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      Abstract 
 
 
 The study of teacher cognition what teachers think, know and believe  
and of its relationship to teachers' classroom practices has become a key 
theme in the field of language teaching and teacher education. This new in 
paperback volume provides a timely discussion of the research which now 
exists on language teacher cognition. 
 
 This paper is divided into two chapters. Chapter one includes notion 
of cognition ,and psychology of cognition. Chapter two includes teacher 
cognition ,the origins of teacher cognition research, characteristics of foreign 
language teachers, and teachers cognition in terms of knowledge,belief 
and classroom practices. 
 
 Finally,the conclusion sums up the findings of this paper. 
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Chapter One   
 
 
1.1 Notion of Cognition 
 
 According to (Carter,1990;1996:214,120).Cognition is "the mental 
action or process of acquiring knowledge and understanding through 
thought, experience, and the senses." It encompasses processes such as 
knowledge, attention, memory and working memory, judgment and 
evaluation, reasoning and "computation", problem solving and decision 
making, comprehension and production of language, etc. Human cognition 
is conscious and unconscious, concrete or abstract, as well as intuitive (like 
knowledge of a language) and conceptual (like a model of a language). 
Cognitive processes use existing knowledge and generate new knowledge  
 
 He sates that the processes are analyzed from different perspectives 
within different contexts, notably in the fields of linguistics, anesthesia, 
neuroscience, psychiatry, psychology, education, philosophy, anthropology, 
biology, systemics, logic, and computer science. These and other different 
approaches to the analysis of cognition are synthesised in the developing 
field of cognitive science, a progressively autonomous academic discipline. 
Within psychology and philosophy, the concept of cognition is closely 
related to abstract concepts such as mind and intelligence. It encompasses 
the mental functions, mental processes (thoughts), and states of intelligent 
entities (humans, collaborative groups, human organizations, highly 
autonomous machines, and artificial intelligences) (Ibid.). 

http://cbs.wondershare.com/go.php?pid=2996&m=db


 
 Thus, the term's usage varies across disciplines; for example, in 
psychology and cognitive science, "cognition" usually refers to an 
information processing view of an individual's psychological functions. It is 
also used in a branch of social psychology called social cognition to explain 
attitudes, attribution, and group dynamics.In cognitive psychology and 
cognitive engineering, cognition is typically assumed to be information 
processing in a participant’s or operator’s mind or brain(Ibid.). 
 
 Cognition is a word that dates back to the 15th century, when it 
meant "thinking and awareness".Attention to the cognitive process came 
about more than eighteen centuries ago, beginning with Aristotle and his 
interest in the inner workings of the mind and how they affect the human 
experience. Aristotle focused on cognitive areas pertaining to memory, 
perception, and mental imagery. The Greek philosopher found great 
importance in ensuring that his studies were based on empirical evidence; 
scientific information that is gathered through observation and 
conscientious experimentation.Centuries later, as psychology became a 
burgeoning field of study in Europe and then gained a following in America, 
other scientists like Wilhelm Wundt, Herman Ebbinghaus, Mary Whiton 
Calkins, and William James, to name a few, would offer their contributions 
to the study of cognition( Collie Graden,1996:369). 
 
 Munby(2001:877) ensures that the notion of introspection: examining 
the inner feelings of an individual. With introspection, the subject had to be 
careful to describe his or her feelings in the most objective manner possible 
in order for Wundt to find the information scientific. Though Wundt's 
contributions are by no means minimal, modern psychologists find his 
methods to be quite subjective and choose to rely on more objective 
procedures of experimentation to make conclusions about the human 
cognitive process. 
 
 Ebbinghaus conducted cognitive studies that mainly examined the 
function and capacity of human memory. Ebbinghaus developed his own 
experiment in which he constructed over 2,000 syllables made out of 
nonexistent words, for instance EAS. He then examined his own personal 
ability to learn these non-words. He purposely chose non-words as 
opposed to real words to control for the influence of pre-existing experience 
on what the words might symbolize, thus enabling easier recollection of 
them (Ibid.). 
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  Ebbinghaus observed and hypothesized a number of variables that 
may have affected his ability to learn and recall the non-words he created. 
One of the reasons, he concluded, was the amount of time between the 
presentation of the list of stimuli and the recitation or recall of same. 
Ebbinghaus was the first to record and plot a "learning curve," and a 
"forgetting curve." His work heavily influenced the study of serial position 
and its effect on memory.(Ibid:879). 
  
 Elbaz(1981:42) says that Mary Whiton Calkins (1863–1930) was an 
influential American pioneer in the realm of psychology. Her work also 
focused on the human memory capacity. A common theory, called the 
recency effect, can be attributed to the studies that she conducted.The 
recency effect, also discussed in the subsequent experiment section, is the 
tendency for individuals to be able to accurately recollect the final items 
presented in a sequence of stimuli. Her theory is closely related to the 
aforementioned study and conclusion of the memory experiments 
conducted by Hermann Ebbinghaus. 
 
 William James (1842–1910) is another pivotal figure in the history of 
cognitive science. James was quite discontent with Wundt's emphasis on 
introspection and Ebbinghaus' use of nonsense stimuli. He instead chose 
to focus on the human learning experience in everyday life and its 
importance to the study of cognition. James' major contribution was his 
textbook Principles of Psychology that preliminarily examines many 
aspects of cognition like perception, memory, reasoning, and attention, to 
name a few (Ibid:44). 
 
1.2 Psychology of Cognition  
 
 Thomas(2008:126) admits that the sort of mental processes 
described as cognitive are largely influenced by research which has 
successfully used this paradigm in the past, likely starting with Thomas 
Aquinas, who divided the study of behavior into two broad categories: 
cognitive (how we know the world), and affective (how we understand the 
world via feelings and emotions).Consequently, this description tends to 
apply to processes such as memory, association, concept formation, 
pattern recognition, language, attention, perception, action, problem solving 
and mental imagery.  
 

http://cbs.wondershare.com/go.php?pid=2996&m=db


 Traditionally, emotion was not thought of as a cognitive process. This 
division is now regarded as largely artificial, and much research is currently 
being undertaken to examine the cognitive psychology of emotion; 
research also includes one's awareness of one's own strategies and 
methods of cognition called metacognition and includes Empirical research 
into cognition is usually scientific and quantitative, or involves creating 
models to describe or explain certain behaviors (Ibid.). 
 
 While few people would deny that cognitive processes are a function 
of the brain, a cognitive theory will not necessarily make reference to the 
brain or other biological process (compare neurocognitive). It may purely 
describe behavior in terms of information flow or function. Relatively recent 
fields of study such as cognitive science and neuropsychology aim to 
bridge this gap, using cognitive paradigms to understand how the brain 
implements these information-processing functions, or how pure 
information-processing systems (e.g., computers) can simulate cognition. 
The branch of psychology that studies brain injury to infer normal cognitive 
function is called cognitive neuropsychology. The links of cognition to 
evolutionary demands are studied through the investigation of animal 
cognition. And conversely, evolutionary-based perspectives can inform 
hypotheses about cognitive functional systems' evolutionary psychology 
(May,1999:759). 
 
 The theoretical school of thought derived from the cognitive approach 
is often called cognitivism. The phenomenal success of the cognitive 
approach can be seen by its current dominance as the core model in 
contemporary psychology (usurping behaviorism in the late 1950s) 
(Ibid:760). 
 
 
1.2.1 Piaget's Theory of Cognitive Development 
 
 Piaget's theory of cognitive development is a comprehensive theory 
about the nature and development of human intelligence. It was first 
created by the Swiss developmental psychologist Jean Piaget 
(1896–1980). The theory deals with the nature of knowledge itself and how 
humans gradually come to acquire, construct, and use it. Piaget's theory is 
mainly known as a developmental stage theory (Cherry,2012:64). 
 
 To Piaget(1977:17) cognitive development was a progressive 
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reorganization of mental processes resulting from biological maturation and 
environmental experience. He believed that children construct an 
understanding of the world around them, experience discrepancies 
between what they already know and what they discover in their 
environment, then adjust their ideas accordingly. Moreover, Piaget claimed 
that cognitive development is at the center of the human organism, and 
language is contingent on knowledge and understanding acquired through 
cognitive development. Piaget's earlier work received the greatest 
attention. Child-centered classrooms and "open education" are direct 
applications of Piaget's views. Despite its huge success, Piaget's theory 
has some limitations that Piaget recognized himself: for example, the 
theory supports sharp stages rather than continuous development 
(décalage). 
 
 Piaget noted that reality is a dynamic system of continuous change 
and, as such, is defined in reference to the two conditions that define 
dynamic systems. Specifically, he argued that reality involves 
transformations and states.Transformations refer to all manners of changes 
that a thing or person can undergo. States refer to the conditions or the 
appearances in which things or persons can be found between 
transformations. For example, there might be changes in shape or form (for 
instance, liquids are reshaped as they are transferred from one vessel to 
another, and similarly humans change in their characteristics as they grow 
older), in size (for example, a series of coins on a table might be placed 
close to each other or far apart), or in placement or location in space and 
time (e.g., various objects or persons might be found at one place at one 
time and at a different place at another time) (Ibid:18). 
  
 Thus, Piaget argued,that  if human intelligence is to be adaptive, it 
must have functions to represent both the transformational and the static 
aspects of reality.He proposed that operative intelligence is responsible for 
the representation and manipulation of the dynamic or transformational 
aspects of reality, and that figurative intelligence is responsible for the 
representation of the static aspects of reality. (Ibid.). 
 
 
  
 Operative intelligence is the active aspect of intelligence. It involves 
all actions, overt or covert, undertaken in order to follow, recover, or 
anticipate the transformations of the objects or persons of 
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interest.Figurative intelligence is the more or less static aspect of 
intelligence, involving all means of representation used to retain in mind the 
states (i.e., successive forms, shapes, or locations) that intervene between 
transformations. That is, it involves perception, imitation, mental imagery, 
drawing, and language. Therefore, the figurative aspects of intelligence 
derive their meaning from the operative aspects of intelligence, because 
states cannot exist independently of the transformations that interconnect 
them. Piaget stated that the figurative or the representational aspects of 
intelligence are subservient to its operative and dynamic aspects, and 
therefore, that understanding essentially derives from the operative aspect 
of intelligence. (McShane,1991:22) 
 
 At any time, operative intelligence frames how the world is 
understood and it changes if understanding is not successful. Piaget stated 
that this process of understanding and change involves two basic functions: 
assimilation and accommodation. Through his study of the field of 
education, Piaget focused on two processes, which he named assimilation 
and accommodation. To Piaget, assimilation meant integrating external 
elements into structures of lives or environments, or those we could have 
through experience. Assimilation is how humans perceive and adapt to new 
information. It is the process of fitting new information into pre-existing 
cognitive schemas (Ibid:23). 
 
  Assimilation in which new experiences are reinterpreted to fit into, or 
assimilate with, old ideas. It occurs when humans are faced with new or 
unfamiliar information and refer to previously learned information in order to 
make sense of it. In contrast, accommodation is the process of taking new 
information in one's environment and altering pre-existing schemas in order 
to fit in the new information. This happens when the existing schema 
(knowledge) does not work, and needs to be changed to deal with a new 
object or situation. Accommodation is imperative because it is how people 
will continue to interpret new concepts, schemas, frameworks, and 
more.Piaget believed that the human brain has been programmed through 
evolution to bring equilibrium, which is what he believed ultimately 
influences structures by the internal and external processes through 
assimilation and accommodation (Ibid.). 
 
 Begley(1996:96)added that Piaget's understanding was that 
assimilation and accommodation cannot exist without the other.They are 
two sides of a coin. To assimilate an object into an existing mental schema, 
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one first needs to take into account or accommodate to the particularities of 
this object to a certain extent. For instance, to recognize (assimilate) an 
apple as an apple, one must first focus (accommodate) on the contour of 
this object. To do this, one needs to roughly recognize the size of the 
object. Development increases the balance, or equilibration, between these 
two functions. When in balance with each other, assimilation and 
accommodation generate mental schemas of the operative intelligence. 
When one function dominates over the other, they generate 
representations which belong to figurative intelligence.Piaget believed that 
people move through stages of development that allow them to think in 
new, more complex ways. 
 
1.2.2 Preoperational Stage  
 
 Lasts from 2 years of age until 6 or 7. It can be characterized in two 
somewhat different ways. In his early work, before he had developed his 
structuralist theory of cognition, Piaget described the child's thought during 
this period as being governed by principles such as egocentrism, animism 
and other similar constructs. Egocentrism is when a child can only see a 
certain situation his or her own way. One can not comprehend that other 
people have other views and perceptions of scenarios. Animism is when an 
individual gives a lifeless object human like qualities. An individual usually 
believes that this object has human emotions, thoughts and intentions 
(Klausmeier,1978:3) 
 
 Once he had proposed his structuralist theory, Piaget characterized 
the preoperational child as lacking the cognitive structures possessed by 
the concrete operational child. The absence of these structures explains, in 
part, the behaviors Piaget had previously described as egocentric and 
animistic, for example an inability to comprehend that another individual 
may have different emotional responses to similar experiences. During this 
stage children also become increasingly adapt at using symbols as 
evidenced by the increase in playing and pretending (Ibid.). 
 
 
1.2.3 Concrete Operational Stage  
 
 Callaghan(2005:204) states that lasts from 6 or 7 years until about 12 
or 13. During this stage the child's cognitive structures can be 
characterized by reality. Piaget argues that the same general principles can 
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be discerned in a wide range of behaviors. One of the best-known 
achievements of this stage is that of conservation. In a typical conservation 
experiment a child is asked to judge whether or not two quantities are the 
same such as two equal quantities of liquid in a short and tall glass. A 
preoperational child will typically judge the taller, thinner glass to contain 
more, while a concrete operational child will judge the amounts still to be 
the same. The ability to reason in this way reflects the development of a 
principle of conservation. 
     Chapter Two  
 
 
2.1 Teacher Cognition 
 
 Conceptions of what language teachers should know are almost as 
old as institutionalized language teaching itself. However, within the last 15 
years there has been a considerable increase in interest and scholarship 
on L2 teacher cognition and second language teacher education (SLTE). 
Unfortunately, much of the work in this area (although by no means all) has 
not been empirical in nature, most conventional practices in language 
teacher education have operated like hand-me-down stories, folk wisdom 
shared as ‘truths’ of the profession with little other than habit and 
convention on which to base them (Freeman, 1996: 351).  
 
 However, even the empirical work in SLTE has tended to ignore 
deeper issues of human cognition. Cognition is a central issue in SLTE 
because models and understandings of SLTE are based on assumptions 
and folk theories about what knowledge is, how teachers acquire 
knowledge, and how teachers can and should use knowledge. In general, 
many approaches to SLTE view knowledge, knowledge acquisition and 
knowledge as unproblematic and simple. The basic view is that if you tell 
someone something, then they know it, they can use this knowledge, and 
there is nothing more to be worried about. Furthermore, to a great extent 
work in SLTE has ignored the large body of research on human cognition 
which has been done in other disciplines(Ibid.).  
 
  
 Therefore, it is important to evaluate the extent to which SLTE 
conceptions of cognition match what is actually known about related 
cognitive issues such as what kinds of knowledge there are, how they are 
used and how they are acquired. The purpose of this volume is to review 
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conceptions and hypotheses about L2 teacher cognition in the field of 
SLTE and evaluate these in light of the extensive research on what is 
known about human cognition( van,2003:5).  
  
 In order to evaluate hypotheses about cognition in SLTE it is 
necessary to begin by reviewing the historical development of conceptions 
of SLTE in order to get a deeper understanding of the assumptions about 
cognition that underlie these conceptions. The vast majority of such work 
published in international journals and academic books are from the 
Anglo-American perspective; however, a substantial body of research on 
teacher education has been produced in Germany (Ibid.).  
 
 Tigchelaar(2004:217) points out that hypotheses about SLTE are 
fundamentally questions about cognition: What is knowledge? How are 
particular types of knowledge used? How is knowledge acquired? These 
are not questions that focus specifically on language, literature or culture, 
so to answer these questions, we must review research which focuses on 
those questions. Therefore, the studies reviewed in this volume will be 
those that focus on the nature of cognition, especially knowledge and 
knowledge use. While some relevant research has been done in SLTE, by 
the very nature of the issues involved, most of the relevant research for 
these questions has been done outside of the field of Language Studies or 
Philology. 
 
 Teacher cognition, as defined here, refers to the processes of 
knowledge acquisition and use that teachers engage in with regards to their 
practice. The issue of teacher cognition is central to understanding and 
investigating assumption and hypotheses about SLTE because these focus 
on what knowledge teachers use, how they acquire such knowledge and 
how they use it. Factors that have a significant effect on these processes 
include emotional processing and individual values, so they must be 
included into any construct of teacher cognition(Ibid:219) . 
 
 In Teacher Cognition and Language Education: Research and 
Practice, Borg provides a comprehensive overview of the research to date 
on what language teachers think, know and believe and the complex 
relationship to their instructional practices. In doing so he brings a greater 
sense of unity and coherence to a somewhat disparate body of 
research...This book will most certainly be a widely read resource that both 
new and established researchers and language teacher educators will cite 
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as evidence of where the field of language teacher cognition has come, as 
they seek to move that field forward )Ibid.) . 
 
 When that aspect of teaching had been developed to the teachers’ 
satisfaction, new goals were established and new methods of learning 
developed. Tsui concluded it was this process of reinvestment that led to 
expertise in teaching. “In the process of interpreting formal knowledge in 
the context of the specific problem they have to tackle, or in their specific 
context of teaching, their practical knowledge is enriched, and they gain 
further new knowledge that will serve as the basis for future action. This 
kind of knowledge renewal, or knowledge growth, is vital to the 
development of expertise” (Tsui, 2003: 267). 
 
2.2 The Origins of Teacher Cognition Research 
 
  According to Schulz(2001:244) teacher cognition research is concerned 
with understanding what teachers think, know and believe. Its primary concern, 
therefore, lies with the unobservable dimension of teaching - teachers’ mental 
lives. As a tradition of research in education, the study of teacher cognition 
stretches back over 30 years. In the 1960s, research on teaching focused on the 
search for effective teaching behaviours  i.e. behaviours that would result in 
greater learning (typically measured through achievement tests).  
 
 This was called a process-product model of research and the goal was to 
identify these effective behaviours in the belief that they could then be applied 
universally by teachers. In the 1970s, though, this view of teaching started to be 
questioned. Developments in cognitive psychology highlighted complex 
relationships between what people do and what they know and believe; educational 
researchers thus became more aware of the fact that in teaching too, teachers’ 
mental lives played a role in their instructional choices. In other words, teachers 
were not robots who simply implemented, in an unthinking manner, curricula 
designed by others; rather, teachers exerted agency in the classroom they made 
decisions, both before and while teaching, and these decisions thus became a new 
focus for educational researchers. The questions being addressed now were not 
simply ‘what do teachers do?’ but also ‘what do they think?’, ‘what decisions do 
they make?’ and ‘why?’. The notion of universally applicable teaching behaviours 
was viewed increasingly critically as the uniqueness of different educational 
contexts and particularly the uniqueness of teachers and learners as human beings 
was acknowledged (Baldwin,2005:92). 
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 Andrews(2007:14) dmits  that a key point in the emergence of teacher 
cognition research came in 1975 when an influential panel of academics, convened 
as part of a national education conference in the USA, deliberated on the value of 
this field of inquiry and concluded in their report that: it is obvious that what 
teachers do is directed in no small measure by what they think....To the extent that 
observed or intended teaching behaviour is "thoughtless", it makes no use of the 
human teacher's most unique attributes. In so doing, it becomes mechanical and 
might well be done by a machine. If, however, teaching is done and, in all 
likelihood, will continue to be done by human teachers, the question of 
relationships between thought and action becomes crucial. 
 
 This report argued that, in order to understand teachers, researchers needed 
to study the psychological processes through which teachers make sense of their 
work. This emphasis on cognitive processes was a major departure from the views 
of teaching and teachers dominant at the time; teaching was no longer being 
viewed solely in terms of behaviours but rather as thoughtful behaviour; and 
teachers were not being viewed as mechanical implementers of external 
prescriptions, but as active, thinking decision-makers. 
 
 As a result of this report, significant research funding for the study of 
teacher cognition became available to researchers in the USA. The result was a 
rapid growth throughout the 1980s and 1990s of research examining various 
aspects of the psychological dimension of teaching. Early studies focused on 
teacher judgement and decision-making and remained more closely aligned to 
educational psychology than teaching and teacher education; in the 1980s, a wider 

range of concepts and accompanying terminology - most notably beliefs and 
knowledge emerged to support investigations into teacher cognition (Shulman, 
1987:22).  
 
 Teacher knowledge subsequently became (and perhaps has remained) the 
dominant concept in mainstream educational research on teacher cognition. 
Several types of knowledge were suggested in the literature, with pedagogical 
content knowledge and practical knowledge being among the most notable and 
enduring. The value of understanding not only what teachers do but also how they 
think was widely recognized and this was reflected in the volume of research 
undertaken into these issues. There was also increasing interest in teacher 
cognition in the context of pre-service and in-service teacher education and the 
study of teachers’ beliefs and knowledge contributed in a significant way to 
developing understandings of the process of teacher learning(Ibid.). 
(based on Phipps & Borg, 2007) what is generally accepted today about the nature 
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of teacher cognition and its relationship to what teachers do:   
 
1–Teachers’ cognitions can be powerfully influenced by their own experiences as 
learners. 
 
 2– These cognitions influence what and how teachers learn during teacher 
education. 
 
3– They act as a filter through which teachers interpret new information and 
experience. 
 
4– They may outweigh the effects of teacher education in influencing what 
teachers do in the classroom; they can be deep-rooted and resistant to change.  
 
5– They can exert a persistent long-term influence on teachers’ instructional 
practices.  
 
 6– They are, at the same time, not always reflected in what teachers do in the 
classroom. 
 
7– They interact bi-directionally with experience (i.e. beliefs influence practices 
but practices can also lead to changes in beliefs). 
 
 
2.3 Characteristics of Foreign Language Teachers  
 
 Borg(2006:74) notes that two framing comments are necessary 
before proceeding. First, teachers of English as a foreign language are 
taken here to be individuals involved in supporting the learning of the 
English language by learners whose contact with this language in their own 
countries is limited largely to the classroom. Second, it may be helpful to 
point out from the outset that although the focus of this study is on the 
characteristics of language teachers, the findings suggest that these cannot 
be considered in isolation of the characteristics of language teaching. The 
paper, therefore, does ultimately explore both teachers and teaching. 
 
 Two areas of literature informed the research I present here: (a) work 
on disciplinary characteristics and (b) studies of the good language 
teacher.I discuss each of these in turn below. a Disciplinary characteristics: 
The study of the characteristics of academic disciplines is an established 
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field of enquiry in psychology and education .Most of this work has been 
conducted in university settings, there is evidence of a range of ways in 
which teaching practices at university level may vary across disciplines 
(e.g. ‘hard’ disciplines, such as physics and engineering, emphasize 
cognitive goals such as learning facts, while ‘soft areas’, such as 
humanities and education, focus more on general knowledge, character 
development and effective thinking skills) (Ball and McDiarmid,1991:437). 
 
 Work on disciplinary characteristics outside university settings has 
focused largely on learners rather than teachers. The same is true in the 
field of language teaching (e.g. Mori, 1999), though one exception here is 
Hammadou and Bernhardt (1987: 305), who discuss what they call ‘the 
unique art of being a foreign language teacher’. Within a North American 
context, they argue that Being a foreign language teacher is in many ways 
unique within the profession of teaching(bid.). 
 
 According to Borg(2003:81) becoming a foreign language teacher, 
too, is a different process from that which other future teachers experience. 
This reality is rooted in the subject matter of foreign language itself. In 
foreign language teaching, the content and the process for learning the 
content are the same. In other words, in foreign language teaching the 
medium is the message.Five factors that distinguish the experience of 
foreign language (FL) teachers from that of teachers of other subjects are 
proposed by these authors. These factors are as follows: 
 
1) The nature of the subject matter itself. FL teaching is the only subject 
where effective instruction requires the teacher to use a medium the 
students do not yet understand. 
 
2) The interaction patterns necessary to provide instruction. Effective FL 
instruction requires interaction patterns such as group work which are 
desirable, but not necessary for effective instruction in other subjects. 
 
3) The challenge for teachers of increasing their knowledge of the subject. 
Language teachers teach communication, not facts. In other subjects, 
teachers can increase their subject matter knowledge through books, but it 
is harder for FL teachers to maintain and increase their knowledge of the 
FL because doing so requires regular opportunities for them to engage in 
FL communication. 
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4) Isolation. FL teachers experience more than teachers of other subjects 
feelings of isolation resulting from the absence of colleagues teaching the 
same subject. 
 
5) The need for outside support for learning the subject. For effective 
instruction, FL teachers must seek ways of providing extracurricular 
activities through which naturalistic learning environments can be created. 
Such activities are less of a necessity in other subjects. No empirical 
support is provided for the above claims, and I highlight them here not to 
argue for their validity but as an example (and a rare one it would seem) of 
the manner in which language teachers’ distinctive characteristics have 
been conceptualized. 
 
 As an inherently ambiguous subject, which is less hierarchically 
organized than is math and encompasses a variety of subdomains, English 
may offer teachers greater freedom within the confines of the classroom. 
As it would be difficult, if not impossible, for teachers to cover all of the 
territory encompassed by the subject of English, teachers may necessarily 
select the purposes and areas they plan to emphasize in their classrooms. 
The inherent complexity of the subject, with its separate domains and 
subcomponents, may also offer teachers greater autonomy in developing 
curriculum (Calderhead,1996: 4) 
 Borg(2006:74) identified the desirable characteristics of the effective 
language teacher as perceived by foreign language teachers and students 
in Israel. The following fivecharacteristics emerged overall as those felt to 
be most desirable by the participants in this study: 
 
• knowledge and command of the target language; 
• ability to organize, explain and clarify, as well as to arouse and sustain 
interest and motivation among students;  
• fairness to students by showing neither favouritism nor prejudice; 
• availability to students. 
 
 It should be noted that the majority of items appearing here reflect the 
results of research into the characteristics of good teachers more generally. 
This is not particularly surprising as language teachers are after all 
teachers and will therefore embody characteristics of the teaching 
profession more generally. Also, the purpose of these studies was not so 
much to define what was distinctive about language teachers but to identify 
what learners and teachers felt were effective or desirable characteristics. 
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None the less, this research does highlight a range of issues which may be 
relevant to the study of language teachers’ distinctive characteristics. 
Particularly salient here are references to teachers’ personal 
characteristics; additionally, there are many references to characteristics 
related to teachers’ knowledge, skills and attitudes towards the 
learners(Ibid:17). 
 
 

 
2.4 Teachers Cognition in Terms of Knowledge,Belief and  Classroom 
Practices  
 
 
 The continuing linguistic, cultural and tech- nological diversity among 
students and the increasing influence of Internet technologies on learning 
bring challenges in teaching to today’s teachers. The teacher education 
and professional development literature suggests that teacher educators 
should prepare preservice teachers to work with linguistic, cultural and 
technological diversity by raising their awareness in these areas . A review 
of teacher cognition theories suggests the importance of teacher 
awareness development (Borg, 2001:76).  
 
 To expand the understanding of teacher awareness develop- ment 
through teachers’ learning experiences, Wang (2012:321) conducted a pilot 
study to explore preservice native-English-speaking teachers’ perceptions 
while learning a foreign language online. In this pilot study, preservice 
teachers refers to student teachers who are undergoing training through 
teacher education programs before taking on their positions as full time 
teachers. The results suggested that preservice teachers perceived that 
their experiences of online foreign language learning prepared them to 
work with English Language Learners (ELLs) as well as benefited them by 
increasing their linguistic, cultural and technological awareness which in 
this study refers to teachers’ general knowledge about any aspect of a 
language, culture, or technology.  
 
 Being linguistically and culturally aware means that teachers need to 
be aware of broad issues related to teaching linguistically and culturally 
diverse students such as students’ home-school language gap, teachers’ 
self-awareness of their own language use, and diverse students’ cultural 
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backgrounds. Teachers’ technological awareness refers to teachers being 
aware of issues such as appropri- ate use of new technology to facilitate 
diverse students’ learning. However, the literature is unclear about whether 
and how teachers transfer linguistic, cultural and technological awareness 
developed through teacher education contexts into school teaching 
practice. Therefore, a follow-up study is essential to explore how teachers, 
from their perspectives, transfer their linguistic, cultural and technological 
awareness into teaching ELLs. If teacher educators know more about how 
teachers perceive that they transfer awareness, educational programs for 
teachers can use this information to improve their offerings. In this current 
study, a literature review presents a model of teacher awareness 
development. Then, a follow-up study is pre- sented that explores teacher 
awareness transfer. This follow-up study develops a model for teacher 
linguistic, cultural and technological awareness development and transfer 
and dis- cusses related issues( Thomas, 2013:86).  
 
 Finally, conclusions and implications are presented. Based on a 
review of the literature on language teacher cognition, language teacher 
education and teacher awareness development, a model of language 
teacher awareness development was derived. Three major initiators of 
teachers’ awareness development are resources, experiences and beliefs. 
For example, as a direct learning process, teacher awareness development 
can occur through the direct input of knowledge from resources such as 
textbooks, workshops, formal inservice education, degree programs and 
graduate programs on teaching ELLs( Borg, 2009:47). 
 
  A second path of awareness development is through teacher 
experiences such as student and inservice teaching ELLs. In addition to 
those formal teaching experiences, teachers also learn from informal 
experiences such as community activities and extracurricular school 
activities in which teachers share knowledge with other teachers and ELL 
students’ parents. As teacher cognition research indicated, teacher 
awareness development is also influenced by teachers’ beliefs which 
further shape teachers’ instructional decisions (Phipps and Borg, 2009:42).  
 
 According to Gatbonton (2008:65), awareness developed through 
these paths can be a passive process or an active process. In language 
teacher awareness development through resources, a passive process 
means that teachers might, for example, read about some ELL teaching 
principles, while an active process means that they activate the knowledge 
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somehow; for ex- ample through discussion with other teachers. Likewise, 
in the passive process of experience- based awareness development, 
language teach- ers are provided with opportunities to develop awareness 
through passive classroom activities such as observing and note-taking.   
 
 On the other hand, an active process of expe- rience-based 
awareness development requires language teachers to actively and 
creatively develop their own awareness through authentic teaching 
contexts to deal with uncertain issues with ELLs. Regarding how to teach, 
teachers’ beliefs also affect teaching practice. In short, teachers may 
develop their awareness through multiple ways in teacher education 
contexts. In the model, “leads to” indicates the con- nections between 
teacher education contexts and teacher awareness. Specifically, teacher 
awareness might be a result of what teacher education contexts provide 
(Borg, 2003:285).  
 
 Al- though all the exposures to ideas that teachers gain through 
various paths may lead teachers to the goal of developing linguistic, 
cultural and technological awareness, the role teacher education plays, to 
provide a shortcut for teachers to develop knowledge, awareness and skills 
through active teaching under instruction instead of having them fumble 
their way or accumulate such knowledge through years of teaching practice 
on their own. For example, effective language teacher education programs 
increase teacher cognition and meta-cognition and language teachers 
become more aware of what they think and need (Smith, 2004:275).  
 
 An importance of developing effective language teacher education 
programs is that increased teacher awareness may have a positive influ- 
ence on ELL students’ learning. Although teacher educators aim to assist 
language teachers with awareness development, awareness might not 
always be the outcome of education. For example, teacher awareness 
developed through teacher education might be unequal and vary from one 
individual to another due to factors such as personality and self-effort in 
learning. In addition, some teachers might seek informal learning oppor- 
tunities (e.g., coaching a team) to improve their awareness. Different from 
formal education programs which prepare teachers to be aware, such infor- 
mal teacher learning may also lead to teacher awareness development. 
The literature seems to suggest that teacher education programs are an 
important way for teachers to develop aware- ness in assisting ELLs with 
academic success, but research is needed to expand understanding of the 
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connection between teacher education contexts and teacher 
awareness(Ibid.).  
  
  By exploring the importance for teachers to be aware of language as 
well as the ability to meta-reflect on language, Andrews (2007:4) defined 
teacher linguistic awareness as “the knowledge that teachers have of  the 
language that enables them to teach effectively”. Although most research 
studies focus the term ‘teacher linguistic awareness’ on teachers’ 
self-awareness of their own language use, this term also involves teachers 
being aware of student-student and teacher-student linguistic differences 
(Wang, 2012:285).  
 
 For example, language teachers are not only aware of their own 
pronunciation, expression and grammar in classroom teaching, but they are 
also aware of their ELL students’ language proficiency, linguistic 
backgrounds (e.g., English as a native or second language) and language 
learning needs. Language teachers might become linguistically aware 
through reflections on teaching practice, exposure to a new language, and 
language learning experiences followed by open discussion with other 
teacher learners. In this study, teacher cultural awareness refers to 
teachers’ understanding a broad knowledge of different cultures and being 
aware of cultural issues in a culturally diverse class- room (, Vogt & Short, 
2008:58).  
 
 Some examples of teachers being culturally aware are being aware 
of minority students’ home cultures differing from the school culture and 
keeping in mind different values or taboos in communication with students 
of unique cultural backgrounds. Teacher cultural awareness development 
may happen through teachers’ efforts to listen to their students, finding out 
about their lives and cultures, and understanding parents’ perspectives. 
Teacher education students may develop their cultural awareness through 
distance education cultural awareness courses , education pro- grams, in 
and outside school cultural activities and their life experiences(Ibid.).  
 
 Teacher technology awareness refers to teachers being aware of 
how technology can be used in engaging diverse students as well as 
understanding the appropriate use of technology in meeting diverse 
learning needs. Although many research studies focus on preparing 
teachers to be technologically fluent through specific technology knowledge 
and skill development, effective teacher technology awareness focuses on 
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teachers being aware of what, when, where, how and why technology is 
used or not used to address a learning need. For example, teachers may 
become aware of the need to discover individual students’ technological 
levels and access to the Internet through technology education courses 
and integrating technology in classroom teaching followed by one-on-one 
guided instruction from teacher educators (Zhao and Bryant, 2006:98). 
 
  Although researchers and educators at- tach a lot of importance to 
teacher awareness development through teacher education, many 
researchers indicate that from teacher education to teach- ing ELLs 
language teacher awareness transfer requires further research. In this 
study, transfer is defined as teachers actively applying their linguistic, 
cultural and technological awareness to their own teaching situations(Ibid.).  
 
 Discussing the relationship among teacher education contexts, 
teacher awareness, and classroom contexts, Borg (2003:431) indicated 
that teacher awareness shapes what teachers do in classroom contexts, 
which is shaped by what teachers accumulated in teacher educa- tion 
contexts where their own experiences as learners link to their beliefs. 
Through teacher education, teachers can strengthen, extend, change and 
be aware of their beliefs; however, their beliefs may not always aligned with 
their practices. Although quite a few studies explore pro- fessional 
development for inservice teachers, especially teacher awareness 
development for foreign-born English language teachers, few studies 
address linguistic, cultural and technological awareness transfer, especially 
for native-English-speaking teachers.  
 
 Instead, most studies focus on preservice teacher education or 
inservice teacher development, discussing issues in preservice teacher 
learning or inservice teacher learning as two separate learning steps. For 
example, many studies com- pare preservice teachers with inservice 
teachers by using different samples, and therefore focus on examining 
differences instead of using the same sample to explore how teacher 
awareness is transferred across time from preservice learn- ing to inservice 
teacher learning. Therefore, a challenge that educators face in helping 
teach- ers with awareness transfer is that educational programs may not 
always make the links needed to create the shift from new awareness 
gained to classroom application (Wright, 2002:36).  
 
 Also suggested in Wang (2012:66), it is not clear from the inservice 
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teachers’ perspective whether teachers transfer their awareness to 
teaching ELLs or how effective educational programs are in preparing 
preservice teachers to work with linguistically, culturally and technologically 
diverse students. This reveals a need to expand understanding in teacher 
awareness transfer, especially English-native-speaking teachers’ linguistic, 
cultural and technological awareness transfer to classroom contexts. The 
right-hand box of the model represents classroom contexts in which 
language teach- ers might apply their linguistic, cultural and technological 
awareness in teaching ELLs. The literature indicates two major 
subcategories under classroom contexts: application and reflection. The 
former refers to teachers using awareness in their teaching, such as 
differen- tiating instruction by thinking from culturally diverse students’ 
perspectives in language learning. The latter refers to teachers rethinking 
about their awareness before or after applying aware- ness in their 
teaching contexts, and it involves teachers’ reflection on what they are 
aware of and what they think they need to be more aware of.  
 
 This process, in Smith’s (2004:29) definition, is defined as a 
metacognitive process which refers to “thinking about our own thinking, for 
example, when we reflect on whether we know something, whether we are 
learning, or whether we have made a mistake”. An important point 
indicated by Bransford, Brown and Cocking (2004) is that through teacher 
reflections on their awareness, teachers may find potential errors in 
teaching and rethink their disciplinary knowledge and teaching strategies. 
In summary, this model developed based on the literature includes three 
steps of language teacher awareness development and transfer: 1) 
teachers learn in education contexts, 2) teachers develop awareness, and 
3) teachers may transfer their awareness to classroom contexts. 
 
  
        Conclusion 
 
 
 Studies across both language classrooms and subject matter 
classrooms demonstrate that teachers‘ views about these key areas are 
determinant in the planning of lessons, and the teaching and learning 
activities that happen in the classroom. They influence choices concerning 
what to teach; how and when to teach it; and how to deal with learners‘ 
problems and misunderstandings. However, L2 teachers‘ ability to 
implement their beliefs may also be subject to some other factors such as 

http://cbs.wondershare.com/go.php?pid=2996&m=db


the school rules and institutional constraints and it seems that they are 
required to respect the norms prevalent in their institutions and also teach 
according to the requirements of a specific curriculum is dictated to them. 
 
  It seems it is due to limits of their scope for implementing their own 
teaching instructional practices which are consistent with their own 
pedagogical stance. Regardless of teachers‘ personal opinion on this 
subject, the observation of the classroom teaching show that teachers are 
not conducting their lesson in English or not even based on what they 
noticed in their daily lesson paper. 
 
  It is quite clear from their comments and classroom practices that 
they believe some other factors like institute‘s T.T.C (Teacher Training 
course), time management, and less-proficient learners which learning 
takes place in bilingual classroom should be supported rather than their 
own beliefs on teaching.  
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