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Abstract: Teacher learning is of significant importance in mainstream education and
a number of attempts have been made to measure the quality of teacher learning
across different contexts. The available instruments, however, have been originally
developed to assess teachers’ perceptions of a single contributive element of teacher
learning; therefore, multiple interacting variables which influence the complex process of teacher professional development in English Language Teaching (ELT) contexts have received little attention. This study aimed at developing and validating
an instrument whose items are particular to ELT teachers and contexts. To this end,
based on a detailed study of the related literature, interviews with ELT practitioners
and teacher education professionals, a preliminary theoretical model was proposed.
The model was verified and developed into an English Language Teacher Learning
Scale. After developing the scale and administering it to 184 ELT teachers, it was
validated through both exploratory and confirmatory factor analyses which resulted
in a few alterations. This study portrays a more inclusive picture of teacher learning
in ELT contexts in terms of factors related to teacher cognition and belief, teacher
emotions, teacher motivation, and contextual variables.
Subjects: Education; Teacher Education & Training; Action Research & Teacher Research;
Teacher Training; Teachers & Teacher Education
Keywords: teacher learning; teacher education; professional development; teacher
learning assessment
1. Introduction
In the everlasting worldwide call for educational reform and change, the significance of teacher
learning in influencing the educational context is beyond doubt. Teacher learning is of international
importance and teachers are the portals through which any change and reform is realized (Kooy &
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Veen, 2012). In education literature, teacher learning refers to “a process of increasing participation
in the practice of teaching, and through this participation, a process of becoming knowledgeable in
and about teaching” (Adler, 2000, p. 37). Teachers themselves are considered as learners, developing their teaching practice and modeling for pupils the process of continual learning (Hagger, Burn,
Mutton, & Brindley, 2008). In fact, improving student achievement requires improvements in teacher
instructional practice and the capacity of schools to promote teacher teaching (Murray, 2013).
English Language Teaching (ELT), as an autonomous profession, is mainly concerned with the
study of language teaching and learning with the purpose of bringing about change and improvements in the quality of language teaching and learning (Howatt & Widdowson, 2004). It has been
argued that the set of standards for enhancing ELT may vary across different contexts since it is influenced by a host of sociocultural, political, economic, and historical factors (Mahboob & Tilakaratna,
2012). Therefore, ELT practitioners should develop their own teaching practices and adopt their own
language teaching policies so as to ensure that such practices reflect the local conditions of their
country or context. However, they need to be aware of the potential challenges in the process of
developing ELT initiatives and interventions as well as the processes through which ELT programs
are designed and delivered.
Teacher learning has been the focus of much investigation in the past decades (Endedijk &
Vermunt, 2013; Feiman-Nemser, 2012; Jones & Dexter, 2014; Opfer & Pedder, 2011; Slavit & Roth
McDuffie, 2013; Vermunt & Endedijk, 2011). These studies have acknowledged the importance of
teacher attitude, attention, and awareness in professional development and examined how teachers acquire, generate, and use knowledge in their career through district-initiated, teacher-initiated,
or teachers’ independent learning activities. It is also argued that teacher learning is mainly influenced by the interaction of three subsystems (the teacher, the school, and the learning activity).
Therefore, methodological practices must be adapted to focus on explanatory causality and the
reciprocal influences of all three subsystems (Opfer & Pedder, 2011). In fact, teachers differ with
respect to the learning patterns they adopt which are, in turn, influenced by the quality of teacher
learning and professional development. Teacher professional development is enhanced when the
educational environment supports and encourages teacher learning, supplies learning materials,
engages teachers in conscious learning practices, and provides teachers with opportunities to improve the mental models of their teaching and learning practice (Shaw, 2010).

1.1. Statement of the problem and purpose of the study
The development of measurement instruments to assess teachers’ perceptions of different aspects
of teacher professional development has been the topic of a number of studies such as the ones by
Ingersoll and Kinman (2002), (Teacher Candidate Performance Self-Assessment Instrument); Scott
and Dinham (2003), (Teacher and School Executive Occupational Satisfaction Scale); and Uzunboylu
and Ozdamli (2011) (Teacher Perception of Mobile-Learning Technologies). There are also a few
studies which have evaluated teacher learning and education in various settings (Borko, 2004;
Guskey, 2002). Teacher Candidate Performance Self-assessment Instrument is a screening instrument to assess pre-service teacher education candidates’ self-perceived knowledge and ability. This
instrument assesses candidates’ self-perception of their abilities among four competencies labeled
as teaching skills, classroom management skills, knowledge of children, and technology skills.
Teacher and School Executive Occupational Satisfaction Scale investigates teacher and school executive career satisfaction, motivation, and mental health. However, these instruments have been
originally developed to assess teachers’ perceptions of a single contributive element of teacher
learning and therefore by no means encompass the potential multiple variables which must be taken into account while studying the complex process of teacher professional development. The present study is motivated by the need to understand the underling variables which guide and influence
the path of teacher professional learning in ELT contexts. Therefore, in order to extend prior work on
the evaluation of teacher learning and to compensate for the lack of an existing assessment tool to
evaluate language teachers’ professional learning, the present study addresses the key issue of
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Table 1. Tentative theoretical conceptualization of the factors influencing teacher learning in
ELT contexts
Components and sub-components of teacher learning in ELT contexts
• Teacher cognition and beliefs
( i.e. pedagogical knowledge, subject matter knowledge, values, awareness and sensitivity, self-reflections,
beliefs and knowledge about teaching, students, and content, awareness of classroom problem-solving
strategies, schooling, prior language learning experience, classroom practice, prior teacher education programs
• Teacher emotions
( i.e. emotional suffering, emotional freedom, emotional knowledge, emotional exhaustion and teacher burnout,
school climate, social working environment, workload, emotional intelligence, cognitive self-regulation,
hardiness, teachers’ goal orientation, job satisfaction)
• Teacher motivation
( i.e. success expectancy, social prestige, working condition, intellectual fulfillment, salary, job security,
autonomous motivation, teacher self-efficacy, goal internalization, uncertainty tolerance
• Contextual variables
( i.e. value consonance, supervisory support, relations with colleagues and parents, time pressure, discipline
problems, time and resources, program flexibility, teacher education programs, teacher evaluation, materials
and resources, classrooms observations, teacher learning strategies, job satisfaction

developing and validating an English Language Teacher Learning Scale (ELTLS) which takes the various elements of language teacher professional learning into account.

1.2. Theoretical conceptualization of the study
In order to construct an instrument which represents the distinctive characteristics of teacher learning in ELT contexts, it was necessary to develop a theoretical framework. The review of literature
indicated that the most congruous model with the purpose of this study was the model of Language
Teacher Conceptual Change (LTCC) which was proposed by Kubanyiova (2012). However, this model
which was based on Gregoire’s (2003) Cognitive–Affective Model of Conceptual Change (CAMCC) was
not specific to ELT contexts. CAMCC took the role of emotions, appraisals, motivation, cognition, and
contextual factors in teacher belief change into account and explained why teachers might resist
changing their instructional practices. However, the model was criticized for its linearity and lack of
empirical validation. Kubanyiova’s LTCC model (2012) presented a robust and comprehensive account of language teacher conceptual change and explained its cyclical and dynamic nature. The
model specifically investigated the main features which influenced teachers’ intentional conceptual
change, deep-level cognitive engagement, possible selves, and affective and motivational factors.
The LTCC model (Kubanyiova, 2015), however, was basically a model for explaining teacher conceptual change and thus provided no means for the assessment of teacher learning and professional
development.
To compensate for the lack of an existing tool to measure teacher learning in ELT contexts, first,
factors influencing teacher learning were identified by the researchers through interviewing 25 ELT
teachers and 7 ELT teacher educators as well as a thorough review of the related literature. Then,
the factors identified at this level were integrated with general teacher learning components in the
model proposed by Kubanyiova (2012). Later, using the empirical data gained from the interviews, a
thorough review of the literature, and the main domains presented in Kubanyiova’s LTCC model
(2012), a conceptual model for teacher learning in ELT contexts was proposed. We suggest that
teacher learning in ELT contexts is a function of a number of variables including teacher cognition
and beliefs, teacher emotions, teacher motivation, and contextual variables. Finally, our proposed
model led to generation of a pool of potential items to be included in the instrument. Table 1 represents the preliminary theoretical conceptualization of teacher learning in ELT contexts proposed in
the present study.
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Research on teacher cognition, belief, and competencies is not in its early days anymore (Borg,
2003; Golombek & Doran, 2014; Hoekstra, Brekelmans, Beijaard, & Korthagen, 2009; Kang & Cheng,
2013). Teacher cognition, defined as “unobservable cognitive dimension of teaching –what teachers
know, believe, and think” (Borg, 2003, p. 81) is shaped by teachers’ engagement in learning activities
in workplace (Hoekstra et al., 2009), teachers’ experience of classrooms, language learning histories,
classroom practice, and teacher education programs (Borg, 2003). In fact, it is argued that teacher
belief change arises from several causes such as teacher’s dissatisfaction with the existing conceptions, teacher’s motivation and ability as well as characteristics of the learners (Gregoire, 2003).
Research on teacher cognition has also indicated that what teachers learn during teacher education
programs or classroom experiences is filtered by the teachers’ prior experience and the sociocultural
context (Kubanyiova, 2012).
Several publications have also appeared in recent years demonstrating teacher emotions as a key
component of teacher professional and personal identity (Cowie, 2011; Golombek & Doran, 2014;
Reio, 2005), teachers’ reconstruction of professional understanding (Darby, 2008), teachers’ commitment (Jo, 2014), teachers’ successes and failures at schools (Zembylas, 2005), teachers’ sensemaking of educational reforms (Schmidt & Datnow, 2005), and teachers’ personal professional
growth (Day & Leitch, 2001). These studies have indicated that teacher emotions are at the heart of
successful teaching practice and have close connection with teachers’ professional decision-making. On the other hand, teacher emotional exhaustion, depersonalization, and reduced personal
accomplishment are all the sub-components of teacher burnout which are related to teacher emotions and can impair the quality of teaching practice and discourage teachers from continuing their
profession (Chan, 2003, 2006). Furthermore, research on teacher cognition and teacher emotions
has indicated an intrinsic and dialectical relationship between teacher cognition and emotions
(Bullough, 2009; Zembylas, 2003), which has significant roles in teacher learning and professional
developments (Golombek & Doran, 2014), teacher activities (Golombek & Doran, 2014), and teacher
conceptual change (Kubanyiova, 2012).
Teacher motivation is also an important factor which has a significant role on educational reforms
and teacher satisfaction (Neves de Jesus & Lens, 2005), quality of teaching practices, and teachers’
involvement in professional learning activities (Thoonen, Sleegers, Oort, Peetsma, & Geijsel, 2011).
Motivational factors, generally, constitute three main factors: expectancy, value, and affective components (Hascher, van der Veen, & Roede, 2005). Teachers’ sense of self-efficacy, internalization of school
goals, and teachers’ tolerance of uncertainty are also among other factors which influence teachers’
engagement in professional learning activities (Thoonen et al., 2011). Although the bulk of research on
teacher learning concentrates on teacher cognition, assuming that teaching behavioral changes feed
from changes in teacher competencies and knowledge, the role of contextual variables in facilitating
or hindering the process of teacher professional development should not be overlooked.

2. Methodology
2.1. The participants
In order to get a more comprehensive understanding of ELT teachers’ views about factors influencing teacher learning in an ELT context and as a conceptual means for validating the scale, 25 ELT
practitioners were purposefully selected to be interviewed. These teachers were heterogeneous in
terms of age (between 25 and 47), gender (11 female, 4 male), degree (10 BA, 3 MA, and 2 PhD holders), teaching experience (3–11 years of experience), teaching context (3 teaching at schools and 12
at language institutions), and the proficiency level taught (8 elementary, 4 intermediate, and 3 advanced). Moreover, to gain more insight and know about experts’ knowledge on the underlying elements of teacher learning in ELT contexts, seven teacher education experts (4 female, 3 male) with
a PhD degree in TEFL were interviewed to learn about their expert opinions on the factors which influence teacher learning and the important issues related to the construct. These experts who were
educational program observers, evaluators, and educators were selected based on their academic
interests in teacher education.
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After developing the new ELTLS (more details below), 45 English teachers at various proficiency
levels (15 elementary, 15 intermediate, and 15 advanced) were purposefully sampled to participate
in piloting the scale. Moreover, four researchers/teachers (2 male, 2 female) who were experienced
in teacher education (5–7 year experience) revised the scale after the pilot testing phase. For final
validation phase of the study, 184 English language teachers, dissimilar regarding their age (between 23 and 45), gender (98 female, 86 male), degree (73 BA, 67 MA, and 44 PhD holders), teaching
experience (4–12 years of experience), teaching context (65 teaching at schools and 119 at English
language institutions), and the proficiency level taught (93 elementary, 52 intermediate, and 39
advanced), constituted our sample. These participants were selected through availability sampling.
Finally, it must be noted that all the participants were provided with full disclosure about the nature
of the study and they all had a choice whether to participate in the study or not.

2.2. Data collection instruments
Twenty-five ELT practitioners were interviewed for their ideas about the potential factors influencing
their learning as a teacher. Moreover, seven teacher education experts were interviewed to learn
about their opinions on teacher learning in general and in ELT contexts in particular. This study also
used the newly developed ELTLS, the development and validation of which is explained in the procedure section below.

2.3. Procedure
Based on the review of the literature, the theoretical conceptualization of the study (Table 1), and
interviews with ELT teachers and teacher education experts, a pool of potential items to be included
in the scale were generated. Initially, 25 ELT practitioners were interviewed to understand the potential experiences and factors which influenced teacher learning in ELT contexts. In order to make
sure of the stability of the interviews, a checklist which included different factors which influenced
teacher learning and was previously extracted from the literature was used (Appendix A). These interviews were audio-recorded and content analyzed to cross-check the information against the
theoretical framework of the study.
Moreover, seven teacher education experts, who were all university professors, were interviewed
to discover their opinions on teacher professional learning in ELT contexts in general, and the underlying factors which influence teacher learning in ELT contexts, in particular. There were seven openended questions (Appendix B) in the interviews based on the components of teacher learning which
were outlined in Table 1. Each interview session lasted between 20 and 30 min and was audio-recorded to be later transcribed and content analyzed.
All the recorded and transcribed interviews with ELT practitioners and experts were meticulously
read and analyzed in order to find their underlying themes. As an example, while asked about the
factors which influenced teacher professional development in ELT contexts, a teacher responded:
Well, I believe that there are many factors such as the learning resources which are provided
for us, free access to the web-based learning materials, workshops and in-service teacher
education programs. Moreover, teacher learning should be valued and encouraged by some
strategies such as job promotions or rise in salaries.
Analyzing this response in terms of its underlying ideas, the researchers extracted three main
themes: learning martial availability, teacher education programs, and motivation. All the interviews
with ELT practitioners and teacher education experts were thematically analyzed the same way. The
extracted themes along with the ideas gained through the review of the literature and the theoretical model formed the basis for the generation of a pool of 58 items as the candidates for eventual
inclusion in the scale. These questions were on a Likert scale of one to five and required the English
language teachers to indicate the extent to which each item applied to them.

Page 5 of 15

Aliakbari & Malmir, Cogent Education (2017), 4: 1292613
http://dx.doi.org/10.1080/2331186X.2017.1292613

Table 2. Number of items capturing each component of the theoretical conceptualization in the
English language teacher learning scale
Components of English language teacher
learning in the theoretical framework

Number of items capturing each component

Teacher cognition and belief

10

Teacher emotions

10

Teacher motivation

11

Contextual variables

19

Total

50

Next, the newly developed scale was reviewed and piloted before its administration to the intended participants. Four researchers/teachers who were experienced in teacher professional development were asked to review the scale and comment on its format, content, as well as wordings.
This review process resulted in the revision of five items and deletion of eight items as to their repetitiveness, ambiguity, and irrelevance. Then, the scale, which now had 50 items, was piloted with 45
ELT teachers. Ultimately, to establish the construct validity of ELTLS, it was administered to 184 ELT
teachers. The questionnaire was administered by the researcher in person. The data gained at this
level were analyzed through both exploratory and confirmatory factor analyses. Factor analysis is a
commonly used statistical procedure which specifically addresses the construct validation of tests
and scales (Brown, 2015; Comrey & Lee, 2013; Westen & Rosenthal, 2003).

3. Results and discussion
In the initial stage of this study, a theoretical framework of teacher learning, which captured the
context-specific nature of language teaching in ELT contexts, was developed. Table 2 indicates the
series of items within each component in the theoretical framework of the study. The reliability of
the 50-item questionnaire, using Cronbach alpha, turned out to be .913, which was satisfactory. In
order to examine the construct validity of the newly developed ELTLS in terms of its fundamental
construction and the distribution of items under each component, both exploratory and confirmatory factor analyses were tested.
The outcome of exploratory factor analysis showed the existence of five initial factors, in contrast
to the four factors we speculated in Table 1. As far as the factor loadings resulted from the exploratory factor analysis did not seem to be the most favorable, a number of confirmatory factor analysis
were also examined on the data with different fixed factors ranging from two to eight. This was done
using principal components analysis technique with varimax rotation. Based on confirmatory factor
analysis, it was concluded that the best model of factor loadings was four factors which constituted
53.97% of the total variance (Table 3). Moreover, the KMO and Bartlett’s Test of Sphericity for four
factors was .76 (p < .05), which indicated that the original components were adequately correlated.
It should be mentioned that the item loadings which resulted from the four factors were slightly different from what was assumed based on the tentative theoretical framework of this study, that is
to say, a few items which were thematically related to different components in the theoretical
framework loaded on the same factor. This led to small modifications in the original theoretical
framework as indicated in Table 4.
On the basis of the results gained through factor analysis, five items were deleted from the 50item scale as far as they loaded on irrelevant factors. These items focused on “establishing a friendly
relationship with students”, “class size”, “students’ composition”, “school networking”, and “school
reputation”. After the omission of these items from the scale, the reliability was re-calculated
through the Cronbach alpha and turned out to be .914 which was slightly higher than the reliability
of the scale before the omission of the items. The finalized scale, shown in Appendix C, has now 45
items.
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Table 3. Rotated component matrix of factor analysis on the items of the ELTLS
Item no. gist of the item

Factors
1

2

3

4

1

Subject matter knowledge

.78

2

Pedagogical knowledge

.74

3

Prior learning experience

.64

4

Teaching experience

.62

5

Personal theories

.83

6

Teacher commitment

.59

7

Teachers’ awareness and sensitivity

.56

19

Peer observation

.60

37

Self-reflection

.58

8

Emotional Freedom

.66

10

Job satisfaction

.62

11

Goal orientation

.61

15

Interpersonal relationship

.55

20

Self-regulating strategies

.56

22

Emotional suffering

.57

27

Emotional exhaustion

.69

28

Workload

.80

31

Hardiness

.54

9

Autonomous motivation

.54

12

Job security

.62

16

Working condition

.64

18

Social prestige

.56

21

Intellectual fulfillment

.50

24

Teacher self-efficacy

.77

25

Goal internalization

.58

32

Salary

.73

39

Success expectancy

.61

13

Discipline

.57

14

Time pressure

.58

17

Collaborative context

.53

23

Value consonance

.62

26

Relation with colleagues

.66

29

Supervisory support

.57

30

Program flexibility

.54

33

Teacher evaluation

.55

34

Teacher education programs

.65

35

Relation with parents

.75

36

Teaching material

.54

38

Work activities

.63

40

Learners’ questions

.61

41

Learners’ feedback

.72

42

Learners’ proficiency

.62

43

Teacher popularity

.59

44

Class level

.53

45

Classroom learning material

.64
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Table 4. Components of ELTLS reflecting the obtaining factor loadings
Finalized components of teacher learning scale
Teacher cognition and beliefs (factor 1) (items 1, 2, 3, 4, 5, 6, 7, 19, 37)
Teacher emotions (factor 2) (items 8, 10, 11, 15, 20, 22, 27, 28, 31)
Teacher motivations (factor 3) (items 9, 12, 16, 18, 21, 24, 25, 32, 39)
Contextual variables (factor 4) (items 13, 14, 17, 23, 26, 29, 30, 33, 34, 35, 36, 38, 39, 40, 41, 42, 43, 44, 45)

Table 5. Descriptive statistics of the ELTLS (n = 184)
Components of the ELTLS

N

Mean

SD

Teacher cognition and beliefs

9

51.58

4.51

Teacher emotions

9

29.93

8.37

Teacher motivation

9

30.02

6.33

Contextual variables

18

14.32

2.64

Total

45

134.66

18.94

It must be mentioned that that items 11, 13, 14, 27, 28, 36, and 39 were reverse scored. These
items were about goal orientation, discipline, time pressure, emotional exhaustion, workload, teaching material, and success expectancy.
Table 5 indicates the descriptive statistics of the finalized ELTLS. The mean and the standard deviation of each component and the total number of items were computed. The items were on a
Likert scale of 1–5 and the value of each item was calculated. Moreover, the items which were reverse scored were recoded before computing the value for each item. ELT teachers who scored
higher on any component or on the total are considered better teacher learners. As an example, an
ELT teacher who scored 68 on the teacher cognition and belief component was considered a potentially better teacher learner in terms of teaching knowledge, expertise, experience, and background
than an ELT teacher who scored 45. Also, an ELT teacher who scored 53 on the contextual factor was
a better teacher learner than an ELT teacher who scored 42 on the same component since he/she
worked in a more effective and appropriate educational system and context. In the same vein, a
teacher who received a total score of 183 on the scale was generally considered a better teacher
learner than a teacher who scored 134 since he/she was in a more advantageous position in terms
of the host of factors which influenced the process of teacher learning as represented in theoretical
framework of the study.
The result of this study indicated that the theoretical model of teacher learning in ELT contexts
proposed for the purpose of this study was meaningful to the ELT teachers. Our framework suggests
that teacher learning is a dynamic and cyclical process of structuring and re-structuring teacher
cognition and teacher emotions which are, in turn, guided by a host of motivational and contextual
factors. The qualitative data of the present study, which came from interviews with ELT practitioners
and teacher educators, indicated that there was also a host of other factors which ELT practitioners
and educators believed to have great impact on language teachers’ learning. These factors, as mentioned in Appendix B, were mainly the challenges or threats that language teachers confronted
within their actual teaching practice. For instance, one of the factors which stimulated less experienced language teachers to improve their professional learning was the threat imposed to the
teacher by more linguistically advanced learners in language classrooms. These teachers reported
that a number of classroom incidents such as being unable to answer the challenging questions
asked by the learners and being corrected for the linguistic mistakes could threaten their professional identity as language teachers. Furthermore, language teachers reported that the challenge
created by their more professional colleagues was another factor which encouraged them to be
better teacher learners. They reported that they would try to be better teachers in order to be
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defined as popular teachers. They also wanted to learn about their profession so that they would be
able to take part in informal discussions about teaching and learning issues with more professional
collogues during the break times at work. In addition to learners and colleagues, instructional materials like textbooks could motivate language teachers to learn more and attend their classes fully
prepared in order to avoid potential classroom teaching problems. In sum, there are a number of
on-the-job challenges which have significant roles on language teacher learning and teaching preparation which, in turn, have to do with teacher professional identity at work. Language teachers try
to learn more to be able to respond to learners’ learning needs, take part in professional talks at
work, and be defined as successful and popular teachers. Overall, a detailed review of the existing
literature on teacher learning as well as the findings of the present study suggested that there were
a number of interrelated factors which contributed to teacher learning in ELT contexts. We suggest
that teacher cognition and teacher emotions are at the core of teacher professional learning which
is, in turn, constantly being shaped by the contextual variables and motivational factors.

4. Conclusion
English language teaching profession has become increasingly aware of the prominent role of
teacher learning in determining the quality of language instruction. However, research on ELT teacher learning does not provide us with an assessment tool to evaluate the underlying factors which
can either promote or obstruct teacher professional learning. These underlying elements make it
necessary to come up with a different conceptualization of teacher learning which reflects the
unique characteristics of teacher learning in ELT settings. It must be noted that the present study
was conducted in an EFL setting where both teachers and learners had limited exposure to English
outside language classrooms. Therefore, investigating the underlying factors which contribute to
teacher learning in ESL contexts can greatly add to our knowledge about the impact of context on
language teachers’ conceptualization of their learning.
Through a detailed review of the literature and interviews with ELT practitioners and educators,
the present study developed and validated an ELTLS. The scores received by the English language
teachers in the validation stage of the study (Table 5) indicated that the constructed items and our
conceptualization of teacher learning in ELT contexts were meaningful to ELT practitioners and indicative of the determining elements of their learning. Context-sensitive measurement scales, like
the one developed for the purpose of this study, are even more efficacious, meaningful, and practical. ELTLS provides English language teachers, teacher students, and teacher educators/observers
with a systematic, meaningful, and precise tool to assess the underlying factors which contribute to
teacher professional learning. It portrays a more detailed picture of teacher learning and presents a
more effective means of providing feedback on the quality of teachers’ job. The scale can also be
used for planning remedial training programs and making necessary modifications in educational
policies which will, in turn, lead to better teacher education programs and more qualified teachers in
general. Further research can undoubtedly lead to improvements in the present scale.
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Appendix A
The Open-ended Checklist for interviews (Major components and factors
influencing teacher learning from the Literature)
Components of teacher learning

Study

• Pedagogical content knowledge

Van Driel and Berry (2012)

• Beliefs and knowledge about teaching,

Kagan (1990)

students, and content
• Awareness of classroom teaching problemsolving strategies

• Schooling

Borg (2003)

• Prior language learning experience
• Teacher education programs
• Personal theories of language teaching and

Rosenfeld and Rosenfeld (2008)

learning
• Teacher commitment
• Awareness/sensitivity

Page 11 of 15

Aliakbari & Malmir, Cogent Education (2017), 4: 1292613
http://dx.doi.org/10.1080/2331186X.2017.1292613

Components of teacher learning

Study

• Teacher learning strategies/patterns

Hoekstra et al. (2009)

• Self-learning

Lombaerts, De Backer, Engels, van Braak, and Athanasou (2009)

• Action research, Portfolios

Presseisen (2008)

• Self-reflection
• Peer observation
• Teacher goals, ideological or value conflicts

Endedijk and Vermunt (2013)
Bell and Mladenovic (2015)
Zembylas (2005)

• Emotional suffering
• Emotional freedom
• Emotional knowledge

Zembylas (2007)

• Emotional exhaustion/teacher burnout

van Droogenbroeck, Spruyt, and Vanroelen (2014)

• Interpersonal relationships
• Workload
• Cognitive self-regulation

Mattern and Bauer (2014)

• Emotional intelligence

Chan (2006)

• Hardiness

Chan (2003)

• Teachers’ goal orientation
• Hierarchy of strengths
• Job satisfaction

Parker, Martin, Colmar, and Liem (2012)
Chan (2009)
Skaalvik and Skaalvik (2011)

• Success expectancy

Neves de Jesus and Lens (2005)

• Social prestige

Watt and Richardson (2008)

• Working condition
• Working condition
• Intellectual fulfillment
• Salary
• Job security
• Autonomous motivation

Katz and Shahar (2015)

• Teacher self-efficacy

Thoonen et al. (2011)

• Goal internalization
• Uncertainty tolerance
• Value consonance

Skaalvik and Skaalvik (2011)

• Supervisory support
• Relations with colleagues
• Relations with parents
• Time pressure
• Discipline problems
• Teacher evaluation/education

Tuytens and Devos (2011)

• Teaching materials

Petrie (2012)

• Program flexibility

Reeves (2010)

• Collaborative contexts

Leonard (2015)
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Components of teacher learning
• The reform input

Study
Kubanyiova (2012)

• Professional coursework
• Contextual factors
• Schooling
• IDs and personal histories
• Language teacher cognition
• Language teacher possible self
• Teacher challenges

The present study

• Students challenge
• Coping with students’ challenging questions
• Avoiding students’ correction
• Being more linguistically proficient than the
students
• Colleagues challenge
• Being a more popular teacher in comparison
with colleagues
• Teaching higher level classes in comparison
with colleagues
• Knowing more and being more skillful than
other colleagues
• Teaching material
• Being able to explain even the most difficult
instructional materials fully
• Being able to use the presented learning
materials in classroom talk

Appendix B
The open-ended Interview Questions
(1) What factors motivate or demotivate you to be a better language teacher?
(2) What are the characteristics of a good teacher learner?
(3) What contextual factors influence your desire to be a better teacher?
(4) How do your emotions influence your own learning as a teacher?
(5) What individual and unique features do you think you have which have made you a better
teacher learner?

Appendix C
ELT learning scale (ELTLS)
Dear teacher
This scale is intended to measure teacher learning in ELT contexts. The information will be kept
strictly confidential and used for research purposes. Your sincere participation will be appreciated.
Name: ___________ Age: __________ Gender: male ⎕ female ⎕
Years of teaching experience: _____ Degree: __________ Major: __________
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Please read each item carefully and indicate the extent to which each one applies to you and your
teaching context. Very little (1), little (2), somehow (3), much (4), very much (5).
No.

1

1

I have good command of the language I teach

2

I have good knowledge of processes, practices, and methods of teaching and learning

3

I have learnt a lot about teaching through my extensive experience as a learner

4

I have extensive experience of teaching in classrooms

5

I have my own personal theories about teaching and learning

6

I am committed to be a better teacher

7

I attend to learners’ individual differences and needs

8

I feel emotionally free to talk about my ideas and feelings about my job as a teacher with others at work

9

I teach out of interest and enjoyment

10

I am satisfied with my institutional/societal position as a teacher

11

I feel I’m submitting to others’ goals which are set for me as a teacher*

12

There is a low probability that I lose my job in near future

13

My students are not disciplined and disrupt my teaching*

14

I don’t have much time for teaching preparation and recovery*

15

I have satisfactory interpersonal relationship with others at work

16

I have agreeable working conditions

17

The school/institution I work for provides opportunities for collaborative professional learning

18

Being a language teacher has a great social prestige in my society

19

I observe and reflect on my colleagues’ teaching practices

20

I have self-regulation strategies to cope with my job stress

21

As a language teacher, I feel intellectually fulfilled

22

I feel that there are some rules and roles imposed on me as a teacher

23

I teach in congruence with my own educational beliefs and values

24

I believe that I am a skillful and efficient teacher

25

I accept and follow the school/institution goals and values

26

My colleagues are professional and supportive

27

I feel emotionally exhausted of my working environment*

28

I feel I’m overworked*

29

The school/institution I work for is supportive and gives helpful advices

30

The school/institution I work for is open to change and flexible to teachers practical suggestions

31

I am resistant to my job stress and view job demands as opportunities for improvement

32

As a language teacher, I am well-paid

33

I receive professional and practical guidelines from teacher observers/educators at work

34

I regularly attend teacher education programs

35

I feel that parents trust and believe in my teaching

36

Teaching materials I work with are not informative and helpful*

37

I critically observe, assess and reflect on my own teaching practice

38

My work activities change my teaching behavior

39

I perceive my prior teaching failures as a result of my lack of personal competence*

2

3

4

5
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No.

1

40

I do best to be able to answer even the most challenging questions of my students

41

I do my best to avoid making linguistic mistakes while teaching

42

My linguistic proficiency as a teacher should be ostensibly better than my students’ linguistic proficiency

43

I try to be a better and more popular teacher in comparison with my colleagues

44

I’d like to teach higher level classes at work

45

I do my best to master even the most difficult classroom learning materials to teach

2

3

4

5

*reverse scored.

© 2017 The Author(s). This open access article is distributed under a Creative Commons Attribution (CC-BY) 4.0 license.
You are free to:
Share — copy and redistribute the material in any medium or format
Adapt — remix, transform, and build upon the material for any purpose, even commercially.
The licensor cannot revoke these freedoms as long as you follow the license terms.
Under the following terms:
Attribution — You must give appropriate credit, provide a link to the license, and indicate if changes were made.
You may do so in any reasonable manner, but not in any way that suggests the licensor endorses you or your use.
No additional restrictions
You may not apply legal terms or technological measures that legally restrict others from doing anything the license permits.

Cogent Education (ISSN: 2331-186X) is published by Cogent OA, part of Taylor & Francis Group.
Publishing with Cogent OA ensures:
•

Immediate, universal access to your article on publication

•

High visibility and discoverability via the Cogent OA website as well as Taylor & Francis Online

•

Download and citation statistics for your article

•

Rapid online publication

•

Input from, and dialog with, expert editors and editorial boards

•

Retention of full copyright of your article

•

Guaranteed legacy preservation of your article

•

Discounts and waivers for authors in developing regions

Submit your manuscript to a Cogent OA journal at www.CogentOA.com

Page 15 of 15

