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Abstract: This paper examines recent and currentsearch into teacher
training/pedagogy in higher education, and providem overview of the
existing studies into the concept’s effectiveneBlis examination is based on
‘teacher beliefs’ studies conducted in the litera&uin relation to teacher
training/pedagogy programmes, and thus only drawmclusions according
to those studies. The present paper highlights imtpot factors of certain
training/pedagogy programmes around the world, suels their duration,
content and philosophy, as well as their contextdno nature, and discusses
why such factors have resulted in research in th&rea remaining
inconclusive. Links are also made to the field oFE, where research on the
effectiveness of teacher training/pedagogy is laakiand immature. Areas
and aspects which require more research are alsdradsed, and suggestions
are made for future research.
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PEDAGOJI OGRETIMINDE ARASTIRMA SONUCLARININ
GOZDEN GECIRILMES1

Ozet: Bu calsma yuksek gretimde @retmen gitimi/pedagojisi alanindaki
yakin gecmgte ve giinimuzde yapilan agarmalari incelemekte ve gretmen
egitimi/pedagojisi etkileri ile alakali olan yapilngi calismalara genel bir
bakis yapmaktadir. Bu inceleme literatirde adi gecerngfétmen inanglarr’
calismalari baz alinarak yapilngt ve bu calgmalar dgrultusunda
yorumlanmstir. Bu c¢alisma dinyada var olan gretmen g@itimi/pedagojisi
programlari ile alakali olan sure, icerik ve filoZp ve programa 6zgu
faktorleri 6ne cikarmakta ve bu faktorilerin gretmen @itimi/pedagojisi
alanindaki aragtirmalari nasil sonugsuz kilgini tartismaktadir. Buna
ilaveten, mevcut ¢cagma, Ingilizceyi Yabanci Dil olarak @retme alanindaki
dgretmen gitimi/pedagojisi'nin etkileri ile ilgili olan az sgidaki ve heniz
sekillenmemis olan calmalara atiflar yapmaktadir. Daha fazla asarma
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gereken alanlar ve konular saptanmwe belirtiimis, ileride yapilacak olan
aragtirmalar icin tavsiyeler yapilnytir.

Anahtar Kelimeler: Gretmen gitimi ve yetstirmesi, pedagoji, gretmen
inanclari, ggretmen yettirme/pedagoji programlari

1. INTRODUCTION

Despite thirty years of extensive research carmdin the field of teacher
education and pedagogy, there is still no clearckesion regarding the
effectiveness of pedagogy programmes provided biows institutions for
teachers’ practical knowledge development, pawityl in the field of
language teaching. Although there are studies atitig the positive effects of
pedagogy programmes, some key researchers ini¢ghilsdo not seem to be
satisfied with these findings (Brouwer and Korthag2005; Grossman, 2008;
Korthagen, 2010). Factors in the literature, sushtl@ duration of these
programmes (e.g. some programmes last for one martbreas others can
last for up to two years), and their content arel ghilosophy (some adopting
constructivist principles of teaching and learningpile others only claim that
they adopt such principles), seem to value andnwaties the findings obtained
from different studies, which is perhaps one ofrésons for such uncertainty
surrounding the effects of pedagogy on teachemilegr Another factor-
perhaps the most influential in the clash of idesating to research into the
effects of pedagogy programmes-is the context-bonatlire of existing
studies into this phenomenon. In other words, theirigs obtained from
contexts where English is used as a native langaadewhere it is used as a
foreign language seem to show differences. For pl@nforeign language
pedagogy candidates are said to have more affectmeerns than native
language pedagogy candidates (Calderhead and $kod®97), which thus
affects their perceptions of language teaching.s€quently, such differences
in perceptions affect the findings of the studiesducted in these contexts,
thus making it difficult to compare one finding witanother. Differences
between the participant groups dealt with acrogs world and differences
between the types of the studies conducted are falstors that prompt
dissatisfaction among researchers.

The main aim of this paper is to highlight receiterdmas and implications
in the area of teacher training and pedagogy, mahmbugh focusing on the
field of English language teaching (both in natared foreign contexts). The
present paper looks at different studies condueiid pre-service teachers
(teachers who are undertaking a training or pedagoggramme) in different
teacher training or pedagogy programmes, and exantirese according to the
aforementioned criteria: namely the duration of gezlagogy programmes,
their content and philosophy, and, finally, thentext-bound nature.

It is important to note here that, like a consitdganumber of studies, the
above examination will be made according to ‘teacbeliefs’ studies.
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‘Teacher beliefs’ is a well-known area of teachduaation in the sense that
tracking teachers’ beliefs allows researchers terdene whether teachers’
perceptions of teaching and learning change asudtref external factors — in
this case, a teacher training or pedagogy progra(Magheoudakis, 2007). It
is widely accepted that teachers’ beliefs play afiuéntial role in their
perceptions of teaching and learning, as well ag tieey view learning and
teaching, how they teach and how they act in aasss (Borg, 2006;
Calderhead, 1996; Freeman, 1996; Nespor, 1987)hétanore, Lortie (1975)
claims that by the time teachers come to teacha&nimg or pedagogy
programmes, they already have well-establisheeiselegarding teaching and
learning which have already shaped their teachirgthe other hand, Lortie
(1975) also claims that some of these beliefs mraature and inappropriate;
as such, it is the duty of the teacher trainingp@dagogy programme to alter
such beliefs, and equip teachers with the recergldpments in the field. That
is to say, the effectiveness of teacher trainingpedagogy programmes is
evaluated, to some extent, according to the chandeliefs of teachers
throughout their training. In this paper, studiesmaerning teachers’ belief
studies are taken as a major reference when ewvajuthie effects of teacher
training or pedagogy. Without doubt, many otheerefces can also be taken
into account (e.g. programme structure, teachingenads used in the
programme, assessments in the programme, and ni@engowhen evaluating
the effectiveness of such programmes. A more @etailiture study would
shed more light on these issues.

2. DURATION OF TEACHER TRAINING/PEDAGOGY
PROGRAMMES

According to one of the leading researchers in tiedd of teacher
education, Simon Borg (2006), the length of teaclraining/pedagogy
programmes plays a large role in teachers’ beksietbpment. Borg points to
the many different teacher training programmeshsas the Certificate of
English in Language Teaching to Adults (CELTA), aefhusually lasts for one-
month; the Postgraduate Certificate in Educaticd@@E), which may take up
to one year; undergraduate programmes, where dtidsoally receive their
pedagogy during the final year and which usualktdawo terms; and other
master programmes, where the pedagogy part lastevio to four months
(depending on the institution). From this perspectBorg (2006) and many
others (e.g. Bramald, Hardman, and Leat, 1995; ©gha 1999) raise the
question: is it applicable to view different pedgggrogrammes as the same
entity or to expect similar findings regarding theffects on teachers’ belief
development? A logical answer to this would beym,existing findings tell us
the opposite is the case. Studies conducted intof@fprogrammes by Hobbs
(2007) and Michaela Borg (2001), for example, nibtat intensive CELTA
training had positive effects on teachers’ belie&lopment, and helped to
alter the outdated beliefs brought to the prograntbrethe other hand, studies
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conducted in longer teacher training/pedagogy punognes show that only a
little amount of change was observed in pre-servieachers’ belief
development (Brown and McGannon, 1998; Mattheow]akDO07; Nettle,
1998; Peacock, 2001; Tabachnick and Zeichner, 20@8)example, Peacock
(2001) studied the beliefs of 146 English langupigeservice teachers’ beliefs
concerning learning and teaching. A questionnaioengrised of various
questions about teaching methodologies, how larepiage learnt and how
languages ought to be taught was given to the stadefore they started their
pedagogy programme. In his first analysis, Pea¢g0k1) found that most of
the beliefs that pre-service teachers held werealistic and inappropriate
from the point of view of recent language teachargl learning. The same
guestionnaire was given to the same students th@wing year to assess
whether their beliefs had changed, and to undedstla® extent to which the
pedagogy programme had affected their beliefs. rfBiselts showed that the
teachers gave almost exactly the same answerg tquisstionnaire at the end
of the year as they did at the beginning of the.y€he same was also evident
in the studies of Altan (2006), Brown and McGanii®®98) and Tercanlioglu
(2005). Such controversy in the field raised maaw muestions. The concern
was no longer related to the duration of the teadhsning or pedagogy
programmes, but to what actually happened in tipesgrammes. Bramald et
al. (1995), being one of the first to bring thisspbmenon into light, proposed
that it is the content and philosophy of the tnagApedagogy programme that
prompted change in teachers’ beliefs, rather thle tluration of the
programme. Alongside this conception, researclhénarea seemed to change
its direction to better understand what teachanees are provided with in
these programmes, while ignoring the discussionuBblbow long a
training/pedagogy programme should be.

3. CONTENT AND PHILOSOPHY OF TEACHER
TRAINING/PEDAGOGY PROGRAMMES

In 2005, Mok Yan Fung presented an influentighgraon what teacher
training/pedagogy programmes’ philosophies oughtbego According to Fung
(2005) — as well as Ball and Cohen (1999) and Bmas Welton (1995) —
teacher training/pedagogy programmes should inclogeiry into pre-service
teachers’ beliefs concerning different issues igrtlearning. “Inquiry” here
means to think in broader contexts; it means géngranultiple conjectures
about an issue in teaching and learning. This esthaps be interpreted as pre-
service teachers evaluating their beliefs and peafees in light of both
theoretical and practical aspects. However, rebesesclike Farrell (2008),
Ong’ondo and Borg (2011) and Feiman-Nemser (20081hasize the practical
content of teacher training/pedagogy programmes asajor contributor to
teachers’ belief change. They further mention that only when teachers find
opportunities to put their beliefs into practiceard thus experience whether
they work or not — that belief change occurs. Thiym that the practical
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component of teacher training/pedagogy programrmmese of the strongest
elements in triggering belief change. Perhaps ereéate can be made here to
what is discussed in the previous section, wheweag highlighted that a one-
month CELTA programme prompted more change in theefs of teachers
than a one-year programme such as that dealt wiBeacock’s (2001) study.
Although there was an apparent difference in tmgtle of the programmes
discussed, teachers in CELTA were exposed to peaatiore extensively (i.e.
up to 7-8 hours in a week), whereas teachers indeks study were taught
for only 6 hours throughout the one-year periods thay explain the reasons
for differences in belief change in both studielse Bame was also observed in
many other studies, such as those by Altan (20@gbreli (2012),
Mattheoudakis (2007). In Debreli's (2012) study docted in Northern
Cyprus, for example, teachers were only exposedassrooms in which to
practice their teaching for four hours throughdw year, and experienced very
little change in their beliefs. According to Feimldemser (2001), such little
exposure to practice is likely to result in teashleeing less informed and less
able to form integrative understanding of theirerals teachers, and thus a
belief change is less likely to occur. As also ssjgd by Bullough and
Knowles (1992), these findings may indicate thednge critically scrutinize
experience, and that pre-service teachers shoulgrbeided with ample
opportunities to systematically make connectionsveen their beliefs and
practice. Along the same lines as Fung (2005)ait lbe said that the beliefs
teachers hold are abstracted and generalized fasmsituations with
appropriate articulation; however, these alonermteable to help teachers to
make sense of the complex teaching process, seamppbrtunities to practice
and test those beliefs is a prerequisite.

Another important concern of the researchers wigard to teacher
training/pedagogy programme philosophy is whethehgrogrammes educate
their participants according to recent trends ie field, and whether they
follow constructivist teaching principles. What meant by constructivist
teaching principles is allowing teachers to bulldit own understandings upon
what they already know (Richardson, 1997), and eragng them to adopt
non-didactic approaches when they enter a classrdona search of the
literature, only a few studies seemed to fit thigedon, e.g. the studies of
Michaela Borg (2001) and Hobbs (2007) show that Tklis one programme
that persists with such a philosophy. On the otiend, we have minimal
insights into other programmes owing to a lacktafles, missing information
about the programmes studied, and a lack of evalemt whether the
programmes actually employ what they claim to i@ pinogramme. Although
many programmes claim that they provide what CEL®#ers, limited
information on this issue makes it difficult to pide empirical comparisons.
Recent findings in this field show that traineectesxs are not actually
encouraged to think and act according to constnst{philosophy, but they are
often seen to teach in a way that pleases therseaieachers (i.e. when they
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are being assessed), which is often called a “&lgpractice” (Cabaroglu,
1999; Ong’ondo and Borg, 2011).

In addition to being exposed to classrooms, Walld@91) points out to
the need for pedagogy programmes to prompt traeaehers for systematic
reflection and self-evaluation. According to hiraflection and self-evaluation
provides personal development, and allows teachershe self-critical.
Although there is evidence that reflection and -sgHluation contributes to
trainee teachers’ personal development (Almarz8613ohnson, 1996; Wong,
2010), the proportion of the pedagogy programme®w@aging such aspects
leaves us with some question. It can be said ths¢arch into all of these
aspects is still premature, requiring more in-depthdies from multiple
contexts in order to let us make healthier empgigocanparisons.

4. CONTEXT-BOUND NATURE OF TEACHER-
TRAINING/PEDAGOGY PROGRAMMES

As mentioned earlier, the context-bound naturetodliss conducted thus
far is one factor that inhibits researchers fromatasively stating the effects
of teacher training/pedagogy. Context-bound studies studies that are
conducted in different contexts, with different g@pant groups, and in
different programmes throughout the world. Howewkre to such contextual
differences, such digressions among the existindiest make it difficult to
compare or generalize their findings, thus leavung with inconclusive
research. The extensive literature search, for pi@mhowed that a great body
of research on pre-service language teacher tipedagogy was carried out
in Western countries with more developed educatisystems, and with pre-
service teachers who were native speakers of tggdBrianguage. This is well
illustrated in Simon Borg’s (2006) review of stuslien pre-service teachers
around the world, which suggests that only 15%todlies were conducted in
Eastern and Middle Eastern countries with non-eatlFL pre-service
teachers. This issue is important and deserves atteation, as it has been
noted that EFL non-native pre-service teachers wdaxh in monolingual
classrooms are assumed to have different kinds etiefb and affective
concerns, and these may affect their training froetive language teachers
(Calderhead and Shorrock, 1997). Due to the passdifferences between non-
native and native contexts of English, it is likéhat the findings from native
contexts may not apply to non-native contexts. Asmd® Borg (2006)
suggests, the existing body of research is noy fidpresentative of broader
language teaching settings, and he draws attetdi@uch contextual gaps as
one of the limitations of research in this area.

Although a number of studies do exist which wergied out with non-
native teachers, or in programmes which involvehbwdtive and non-native
teachers (such as CELTA or PGCE), the differenetszden the aims of these
studies, their duration, the methodology adoptedl the differences between
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the participant groups limits the application ofclsufindings to broader
contexts. In this sense, it would not be healtlor, éxample, to compare
findings from a programme which provides intengivactice opportunities for
its participants, and which has a clear philosomlfywhat to give the
participants (e.g. CELTA), to the findings from a@aogramme where the
participants only have few hours to practice theaching skills and which
does not have a clear philosophy of teaching. Studidopting different
methodologies when dealing with teacher belief&/loen exploring the effects
of pedagogy on teacher learning would also be riskgompare, as there is a
huge debate in the literature on whether to adogtitative or quantitative
approaches when exploring this phenomenon. It eéarcthat findings from
different contexts cannot be feasibly compared tluemany contextual
differences. Although stronger assumptions andlosians can be made about
the effectiveness of specific training/pedagogygpammes in specific contexts
(e.g. CELTA), almost 80% of the programmes worldavithaintain their
obscurity. Most notably, the field of English afareign Language (EFL) has
a far smaller percentage of studies into the daffecess of its
training/pedagogy programmes, and these perhapwtae applied to native
contexts. It is also interesting to note that thare only a few studies
conducted into EFL contexts, despite more thandfatie world using English
as a foreign language, and given that there aree nidfL teachers and
training/pedagogy programmes than native speaketsagchers of English, or
training/pedagogy programmes focused on Englishfast language.

5. DISCUSSION AND CONCLUSION

This paper has brought together the existing problef research into the
effects of pedagogy on teacher learning, and peaveh overview of why the
research into this phenomenon remains inconclusivies current form. The
aim was to provide a set of themes to show whigieets of research in this
area remain problematic, and to illustrate the dapsneed further research. It
has been shown that pedagogy itself is a wide naistand that there are
many other sub-constructs to consider when dealittgthis phenomenon. By
only taking into account three themes (the prograsirduration, content and
philosophy, and context-bound nature), the prepaper addressed what is
already known and which areas require more rese#irblas been highlighted
how there is no satisfactory evidence indicatingat tHonger training
programmes provide more change in teachers’ bebei$ are thus more
effective. Conversely, studies which dealt with @10 programmes
demonstrated a greater impact. Although this mightthe result of these
programmes’ clear vision, content and philosophg, do not actually know
much about the vision, content and philosophy efdther programmes due to
a lack of research. It has also been emphasizedhth@rogrammes’ content or
philosophy plays a more important role in influercbeliefs. What comes into
play here is what Bramald et al. (1995) proposeandigg making clear
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whether the programme is viewed as a constant ar\asiable. The existing
findings address the fact that each training progna should be viewed as a
separate entity, as their components are likelprtavide different levels of
changes to beliefs. Here, it might be suggestetth®studies who reported
positive outcomes on belief change, as well asstinelies which reported
negative outcomes, should be reviewed again ingehhow they dealt with
the training programmes’ differences. Such compassare believed to
provide more realistic aspects of the programmaegluence. Another
suggestion can be made here for future studiesdisat with more detailed
investigations of this kind; these require in-depttalysis of the programme
content and philosophy, and it is also cruciallypartant to observe whether
these are applied within the programme. Withoutbdostudies in the field of
EFL — of which only a few is known —should be amotiprerequisite. Such
studies are believed to elucidate many questiossarehers have by allowing
more comparisons from different contexts, and wiibre realistic figures
relating to the programmes’ contents.
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