or unfair biases, which can then be mitigated through better design practices 
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(Pagano et al., 2022). It is understood that ongoing evaluation of language education AI systems 

for fairness, accountability and transparency is needed. 

Overdependence on AI risks dehumanizing education and neglecting socioemotional 

elements that are crucial for healthy child development (Bu, 2022). Reasonable limits on 

automated teaching time and policies fostering human interaction and emotional intelligence 

can help maintain balance. Here attention should be paid to keep learners' wellbeing central 

when integrating AI into education. 

Many advanced AI applications remain prohibitively expensive for underfunded 

schools across the world. Digital literacy barriers and lack of internet access also lead to 

inequities in AI adoption. Progress in education AI must prioritize enhancing equity of access 

and outcomes. It may be proposed that measures to bridge the AI divide through public-private 

partnerships should be taken immediately (Shah et al., 2020). 

Addressing these multidimensional ethical considerations through research, policies, 

and thoughtful design will be imperative as language educators continue embracing emerging 

AI innovations. Maintaining critical perspectives on AI can guide responsible, learner-centric 

innovation in the field. 

8. Conclusion 

The advent of AI technologies is ushering in an era of transformation for language 

teaching and learning. As discussed, AI holds immense potential to enhance key facets of 

instruction and student experience. From adaptive learning platforms to immersive simulations, 

AI-driven innovations are making language education more personalized, engaging, accessible 

and effective overall. 

However, successfully integrating AI requires a nuanced, thoughtful approach. 

Educators must leverage AI tools in ways that supplement - not supplant - human teachers. 

Grounding implementations in sound learning theories and pedagogies is essential, along with 

ensuring sufficient teacher oversight and guidance. Additionally, critical ethical issues around 

data privacy, algorithmic bias, and maintaining human connection must be addressed through 

thoughtful policies and design. 

While AI integration brings multifaceted challenges, this chapter illuminates the 

abundant opportunities it presents if harnessed responsibly. There is a need for expanded 

dialogue and research to guide optimal, ethical AI adoption. With care, diligence and human 

wisdom guiding the way, AI's potential can be realized to benefit all learners equitably. This 

pivotal moment calls not for resistance against AI, but embracing its possibilities with caution 
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and care. In partnership with devoted educators, AI can help unlock a future of enriched, highly-

personalized and engaging language learning for students worldwide. 
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CHAPTER 17: CURRENT VIEWS AND PRACTICES IN 

TEACHING PRAGMATICS 

 

Dilara SOMUNCU  

Mehmet BARDAKÇI  

 

1. Introduction 

Pragmatic knowledge is knowing how to adapt one’s language use to other people, and 

pragmatics is viewed as the study of language in use with consideration of contextual factors 

such as the physical setting, the relationship between interlocutors in terms of power relations, 

social distance and status, the degree of imposition involved in a communicative act, topics of 

conversation, and shared knowledge regarding social rules and norms (Roever, 2012). This field 

of study focuses on the use of language within a social context with a focus on meaning-in-

context (Bardovi-Harlig, 2014) including intended meanings, assumptions, and actions 

performed when speaking. It extends analyses beyond linguistic form, and concerns itself with 

situated language function. This is all captured in a well-known formal definition by Crystal 

(1997), who defines pragmatics as “the study of language from the point of view of users, 

especially of the choices they make, the constraints they encounter in using language in social 

interaction and the effects their use of language has on other participants in the act of 

communication” (p. 301).    

The fact that the relationship influences how we talk might be obvious to native speakers 

and high-proficiency speakers, but it is difficult for lower-level learners to know this. How do 

learners know how to talk to people depending on their relationship with the person and the 

situation? The stakes are high here: talking to someone in a way that is culturally inappropriate 

can make speakers appear rude even though they do not mean to be. However, as Taguchi and 

Roever (2017) and Roever (2005; 2013) put forward, how to use language with people 

appropriately is not systematically taught in most language courses, not systematically 

developed in most language textbooks, not included in most language tests, and quite scattered 

even in such an influential document as the Common European Framework of Reference for 

Languages (CEFR; Council of Europe, 2001, 2020). 

Traditional language teaching, which is still overwhelmingly used in Turkish EFL 

context, primarily consists of structural aspects of language such as grammar and vocabulary. 
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However, recently-shaped language teaching pedagogy indicates that grammar and vocabulary 

knowledge does not lead to successful communication (Bardovi-Harlig, 2014; Kim, 2014; 

Roever & Dai, 2021; Taguchi, 2015). This paradigm shift incorporated social, cultural and 

contextual factors together with main language skills, and pragmatic competence became a 

criterion for high language proficiency. Welcoming a communicative and functional 

perspective recognizes the importance of context, discourse strategies, and cultural awareness 

in communicating meaning appropriately and interpreting the intentions of other speakers. As 

a result, pragmatics teaching has become an integral part of language education, emphasizing 

the importance of context, cultural factors and functional language use by utilizing authentic 

materials, explicit/implicit teaching, and cultural awareness (Taguchi, 2013).  

To facilitate the acquisition of pragmatic competence, educators use a variety of 

teaching practices. One approach is to use authentic materials such as videos, dialogues and 

real-life situations that expose students to real language use in different communicative 

contexts. Role plays and simulations are also utilized to create interactive and meaningful 

opportunities for students to practice their pragmatic skills in a controlled environment. Explicit 

instruction methods play a vital role in pragmatics teaching as it provides students with the 

necessary knowledge and strategies to navigate social interactions effectively. This includes 

teaching the speech acts, implicatures, pragmatic rules, formulaic expressions, routines, and 

discourse markers necessary for proper communication. By explicitly addressing pragmatic 

conventions, students can develop a deeper understanding of how to express politeness, make 

requests, apologize, and deal with other social functions (Can, 2022; Can Daşkın & Can, 2022).  

However, pragmatics teaching also carries its own challenges. Pragmatics is a complex 

and context-dependent aspect of language, making it difficult to define and teach. Assessing 

students’ pragmatic competence poses a significant challenge, as traditional assessment 

methods often focus more on grammar and vocabulary than on pragmatic competence (Roever, 

2005). Additionally, the ongoing debate between explicit instruction and implicit instruction 

raises questions about the most effective pedagogical methods for developing pragmatic skills. 

While pragmatics is part of all the major constructs of communicative competence (e.g., 

Bachman & Palmer, 2010; Canale & Swain, 1980), which situate language teaching under the 

communicative paradigm, and it is represented in major policy documents like the CEFR, very 

little systematic pragmatics teaching happens in classrooms. Several factors probably conspire 

to bring about this underrepresentation. Most pivotally, many teachers have limited awareness 

of pragmatics as an aspect of language competence that needs to be treated systematically as 
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part of the curriculum. Most language teacher training courses do not explicitly cover 

pragmatics, and textbooks and syllabi do not include it as a skill to be learned. This means that 

there are few incentives and little support for teachers to teach pragmatics, even if they want to. 

In addition, most language tests do not specifically assess pragmatics so there is no positive 

washback from the test to the classroom (Roever & Dai, 2021).  

While challenges remain in pragmatics teaching, such as assessing pragmatic 

competence and identifying the most appropriate teaching methods, educators can develop their 

pedagogical strategies to equip students with the pragmatic skills necessary for successful 

communication in a variety of linguistic and cultural contexts. Considering these current views 

and practices, the present chapter aims to focus on pragmatics and its areas (e.g. speech acts, 

implicature, and formulae), teaching materials and tests for pragmatics, and teaching pragmatics 

and its importance.   

2. Pragmatics and Language Teaching 

Pragmatics emerges as a linguistic subfield that deals with the use of language and 

examines how language functions in real-world communication contexts. Pragmatics explores 

how the meaning of language is shaped not only by word and sentence structures, but also by 

factors such as speakers’ intentions, social context, and communication status. Therefore, 

understanding the practical use of language is one of the cornerstones of effective 

communication. This field of linguistics offers a broadened perspective to understand how 

people make and understand meanings in their daily communication. Analyzing subtexts and 

implicatures in communication means going beyond the superficial level of language. 

Pragmatics shows that the same sentence can have different meanings in different contexts, so 

language is not limited to grammar and vocabulary (Taguchi, 2015). 

The importance of pragmatics goes beyond providing effective meaning transfer in 

communication. It plays a big role in areas such as understanding the relationships between 

people, resolving cultural differences, understanding the intentions of the interlocutors, and 

minimizing possible ambiguities in communication. Understanding and applying pragmatic 

rules is a fundamental requirement for peaceful communication and cooperation, especially in 

multilingual and multicultural societies (Shively, 2011). If we think the role of English language 

as the world language, then it makes pragmatic competence as important as ever before for 

English language learners. As a result, pragmatics emerges as an important linguistic area that 

helps language learners understand the role of language in real-world communication. It offers 
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the key to functional, effective communication that deals with the meaning of language not only 

with structural elements but also with social, cultural and communicative context.  

Language learning and teaching is a steep slope for individuals to gain language skills 

and improve their communication skills. Practices on the role of gestures, intonation, and eye 

contact in communication contribute to language learners’ development of nonverbal 

communication skills. It also supports language learners to gain cultural awareness and adapt 

to different language usage contexts. Language learners’ understanding of the pragmatic aspects 

of language can reduce misunderstandings, increase their cultural sensitivity, and help them 

communicate more fluently. Therefore, incorporating pragmatic principles into the teaching 

and learning process makes language education more effective and comprehensive so that 

language learners improve their communication skills and understand the real-world 

communication context (Taguchi, 2013; Taguchi & Roever, 2017). 

To put it briefly, pragmatics deals with the social use of language. It explores why 

language users speak differently in different social settings, for example, in a casual 

conversation at a bar, in a formal job interview, or when purchasing a service at a store. It is 

also interested in how people understand each other when they talk in a non-literal way (“I’ve 

asked you a thousand times to clean your room”) (Kasper & Rose, 2002). In addition to these, 

it deals with the way people use chunks during interaction (“Don’t worry.”, “Can I get you 

something else?”) and how they manage to establish long conversations effortlessly and without 

thinking about it. Unlike syntax, which deals with the accuracy of language, the field of 

pragmatics deals with the appropriate and conventional use of language. Based on these 

frameworks, pragmatics is interested in conducting research in the following areas:  

Research in the field of speech acts and politeness try to answer how language users 

know that they need to speak differently with their bosses and spouses and how they decide 

what to say. Understanding what the other speaker means is another critical issue. For example, 

when person A casually asks, “Where’s your phone?” “Mine’s out of battery,” most language 

users will understand that this does not mean that Person A just wants to know where it is, but 

Person A wants to use the phone. This question has been addressed in the studies conducted on 

implicature. People often use the same phrases such as “no worries” to express a certain 

meaning in a situation, and this is also explained by pragmatics. Research on routine formulae 

has shed light on this point.  

Leech (1983) identified two areas of pragmatic competence that interactants should 

have: sociopragmatic and pragmalinguistic competence, as demonstrated in Figure 1.  
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Figure 1. Sociopragmatic and pragmalinguistic competence 

The sociopragmatic competence of a language user is his knowledge of the social rules and 

norms governing the use of language. What is normal and acceptable? Who deserves respect 

and who is considered your equal? How do gender and age affect the way you talk to someone? 

What is considered a small favour and what is a large imposition on the interlocutor? (Leech, 

1983). According to Fraser et al. (1980), sociopragmatic knowledge is about how social 

relationships affect speech. This knowledge also includes knowing that you can comfortably 

talk to people who are very close, such as a spouse, but you need to be more polite to people 

who are less close, such as an acquaintance. Sociopragmatic knowledge is largely implicit: 

language users usually do not need to think about what their relationship with another person 

is and whether they should be casual or polite. Although those who have grown up in the target 

speech community intuitively know what it is, second language (henceforth L2) users may have 

difficulty with sociopragmatics (Siegal, 1996). Since they are not socialized in the target 

culture, they may not have an intuitive understanding of how people relate to each other and 

what is ‘normal’, and for example, they may unintentionally offend the other person by 

misinterpreting an official situation as a casual situation, or they can treat a person who needs 

to be respected as a close friend.   

The second and equally important component of pragmatic competence is pragma-

linguistic competence. Pragma-linguistic competence includes knowledge of the linguistic tools 

for saying what you want to say while being guided and limited by sociopragmatic rules and 

norms (Leech, 1983). Pragma-linguistic knowledge is essentially linguistic knowledge, but 

Pragmatic Competence  

Sociopragmatic 

competence 

(social rules) 

Pragmalinguistic 

competence 

(linguistic rules) 
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more importantly it is the knowledge of how language can be used for pragmatic purposes. How 

do you formulate a request or suggestion? How to start a story-telling in a conversation? More 

generally, what are the conventional linguistic means used to express certain intentions? A 

person learning a second language may be pragmalinguistically deficient due to low overall 

language proficiency. For example, an ordinary phone request from Person A (“Where is your 

phone?”) does not require a very complex language, but low-level students may still have 

difficulty formulating a question. However, neutral and polite requests are linguistically much 

more complex: in addition to question formation, they require modals, if-clauses, and 

expressions such as “I was wondering”. Being able to produce these language features requires 

more than a basic level of language competence. If the learner’s proficiency is low and they 

have not yet acquired English modals (can, might, want, etc.), their linguistic toolkit for making 

requests in English will be limited. Having sociopragmatic and pragmalinguistic knowledge is 

important but not sufficient for successful language use. Both types of knowledge need to be 

matched, i.e. language users need to be able to use the right kind of linguistic tools given social 

rules (Taguchi, 2012; Taguchi & Yamaguchi, 2019). For example, it is useful to know what 

linguistic options are available for making requests and for softening or strengthening them, but 

this knowledge needs to be linked to sociopragmatic knowledge of how to speak to a particular 

interlocutor under particular circumstances. Language users also need to be able to access their 

knowledge quickly and effortlessly so that they can comprehend and produce language under 

the time pressure of real-time speech. Sociopragmatic and pragmalinguistic knowledge are 

useful concepts, but they are not detailed enough to explain how language users adjust their 

language to the other speaker/s and the situation. There are other factors like speech acts, 

politeness, implicatures, etc. to have a broader understanding of what and how to speak.   

2.1. Speech Acts  

There are some basic concepts included in the content of pragmatics, and these concepts 

help us understand the revolving wheels in this subfield of linguistics. Speech act theory is one 

of them, and it argues that language includes more than just the semantic structure of words and 

sentences. This theory examines the use of language by considering the action and intention 

dimensions of speech (Searle, 1969). Sentences in communication not only mean something, 

but also have the purpose of performing certain actions. Therefore, the term "speech act" 

emphasizes the operational aspect of language use (Can, 2022).  

Linguists like John Searle and J. L. Austin laid the foundation for the Speech Act 

Theory. In his book "How to Do Things with Words", Austin (1962) argued that language not 
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only has an explanatory function, but a function of making what he calls “acts of speech” or 

“acts of language”. For example, in a sentence we not only mean something, but also make a 

contract, make a request or make an offer.  Speech Act Theory is mainly based on three main 

categories:  

 Illocutionary Act: This refers to the action taken by the speaker to achieve a particular 

intention or purpose. For example, by saying “I’m sorry” we express an apology. 

 Locutionary Act: Expresses the basic grammatical and semantic components of speech. 

In other words, it is the grammatical and semantic structure of a sentence. 

 Perlocutionary Act: It expresses the effect of speech on the listeners. That is, it includes 

the changes that occur in the thoughts, feelings, and behaviours of the listeners as a 

result of communication (Searle, 1969). 

 

Speech Act Theory helps us understand the complexity of communication and evaluate 

intentions, motives and interaction in language use. It is a means of analysis not only for the 

surface level but also the deep layers of communication, allowing us to understand how 

effective communication takes place. 

People modify their way of speaking to match the recipient primarily in order to 

preserve social concord. This adaptation takes place whenever communication occurs with 

another individual, yet it has been extensively scrutinized within the context of speech acts 

(Austin, 1962; Searle, 1969, 1976). A speech act involves utilizing language to achieve a certain 

outcome in the real world, or as defined by Austin (1962), “how to accomplish things using 

word” (p. 1). These speech acts encompass various linguistic functions like making requests, 

offering apologies, expressing refusals, presenting suggestions, voicing complaints, delivering 

criticisms, expressing gratitude, offering compliments, extending congratulations, exchanging 

greetings, and others.    

Speakers also incorporate mitigated language, known as hedges, to temper the request’s 

impact and lessen the pressure placed on the listener. All these strategies collectively work to 

enhance the politeness of the request, diminishing the insistence and thereby heightening the 

chance of approval. Nevertheless, the query remains: what sociopragmatic benchmarks do 

speakers utilize to gauge the appropriate level of politeness? Brown and Levinson (1987) 

pinpointed three pivotal factors that speakers use when gauging their relationship with the 

listener to determine the tone of their speech acts:  
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Power: Refers to the power dynamic between speaker and hearer. High Power indicates hearer’s 

superiority, Equal Power denotes balanced control, and Low Power implies speaker’s 

dominance. Interaction with higher-power individuals requires more politeness. 

Social Distance: Reflects closeness between speaker and hearer, encompassing familiarity and 

shared group membership. High Social Distance applies to strangers, Medium Social Distance 

suggests some commonality, and Low Social Distance pertains to close relations.  

Degree of Imposition: Measures imposition on the hearer. High Imposition requests impose 

significant burden, while Low Imposition entails minimal inconvenience. 

These contextual factors vary across cultures. Notably, Brown and Levinson’s (1987) approach 

has faced criticism for being overly strategic. Nonetheless, some politeness aspects are 

culturally required. Additionally, factors like age, entitlement, and relative cultural norms 

influence speech (Bardovi-Harlig, 2014; Bella, 2014). Research into sociopragmatic rules is 

ongoing, offering a partial explanation rather than a strict system.  

Language teaching is a complex process that is not only limited to teaching the 

structures and rules of the language, but also aims to improve communication skills. At this 

point, “Speech Act Theory” plays an important role in language teaching. This theory provides 

teachers and students with a framework for explaining not only the semantic aspect of language, 

but also how language works in the real world and how it is used in communication. With the 

operational dimension of language, Speech Act Theory emphasizes that language is not only 

about the ordering of words and sentences, but also has the purpose of performing certain 

actions. Teaching students how much of a sentence expresses “what is meant to be done” helps 

them understand the intent and purpose in communication. With this guidance, students 

communicate more effectively and fluently in real life (Taguchi, 2013). The application of 

Speech Act Theory in language teaching involves teaching students how language is used for 

different purposes. Teaching students different speaking purposes, such as making offers, 

begging, apologizing, making suggestions, and language patterns that express these goals helps 

them develop pragmatic competence for real-life communication skills. This approach focuses 

on students’ understanding of intentions and subtexts in communication, in addition to grammar 

and vocabulary (Roever et al, 2014; Taguchi, 2015). 

The research covering pragmatics primarily focuses on the investigation of learner 

performance with speech acts in L2 pragmatics. The most extensively studied speech acts are 

requests, refusals, and apologies, while others have received less attention. In terms of 

developmental progression, learners evolve from simple, minimally tailored speech acts to 
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more intricate and context-sensitive productions. Kasper and Rose (2002) outline five stages of 

speech act development: 

Pre-basic stage: Learners with limited L2 competence employ linguistic and non-linguistic 

means to convey intentions, without adapting to interlocutors. 

Formulaic stage: Learners use basic linguistic forms, like frequent phrases or simple verbs, 

displaying simplicity and lacking variation in politeness. 

Unpacking stage: Learners acquire a broader range of pragmalinguistic tools, using 

conventional indirectness in requests. Utterances become longer with some situational 

adaptation, although full mapping of pragmalinguistics and sociopragmatics is not achieved. 

Pragmatic expansion: Proficiency growth widens pragmalinguistic choices. Speech act 

complexity increases, attaining higher politeness levels. Mismatches between sociopragmatic 

and pragmalinguistic knowledge might occur due to excessive speech content. 

Fine-tuning: Learners master various pragmalinguistic tools, accurately aligning them with 

sociopragmatic rules. Their speech adapts to different situations and interlocutors.  

Kasper and Rose’s (2002) sequence indicates that early-stage learners’ pragmatic abilities are 

limited by overall proficiency. Their linguistic toolbox and processing load impact complex 

speech act formulation. With increased pragmalinguistic resources and streamlined language 

production, learners craft longer, more intricate speech acts. Less experienced learners tend to 

be concise and direct, while higher competence results in extended, nuanced pragmatic 

production.  

Much like other facets of acquiring a second language, the phenomenon of transferring 

skills from one’s first language (henceforth L1) is also evident in L2 pragmatics. 

Sociopragmatic transfer is challenging to evade for (adult) learners since they possess fully 

developed knowledge of sociopragmatics rooted in their L1, which they initially resort to when 

navigating the L2 context. Pragmalinguistic transfer, however, presents a distinct scenario. 

Initial-stage learners have such a limited array of pragmalinguistic tools that transfer becomes 

impractical (Kasper & Rose, 2002). As proficiency grows, learners might apply L1 

sociopragmatic-pragmalinguistic mappings, as seen in Shivel’s (2011) investigation. For 

instance, learners utilized U.S.-style greetings and requests in a Spanish service setting, whereas 

the local preference favored swift and direct task completion.  

Similar to broader second language acquisition trends, progress in L2 pragmatics does 

not invariably follow a linear trajectory from limited competence to nearly native-like 

proficiency. In an analysis involving learners of L2 Modern Greek, Bella (2014) identified that 



 
392 

 

even advanced learners at CEFR C1 level exhibited noticeable disparities in their use of refusal 

strategies compared to native Greek speakers. Notably, some strategies were underutilized 

while others were overused. Moreover, pragmatics is closely intertwined with individuals’ self-

presentation and desired image projection. This can lead learners to intentionally deviate from 

target language pragmatic norms due to discomfort. An illustrative study by Siegal (1996) on 

Western women learning L2 Japanese revealed instances where participants chose not to adopt 

the conventional female Japanese speech style, deeming it incongruent with their identity as 

equals to men. Kim (2014) recounted the challenges Korean ESL learners faced in employing 

first names when addressing professors in a Western academic context where such informality 

was standard. Some learners deliberately avoided this due to personal discomfort, intentionally 

importing their L1 norm while flouting the local sociopragmatic norm.  

Sociopragmatic and pragmalinguistic knowledge constitute the fundamental 

components of pragmatic proficiency, linking language to societal conventions. Language users 

assess social dynamics and modify their expressions accordingly. This process can be 

challenging for second language learners due to their evolving sociopragmatic and 

pragmalinguistic skills. This may result in deviations from the desired target language norm, 

potentially causing them to be perceived as impolite or generally unconventional in their second 

language interactions (Kasper & Rose, 2002; Shively, 2011; Taguchi, 2015). While extensive 

research has been conducted on speech acts and politeness, not all aspects revolve around 

politeness. Beyond the realm of politeness, language users employ alternative methods to 

convey indirectness, such as hinting, and adopt various strategies to convey meanings that are 

not strictly literal.  

2.2. Non-literal Speech: Implicature  

The study area of pragmatics also concerns with the importance of interactants’ 

speaking appropriately and understanding indirect language in communication. People often 

use non-literal language to convey underlying meanings. This is known as conversational 

implicature, a concept introduced by philosopher Grice (1975). According to Grice’s (1975) 

conversational maxims, people generally assume that communication is cooperative, truthful, 

relevant, and clear. However, implicature occurs when these maxims are intentionally 

disregarded, implying additional meanings. For instance, when a parent claims to have asked 

their child “a thousand times,” they are flouting the Maxim of Quality, suggesting they have 

had to ask more often than expected. The listener’s role is to infer these implied meanings. 

Violating the Maxim of Quantity in communication leads to intriguing implicatures. For 
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instance, when B is asked about their thoughts on dinner at a new restaurant and responds by 

saying, “The waiters were friendly,” they are not providing sufficient information. By 

emphasizing only one aspect of the experience and omitting other important details, B indirectly 

criticizes the other aspects, implying dissatisfaction with the rest of the dining experience. 

Likewise, violating the Maxim of Relation results in implicature. When one person responds 

with an apparently unrelated statement, it is the listener’s task to deduce the implied meanings. 

For instance, replying to the question “How do you like my new dress?” with “I can’t believe 

how cold it's been.” appears irrelevant, but a skilled communicator can understand that this 

intentional shift of topic reflects a reluctance to discuss the suggested subject and probably 

indicates a negative view of the new dress. Lastly, flouting the Maxim of Manner involves 

responding indirectly. For instance, when one peer asks another to proofread a final project task 

and receives the response, “I need to sleep early because I have an important exam in the 

morning,” the question is not directly addressed. Yet, a skilled communicator would understand 

the implied negative response due to the abundance of reasons given for not complying. As 

could be seen in these examples, conversational implicature is prevalent in communication, 

making it crucial for learners to interpret instances of non-literal language and grasp the implied 

meanings effectively.  

Taguchi and Yamaguchi (2019) present a comprehensive review of research on second 

language implicature. Notable findings include the significance of implicature comprehension 

proficiency and the supportive role of conventional responses. A crucial determinant of 

implicature comprehension is the learner’s proficiency level. Research by Roever et al. (2014) 

revealed that high-proficiency learners possessed five times the implicature comprehension 

ability of beginners. Proficiency was observed to have a stronger impact on implicature 

comprehension compared to producing speech acts and recognizing routine phrases. Though 

proficiency aids in processing implicature, Taguchi and colleagues (Taguchi, 2011; 2012; 

Taguchi et al., 2013) identified additional factors influencing implicature difficulty. They 

demonstrated that implicature comprehension is easier when the implied meaning aligns with 

the propositional meaning and when the implied meaning is conventionally expressed. For 

instance, conventional implicatures in refusals (e.g., “Do you want to come shopping with me?” 

– “I have to wash the dishes.”) were better understood than less conventional ones involving 

opinions (e.g., “How was the weather during your trip?” – “I’m glad I had an umbrella.”).  

The researchers argue that more conventional implicatures are simpler to interpret due 

to listeners implicitly recognizing that responding to an invitation with a statement typically 
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indicates a refusal. In contrast, non-conventional responses require activating background 

knowledge, such as associating umbrella with rainy weather during a trip. Shared 

conventionality between a learner’s first language and second language also significantly 

affects comprehension. Unconventional patterns, like indirect criticism through praise (“What 

did you think of his school?” – “The meeting room was nice.”), can be challenging in some 

languages but can be taught effectively, as shown by Bouton (1999). Overall, L2 implicature 

research indicates that learners must employ diverse resources, including their grasp of 

discourse norms, background knowledge, and language skills, to decipher implied meanings. 

The greater the disparity between propositional and implied meanings and the less conventional 

the implicature, the harder it is to interpret.  

2.3. Routine Formulae 

Pragmatic competence also involves familiarity with set phrases linked to specific 

situations and social roles, termed routine formulae or conventional expressions. These phrases 

recur consistently in similar contexts and forms. Examples like “how are you?,” “thank you for 

having me,” and “can I get you anything else?” are associated with particular situations: 

greeting, expressing gratitude for hospitality, and serving in food encounters. Routine formulae 

can closely align with distinct social roles and situations. For instance, “no, thanks, I'm full” is 

strictly used to decline food offers during meals. In contrast, “how are you doing?” is limited 

only by its role as a greeting, adaptable to various settings. The fixed nature of routine formulae 

varies. “Thanks a lot” is unalterable, while “I'm full” allows slight modifications 

(pretty/quite/really full). Some formulae are highly flexible, potentially challenging their status 

as formulae, like “I am/was wondering if…,” which can have countless completions (Taguchi 

& Roever, 2017). 

Routine formulae present a dual advantage and challenge for language learners due to 

their fixed nature. They serve as both a helpful tool and a potential stumbling block. These 

formulae allow learners to exceed their current language proficiency. Even beginners, 

unfamiliar with most aspects of a language, can quickly use expressions like “how are you?” as 

greetings. This is because learners acquire routine formulae as whole chunks, allowing them to 

store and recall them efficiently. The clear link between the chunk and its meaning, along with 

its high frequency of use, makes it easy to use (Roever, 2012). Dechert (1983) likens these 

formulae to “safety islands” that provide learners refuge amidst unfamiliar language. However, 

the rigidity of these formulae leaves little room for errors. Bardovi-Harlig (2014) has 

demonstrated that learners can make mistakes in producing longer or more complex formulae, 
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potentially due to memory limitations. Proficiency does influence routine knowledge, though 

less so than with implicature and speech acts. Advanced learners outperformed beginners in 

recognizing routine formulae, while the advantage in implicature and speech acts was more 

substantial. Interestingly, Roever (2012) found that short-term exposure, even just three 

months, significantly enhances learners’ recognition of routine formulae. This is likely due to 

the high frequency and utility of these expressions in the target language context.  

3. Teaching Materials and Tests for Pragmatics  

There are various tools that are applicable for designing activities aimed at instructing 

and evaluating L2 pragmatics. Most of these tools were initially designed for research in 

pragmatics but can equally serve educational and evaluative purposes. These instruments can 

be categorized into two main types: receptive tools, which evaluate learners’ comprehension of 

pragmatic meaning, and productive tools, which encourage learners to practice generating 

pragmatic meaning (Taguchi, 2013; 2015). Examples of receptive tools encompass tasks 

involving metapragmatic judgment and multiple-choice questions, while productive tools 

include activities such as discourse completion tasks, role plays, and elicited conversations, as 

depicted in Figure 2. 

 

 

 

 

 

 

 

 

 

 

Figure 2. Tools for teaching and testing L2 pragmatics 

Teaching materials and test exercises for L2 pragmatics and interactional competence 

must fulfill a fundamental and essential criterion: they must establish a contextual framework. 

The essence of pragmatics revolves around the utilization of language within a specific context, 
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as the primary concept of pragmatics is how context shapes our speech patterns (Roever 2005; 

Taguchi, 2012; 2013). Our way of speaking varies when interacting with friends versus 

acquaintances, during social gatherings versus business meetings, face-to-face or online 

conversations, and based on the topic and communication goal. Consequently, any activities or 

tasks in pragmatics must consider these elements, much like grammar tasks need to indicate the 

necessity of using plurals or simple past tense. As educators, we need to involve there main 

aspects of context into our designs: the physical context (where – when – how); the social 

context (who to whom); and the goal of the interaction (why or for what purpose) (Taguchi, 

2012).  

In the context of effective teaching of L2 pragmatics, the physical setting plays a 

significant role. This encompasses where the communication occurs (like an office, hospital, 

living room), communication channels (face to face, phone, online, email), and potentially the 

timing. The way one approaches seeking help from a friend’s door at 3 am versus 3 pm involves 

different pragmatic considerations. The social context also holds importance and involves 

clarifying the roles of the conversational participants (e.g., student-professor, housemates, 

father-son). Additionally, it is crucial to define the aspects of social context based on Brown 

and Levinson’s (1987) framework: Power, (Social) Distance, and Imposition. Power is often 

implied in the social relationship (e.g., a manager holds more power than an employee, a teacher 

over a student), while peers like housemates, friends, or colleagues are typically equal in power. 

On the other hand, Social Distance is not inherently clear from individuals’ roles and 

necessitates explanation within the task. For instance, strangers and individuals who have not 

met before carry a high social distance, whereas those with significant social interaction 

(friends, housemates, family members) have low social distance. People who share some 

commonality but lack deep familiarity (like new co-workers, classmates who haven’t spoken, 

distant cousins seen infrequently) have medium social distance. 

The level of imposition significantly impacts the politeness level of an utterance and 

should be evident from the context. As discussed previously, high imposition implies a 

substantial “cost” to the listener in terms of money, effort, time, or social standing. Generally, 

the more the listener must deviate from their usual activities, the higher the imposition. 

Borrowing a friend’s laptop for an hour, for example, is moderately imposing as it 

inconveniences them but not excessively. However, this imposition can escalate to high if the 

friend urgently needs the laptop, or become low if they do not require it immediately. Clearly 

stating this information in task prompts empowers teachers, testers, and researchers to 
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manipulate the imposition level. Particularly in research and testing contexts, ensuring that test-

takers or participants perceive social context settings the same way as the researcher is essential, 

as cultural variations can lead to misinterpretations. Consequently, piloting with representatives 

from the target community is recommended. Lastly, it is crucial to define the purpose of the 

interaction. What is the speaker attempting to accomplish? In everyday conversations, 

individuals understand their intentions, but in pragmatics tasks, it is necessary to inform 

learners/participants about the objective of communication (Roever, 2005; Taguchi; 2013; 

Taguchi & Roever, 2017). 

Incorporating these three main aspects might appear to make the task overly lengthy, 

but the aim is to maintain conciseness. This is less difficult than it seems, as not every aspect 

requires extensive elaboration. The subsequent example illustrates a scenario for a discourse 

completion task created to prompt a request: 

 

Request item (adapted from Roever, 2005) 

Jack is employed as a restaurant server. Although his shift is scheduled for this afternoon, he has been unwell and 

intends to visit a doctor. As his co-worker Kate is not assigned to work during the same period, Jack intends to 

request her to cover his shift. During their morning break, Jack is seated beside Kate. 

What would Jack probably say? 

 

In general, the depiction of the communication context should span approximately one 

paragraph. If it extends beyond this, there is a risk of transforming it into a reading 

comprehension test, which respondents are unlikely to read carefully. While it is possible to 

augment the description with images or videos, for everyday classroom situations or cost-

effective assessments, a concise, lucid, yet comprehensive written explanation suffices. To 

ensure respondents can visualize the scenario and engage with their response, it is generally 

advisable to incorporate both male and female names in the scenarios. Most scenarios can 

include a mix of genders, with some involving same-gender interactions. Lastly, it is highly 

recommended to pre-test scenarios with a small group of individuals, ideally resembling the 

research learners, participants or test takers. This step ensures that the tasks are coherent and 

free from ambiguity or oddness communication (Roever, 2005; Taguchi; 2013; 2015; Taguchi 

& Roever, 2017).  

4. Conclusion 

Pragmatics research has long examined the incorporation of L2 pragmatics into 

language instruction, accumulating substantial insights. Yet, these findings have not 
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significantly influenced teaching materials and classroom practice. Despite being an integral 

component of communicative competence and being acknowledged in significant frameworks 

like the CEFR, pragmatic instruction is scarcely implemented in educational settings (Bardovi-

Harlig, 2014; Kim, 2014; Taguchi, 2013; 2015). Several factors contribute to this deficiency. 

Primarily, many teachers lack awareness of pragmatics as a systematic element of language 

competence within the curriculum. Teacher training rarely covers pragmatics, and instructional 

materials do not incorporate it as a teachable skill. Consequently, there is inadequate 

encouragement and support for teachers to impart pragmatics, even if they are inclined to do 

so. Furthermore, most language assessments do not specifically evaluate pragmatics, leading to 

a lack of positive washback from assessments to the classroom (Roever & Dai, 2021).  

The current research undeniably demonstrates that pragmatics can be effectively taught, 

leading to enhanced pragmatic understanding among learners. Taguchi (2015) conducted an 

analysis of 58 instructional investigations utilizing pre-post designs, measuring learners’ 

pragmatic proficiency before and after instruction to calculate progress. In her review, she 

reveals that 57 out of these studies exhibited improved learning outcomes as a consequence of 

the instruction. By looking at the results of recent studies (e.g. Plonsky & Oswald, 2014; 

Plonsky & Zhuang, 2019; Taguchi, 2015), it can be claimed that sparing instructional time on 

pragmatics helps learners become pragmatically competent language learners.   

As pragmatics brings a social and contextual dimension to the study of language, 

pragmatics teaching has an important role in the field of language education. With the 

globalized communication opportunities, language learners feel the urge to communicate 

effectively in diverse interpersonal situations, and this increases the importance of appropriate 

use of pragmatic aspects of language. Therefore, researchers, teachers, educators, and 

curriculum designers need to look for alternative ways of teaching language pragma-friendly. 
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CHAPTER 18: MULTIMEDIA, HUMOR AND LANGUAGE 

LEARNING: CHANGING ROLES AND PERSPECTIVES 

 

İhsan ÜNALDI  

Mehmet BARDAKÇI  

 

1. Introduction 

The question of providing comprehensible input in L2 instruction has been discussed for a long 

time. The main idea is that as long as the target language input is understood by the learner, 

language learning takes care of itself. The idea was developed by Stephen Krashen and his 

assumption is that the learner does not have to fully understand every word or phrase in the 

input. If the target language is provided in a meaningful context and is rich enough, acquisition 

will take its course. Although it might sound clear and straightforward, the idea of 

comprehensible input is not without criticism, which is outside the scope of the current chapter. 

Nevertheless, no one would argue against the merits of providing L2 learners with meaningful 

and rich contexts.  

Since its emergence in the 1980s, the idea of comprehensible input has evolved, and today there 

are other issues to be discussed. Back in those days, particularly in the foreign language 

instruction context, the main source of comprehensible input was regarded as the language 

teacher. The fast and global digitalization has made authentic language available for L2 learners 

all around the world. With reference to L2 instruction, concepts and roles have been changing 

deeply. A short chat with any teenager about where he or she is exposed to English will reveal 

that films, sitcoms (situation comedies), digital games, and TV shows are the main sources of 

input. With regard to providing comprehensible input, English language teachers have been 

outperformed by Hollywood films, sitcoms, and TV shows.                        

2. Some of the factors affecting L2 acquisition 

There are many aspects of L2 acquisition, and the effectiveness of the process is affected by 

many factors. The intersection of multimedia (a generic term for media, such as films, TV 

shows, music, digital games, and the internet) and L2 acquisition is not a new topic of discussion 

but has started to attract more and more attention. However, while trying to integrate 

multimedia into L2 acquisition process, there are many things to consider. In this section of the 
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current chapter, these two concepts will be considered under the topics of authenticity, audio-

visuality, motivation, intercultural competence, pragmatic competence, and social aspects. 

Using authentic materials in language teaching has been common sense among theoreticians 

and practitioners as well (Gilmore, 2007). Authentic materials are produced in order to fulfil 

some social purpose in the language community. The producer of the material does not have a 

specific learner group in mind during the process of creation. Through the use of authentic 

materials, learner motivation can be improved by exposing them to real language and cultural 

aspects of the target language; moreover, such materials relate more closely to learners' needs 

in addition to providing the instructor with a more creative approach to teaching (Peacock, 

1997). Some claim that it is actually not the material itself that should be authentic but what is 

done with it. However, one thing is sure that made-up language with no communicative purpose 

does not help L2 learners in any way. We can discuss that multimedia provide language learners 

with authentic language samples because the language used in multimedia is real to certain 

extents. At this point, this assumption needs to be taken with a grain of salt. Normally, language 

samples in multimedia cannot be regarded as spontaneous. They are drafted, written, and 

rewritten by teams before they meet the audience. The natural course of language works with 

false starts, hesitations, interruptions, slips of tongues and occasional mispronunciations. 

However, film scripts are written in perfect English with perfect dialogues. They might provide 

L2 learners with accurate models of phonology, morphology, syntax, and lexicon, but when it 

comes to the most important layer of language, pragmatics, the authenticity of multimedia 

becomes questionable.            

The audio-visual nature of multimedia also acts as a facilitator in the L2 acquisition process. It 

is common sense that learning begins through our five senses. Upon hearing, seeing, tasting, 

touching, or smelling, we consciously or unconsciously start the learning process. At its very 

basic level, learning is actually connecting the new sensory inputs with the already available 

ones. It makes sense to suppose that the more senses are involved in the process, the deeper and 

longer-lasting learning will become. Therefore, many experienced L2 instructors try to involve 

as many sensory inputs as they can while trying to teach a subject. In this respect, audio-

visuality is inherent in multimedia, which means you can see and hear what is going on in most 

cases. More than only one sense being at work, the learner is more likely to be more involved. 

In addition, multisensory inputs are more likely to provide the learner with a meaningful 

context, which will facilitate learning both in the long and short term. Any kind of learning 

related to L2 is sure to be more effective if it takes place in a meaningful context. The core 
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principle of learning, the connection process of the unknown or new with the already available, 

is at work at this point. The context where the conversations are taking place actually provides 

what is needed to understand the individuals involved in these conversations.  

Apart from the points related to multisensory input provided by multimedia as mentioned 

above, there is another issue which is also important in L2 instruction. The suprasegmental 

features of languages especially that of the English, which is known to be a stress-timed 

language, are among the parameters that have to be dealt with by the learners of that specific 

language. Compared to other languages, English is more sensitive in this aspect. The analysis 

of the following sentence with regards to intonation and stress will make the point clear.       

-They don’t want to join us this evening. 

Depending on the intonation, this sentence will have different meanings. For example, if we 

emphasize the word they, it might mean that we are the ones wanting to come together, but they 

do not want to do so. If the word want is emphasized with a couple of further remarks, we might 

understand that they do more than wanting, they are actually eager to see us. If the emphasis 

shifts even further from the word they to the phrase this evening, it might mean that they will 

probably join us another time. The only way to comprehend what is meant in such an utterance 

is to hear and see the speaker; otherwise, ambiguity might set in.     

One of the most important aspects of any kind of learning is actually motivation. It is also the 

real driving force behind L2 acquisition. The distinction between intrinsic and extrinsic 

motivation is often mentioned in related literature. Extrinsic motivation is related to what others 

want while intrinsic motivation is about what the learner wants. If the learner is acting on an 

expectation of a reward at the end of an achievement, it means that the learner is extrinsically 

motivated. On the other hand, if the learner is involved in learning without an expectation of an 

external reward, then we can talk about intrinsic motivation. Most of the time, intrinsic 

motivation is regarded as superior to extrinsic motivation because as soon as the reward at the 

end of learning is removed, the learner is likely to be frustrated. As long as the learner is actively 

involved in the learning process and has a say about the learning process, intrinsic motivation 

starts budding. Moreover, if the material that is being used in the process is interesting and 

uplifting, this kind of motivation becomes even more decisive over the learning outcomes. 

When we consider multimedia within the framework of intrinsic motivation in the L2 context, 

there seems to be a clear overlap between the two. Generally speaking, multimedia deals with 

the aspects of human nature in relation to society, which makes it interesting enough for any 
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individual. Trying to create connections between the story and the characters in a film and one’s 

own personality and his or her life is likely to yield intrinsic motivation.         

The next point to be mentioned in the current framework of the discussion is intercultural 

competence. People might consider themselves as somehow open-minded when it comes to 

interacting with cultures other than their own. However, intercultural competence, or 

intercultural communication skills, is not as simple as it sounds as knowing and doing are 

different things at their cores. It is almost always possible to create mental images of other 

cultures through reading, but the spice of reality only comes in through real people who belong 

to those cultures. After all, actors and actresses in films are real people with real cultural 

backgrounds. Even when they are pretending to be ‘other selves’, they cannot strip down all 

their cultural identity and become a culture-free self. No matter what situation he is in, Brad 

Pitt will unconsciously laugh, cry, look or fall in love like an American. There should be some 

level of individual intuition that makes people living in different cultures act differently. It 

remains just an intuition until the language learner starts developing intercultural competence 

through certain means. Multimedia, one of these means, have the potential to create a sense of 

the target culture as they involve countless situations full of cultural references that belong to 

the target language. For example, it is very rare to find language teaching materials that expose 

L2 learners to colloquialism, which refers to ordinary or familiar conversations which are 

sometimes unacceptably informal. Whether we accept it or not, socially unacceptable utterances 

are core parts of daily conversations. The L2 acquisition process could be deemed incomplete 

without enough exposition to some level of colloquialism. Multimedia is teeming with 

colloquialisms, even with too much of it, one could claim.  

Another concern about L2 instruction is pragmatics. The concept of pragmatics, which is often 

contrasted with semantics, basically deals with pre-existing knowledge in natural 

conversations. In the course of languaging, we make decisions and choices. Why we choose 

one word or phrase over another, or why we say something the way we do and discard other 

options of saying it are all parts of pragmatic knowledge. Most of the time, when people are 

conversing, there is much more going on than meets the eye. For example, terrorist attacks hit 

the headlines frequently, and it is a topic of discussion among people. However, in these 

conversations it is very unlikely to hear people giving definitions of terrorism or trying to 

persuade other people about how bad attacking other people is. This is inherent in human nature 

and is somehow related to the theory of mind. In this theory, it is presupposed that individuals 

are aware that other individuals have their own minds, and they act on similar principles. It 
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might seem rather straightforward, but this is actually like one of the human skills that we have 

to acquire and develop. For example, imagine that a mother brings home some chocolate to 

make a cake. Her son sees her put the chocolate into a blue cup and he goes out to play. While 

she is making the cake, the mother takes the chocolate and puts it into a green cup this time. 

The boy comes back and wants to eat the chocolate. The simple question here to be asked is 

which cup the boy is going to look for the chocolate. The answer would be the blue cup. 

However, until the ages of four or five children cannot acquire this skill and separate their own 

minds from the others’ and believe that the boy is going to look for the chocolate in the green 

cup (Wimmer, 1983). Only after this certain period can pragmatic development start in children, 

and this is the case for the native language. As for the L2 acquisition process, this kind of 

development seems to be much more complex and is a topic of concern. Pragmatics, in this 

respect, studies non-native speakers’ use and acquisition of linguistic action patterns in a second 

language (Kasper, 2001). Generally, L2 learners experience pragmatic failures which is defined 

as “the inability to understand what is meant by what is said” (Thomas, 1983, p. 91). Take the 

following natural conversation between a father and his son as an example:  

Boy: Daddy, I can’t get this thing open! 

Dad: Didn’t we have a screwdriver laying around somewhere? 

Boy: I’ll get it! 

The father’s utterance looks like a question but actually is not. Fueled with too much 

grammatical or semantic orientation, EFL learners might get confused with this kind of 

conversing because most of the course books impose a pragmatic-free understanding of English 

grammar. Suppose that this is a gap filling activity in a language learning class, and the learners 

are supposed to fill in the part of the conversation where the boy says I’ll get it. If it is a learning 

environment where pragmatic concerns are missing, the learners would most probably come up 

with answers like No we didn’t or Yes we did.  

Last, but of course, not least, the social aspects of language learning have been a prominent 

topic of concern since the late 1990’s. It has been suggested that language is better learned when 

learners try to negotiate over concepts and meaning (Ellis, 2010). In order for the L2 acquisition 

process to be complete, some level of socializing is more than necessary. In this respect, the 

common ground between the language instructor and the learners on which teaching and 

learning is to be placed is also worth mentioning. It is reasonable to assume that the more the 

learners feel alienated from a subject, the less they will learn. Let alone L2 learners, it is 

sometimes difficult, even for native speakers of English, to find common topics to talk about. 
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At this point, as the main parts of popular culture, films, sitcoms, and TV shows are likely to 

assist L2 instructors as they have become far more than just a common interest for people from 

various social groups.  

As multimedia becomes more affordable and accessible, more and more people are beginning 

to enjoy what modern popular culture has to offer. We believe that, among the elements that 

form this culture, sitcoms hold a distinct place in the context of L2 acquisition process as they 

involve humor, one of the universal features of the human nature.  

3. Theoretical Considerations about Humor 

Providing an exact definition of humor is difficult; however, it can be shortly defined as 

anything that is funny, comical, or amusing. Bell (2012) defines humor as a “specific 

communicative mode in which something is uttered with the intent to amuse” (p. 238). It has 

both psychological and physiological effects on human beings.  Referring to 

psychophysiological research Berk (2001, p. 324) states that the process of humor has “three 

elements: (1) the stimulus (humor), (2) the emotional response (mirth), and (3) the physical 

response or behavior (laughter)”. And also referring to quantitative and qualitative research 

evidence, he lists eight psychological benefits of humor, (a) reduces anxiety, (b) reduces 

tension, (c) reduces stress (d) reduces depression (e) reduces loneliness (f) improves self-esteem 

(g) restores hope and energy (h) provides a sense of empowerment and control.  

Many researchers, either in psychology or in education, have studied humor and have concluded 

that humor does have beneficial aspects as it protects people from sadness and boredom, and 

put them in an optimistic mood. Humor theory dates back to ancient times; philosophers like 

Aristoteles and Plato discussed the concept of humor and its effects on human behavior. 

However, the first theory emerged in the 18th century known as the Superiority Theory. Later, 

with the development of positive psychology, Release or Relief Theory of Humor came to the 

scene. Then, contemporary humor theories incorporated different fields such as psychology, 

linguistics, sociology, and cognitive science. The Incongruity Theory shifted the perspective to 

a cognitive view of humor and its analysis (Larkin-Galiñanes, 2017). Theory of Humor has 

evolved over time as scholars from different fields have studied and contributed to our 

understanding of humor; why we laugh, why we find things funny, and they have tried to 

understand its functions in cognition, social interactions, and communication. There are three 

main theories that try to explain the functions of humor: 
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Superiority theory: Although it was named in the 18th century, this theory is attributed to Plato, 

Aristoteles, and Hobbs (Kulka, 2007). According to this theory, humor arises from a sense of 

superiority, that is the feeling of being intellectually or morally superior to others. Jokes often 

involve the ridicule or absurdity of others, making the audience feel superior. Although it can 

be questioned in terms of moral and social values, it is believed to serve two important societal 

functions: maintaining social class as laughter and reinforcing group unity (Martineau as cited 

in Wilkins & Eisenbraun, 2009). 

Release or Relief theory: Developed mainly in the 19th century onwards, this theory deals with 

the positive psychological and physiological benefits of laughter. This theory is attributed to 

psychologists Herbert Spencer and Sigmund Freud. Relief theory suggests that humor serves 

as a psychological release of tension or emotions like aggression or anxiety. In other words, 

according to this theory, negative emotions such as stress, nervousness and anxiety could be 

reduced by laughing (Bakar & Kumar, 2019). The physiological positive affects also mentioned 

by many scholars. In their study Wilkins and Eisenbraun (2009) state that “The physiological 

benefits of laughter most closely align with this theoretical perspective as many negative health 

conditions are exacerbated by stress, and laughter has been shown to reduce the symptoms of 

such conditions” (p. 351). 

Incongruity theory: This theory is credited to Cicero, Kant, Schopenhauer, and Kierkegaard 

(Kulka, 2007) and it advocates that humor stems from the perception of absurdity or the 

unexpected clash of ideas, events, or words. When the mind resolves these incongruities, it 

makes the individual laugh. In other words, according to the incongruity theory, an individual 

laughs at things that are surprising or violating a commonly accepted pattern—slightly different 

from the norm, of course it should be nonthreatening. Cognition is important in incongruity 

theory since the individuals need to have the knowledge of typical patterns to be able to detect 

these differences (Wilkins & Eisenbraun, 2009).  

There are also other theories of humor such as Script-based semantic theory, which focuses on 

linguistic humor such as puns or wordplay; Benign violation theory, when something is 

perceived as a violation of social or moral norms but as non-threatening or benign; Incongruity-

Resolution Theory, humor results from the resolution of the irrationality. Although there are 

several theories on humor, studies in the literature generally take the first three theories into 

account.  
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4. Humor in L2 Instruction 

In the related literature on teaching, it is very well established that providing an engaging and 

entertaining learning environment is of great importance since it can significantly affect student 

motivation, retention, and overall learning outcomes. Another commonly accepted idea is that 

when students find the learning process or activities enjoyable, they are more likely to take part 

actively and voluntarily and apply new information. Much research has been done applying 

different techniques to create engaging and entertaining learning environments such as 

storytelling, gamification, game-based teaching, using music, humor in the class etc. and has 

shown that learners who experience positive emotions and enjoyment during their studies tend 

to exhibit better self-regulation skills, persistence, and problem-solving abilities 

(Dehghanzadeh et al., 2021; Huy Hoang & Petraki, 2006; Printer, 2021; Saleem, et. al., 2022). 

These techniques are crucial for language learning, where learners often encounter challenges 

and complexities. By incorporating elements of enjoyment into language teaching, educators 

can help students develop the resilience and skills necessary to navigate the intricacies of 

language acquisition successfully. Researchers have identified that teachers who integrate 

humor in the teaching process are generally positively rated both by their colleagues and 

students (Garner, 2006). 

Dörnyei (2001) also considers humor as a motivational teaching practice and mentions the 

importance of integrating humor in teaching to establish an enjoyable classroom atmosphere. 

Regarding the use of humor in L2 instructional contexts, it could be defined as teacher- or 

learner-triggered efforts to provoke laughter and amusement in the classroom. As Huy Hoang 

and Petraki (2006) state, these efforts can arise from the interactions, materials, or the content, 

and ultimately lead to laughter or smiling. Consequently, the significance of creating engaging 

and fun learning environments goes beyond the immediate classroom experience; it lays the 

foundation for a positive attitude toward language learning.  

5. Humor as a Language Instruction Tool 

Humor can be used as an excellent teaching tool because, not only it prevents classroom 

boredom and monotony but also it introduces lateral aspects of language such as irony, sarcasm, 

mockery, elision, ellipsis, and euphemism. It can be used in teaching vocabulary, phonetics, 

culture and even in teaching syntax and grammar (Guindal, 1985). Humor also serves as an 

invaluable tool in L2 instruction in various ways: 
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Motivation, participation, and retention: Humor can help teachers take learners’ attention and 

make the language learning more enjoyable. Thus, it can affect both classroom atmosphere and 

student motivation. When the learners find the lesson amusing, they will be active participants 

in the class; moreover, this will lead to a higher level of motivation. Think about yourself, you 

may not remember a text when you first read or listen to it but when you hear a humorous 

anecdote you can easily remember and tell it to your friends. That’s why we can say that 

humorous content is generally more memorable and thus humor can help retention. Through 

the use of humor, L2 learners can recall the vocabulary, grammar, and also cultural issues more 

effectively (Çopur et al., 2021). 

Stress reduction: Learning a new language is a complex and stressful activity for anyone. 

Humor can be used as a tool to create a stress-free, relaxed, and supportive classroom 

atmosphere.  “Students who perceive an instructor as high in humor orientation were more 

likely to initiate communication with that instructor. Moreover, students are more apt to discuss 

personal concerns with a high-humor orientation instructor, which leads to a more meaningful 

teacher-student interpersonal relationship” (Huss & Eastep, 2016, p. 42). Consequently, 

reduced anxiety can improve learners’ willingness to communicate.  

Communication and culture: Current methodologies try to teach not only the language but also 

the target culture. Humorous texts generally provide real-life examples and also contain cultural 

references and wordplay. In real-life, when humor takes place, it includes the aspects of real-

life communication such as tone, stress, timing, and context. Learners might come across humor 

while interacting in L2, but they might suffer from anxiety about understanding and engaging 

in the humor (Shively, 2018). Thus, Rucynski and Prichard (2021) suggest that teachers should 

help students become familiar with the humor of target-language speaking cultures and this will 

improve their intercultural communicative competence. They also explain the importance of L2 

humor competence as: 

L2 humor competence is an integral component of becoming proficient in a foreign 

language. This involves not merely appreciating the humor of foreign cultures, but also 

understanding how it is used. The timing, frequency, and purpose of humor greatly vary 

from culture to culture. When people use humor, there is often incongruity between the 

literal and intended meanings of their words. English language learners with a high level 

of humor competency have the ability to decode the message and to identify the true 
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purpose of the humor (e.g., just making a joke, criticizing a person or situation) 

(Rucynski & Prichard, 2021, p. 3). 

In today’s digital era, through internet, social media and TV platforms, English language 

learners will come across a great amount of humor. Making sense of humor in a target language 

is also essential in developing media literacy and critical thinking skills.  

Çopur et al. (2021, p. 281) summarize the uses and benefits of using humor in language 

classrooms basing on the previous research findings: 

 humor in classrooms is often relaxing. 

 humor may be facilitative in terms of language learning by helping participants to recall 

the lesson or topic at a later time. 

 students can freely practice and discuss humor without being afraid. 

 humor provides learners with the opportunity to appropriate and experiment with 

language as well as taking the risk of making mistakes. 

 humor increases opportunities for interaction, which creates space for learning. 

 humor can create an interactive environment in classrooms as it has the potential to yield 

spontaneous and unplanned interaction. 

6. Types of Humor 

Although humor can provide a good service in education by bringing fun and entertainment to 

class, it is subjective and a receiver-centered communication (Meyer, 2000). For this reason, 

Deneire (1995) warns that humor should be used with caution both in the class and other public 

contexts. Garner (2006) also states that the use of humor could be most effective when it is 

appropriate to the students, the topic, and the place. These discussions, of course, need to be 

based on research findings. We believe that the first thing to be considered in discussions about 

the use of humor in L2 contexts is the categorization of humor. There have been several attempts 

to classify humor, both in general terms and in L2 context. For example, Schmitz (2002), after 

analyzing the related literature on the use of humor in L2 settings, organized humorous 

discourse into three groups as (i) universal or reality-based humor, (ii) culture-based humor, 

and (iii) linguistic or word-based humor. This categorization was formed to serve as a 

pedagogical framework for L2. Berger’s study (2012) was another attempt to classify humor 

but in general terms; the result was 41 humor types as demonstrated in Table 1. 
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Table 1. Humor Types 

 

1. Absurdity Nonsense, a situation that goes against all logical rules 

2. Anthropomorphism Objects or animals with human features 

3. Bombast Talking in a high-flown, grandiloquent, or rhetorical manner 

4. Chase A pursuit or chase of someone or something 

5. Clownish behavior Making vigorous arm and leg movements or demonstrating exaggerated irregular physical behavior 

6. Clumsiness Lacking dexterity or grace 

7. Coincidence A coincidental and unexpected occurrence 

8. Conceptual surprise Misleading the audience by means of a sudden unexpected change of concept 

9. Disappointment A situation that leads to (minor) disappointment 

10. Eccentricity Someone who deviates from the norms, an odd character 

11. Embarrassment An awkward situation in which someone gets a sense of discomfort, uneasiness, or shame 

12. Exaggeration Making an exaggeration or overstatement; reacting in an exaggerated way 

13. Grotesque appearance Someone who has a bizarre or monstrous appearance with striking features 

14. Ignorance Someone acts or behaves in a foolish, naive, gullible, or childish manner 

15. Imitation Mimicking someone’s appearance or movements while keeping one’s own identity at the same time 

16. Impersonation Taking on the identity of another person, intentionally or unintentionally 

17. Infantilism Playing with the sound of words 

18. Irony Saying one thing and meaning something else or exactly the opposite of what you’re saying 

19. Irreverent behavior Lacking proper respect for authority or the prevailing standards 

20. Malicious pleasure Taking pleasure in other people’s misfortune; victim humor 

21. Misunderstanding Misinterpreting a situation 

22. Outwitting Outsmarting someone or the establishment by retort, response, or comeback 

23. Parody Imitating a style or a genre of literature or other media 

24. Peculiar face Making a funny face, grimace 

25. Peculiar music Funny, unusual music 

26. Peculiar sound Funny sound, unexpected sound, as in cartoons 

27. Peculiar voice Funny, unusual voice 

28. Pun Playing with the meaning of words 

29. Repartee Verbal banter, usually in a witty dialogue 

30. Repetition Repetition or replay of the same situation 

31. Ridicule Making a fool of someone, verbally or nonverbally 

32. Rigidity Someone who thinks along straight lines, who is conservative and inflexible 

33. Sarcasm Biting remark made with a hostile tone; sarcasm is always a verbal put-down 

34. Satire Making a fool of or poking fun at well-known things, situations, or public figures 

35. Scale Very large or small sizes of objects that surpass people’s logical expectations 

36. Sexual allusion Making a reference or insinuation to sexual or naughty matters 

37. Slapstick Physical pie-in-the-face humor often involving degradation of someone’s status 

38. Speed Talking or moving in very fast or slow motion 

39. Stereotype Stereotyped or generalized way of depicting members of a certain nation, gender, or other group 

40. Transformation Someone or something takes on another form or undergoes a metamorphosis; before/after 

41. Visual surprise A sudden unexpected visual/physical change 

 

In Berger’s categorization in Table 1, we can see that there are 41 types of humor. Most of these 

humor types can be regarded as universal; most of these situations or performances would put 
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smiles on anyone’s face in any culture. Although some researchers questioned the merits of 

humor typologies claiming that “…typologies cannot be relied upon to illustrate how humor is 

used in interaction” (Bell, 2009, p. 243), we believe that the relationship between the L2 

acquisition process and humor typologies needs to be analyzed. At this point, we might ask 

certain questions especially for the verbal humor types. For example, can these types of humor 

be used at any L2 proficiency level? Are they sensitive to L2 proficiency levels? Are they at 

the same difficulty level for L2 learners? How would L2 learners from different cultures regard 

them? The related literature lacks answers to these questions and many other related ones.  

7. Discussion 

In general terms, the integration of humor into the teaching and learning process is not a no 

man’s land. For example, Berk (2002) lists five areas that are beneficially affected by the use 

of humor as: (1) professor-student connection, (2) classroom atmosphere, (3) student 

responsiveness, (4) test performance, and (5) student attendance. However, using humor in a 

balanced manner is essential for maintaining an effective and respectful classroom atmosphere.  

As in any lesson plan, the first step is determining the objectives and learning outcomes of the 

lesson and the purpose of including humor should be in line with learning objectives. In this 

framework, some strategies to use humor in classroom have been proposed by scholars and they 

can be summarized as follows: 

 Set objectives 

 Align humor with the content 

 Set boundaries of the lesson 

 Avoid offensive humor 

 Be careful about the cultural sensitivities 

 Observe student reactions 

 Encourage communication 

 Take students preferences into account 

 Be careful about timing 

 Reflect and adapt 

To sum up, humor should support the content of the lesson and be used to reinforce key 

concepts, vocabulary, or language skills. To keep your professionalism and authority in the 

class discuss your expectations with your students at the very beginning. Be aware of cultural 

differences and avoid sensitive topics to prevent any misunderstandings of anything that can 
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negatively affect the classroom atmosphere and pay attention to the reactions of the students. If 

you recognize any discomfort or offence, change your approach, and even apologize if 

necessary. Use humor in the appropriate time in an appropriate manner. Finally, reflection is a 

vital element in teaching; thus, reflect on your use of humor. If you think that you are doing 

badly or receive any negative feedback on your use of humor, adjust or use it less. 

Obviously, the points made above are about humor as a tool for the instructor and education in 

general. When we consider the use of humor in L2 contexts, we can say that humor provides 

many advantages, some of which were discussed previously. However, some problematic 

aspects of humor have also been discussed. For example, Schmitz (2002) mentions certain risks 

about the use of humor in L2 textbooks as the discourse in which humor is used might be 

outdated. The same discussion holds true for the integration of sitcoms or other TV shows into 

the L2 instruction process. After all, sitcoms and TV shows get their materials from recent and 

everyday events. In addition to this, Bell (2011) believes that culture-specific aspects of humor 

might prevent L2 learners from making sense as they might lack specific knowledge required 

to do so, and this claim can also be regarded as reasonable for sitcoms and TV shows.      

Another point that needs attention is how different cultures regard humor. Now we have enough 

scientific evidence to claim that the attitudes of Eastern cultures towards humor are not as 

positive as Western cultures (Jiang et al., 2019). For example, Freud (1928) believed that humor 

is a type of defense mechanism, and it has been suggested that Western cultures associate humor 

with positivity (Apte, 1985). On the other hand, it has been reported that some Eastern cultures 

devalue humor. For example, Rudowicz and Yue (2002) claim that Chinese people do not 

believe that humor is one of the desirable personality traits. The attitudinal differences among 

different cultures make the use of humor in L2 contexts a more complex issue. In this respect, 

Schmitz (2002) argues that L2 learners should deal first with universal humor, which is more 

straightforward compared to the other two. Then they can move on to cultural humor, which 

will require more effort on the learners’ side, and linguistic humor should be the last group that 

should be dealt with by L2 learners as it involves many other challenges.       

When it comes to humor in relation to L2 proficiency levels, the picture is not that clear either. 

While some researchers believe that there should be a match between the humor types used in 

L2 contexts and the proficiency levels of the learners (Schmitz, 2002), some others see this 

attempt as a fallacy (Bell, 2009). According to Bell (2009), “… different types of humor are 

not categorically more difficult for learners of certain levels of proficiency. …  any type of 
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humor can be constructed at any level of sophistication…”  (p. 245). However, research in 

neuroscience clearly states that, for example, puns are processed differently in the brain and 

require more complex neural connections (McHugh & Buchanan, 2016). When we consider 

that they carried out this study in an L1 environment, it would be safe to assume that it will be 

a much more challenging task for L2 learners to process puns in the target language.        

The basic premise of the current chapter is that humor is one of the essential attributes of human 

nature. How different societies and communities regard humor might be discussed, but it is 

impossible to find a society or community without any sense of humor. The next and more 

specific premise in the current context is that anything related to human nature can and should 

be used in L2 instruction. The corollary that can be based on these two premises is that humor 

should be a part of L2 instructional process. However, currently we do not have enough 

evidence to show the practical aspects of using humor in L2 settings. 

As L2 instructors and researchers, we are sure that the L2 input sources that learners are exposed 

to are far more different than the ones a couple of decades ago. Digital games on several 

platforms, social media, sitcoms, TV shows, and films, i.e., all types of multimedia, that can 

easily be accessed via the internet now form the bulk of the input that L2 learners are exposed 

to. For example, modern sitcoms have become an important part of popular culture. They depict 

real life situations in a humorous way. They are created for native speakers with no intention to 

be used as language teaching materials, which makes them authentic in nature. They are short 

compared to films, and the situations are easy to understand and relevant for most people, 

especially for teenagers. One thing is more obvious than the rest: the stories in sitcoms are 

narrated in humorous discourse. These features of sitcoms make them preferable to other types 

of multimedia. In addition to L2 learners, many people around the world watch full episodes of 

sitcoms in one sitting, which is a new concept among young people all around the world called 

binge watching. These new types of L2 input sources have actually changed the roles of L2 

instructors; they are not the only language model for L2 learners anymore. In fact, the input that 

L2 instructors provide is insignificant compared to the input coming from different types of 

multimedia. Maybe the best option for L2 instructors now is to become the manager of these 

input sources and to find ways to integrate them into the L2 instruction process. Sitcoms have 

great potentials in this respect as they are fun to watch, authentic, short, and easy to understand. 

However, we must bear in mind that humor is not a concept that we can take for granted and 

integrate directly into the L2 instruction process.  
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