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Bu ¢alismanmin amaci, Ingilizce Ogretmenlerinin eylemsel yeterlik agisindan mevcut
durumlarin1 ve eylemsel yeterlik konusunda bir Siirekli Mesleki Gelisim (SMG) egitimine
olan ihtiyaglarini incelemek ve yansitict bir SMG egitiminde iletisimsel dil islevleri (s6z
edimleri) araciligiyla eylemsel yeterliklerini gelistirmektir. Bu ¢alismada, alanyazinda
yogunca calisilmis olduklari i¢in dort s6z edimine odaklanilmistir: 6ziir dileme, rica etme,
onerme ve reddetme. Mevcut ¢alismada, arastirma yontemi olarak karma yontemi ve
aragtirma deseni olarak esdeger zaman serisi deseni benimsenmistir. Arastirma, hem
betimsel hem de deneysel istatistikleri sunmayi amagladigindan, Tiirkiye'nin farkli
illerindeki devlet okullarinda farkli seviyelerde (ilkokul, ortaokul, lise) gorev yapan 190
Ingilizce 6gretmeninden veri toplanmistir. Ayrica, Ankara'daki devlet okullarinda farkli
seviyelerde (ilkokul, ortaokul, lise) ders veren 32 ingilizce &gretmeninden de veri
toplanmistir. 190 Ingilizce 6gretmeninden olusan birinci drneklem grubundan elde edilen
veriler, eylemsel yeterlik agisindan mevcut durumu ortaya koymak ig¢in arastirmanin
betimsel boliimii i¢in kullanilmistir. Arastirmanin deneysel boliimii olan ikinci kisim igin,
yansitict SMG egitiminin etkisini bulmak igin, 32 Ingilizce 6gretmeninden olusan ikinci

vii



orneklem grubundan toplanan verileri kullanilmistir. Veriler birden fazla veri toplama
aractyla toplanmistir. Ana veri toplama araci alt1 farkli bolimden olusmaktadir: Boliim 1:
BioData, Boliim 2: Eylemsel yeterliligin 6z degerlendirmesi, Boliim 3: Farkindalik anketi,
Boliim 4: Aktivite degerlendirmesi, Boliim 5: Séylem tamamlama testi ve Béliim 6: Oz-
yansitma. Bu veri toplama araci, betimsel istatistikler icin 190 Ingilizce dgretmeninden
olusan pilot gruba uygulanmisstir. Pilot uygulama grubundan elde edilen veriler ortalama,
standart sapma, minimum ve maksimum degerler iizerinden betimsel olarak analiz edilmis
ve giivenirlik analizi i¢in kullanilmistir. Arastirmanin deneysel kisminda, miidahalenin
etkisini gérmek igin ayni veri toplama araci, 32 Ingilizce 6gretmeninden olusan deney
grubuna 06n test ve son test olarak uygulanmistir. Ek olarak, egitimin her oturumundan
sonra yazili bir protokol uygulanmistir. Yazili protokol ii¢ béliimden olusmaktadir: Boliim
I: Yansitma {izerine alti ifadeden olusan yazili protokol yansitmasi, Bolim 2:
Katilimcilarin egitimde izlenen her adim fiizerine derinlemesine diisiindiikleri miidahale
adimlarma iliskin yansitma ve Boliim 3: katilimcilarin genel olarak egitim giiniinii genel
olarak degerlendirdikleri, egitimin etkili bulduklar1 noktalarin1 ve egitimin daha etkili
olmasi i¢in neler yapilabilecegi hakkindaki yorumlarimi paylastiklar1 gliniin kazanci
boliimii. Ana veri toplama araci alti boliimden olustugu i¢in her bdliimiin analizi ayr1 ayri
yuritiilmistir. Ana veri toplama aracinin tiim bdliimlerinin bulgulari son test lehine
anlamli bir farklilik géstermistir. Ancak, yazili protokol yansitmasini Friedman Testi ile
analiz ettigimizde, li¢ Ol¢lim arasinda Onemli bir fark bulunmamistir ve bunun nedeni
olarak Ol¢iimler arasindaki siirli zaman araligi sonucuna varilmistir. Nitel veriler, igerik
analizi ile ¢oziimlenmis ve Ornekler sunulmustur. Bulgular, tiim egitim oturumlarinda
katilimcilarla sinif i¢inde ve disinda yapilan etkilesimler, tartismalar sirasinda tutulan
arastirmaci giinliigii aracilifiyla toplanan verilerle desteklenmistir. Ozetle; sonuglarin,
onerilen yansitict modelin Ingilizce 6gretmenlerinin eylemsel yeterlik hakkindaki
gorisleri, farkindaliklari, bilgileri ve belirli s6z edimlerini iiretmeleri lizerinde énemli bir
olumlu etkiye sahip oldugunu gostermistir. Ayrica, yansitict SMG modelinin
olusturulmasini saglayan egitimin yansitict asamalari sayesinde, yansitict SMG egitiminin
Ingilizce 6gretmenlerinin yansitma becerileri {izerinde de énemli derecede olumlu bir etki
gosterdigi goriilmiistiir.

Anahtar kelimeler  : Siirekli mesleki gelisim, eylemsel yeterlik, edimbilim, s6z eylemi
Sayfa Adedi : 158
Danigsman : Dog¢. Dr. Cemal CAKIR
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ABSTRACT

This study was conducted to examine the EFL teachers’ current situation in terms of their
actional competence and their need for a Continuing Professional Development (CPD)
training on actional competence and to improve their actional competence through the
communicative language functions (speech acts) in a reflective CPD training. We focused
on four particular speech acts as they have been well studied in the literature: the speech
apology, request, suggestion, and refusal. The current mixed methods research has an
equivalent time series design. As the study aims to present both descriptive and
experimental statistics, we collected the data from 190 EFL teachers working at public
schools in different cities of Turkey teaching at different levels (primary school, secondary
school, high school). Also, we gathered data from 32 EFL teachers teaching at different
levels (primary school, secondary school, high school) at public schools in Ankara. The
data gathered from the first sampling group of 190 EFL teachers were used for the
descriptive part of the study to present the current situation in terms of actional
competence. For the second part, which is the experimental part of the study, we used the
data collected from the second sampling group of 32 EFL teachers to find out the effect of
the reflective CPD training. We collected the data through multiple data collection tools.
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The main data collection tool consists of six different parts: Part 1: Biodata, Part 2: Self-
assessment of actional competence, Part 3: Awareness questionnaire, Part 4: Acitivity
assessment, Part 5: Discourse completion task, and Part 6: Self-reflection. We administered
this data collection tool to the piloting group of 190 EFL teachers for descriptive statistics.
The data gathered from the piloting group were analyzed descriptively through mean,
standart deviation, minimum and maximum values, and were used for the realiability
analysis. For the experimental part of the study, we administered the same data collection
tool to the experiment group of 32 EFL teachers as pre-test and the post-test to see the
effect of the intervention. Additionally, we administered a written protocol after each
session of the training. The written protocol consists of three parts: Part 1: Written protocol
reflection consisting of six statements on reflection, Part 2: Reflection on the steps of the
intervention, where the participants reflect on each step followed in the training, and Part
3: Today’s gain, where the participants reflect on the day of the training generally,
commenting on the effective parts and on what can be done for the training to be more
effective. As the data main collection tool has six parts, the analysis of each part was made
separately. The findings of all parts of the main data collection tool showed a significant
difference in favor of the post-test. However, when we analyzed the written protocol
reflection through Friedman Test, we could not find a significant difference between the
three measurements most probably due to the limited time interval between the
measurements. The qualitative data were analyzed through content analysis and samples
were presented. The findings were supported with the data gathered through the researcher
journal which was kept during the interactions and discussions with the participants in and
out of the classroom in all the training sessions. To sum up, the results indicated that the
suggested reflective model has a significant effect on the EFL teachers’ opinions,
awareness, knowledge about the actional competence, and their production of the
particular speech acts. Additionally, it can be said that the reflective CPD training had a
significant effect on the EFL teachers’ reflections with the help of the reflective stages of
the training which forms the suggested reflective CPD model.

Key words : Continuing Professional Development (CPD), actional competence,
pragmatics, speech act
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CHAPTER 1

INTRODUCTION

1.1. Introduction

This part gives the background information of the study and states the problem which led
to the research. After providing the aim and the importance of the study, assumptions and
limitations are presented. The final part comprises the definitions which are crucial for the

study.

1.2. Background to the Study

The quality of teaching force is a prerequisite for the quality of education (Tang & Choi,
2009). As language teaching is a profession, it can be said that as any other occupation
aspiring to the title of profession it should claim at least some of these qualities: “a basis of
scientific knowledge, a period of rigorous study which is formally assessed, a sense of
public service, high standards of professional conduct, the ability to perform some
specified demanding and socially useful tasks in a demonstrably competent manner”
(Wallace, 1991, p. 5). As it is a profession, teacher education follows the models of
professional education as the other professions. There are three major models of
professional education: the craft model, the applied science model, and the reflective

model.

In the craft model, how professional education is conducted is that the expert conveys the
knowledge to the students. This is the model which was adopted in teaching practice until
1940s (Stones & Morris, 1972). With the idea that learning requires reflection and some
sort of autonomy and it is an ongoing process, one may conclude that it cannot be confined
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to the received knowledge only. In the applied science model, there is a division between
the thinkers and the doers. In other words, in applied science model, the findings of
scientific knowledge and experimentation are transferred to the doers, namely the teachers.
As this process is a one-way process, it does not receive feedback from the other end of the
transmission. If put simply, one can say that the researchers are far away from the teachers
practicing teaching in the classroom and the other way round. Still, in this model we can
see that there is a periodic up-dating (in-service) in order to gain professional competence.
In the reflective model, unlike the gap between the research and the practice in the applied
science model, the teachers are researchers, in a sense that they reflect on their practices.
Experiential knowledge which is derived from the two phenomena of knowing-in-action
and reflection (Schon, 1983, in Wallace, 1991) is the core concept of the reflective model.
In this professional education model, the teachers have the opportunity to combine
received knowledge and the experiential knowledge and constantly reflect on their
practices which leads to the professional competence. In the light of this, we may suggest
that the reflective model gives the teachers the opportunity for life-long learning and
continuing professional development (CPD). Collin, Van der Heijden, and Lewis (2012)
state that

life-long learning or CPD is the means by which people maintain the knowledge and the

skills related to their professional lives. CPD can manifest itself in various forms from

formal education courses to learning through every day work practices. In its most easily

recognized form CPD is perhaps the updating of professional knowledge by means of

formal, short courses by occupational groups such as, for instance, doctors, lawyers and

teachers.
Professional learning experiences may vary depending on various aspects and they can be
categorized as personal, social, occupational, formal, informal, planned or informal.

Additionally, their focus can be transmission, transition, or transformation.

Reid’s quadrants of teacher learning categorize teacher learning as planned/incidental and
formal/informal (Fraser, Kennedy, Reid & Mckinney, 2007). Formal planned teacher
learning can be in the form of chartered teacher module classes, education authority
courses, in-school courses, school development meetings, and action research projects.
Formal incidental ones may take place through sharing professional experiences at
assessment moderation meetings and they may be incidental conversations at teacher

network meetings. Planned informal teacher learning contexts can be web-based networks.



And lastly, incidental informal teacher learning opportunities can be staffroom chats,

corridor culture and photocopier conversations.

Kennedy’s framework for analysis of CPD models suggests that CPD models can be
located on a continuum which can be transmissive, transitional, or transformative. The
CPD models which “rely on teacher development through externally delivered, ‘expert’
tuition (Sprinthall et al., 1996, in Fraser et al., 2007, p. 159), focusing on technical aspects
of the job rather than issues relating to values, beliefs and attitudes” can be categorized as
transmissive. This kind of CPD models cannot be said to promote teacher autonomy.
Transitional models of CPD can be used either as transmissive or transformative, such as
coaching/mentoring. Lastly, transformative CPD models “suggest strong links between
theory and practice (Sprinthall et al., 1996, in Fraser, Kennedy, Reid & Mckinney, 2007, p.
159), internalization of concepts, reflection, construction of new knowledge and its
application in different situations, and an awareness of the professional and political
context”. This type of CPD models tends to support professional autonomy and our study
is based on this type of CPD.

1.3. Statement of the Problem

When we examine the context of Turkey, we see in-service education programs for
teachers as ongoing professional development opportunities. Although in-service education
programs may support the educational reforms, newly adopted teaching philosophies,
studies in Turkey show that despite in-service education programs, “teachers still follow
grammar-based transmission oriented language teaching practices” (Kirkgoz, 2007, in
Uysal, 2012, p.16). Additionally, in-service education programs follow a top-down
structure of the courses which consist topics and concepts selected and imposed by others
who are not professional staff as there is a “lack of professional staff for planning and
conducting in-service training activities in Turkish National Education System” (Bayraket,
2009, p.19).

Considering that there are EFL teachers still actively teaching in the context of Turkey who

graduated from other faculties and departments other than English Language Teaching

Departments, the need for CPD becomes more crucial as “the quality of teaching force is

crucial to the quality of education” (Tang & Choi, 2009, p.1). In this study, we aim to

examine the thoughts, awareness, knowledge and teaching practices of the teachers of
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English as a Foreign Language in terms of actional competence through communicative
language functions (speech acts) in the National English Curriculum. “The new 9™-12t
Grades English Curriculum was designed to take all aspects of communicative competence
into consideration in English classes by addressing functions and four skills of language in
an integrated way and focusing on ‘How’ and ‘Why’ in language rather than merely on
‘What™” (MEB, Ortadgretim Ingilizce Dersi Ogretim Programi, 2017, p. 4) and to raise
their awareness and knowledge about actional competence through communicative
language functions and their possible implementation practices in their classes through a

transformative, reflective CPD model.

1.4. Aim of the Study (Research Questions)
The current study aims to find out the answers of the following research questions:

1. Do the teachers of English as a foreign language need a CPD training on actional
competence?

1.1. What are the opinions of the teachers of English as a foreign language
about actional competence?

1.2. Do the teachers of English as a foreign language have awareness about
actional competence?

1.3. Do the teachers of English as a foreign language have knowledge of
speech acts?

1.4. To what extent do the teachers of English as a foreign language produce
acceptable speech acts?

2. Does the suggested CPD model make a difference between the pre-test and the
post-test in terms of actional competence?

2.1. Does the suggested CPD model make a difference between the pre-test
and the post-test in terms of the teachers’ opinions about a CPD training
on actional competence?

2.2. Does the suggested CPD model make a difference between the pre-test
and the post-test in terms of the teachers’ awareness?

2.3. Does the suggested CPD model make a difference between the pre-test

and the post-test in terms of the teachers’ knowledge of speech acts?



2.4. Does the suggested CPD model make a difference between the pre-test
and the post-test in terms of the teacher’s production of the speech acts?
3. What is the effect of the suggested CPD model to help the teachers to become

reflective?

1.5. Importance of the Study

The ultimate goal of language learning and language teaching is communication. When
this is the case, teaching/learning the language just through some words, grammar rules,
and strictly following the course books seems to be not enough for this end.
Communication requires some degree of communicative competence along with the
structural parts of the language. Integrating pragmatics in CPD trainings, improving EFL
teachers actional competence or pragmatic competence is a crucial action which should be
taken by the authorities as these trainings would improve the in-class implementations by
improving the way of teaching and the way of learning. Apart from the need for CPD
trainings to improve EFL teachers’ actional competence or pragmatic competence, the way
to implement these trainings is important issue. A CPD training which is designed through
reflective steps would allow the participants to have a say and share their ideas, practices
and creates a room for discussion. Instead of lecture type CPD trainings, teachers state
their preferences in line with our model where they can have awareness, learn, share,
discuss, participate, actively work on the issue on focus and get some practical insights
(Cimer, Cakir, & Cimer, 2010) and provides opportunity to be autonomous through the
practices of reflection. The importance of the study lies in filling the gap of actional
competence in ELT and suggesting a reflective model which can be adapted to other

subjects and areas.

1.6. Assumptions of the Study

This study aims to present the EFL teachers’ current situation in terms of actional

competence and to improve their actional competence through communicative language

funtions in a reflective CPD training. As actional competence is defined by Celce-Murcia

(2008, p. 42) as “the ability to comprehend and produce all significant speech acts and

speech act sets”, we included the speech acts which are mostly studied in the literature and

included in English Language Program of the Ministry of National Education (MoNE) in
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this study: the speech acts of apology, the speech act of request, the speech act of
suggestion and the speech act of refusal. We assume that these four speech acts are

comprehensive enough to conduct a study on actional competence.

1.7. Limitations of the Study

This study is limited to the four speech acts of apologizing, requesting, suggesting, and
refusing in terms of actional competence. The data of descriptive part of the study is
limited to the subject group of 190 EFL teachers who work in different cities of different
regions of Turkey. In the experimental part of the study, 32 EFL teachers who work in
Ankara participated in the CPD training sessions and the findings are limited to this subject

group.

1.8. Definitions

Actional Competence: “The ability to comprehend and produce all significant speech acts
and speech act sets” (Celce-Murcia, 2008, p. 42).

Pragmatic Competence: the competence to carry out “a set of internalized rules of how to
use language in socio-culturally appropriate ways, taking into account the participants in a
communicative interaction and features of the context within which the interaction takes
place” (Celce-Murcia & Olshtain, 2000, p. 19).

Communicative Competence: a combination of other competences affecting and being
affected by each other: sociocultural competence, linguistic competence, actional
competence, discourse competence and strategic competence (Celce-Murcia, Dornyei &
Thurrell, 1995).

Continuing Professional Development: “the process by which, alone and with others,
teachers review, renew and extend their commitment as change agents to the moral
purpose of teaching; and by which they acquire and develop critically the knowledge, skills
and emotional intelligence essential to good professional thinking, planning and practice
with children, young people and colleagues throughout each phase of their teaching lives”
(Day, 1999, p. 4).



In-Service Education and Training (INSET): “Decontextualized, fragmented courses or
work-shops, focusing on the individual teacher. ... The whole range of activities, training

programs or methods used to help teachers develop professionally” (Kelchtermans, 2004,

p. 218).



CHAPTER 2

LITERATURE REVIEW

2.1. Introduction

In this section, a theoretical framework will be presented. Firstly, we will present and
elaborate the concept of Continuing Professional Development, In-service Education and
Training, and present the research conducted in Turkey on this topic. Following the CPD,
we will provide a chronological process of competence from linguistic competence to
communicative competence and so the focus of the current research, which is actional
competence. Following the theoretical part on pragmatics, theory of politeness, cooperative
principle, and concept of face, we will present the research carried out in Turkish context

on pragmatics, and pragmatic competence underlying the need for the current study.

2.2. Continuing Professional Development

When the literature regarding teachers’ professional development is reviewed, it is realized
that the term continuing professional development (CPD) is a recent one. Yet, the teachers’
professional development has always been crucial. Teaching is a profession that requires
lifelong learning due to educational reforms or the social, psychological, and technological
changes. Even though there are different shareholders in the learning and teaching process,
teachers are the leading implementors of all the changes (Villegas-Reimers, 2003).

Furthermore, teachers are found at the center of the educational process (OECD, 2012)

As Craft (1996) states, professional development covers different activities and starts after
the initial teacher education to provide further learning. CPD is not a concept in which the
teachers are seen as only the receivers of the knowledge; on the contrary, teachers are
considered knowledge generators (Borg, 2015).
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‘In-service trainings’ (INSETs) or ‘staff development’ was the term popping into people’s
minds for the professional development of the teachers. However, these types of trainings
were generally organized by the local administrators, and they were planned for a short
period (Villegas-Reimers, 2003). Additionally, most of the time, INSETs were seen as a
waste of time by the teachers because the trainings were generally considered irrelevant to
their contexts of teaching practices (Borg, 2015). Unlike INSETs, CPD seems to cover a
wide range of activities. The definition of CPD by Day (1999) presents its inclusiveness:

Professional development consists of all natural learning experiences and those conscious

and planned activities which are intended to be of direct benefit to the individual, group or

school and which contribute, through these, to the quality of education in the classroom. It

is the process by which, alone and with others, teachers review, renew and extend their

commitment as change agents to the moral purposes of teaching; and by which they acquire

and develop critically the knowledge, skills and emotional intelligence essential to good

professional thinking, planning and practice with children, young people and colleagues

through each phase of their teaching lives (p. 4).
Day (1999) indicates all learning activities carried out by the teachers contribute to their
learning. It also presents the constant and meaningful development of teachers, learners,
and schools because of the dynamic nature of the CPD. The meaningful interaction of CPD
is highlighted by Kelchtermans (2004), as well. Kelchtermans (2004) states that CPD
activities should engage the teachers, which means the activities should be within the
interest of the teachers. Engaging activities will increase the relevance, and the teachers

will be more active before, during, and after the activities.

2.2.1. The Need for CPD

The need for CPD comes from teachers’ being the primary agents of the instructional
activities (Villegas-Reimers, 2003). Luneta (2012) claims that teachers’ professional
development is beneficial not only for the teacher quality but also for the learner and
learning quality. Teachers’ work on effective instructional strategies will increase the
learners’ learning. De Vries, van de Grift, and Jansen (2014) support the same argument by

adding one more area to be developed: the improved quality of the schools.

It is known that teachers cannot learn everything during their initial teacher education
because of its context (Knight, 2002) and the nature of the social world (Luneta, 2012).

Initial teacher education takes place in a limited time and a structured form. Even though
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the teacher education programs are planned meticulously, it is not possible to prepare the
student teachers for all the variables they will meet during their teaching experiences. The
contexts they will be teaching determine what kinds of CPD activities they will need.
Apart from the micro factors, constant changes in the social and educational world make
teachers need CPD activities. Teachers need to update themselves to catch up with the
educational reforms or any other changes happening in the world to enhance the learning
of themselves and the learners. The success of the implementation of any innovation or
change is dependent upon the teachers as “at the end of the day, it is these teachers who
will determine whether innovations that have been adopted through top-down measures
will eventually be carried out inside the classroom” (Goh, 1999, p. 18; cited by Odabasi-
Cimer, Cakir & Cimer, 2010, p. 32).

It can be understood from the CPD literature that CPD aims to increase the quality of
education. This can only be achieved via effective CPD activities. Although it is accepted
that contextual factors affect the success of CPD, there are some common views on what

makes CPD activities effective for the teachers. Borg (2015) lists some characteristics:
* relevance to the needs of teachers and their students
« teacher involvement in decisions about content and process
* teacher collaboration
* support from the school leadership
» exploration and reflection with attention to both practices and beliefs
« internal and/or external support for teachers (e.g. through mentoring)
« job-embeddedness (i.e. CPD is situated in schools and classrooms)

* contextual alignment (with reference to the institutional, educational, social

and cultural milieu)
* critical engagement with received knowledge
» a valuing of teachers’ experience and knowledge (p. 6).

The characteristics show that CPD is about collaboration and cooperation. Teachers are
engaged in knowledge creation and reflection. They are not forced to listen to the trainings
which the teachers consider irrelevant to their teaching. Seeing these activities crucial
increases the motivation of the teachers and increases the effectiveness of the CPD.
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The criterion for a CPD to be effective have been examined in different ways by other
scholars like Adey (2004), Joyce and Showers (1988), Harland and Kinder (1997), and
Day (1999). Adey (2004) makes a list of 14 factors which are necessary for a CPD to be

effective and makes the list in four categories:

1. The innovation
a. has an adequate theory-base
b. introduces methods for which there is evidence of effectiveness
c. issupported with appropriate high quality materials
2. The PD programme
a. is of sufficient length and intensity
b. uses methods which reflect the teaching methods being introduced
c. includes provision for in-school coaching
3. Senior management in the school(s)
a. are committed to the innovation
b. share their vision with the implementing department leaders
c. institute necessary structural change to ensure maintenance
4. The teachers
a. work in a group to share experiences
b. communicate effectively amongst themselves about the innovation
c. are given an opportunity to develop a sense of ownership of the innovation
d. are supported in questioning their beliefs about teaching and learning

e. have plenty of opportunity for practice and reflection (p. 194).

Day (1999) comes up with seven factors affecting the success of a CPD based on the
finding of another study and lists them as follows: “inspiration (sharing visions),
exposition (new content and ideas), discussion (and other activities to advance conceptual
understanding), opportunities for cross-reference of standards (judging one’s own position
in relation to others), training in new skills, opportunities to experiment, and coaching
(from advisory teachers and/or colleagues) (cited by Lydon & King, 2009, p.64).
Additionally, Day (1999) defines an effective CPD from the perspective of teacher needs
through multiple need factors: targeting needs (if the CPD is relevant), content needs (if it
increases knowledge and awareness), utilization needs (if being of direct benefit in the
classroom practice), leadership/modelling needs (if the teaching and learning process

models good classroom practice, and time and energy needs (if it gives the opportunity for
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development away from the pressures of the classroom). Lastly, Joyce and Showers (1988)
define the effective CPD from the perspective of outcomes and expect these four training
outcomes after an effective CPD training: knowledge or awareness, changes in attitude,

development of skill, transfer of training, and executive control.

Guskey (2000) proposes a framework which can be used in the evaluation of he
effectiveness of a CPD through five levels of outcome: participant reactions, participant
learning (cognitive goals: knowledge and understanding; psychomotor goals: skills and
behaviors; affective goals: attitudes and beliefs), organizational support and change,
participants’ use of new knowledge ans skills, and stusent learning outcomes. As for the
barriers blocking the effectiveness of the CPD trainings, the factor of time comes first in
most of the studies. For instance, Robinson and Sebba (2004) report the time as the most
commonly reported blocking factor for the effectiveness of a CPD and time to carry out the
changes that come with the CPD. They also indicate that the school management team and
colleagues are other major factors in control of implementation of any change caused by
the CPD.

As we can see from the literature, CPD is both a crucial and a complex concept from
different perspectives. There are different factors which should be taken into account while
planning and designing a CPD for it to be effective, and different barriers which should be
eliminated in the process for the sake of the effectiveness of the CPD and to create a room
for the changes which are aimed to be achieved through the CPD. In our study, we have
taken into account the findings from the literature, and included some of factors proposed

for an effective CPD in the design and the planning of our CPD training.

2.2.2. In-service Education and Training

In-service education was the term defining the activities done to develop the teachers’
classroom practices before CPD has been widely used in the literature. Even though the
aims of the INSETs and CPD activities may be seen as similar, there are differences
between these two concepts. Conventional INSETs are generally designed as short-term
courses, and the teachers were not included in the process. However, the CPD is associated
with lifelong learning, and the teachers are engaged with the whole process. Most
importantly, they are invited to reflect on their learning. Furthermore, the teachers have a
chance to choose about which they want to improve themselves.
12



In the Turkish context for CPD, we can say that implementation of CPD should be
supported for EFL teachers according to the field specific competencies for English
language teachers by MoNE (2017). In the document, one of the competency areas is
continuing professional development. The field specific competencies for English language
teachers (MoNE, 2017) are presented in the table with competency areas and their scopes
and the competencies not including the indicators below as translated into English by
Kahraman-Ozkurt (2019). The full version of the field specific competencies for English

language teachers can be reached through the link given under the table.

Table 1

Field Specific Competencies for English Language Teachers

Competency area and its scope

Competency

1. Planning and organization of the English language
teaching processes

Scope: This area includes planning English language
learning and teaching  processes, creating
environments appropriate for teaching, developing
materials and making use of the materials.

1. Doing planning appropriate for English language teaching

2. Organizing learning environments suitable for English language teaching

3. Using materials and resources for English language teaching processes

4. Using methods and techniques suitable for English language teaching

5. Using technological tools in English language teaching

2. Developing students’ language skills

Scope: This area includes English language teachers’
designing activities to develop students’ language
skills by using language learning/teaching theories,
approaches and techniques, using English efficiently
and appropriately and paying attention to the needs
of the students.

. Helping students develop effective language learning strategies

. Ensuring students’ use of English in an accurate and intelligible way

. Developing students’ listening/watching skills

. Developing students’ reading skills

1
2
3
4. Developing students’ speaking skills
5
6

. Developing students’ writing skills

7. Doing practices considering the needs of the students who needs special
education

3. Following and evaluating language development

Scope: This area includes determining, following
and evaluating students’ development in English
language teaching.

1. Determining the aims of the practices of assessment and evaluation regarding

teaching English

2. Using assessment and evaluation tools and methods in English language
teaching

3. Interpreting the assessment results and giving feedbacks to determine the
language development levels of students

4. Reflecting the assessment and evaluation results regarding the language
development levels of students on his/her practices

4. Cooperating with the school, families and the
society

Scope: This area includes cooperation with families,
social leadership, making school a culture and
learning center, practices for ceremonies and
organizations in the school in support of the English
teaching process.

1. Cooperating with families for the development students’ language skills

2. Cooperating with the relevant bodies, organizations and people to make
students understand the importance of knowing a foreign language

3. Ensuring students understand the importance and meaning of the national
festivals and celebrations and actively participate in them

4. Managing and organizing national festivals and celebrations

5. Cooperating with the society to make the school a center for culture and
education

6. Being a social leader

5. Continuing professional development

Scope: This area includes teachers’ practices for
professional development to support English

1. Identifying professional competencies

2. Ensuring his/her personal and professional development for teaching

3. Using scientific research methods and techniques for professional
development

language teaching process. 4. Reflecting his/her research of professional development on his/her practices

MoNE (2017). Field Specific Competencies for English Language Teachers. Retrieved from https://
oygm.meb.gov.tr/meb_iys_dosyalar/ 2017_11/ 06160113 2YYretmen_Yeterlikleri_KitabY_ ingilizce _
YYretmeni_ Yzel_alan_yeterlikleri_ilkYYretim_parYa_5.pdf.
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2.2.3. Continuing Professional Development in Turkey

There are various research studies analyzing Continuing Professional Development of
teachers in Turkey (Can, 2019; Erdas, 2015; Kaplan, 2019); however, only the evaluation
studies and the studies investigating the CPD activities of English language teachers in

Turkey are reviewed in this section.

Daloglu (2004) discusses the results of an in-service training focusing on materials design
at a private primary school. The findings show that the training increased the knowledge
and skills of the teachers. In addition to that, the teachers have a positive attitude towards
in-service trainings. Realizing the deficiencies in the CPD activities organized in Turkey,
Atay (2004) conducted a study to assess the efficiency of an in-service training followed
by collaborative dialogue between the student teachers and the cooperative teachers. The
results show that teachers’ being active in the process and reflecting on their practices have

a positive impact on their professional development.

Bayrak¢1 (2009) compared the INSET policies of Japan and Turkey by following a
qualitative research design. The study reveals that collaboration and feedback are missing
in the trainings in Turkey. Furthermore, the results show that Turkey needs an organized
INSET model. In another study, the motive of Uysal (2012) was to evaluate a one-week
INSET organized by MoNE considering the problems stated in the INSET literature.
Various data collection instruments, such as document analysis, interviews, and a
questionnaire were used to present the situation. The results show that the teachers have a
positive attitude towards the training. Still, the training has some problems in the phases of

planning and evaluation, which impacts the teachers’ practices.

Korkmazgil (2015) explored the English language teachers’ needs, practices, and
challenges regarding their professional needs. The data collected via semi-structured
interviews reveal that teachers need training to improve their English language proficiency,
especially speaking skills. They also need trainings for teaching methodology, integrating
technology, and developing and adapting materials. Even though they state these needs, the
teachers are not willing to attend the activities. The challenges based on the findings are
defined under five categories: teacher-related problems, student-related difficulties,
contextual factors, challenges related to the educational system, and the social status of the

teaching profession. In line with the effective CPD practices, it is suggested that teachers’
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contextual needs should be considered. The CPD activities should be designed based on
these needs.

Kog (2016) approached the in-service teacher training from a critical perspective via an
evaluation form. The findings indicate the dissatisfaction of the teachers from the trainings.
A distant in-service teacher training model is offered in the study, as well. Kog¢ (2017)
aimed to reveal the perceived effects of an in-service teacher training prepared based on
Language Learning Strategies (LLS) for English language teachers working at lower
secondary schools. Additionally, the study looked at the effects of the training on the
development of the students of the participant teachers. The findings reveal that the
training is successful in terms of teacher awareness, teacher’s activity development based

on LLS, and the English proficiency development of the students.

Erol-Giiglii (2018) tracked the perceptions of English preparatory school teachers’ toward
CPD activities regarding different variables, i.e., age, experience, having a Master’s
degree, or studying a CELTA or Delta course. The results of the online survey reveal that
age or experience does not cause a significant difference. However, the degree or
certificates have a positive effect on the teachers’ perceptions. Yilmaz (2018) analyzed the
motivation levels of in-service English teachers working in state and private schools
regarding the trainings they take in Turkey and abroad. The results show that the teachers
are motivated to attend the trainings regarding teaching methods. Yet, the teachers are in
need of more peer to peer, and trainer and instructor interaction. Furthermore, the teachers

state their desire to improve their proficiency in English via the trainings.

Kahraman-Ozkurt (2019) developed three questionnaires to shed light on the ‘evaluations’,
‘preferences’ and ‘needs’ of English language teachers for INSETs organized by the
MoNE. She set out to describe the situation in Turkey; that’s why each region is
represented with nearly the same number of participants. The findings of The English
Language Teachers’ Evaluations of In-Service Trainings Questionnaire show that the
INSETSs carried out by the MoNE do not satisfy most teachers. The teachers expect the
features of an effective INSET defined in the literature, such as relevant content and
suitable room for the training. The findings of the questionnaire reveal that the teachers
have a significant number of needs in terms of English language proficiency, teaching
methods and institutional issues. The study suggests that the MoNE should work in

cooperation with the faculties of education for the INSETs. The needs analysis should be
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the starting point for the content of the trainings, and the trainings should be designed

based on the teachers’ subject field and contexts.

Kiling (2019) aimed to reveal the professional needs of English language teachers working
in various cities in Turkey. The researcher adapted The Questionnaire of the In-service
English Language Teachers’ Needs, developed by Gékmenoglu (2012). The data collected
from the abovementioned questionnaire show that the teachers need trainings especially for
three areas: counseling and special education knowledge, English language teaching

knowledge, and professional teaching knowledge.

Avyar (2019) conducted a research study to find out the needs, practices, and challenges of
English language instructors working in state and foundation universities in Turkey.
Adopting a mixed-methods design, the researcher collected the data via semi-structured
interviews and questionnaires. The findings indicate differences in terms of the motivation
of the instructors and effectiveness and challenges of CPD activities between the
foundation and state universities. Yet the study uncovers the similarities between the
content of the activities and the instructors’ expectations. A novel professional

development is suggested based on the findings of the study.

2.3. From Linguistic Competence to Communicative Competence

The concept of competence has been a popular and the early research of language learning
has taken different shapes and focal points through time from the linguistic competence to
communicative competence. Actional competence is “the ability to comprehend and
produce all significant speech acts and speech act sets” (Celce-Murcia, 2008, p.42), but
having a look at the brief summary of the process from the linguistic competence to
communicative competence would allow us to fully understand the concept of actional
competence and to appreciate its importance in the process of language learning and
teaching, and so to make it clear why we have chosen this concept as the core of the

current study.
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Chomsky Hymes Canale and Swain Canale Celee-Murcia et al.
(1957, 1965) (1967, 1972} (1980} (19E3) (1995)
Linguistic Linguistic | Grammatical Grammatical Linguiztic
Competence Competence | Competence Competence Competence

Sociolinguistic | Strategic Strategic Strategic
Competence Competence Competence Competence
Sociolimguistic Sociolinguistic Sociolinguistic
Competence Competence Competence
Actional
Competence
Dizcourse | DMscourse
Competence Competence

Figure 1. Chronological evolution of communicative competence. Celce-Murcia, M.
(2008). Rethinking the role of communicative competence in language teaching. In
Intercultural language use and language learning (p. 41-57). Springer, Dordrecht.

As Figure 1 illustrates in detail, the concept of competence emerged as lingusitic
competence by Chomsky (1957). Chomsky, who is a formal linguist, “focused on
linguistic competence and claimed that any consideration of social factors was outside the
domain of linguistics” (Celce-Murcia, 2008, p. 42). Dell Hymes (1967) put forward the
term “communicative competence” in response to Chomsky’s proposal, and Hymes (1972)
stated that “in addition to linguistic competence (the rules for decribing sound systems and
for combining sounds into morphemes and morphemes into sentences), one also needed
notions of sociolinguistic competence (the rules for using language appropriately in
context) to account for language acquisition and language use” (Celce-Murcia, 2008, p.
42). A few vyears later, Canale and Swain (1980) elaborated on the concept of
communicative competence and added strategic competence to the grammatical
competence and the sociolinguistic competence. The strategic competence can be defined
as “the ability to compensate for problems or deficits in communication and do various
types of planning” (Celce-Murcia, 2008, p. 42) in this model. A few years later, Canale
(1983) added another competence, which is discourse competence, to the model that they
developed with Swain. Discourse competence can be defined as “the ability to produce and
interpret language beyond the sentence level” (Celce-Murcia, 2008, p. 42) in this model.

Following this, Celce-Murcia, Doérnyei and Thurrell (1995) proposed that actional
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competence should also be part of communicative competence. When we have a deeper
insight of actional competence, we can better appreciate its importance for the language
learning process. It is reported that “much foreign language instruction is still done with
word lists to be memorized and sentence patters to be practiced using meaningless
exercises and drills” (Celce-Murcia, 2008, p. 51), we know from the literature that the
same case is valid for Turkish context as well. Celce-Murcia and Olshtain (2000) argue
that language instructors should use materials that are well contextualized and meaningful
to learners. As the ultimate goal of language learning/teaching should be for learners “to
interpret and produce meaningful discourse yet also to practice the phonological features,
words, formulas, and grammatical structures that are salient in the discourse providing the
content” (Celce-Murcia, 2008, p. 51). In light of these arguments, when we examine the
definition of actional competence as “the ability to comprehend and produce all significant
speech acts and speech act sets”, we can conclude that actional competence has some
degree of other competences of communicative competence in itself, responding to the

ultimate goal of language learning and teaching.

Despite its significance, it is surprising to see that the concept of actional competence has
not been well appreciated and studied in the literature of language learning and teaching.
Besides the voluminous studies for communicative competence and a fair amount of
pragmatic competence, and pragmatics research in our context, we see that actional
competence has not been studied in the Turkish context. Along with its significance, it is
more measureable than communicative competence and pragmatic competence as the
factors can be more easily defined for actional competence while the factors are more
vague for communicative and pragmatic competence. In the process of determining the
factors of actional competence, we have made use of the noticing hypothesis. As the
definition of actional competence proposes "to comprehend ...”, it requires awareness first.
And noticing is hypothesized to be the first level of awareness, which is independent of a
second level, “understanding,” in which a learner recognizes “a general principle, rule, or
pattern” (p. 26). Put another way, the “noticing hypothesis” states that “what learners
notice in input is what becomes intake for learning” (Schmidt, 1995a, p. 20, in Bardovi-
Harlig & Dornyei, 1998, p. 235). As a result, we designed and planned the data collection
instruments and the content for the CPD training in line with the suggestions of literature:
opinions of teachers as the CPD literature suggests for effective CPD, awareness of
teachers as corresponding to noticing, knowledge of the teachers as the second step
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following understanding, and the production of the teachers as the definition suggests “to

produce ...”.

Noticing

Knowledge

Production

Figure 2. The basis of the evaluation factors developed from the noticing hypothesis

2.4. Pragmatics and Teaching Pragmatics

In this section, we present the theoretical background of the concepts which were included
in the CPD training sessions, which are Grice’s cooperatice principles, Goffman’s concept
of face, and lastly Brown and Levinson’s theory of politeness. As these concepts were used
for teaching pracmatics with the aim of developing actional competence in the current

study, they can be applied for teaching pragmatics in other contexts as well.

2.4.1. Grice’s Cooperative Principles

Communication is a complex concept which requires certain principles to maintain the
harmony of it and not to lead to misunderstanding and misinterpretations. The distinction
between the sentence and the utterance makes this case clear. In some situations, it may be
easy to interpret the implicatures; however, it may not be so easy to interpret the
conversational implicatures which are bound to the specific context. In order not to give
way to such violations of communication, Grice (1975) proposes some features which

should be followed in a conversation, and calls this as cooperative principle. In Grice’s
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Cooperative Principle, there are four categories, including their own maxims, which should
be applied:

1. The category of quality and its maxims:

e Do not say what you believe to be false.

e Do not say that for which you lack adequate evidence. (Grice, 1975, p.46)
2. The category and the maxim of relevance:

e Berelevant (Grice, 1975, p.46)
3. The category of quantity and its maxims:

e Make your contribution as informative as is required.

e Do not make your contribution more informative than is required. (Grice, 1975,
p.45)

4. The category of manner and its maxims:
e Avoid obscurity of expression.
e Avoid ambiguity.
e Be Dbrief.

e Be orderly. (Grice, 1975, p.46)

2.4.2. Brown and Levinson’s Theory of Politeness

Departing from Grice’s cooperative principles and Goffman’s concept of face, Brown and
Levinson (1987) come up with the theory of politeness. In his work, Grice (1975, p.45)
states that conversations are “characteristically, to some degree at least, cooperative
efforts; and each participant recognizes in them, to some extent, a common purpose or set
of purposes, or at least a mutually accepted direction”. Following this, he proposes that
people should be cooperative in conversations for the sake of the conversation to be
maximally efficient. Another significant concept for the politeness research is the concept
of face which was initially addressed by Goffman (1967). “Drawing on the work of
Durkheim (1915), Goffman echoes the Gricean notion that conversation is essentially co-
operative in nature” (cited by O’Keeffe, Clancy & Adolphs, 2011, p. 63). Goffman
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developed a concept of face which is bound to the expressions and which can be lost
through embarressement or humiliation and should be saved to “prevent damage to one’s
reputation or the loss of people’s respect for the speaker” (O’Keeffe, Clancy & Adolphs,
2011, p. 63). Goffman (1967) defines the face as “the positive social value a person
effectively claims for himself/herself” (p. 5), in an earlier work of his Goffman (1955, p.
319) it is stated that “the term face may be defined as the positive social value a person
effectively claims for himself by the line others assume he has taken during a particular
contact” and the term of line refers “to a pattern of behavior which expresses the
individual’s view of the situation and evaluation of himself” (cited by, Chapman, 2011, p.
135). Additionally, he states that to maintain the positive self-image, a process of face-

work is required to save the face.

Following Goffman, Brown and Levinson (1987) elaborates on his concept of face as
positive face and negative face. They define the positive face as “the need for enhancement
of a positive self-image”, and they define the negative face as “the need for freesom of
action and freedom from imposition” (O’Keeffe, Clancy & Adolphs, 2011, p. 63). They
argue that the face should be saved and the individual’s face needs should be respected.
However, individuals may engage in some speech actions which may threaten one of both
of these faces. These are called face threatening acts (FTAs). When we refer to an FTA, we
refer to “a communicative act performed by the speaker that does not respect either the
hearer’s need for space (negative face) or their desire for their self-image to be upheld
(positive face) or both (O’Keeffe, Clancy & Adolphs, 2011, p. 64). Brown and Levinson
(1987) proposes strategies for performing FTAs for that aim. The politeness strategies are
scaled from positive politeness to negative politeness in terms of informality/formality.
From informal to formal (from direct to indirect), the strategies can be listed as: bald-on
record, positive politeness, negative politeness, off-record politeness, and avoiding doing
the FTSs at all.

¢ Negative face and negative politeness strategies
o Strategy 1: Be conventionally indirect
o Strategy 2: Question, hedge
o Strategy 3: Be pessimistic

o Strategy 4: Minimize the imposition
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o Strategy 5: Give deference

o Strategy 6: Apologize

o Strategy 7: Impersonalize speaker and hearer

o Strategy 8: State the FTA as a general rule

o Strategy 9: Nominalize

o Strategy 10: Go on-record as incurring a debt, or as not indebting the hearer
e Positive face and positive politeness strategies

o Strategy 1: Notice, attend the hearer

o Strategy 2: Exaggerate

o Strategy 3: Intensify interest to the hearer

o Strategy 4: Use in-group identity markers

o Strategy 5: Seek agreement

o Strategy 6: Avoid disagreement

o Strategy 7: Presuppose, raise, assert common ground

o Strategy 8: Joke

o Strategy 9: Assert or presuppose speaker’s knowledge of and concern for

the hearer’s wants
o Strategy 10: Offer, promise
o Strategy 11: Be optimistic
o Strategy 12: Include both the speaker and the hearer in the activity
o Strategy 13: Give or ask for reason
o Strategy 14: Assume or assert resiprocity
o Strategy 15: Give gifts to the hearer
e Off-record politeness and off-record politeness strategies
o Strategy 1: Give hints

o Strategy 2: Give association clues
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o Strategy 3: Presuppose

o Strategy 4: Understate

o Strategy 5: Overstate

o Strategy 6: Use tautologies

o Strategy 7: Use contradictions

o Strategy 8: Be ironic

o Strategy 9: Use metaphors

o Strategy 10: Use rhetorical questions
o Strategy 11: Be ambiguous

o Strategy 12: Be vague

o Strategy 13: Over-generalize

o Strategy 14: Displace the hearer

o Strategy 15: Be incomplete, use ellipsis (Brown & Levinson, 1987)

We can see the flow from the direct to indirect when we examine the strategies. Our
decision to apply negative or positive politeness in a conversation is bound to many
factors. What is the speech act? What is the act of the speech: locutionary act of speech,
illocutionary act of speech, or perlocutionary act of speech? Who is the interlocutor? What
is the power relation between the interactants? What is the relationship of the interactants?
What is the weight of imposition of the speech act? What kind of a face work should the
context require? Whose face is at risk? What can the face threatened be saved? All these
questions decide the fate of the communication/interaction. These are not just some items
defined by Brown and Levinson, but they are the core of the communication. Following a
grammatical, structural method for language teaching unfortunately will skip all these
crucial elements. Without knowing politeness, face, cooperative principles, and so on, we
cannot create a context for language learning and thus we leave it in the darks of structural

methods.
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CHAPTER 3

METHODOLOGY

3.1. Introduction

In this section, the research design of the study and the research questions are presented.
The study group and the sampling strategy are given in detail including the age, gender,
level of school they teach at, total year of experience, department of graduation, taking a
course on pragmatics and learning pragmatics as part of a course. Data collection, the data
collection tools, data collection procedure, the pilot study, implementation of CPD sessions
are presented in detail. Under the heading of development and implementation of the
reflective CPD model, all the process is explained clearly. The data analysis processes are
explained and presented for each data collection instrument with validity/reliability
explanations. The sessions/workshops carried out for the experimental part of the study are
provided as they were used in the training. The sessions are explained and the steps

followed are presented in detail for them to be able to be used by others.

3.2. Research Design

This research is a mixed methods research, which is “the research approach in which
quantitative and qualitative data or techniques are combined or mixed in a single research
study” (Christensen, Johnson & Turner, 2015). “Proponents of mixed methods research
typically adhere to a compatibility thesis and follow the philosophy of pragmatism. In this
context, the compatibility thesis is the idea that quantitative and qualitative methods are
complementary and can be used effectively together in a single research study”

(Christensen, Johnson & Turner, 2015).
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The form of mixed methods design is the embedded design as in the embedded design,
quantitative and qualitative data are collected simultaneously or sequentially for
triangulation (Creswell, 2012).

The research design adopted in this study is time series design, which is an experimental
approach to use “when an experimental researcher has access to only one group and can
study them over a period... with multiple pretest and posttest measures or observations
made by the researcher” (Creswell, 2012, p. 314). The variation of time series design
adopted in this study is equivalent time series design as there are more than one

measurement and observation between interventions.

Table 2

Equivalent Time Series Design

Select Measure or Intervention Measure or Intervention Measure or
Participants ~ Observation Observation Observation
for Group

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating quantitative. Pearson
Education.

3.3. Research Questions
The current study aims to find out the answers of the following research questions:

1. Do the teachers of English as a foreign language need a CPD training on actional
competence?
1.1. What are the opinions of the teachers of English as a foreign language
about actional competence?
1.2. Do the teachers of English as a foreign language have awareness about
actional competence?
1.3. Do the teachers of English as a foreign language have knowledge of
speech acts?
1.4. To what extent do the teachers of English as a foreign language produce
acceptable speech acts?
2. Does the suggested CPD model make a difference between the pre-test and the

post-test in terms of actional competence?
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2.1. Does the suggested CPD model make a difference between the pre-test
and the post-test in terms of the teachers’ opinions about a CPD training
on actional competence?

2.2. Does the suggested CPD model make a difference between the pre-test
and the post-test in terms of the teachers’ awareness?

2.3. Does the suggested CPD model make a difference between the pre-test
and the post-test in terms of the teachers’ knowledge of speech acts?

2.4. Does the suggested CPD model make a difference between the pre-test
and the post-test in terms of the teacher’s production of the speech acts?

3. What is the effect of the suggested CPD model to help the teachers to become

reflective?

3.4. Study Group and Sampling Strategy

The study group of this research is EFL teachers working at public schools in Turkey. For
the pilot study, we collected data from 190 EFL teachers who teach at different levels
(primary school, secondary school, high school) at public schools. The data gathered from
this sampling group were used for the pilot study and the descriptive statistics to show the
current status of the EFL teachers in terms of actional competence. We used convenience
sampling as the sampling strategy to reach these 190 teachers. This strategy may be the
least desirable sampling strategy, but “one redeeming feature of this sampling strategy is
that it usually results in willing participants, which is a prerequisite to having a rich
dataset” (Dornyei, 2007, p.129). As for the experiment group, apart from these 190
participants, 32 English language teachers who were teaching at public schools (primary
school, secondary school, high school) in Ankara, Turkey participated in the CPD sessions.
The subject group who attended the CPD sessions was formed on the voluntary basis. The
Directorate-General for Teacher Training and Development of the MoNE opened a
training course for this study and announced it on their official website. English language
teachers who work at primary, secondary or high schools in Ankara could apply for this
training course. 32 EFL teachers were randomly selected among the ones who applied for

the training course and comprised the experiment group of the current study.

As our research design is equivalent time series design, which is a time series experimental

design, and it was conducted to examine the change in a single group, “this design does not
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require access to large numbers of participants and it requires only one group for the
study” (Creswell, 2012, p. 314).

The demographic information gathered from the piloting group of 190 EFL teachers was
analyzed and presented in the pilot study section. The demographic information of the

experiment group is as follows:

Table 3
Frequency Analysis of the EFL Teachers’ Gender
f %
Gender Female 27 84.4
Male 5 15.6
Total 32 100

The participant teachers were mostly females (84.4%). Out of 32 participants, 27 of them
were female teachers (Nremale=27) and 5 of them were male teachers (Nmae=5).

Table 4
Frequency Analysis of the EFL Teachers’ Age
f %

Age Between 20-29 2 6.3
Between 30-39 22 68.8
Between 40-49 6 18.8
50 and above 2 6.3
Total 32 100

In terms of age, we see that the participants at the age range of 30-39 dominate the subject
group (68.8%). Following the dominant age range, we see that six of the participants were
between the age of 40-49. There were only two participants whose ages were 50 and
above. Similarly, there were two participants who were between the ages of 20 and 29. We
can say that the age range of the subject group is wide including participants from the age
of 20 to +50.

Table 5
Frequency Analysis of the EFL Teachers’ Total Year of Experience in Teaching
f %

Total Year of Experience 1-5 years 3 94
6-10 years 10 31.3
11-15 years 10 31.3
16-20 years 6 18.8
21-25 years 1 3.1
26-30 years 2 6.3
Total 32 100
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When we look at the total year of experience of the participants, we see that we had
participants from each group of total year of experience. More than the half of the group
had between 6 and 15 years of experience in teaching (62,6%). We also had participants
who have between 1 to 5 years of experience while there were participants who had
between 26 and 30 years of experience. Although the most of the participants had 6-15
years of experience in teaching, we can say that the sampling is varied in terms of total

year of experience showing that the group is homogeneous in terms of experience in

teaching.

Table 6

Frequency Analysis of the Level of School the EFL Teachers Teach at

F %

Level of school  High School 17 53.1
Secondary School 9 28.1
Primary School 6 18.8
Total 32 100

The participant teachers who formed the subject group of the experiment were teaching at
different levels. The majority of the participants were teaching English at high schools
(53.1%). 9 of the participants were teaching at secondary schools (28.1%) and 6 of them
were teaching at primary schools (18.8%) in Ankara. As the number of the participants in
the experiment group is relevantly small and the number of the participants teaching at
different levels was not even, we could not make comparisons between these levels and
also it was not one of the research questions which we wanted to find answers to in the

scope of the current study.

Table 7
Frequency Analysis of the EFL Teachers’ Department of Graduation

F %
Department of ELT 26 81.3
Graduation English Language and Literature 4 12.5
English Linguistics 1 3.1

Translation and Interpreting 1 3.1

Total 32 100

This table shows gives us important clues about the need for this study. As it can be seen
in the table above, although the majority of the participants were graduated from ELT
departments (81.3%), there were also participants whose department of graduation was
some other department than ELT. For a small group of participants, 12.5% is an important
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percentage and 12.5% of the participants were graduated from the department of English

Language and Literature.

Table 8
Frequency Analysis of the EFL Teachers’ Taking Pragmatics Course
f %
Taking Pragmatics Yes 5 15.6
Course No 27 84.4
Total 32 100

Like the department of graduation, this part in demographic information section of the data
collection tools informs us about the need for a CPD on actional competence or pragmatic
competence. To the question of “Have you taken a course on pargmatics?”, almost all of
the participants answered “No” (84.4%). Only 5 of the participants answered “Yes” to this
question which forms only the 15.6% of the whole group.

Table 9
Frequency Analysis of the EFL Teachers’ Learning Pragmatics as Part of a Course
F %
Learning Pragmatics Yes 19 59.4
as Part of a Course No 13 40.6
Total 32 100

Considering the possibility of learning pragmatics not as a separate course but as part of a
course (most probably as part of linguistics course), we asked this question, “Have you
learned pragmatics as part of a course?”, and the results were higher than as it was in the
previous question. Slightly more than the half of the participants answered “Yes” to the
question (59.4%) and still an important percent of the participants said “No” to the
question (40.6) showing us that pragmatics training/education is not appreciated enough in
in-service education and so there is a crucial need for such a training with the help of
CPDs.

3.5. Data Collection

In this section, we present in detail the data collection instruments, data collection
procedures which were followed, the process of the developing the training content and the

steps.
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3.5.1. Data Collection Instruments

Multiple data collection instruments were used as the design of the study requires
gathering multiple measures. The first data collection instrument is a questionnaire which
is formed around four basic communicative language functions (speech acts) —apology,
request, suggestion, refusal- in order to examine participants’ opinions, knowledge and
awareness about these speech acts, namely actional competence, and to what degree they
apply them in their teaching (production). The rationale behind choosing these speech acts
is that these speech acts have been studied reasonably well in the literature (Bradovi-Harlig

& Dornyei, 1998). The questionnaire was administered as the pre-test and the post-test.

As we conducted our research during the COVID 19 pandemic, it was almost impossible to
carry out interviews with the teachers noting that even administering the questionnaire was
more than challenging in the pandemic. Because of the pandemic reality, we tried to collect
the data through questionnaire. In the first part of the questionnaire, we asked for
demographic information and asked two important questions with the aim of having in
insight about the background of the teachers. This first part is called Part 1: BioData. The
second part of the questionnaire was firstly designed as semi-structured interview
questions to deeply understand the EFL teachers’ opinions about the actional competence
and to what degree they need a training on actional competence. Because of the pandemic,
as we could not carry out interviews with more than 190 teachers, we turned these semi-
structured interview questions into structured questionnaire items using a likert scale of
yes/neutral/no. And this part formed the Part 2: Self-Assessment of Actional Competence
including six questions about the teachers’ opinions about the actional competence and

their need of a training on actional competence.

Part 3 of the data collection instrument is Awareness Questionnaire by Bardovi-Harlig &
Dornyei (1998). For this awareness questionnaire, we asked for permission from the
researchers of the original study and conducted reliability for the current research. This
part consists of 20 scenarios and askes the participants to recognize the pragmatic or
grammatical errors and to rate these errors using a scale of not bad at all to very bad. The
aim of using this questionnaire is to figure out to what degree the participant teachers
recognize pragmatic errors and how bad they think these pragmatic errors are compared to

the grammatical ones. We assume that the findings from this questionnaire show us the
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awareness of the participants about actional competence through recognition of pragmatic

errors.

Part 4 of the data collection instrument consists of four different activities taken from the
course books for each of the speech act in focus of this study: the activity for the speech act
of request, the activity for the speech acts of apology, the activity for the speech act of
suggestion and refusal, respectively. We analyzed the course books which were accredited
by the MoNe and chose the relevant activities from them. We asked the participant
teachers if these activities comprehensive enough to teach the specific speech act, each for
the four speech acts. We used a scale from 1 to 5 indicating not very comprehensive to
very comprehensive. Additionally, we asked them if they choose not very comprehensive
to state briefly what is missing and what could be added. The rationale behind this activity
assessment section is to find out to what degree the teachers can evaluate the activities in
terms of actional competence (the speech acts) and their knowledge through their
responses in the open ended part as these activities are not comprehensive enough to teach
the particular speech acts and they are rather mechanical, structural than meaningful and

contextual.

Part 5 of the data collection tool is a discourse completion task which was formed by the
researcher consisting two situations for each speech act. The situations vary in term of
distance, power and weight of imposition to get a rich data set for the production of the
speech acts in focus. The last part of the data collection tool is a part where the participants
evaluate their self-reflection using a likert scale of 1 to 5. Like the Part 2: Self-assessment
of actional competence, this self-reflection part was planned as semi-structured interview
questions but because of the pandemic, we had to turn these interview questions into

structured questionnaire items of eight statements about self-reflection.

This data collection tool was administered to the pilot group of 190 EFL teachers to
demonstrate the current situation for the need of a training on actional competence and
administered to the experiment group of 32 EFL teachers as pre-test and post-test to see the

effect of the intervention.

After each session of intervention, we administered a written protocol which consists of
three parts: Written Protocol Reflection, Reflection on the Steps of the Intervention, and
Today’s Gain part. The rationale behind this written protocol is to examine the opinions of

the participants about the effectiveness and applicability of the intervention. Besides the
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data collection questionnaires and the written protocols, the researcher kept a journal
during the intervention process to deeply understand what teachers think, know, or want.
The researcher journal was used to elaborate the quantitative findings and to provide

explanation and discussion.

3.5.2. Data Collection Procedure

The data were collected through multiple data collection tools. The main data collection
tool comprised six parts: BioData, Self-Assessment of Actional Competence, Awareness
Questionnaire, Activity Assessment, Discourse Completion Task and Self-Reflection. It
was administered to the first group of 190 EFL teachers for the pilot study. The data
gathered from this was used for descriptive statistics and reliability/validity. We
administered the main data collection tool to 190 EFL teachers teaching at different levels
(primary school, secondary school, high school) in different cities in Turkey through hard-
copies, e-mails, google forms.

The same main data collection tool was administered to the experiment group as the pre-
test and the post-test after the intervention. The intervention was carried out with 32 EFL
teachers teaching at different levels in Ankara. The intervention was first planned as a
national intervention including EFL teachers from different cities but because of the
pandemic, we could only manage to carry out the training with EFL teachers in Ankara.
The intervention was carried out as a course by the Directorate-General for Teacher
Training and Development of the MoNe, for the purposes of this study only. The first time
the training was announced by the MoNE, all the face-to-face courses were cancelled
because of the pandemic including ours. Some months later, we managed to open the
course for face-to-face training. Due to the pandemic, only 10 EFL teachers attended the
face-to-face training on 1-4 December 2020. The following week, the training was carried
out online with 22 EFL teachers using the same training materials by the same instructor
(the researcher) on 8-11 December 2020. The intervention took 20 hours of training,
lasting for four days (five hours each day including the data collection processes). All the
materials of the training were planned and prepared by the researcher. It is important to
note that the first training which was face-to-face was the only face-to-face training in
Turkey at the time because of the pandemic to understand how challenging the data

collection and the intervention processes were. After each session of the intervention,
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written protocol was administered and through the intervention sessions the researcher
journal was kept. At the end of the intervention sessions, the main data collection tool was
administered to the participant teachers as the post-test to see the effectiveness of the

intervention.

3.5.3. Implementation Processes of CPD Sessions

In cooperation with the Directorate-General for Teacher Training and Development of the
MoNE, a course with the name of “Ingilizcenin S6z Eylemlerinin Baglam Temelli
Ogretimi” was held for the purpose of only this study. The course was opened for EFL
teachers working in Ankara at a voluntary basis. Two courses were announced by the
MoNE, one for face-to-face and one for online training. The first training was held with 10
EFL teachers face-to-face in Ankara at Gazi University, Gazi Faculty of Education, on 1-4
December 2020. The number of the participants was less in the face-to-face training
because of the Covidl9 pandemic. As a result of this small number of participants, a
second training was announced by the MoNE, this time as online training. The second
training was carried out online the following week with 22 EFL teachers working in
Ankara. The materials used in the training were the same in both of the trainings and the
training was provided by the same instructor (the researcher). The training was planned
and carried out as 20 hours of training. It lasted for four days, five hours each day.

3.5.4. Pilot Study

For the pilot study, we collected data from 190 EFL teachers who were teaching at
different levels (primary school, secondary school, high school) at public schools from
different cities in Turkey (Ankara, Amasya, Mugla, Kahramanmaras, Isparta, istanbul
mostly). The data gathered from this sampling group were used for the pilot study and the
descriptive statistics to show the current status of the EFL teachers in terms of actional
competence. We used convenience sampling as the sampling strategy to reach these 190
teachers. This strategy may be the least desirable sampling strategy, but “one redeeming
feature of this sampling strategy is that it usually results in willing participants, which is a
prerequisite to having a rich dataset” (Dornyei, 2007, p.129). Additionally, we used the
data gathered from the pilot study for the reliability of the Awareness Questionnaire (taken

from Bardovi-Harlig & Dornyei, 1998), which is one of the data collection tools in this
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study. The reliability of the awareness questionnaire was calculated through Cronbach’s
Alpha Reliability Coefficient and the reliability results were quite reliable. The reliability

study was explained in detail in the data analysis section in detail.

Table 10
Frequency Analysis of the EFL Teachers’ Gender
f %
Gender Female 154 81.1
Male 36 18.9
Total 190 100

As can be seen in Table 10, 81.1% (nremae=154) of the participants were females and
18.9% (nmale=36) of them were males. We can see that female participants outnumbered

the male participants.

Table 11
Frequency Analysis of the EFL Teachers’ Age
f %

Age between 20-29 30 15.8
between 30-39 114 60.0
between 40-49 39 20.5
50 and over 7 3.7
Total 190 100

According to the table above, 15.8% of the teachers who participated in the study were
aged 20 to 29; 60% 30 to 39; 39% 40 to 49, and 7% of them were at the age of 50 and

above. The age range of the participants piled between the ages of 30 and 39.

Table 12
Frequency Analysis of the EFL Teachers’ Total Year of Experience in Teaching
f %
Total Year of Experience in  1-5 years 24 12.6
Teaching 6-10 years 70 36.8
11-15 years 40 21.1
16-20 years 35 18.4
21-25 years 14 7.4
26-30 years 5 2.6
31 years and 2 1.1
above
Total 190 100

When the duration of the teachers’ experience in teaching is reviewed, it is seen that 12.6%

of teachers have one to five years of experience and 36.8% of them have six to ten years of

professional experience. While 21.1% of the teachers’ experiences range from 11 to 15
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years, 18.4% of them have 16 to 20 years of experience. The table shows that 7.4 of the
teachers have 21lyears of teaching experience, but only 2.6% of the teachers have 26-30
years and 1.1% of them have 31 and above years of experience in teaching.

When the duration of the teachers’ professional experiences is examined, it is realized that
most of them have six to ten years of experience. This ratio is followed with 11 to 15 and
16 to 29 years, respectively.

Table 13
Frequency Analysis of the EFL Teachers’ Department of Graduation
F %

Department of ELT 144 75.8

Graduation English Language and Literature 31 16.3
American Culture and Literature 6 3.2
English Linguistics 4 2.1
Archaeology and History of Art 1 0.5
Engineering Faculty 1 0.5
Faculty of Arts and Sciences 1 0.5
Physics 1 0.5
Tourism and Hotel Management 1 0.5
Total 190 100

When the table is examined, it is seen that almost three quarters of teachers are the
graduates of English Language Teaching program while 16.3% of them have graduated
from English Language and Literature program. These are followed by the programs of
American Culture and Literature and English Linguistics with 3.2% and 2.1%,
respectively. Furthermore, the table presents that 3% of the teachers are the graduates of
other faculties/programs, i.e., Archaeology and History of Art, Engineering Faculty,
Faculty of Arts and Sciences, Physics, Tourism, and Hotel Management.

Table 14
Frequency Analysis of the EFL Teachers’ Taking Pragmatics Course
f %
Taking Pragmatics Yes 65 34.2
Course No 125 65.8
Total 190 100

The table reveals that 34.2% (nyes=65) of the teachers took pragmatics course previously;

however, 65.8% (nno=125) did not take pragmatics course before.
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Table 15

Frequency Analysis of the EFL Teachers’ Learning Pragmatics as Part of a Course

f %
Learning Pragmatics Yes 105 55.3
as Part of a Course No 85 44.7
Total 190 100

The table presents that 55.3% (nves=105) of the teachers taking part in the study learned
pragmatics as part of a course, but 44.7% (nno=85) of the teachers did not learn pragmatics
as part of a course.

3.6. Data Analysis

The data collected from the EFL teachers were processed into the SPSS program and
analyzed. After the examination of the data, it was seen that there is no data showing the
extreme value problem. In the process of examination of extreme values, very high and
very low values are interpreted as extreme values by examining the stem leaf graph and
boxplot graphs (Tan, 2016, p.100). In order to analyze the demographic information of the
participant teachers, seven demographic items were formed. For the analysis of the
demographic part, frequency analysis was conducted. For the analysis of Part 2: Self-
assessment of actional competence which aims to find out the opinions of EFL teachers on
actional competence, the data gathered from 190 EFL teachers were analyzed through
frequency analysis. For the same data collection instrument, the data gathered from the
experiment group of 32 EFL teachers both in the pre-test and the post-test were analyzed
through frequencies. The data gathered from the pre-test and the-post test were compared
to see if there is a significant difference between them. Before the comparison, it was
examined whether the differences between two measurements (the pre-test and the post-
test) were normally distributed with the Shapiro-Wilk test and it was determined the scores
were not normally distributed (p<.05). For that reason, Wilcoxon Signed Ranks Test was
applied to determine whether the pre-test and the post-test scores show a significant
difference. In the Wilcoxon Signed Ranks Test, the effect size id calculated with the
following formula (Field, 2009):

r =

z
Vn
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The criteria used in the interpretation of the effect size are: “r=0.1, low impact”, “r=0.3,

medium impact”, and “r=0.5, high impact” (Cohen, 1988).

For the analysis Part 3: Awareness questionnaire, the data gathered from 190 participants
and the gathered from 32 participants in the pre-test and the post-test were analyzed
through frequency analysis. Frequency distributions and item averages related to the
recognition of pragmatic errors and grammatical errors are presented. As this data
collection instrument was developed in another study, Cronbach’s alpha reliability
coefficient was calculated for the data gathered through this questionnaire. Cronbach’s
alpha reliability coefficient of the awareness questionnaire was calculated and the

Cronbach’s alpha values are presented in the table below.

Table 16

Cronbach’s Alpha Reliability Coefficient of the Awareness Questionnaire
Participants’ Recognition of Errors Cronbach’s Alpha Value
Pragmatic Errors 0.65
Grammatical Errors 0.76

When we examine the table above, it is seen that the Cronbach’s alpha coefficient of the
recognition of pragmatic errors is calculated as 0.65 and the Cronbach’s alpha coefficient
of the recognition of grammatical errors is as 0.76. Cronbach’s alpha reliability coefficient
values in the range of 0.60 < a < 0.80 indicate that the measurements are “highly reliable”
(Ozdamar, 1999). As a result, it can be said that the measurements obtained from both for
the recognition of pragmatic errors and the recognition of grammatical errors are quite
reliable.

An analysis was conducted to see whether there is a significant difference between the
pragmatic, grammatical and control items. Before the analysis, it was checked whether the
distribution is normal for each group with the Kolmogorov-Smirnov test. As a result of this
test, it was determined that the pragmatic scores showed a normal distribution (p>.05)
while the grammar and the control item scores did not show a normal distribution (p<.05).
For that reason, the Friedman test was applied. Pairwise comparisons were made with
Wilcoxon Signed Ranks Test to determine which measurements showed significant
difference. The effect size (effect size - n?) values were calculated for the Wilcoxon
Signed Test.

The effect size (effect size - n?) values for the Wilcoxon Signed Test were calculated with

the formula below (Field, 2009).
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As for the interpretation of the effect size, the criteria below were applied:

Table 17
Effect Size
Effect size n>
Low 0.1
Medium 0.3
High 0.5

(Cohen, 1988)

For the comparison of the pre-test and the post-test results of awareness questionnaire,
firstly it was checked for normal distribution with the Shapiro-Wilk test and the it was
determined that they showed normal distribution (p>.05). T-test was applied for dependent
samples to see if there is a significant difference between the two measurements (the pre-
test and the post-test). Additionally, the effect size (5?) was calculated and interpreted. The
effect size (5?) for the t-test calculated for dependent samples was calculated with the
following formula (Gravetter ve Wallnau, 2007):

2

= oD

The criteria used in the interpretation of the effect size are: “r=0.01, low impact”, “r=0.06,

medium impact”, and “r=0.138, high impact” (Cohen, 1988).

For the analysis of Part 4: Activity assessment, the data gathered from190 participants
were analyzed through frequency analysis. The data gathered from the experiment group of
32 participants in the pre-test and the post-test were analyzed through frequency analysis,
too. The comparison of the pre-test and the post-test results was made for each activity
and for this comparison, Wilcoxon Signed Raw Test was applied. Additionally, the effect

size (r) was calculated and interpreted.

For the analysis of Part 5: Discourse completion task which consists of eight situations
(two situations for each speech act), formed by the researcher on the basis of the literature
on speech acts was analyzed with content analysis technique. The situations were analyzed
with the criteria of “power, distance, weight of imposition, execution of the speech act
required” using a 3-point scale for determining the degree of acceptability of the speech act

realization:
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1: Not acceptable
2: More or less acceptable
3: Acceptable

The situations were rated by the researcher and another expert from the field using the
criteria and the scale above. The second rater was informed and trained about the criteria
and how to rate the situations as the ambiguity over the definitions or different
interpretations of the concepts which are analyzed between the raters may threaten the
reliability (Kilig, 2009, cited in Ada, 2015). After the rating process by two different
experts, Intra-Class Correlation Coefficient was calculated for the reliability between the
ratings. Intra-class correlation analysis is one of the methods to determine the inter-rater
reliability (Shrout & Fleiss, 1979) and intra-class correlation analysis is expressed as the
ratio of the variance of an observation and the variability of the actual scoring among the
observed elements (Everitt, 1996). The calculations of intra-class correlation coefficient
showed that the inter-rater reliability value was reliable and presented in the table below.
Table 18

Intra-class Correlation Coefficient Results of The Two Raters

DCT
Items r F dafl df2 p
ltem 1 /SJCSr'aeg“eﬂﬁﬁZ!éﬁfes gg% 27.87 189 189 .000*
ltem 2 /SJCSr'aeg“eﬂﬁﬁZ!iﬁfes gig 17.17 189 189 .000*
ltem 3 /SJCSr'aeg“eﬂﬁﬁZ!éﬁfes gg% 18.09 189 189 .000*
ltem 4 i‘\'/‘gr';g';"ﬁjzg;ﬁies gég 2535 189 189 .000*
ltem 5 i‘\'/‘gr';g';"ﬁjzg;ﬁies ggg 26.74 189 189 .000*
ltem 6 i‘\'/‘gr';g';"ﬁjzggﬁies gig 18.45 189 189 .000*
Item 7 i‘\'/‘gr'aeg';"ﬁj:g;ﬁies gig 17.42 189 189 .000*
Item 8 i‘\'/‘g:;g';"ﬁj:g;ﬁies ggg 19.16 189 189 .000*

Table 17 shows that the reliability coefficient for a single measurement of each item

among the evaluation scores of the raters has a high level of reliability. The result of the

intra-class correlation coefficient used to measure the reliability between the raters shows

that the reliability coefficient for the average measurement of each item has a high level of
39



reliability. It is seen that F values depending on reliability levels are also significant in all
items. In general, it was concluded that rater reliability was ensured in all items and the
independent evaluations of each rater were reliable. After the inter-rater reliability, the data
gathered from 190 EFL teachers were analyzed descriptively through mean, standard

deviation, minimum value, and the maximum value.

For the comparison of the data gathered from the experiment group of 32 EFL teachers in
the pre-test and the post-test with DCT, the normality analysis of the distributions was
examined with the Shapiro-Wilk test and it was determined that the difference scores were
not normally distributed (p<.05). For that reason, Wilcoxon Signed Ranks test was used to
determine whether there was a statistically significant difference in the comparison of the

pre-test and the post-test scores.

For the analysis of Part 6: Self-reflection, the data gathered from the pilot group and the
experiment group (both in the pre-test and the post-test) were analyzed through frequency
analysis. For the comparison of the pre-test and the post-test results, Wilcoxon Signed

Ranks Test was applied. Additionally, the effect size (r) was calculated and interpreted.

After each session of the intervention, written protocol was administered. The first part of
the written reflection is written protocol reflection and for the comparison of three

measurements, Friedman test was administered.

3.7. Development and Implementation of the Reflective CPD Model

In this section, we explain the developmental stages of the reflective CPD model which we

suggest for actional competence training for EFL teachers.

3.7.1. Developmental Stages of Reflective CPD Model

Life-long learning or CPD offers individuals the opportunities to maintain the knowledge
and the skills which are required in their professional lives. CPD can be organized in many
different ways such as formal education courses or learning through every day work
practices. By and large, CPD is a kind of training which leads the way for the individuals
to construct the lacking knowledge that their profession requires and updating of
professional knowledge through various forms like formal, short courses by occupational

groups such as, for instance, doctors, lawyers and teachers (Collin et al., 2012).
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Transformative CPD models which is one of the models for CPD and has been adopted in
the current study “suggest strong links between theory and practice (Sprinthall et al., 1996,
in Fraser, Kennedy, Reid & Mckinney, 2007, p. 159), internalization of concepts,
reflection, construction of new knowledge and its application in different situations, and an
awareness of the professional and political context”. This type of CPD models tends to
support professional autonomy.

In the reflective model, unlike the gap between the research and the practice in the applied
science model, or the deficiencies of the craft model, teachers are researchers, in a sense
that they reflect on their practices. They combine the received knowledge and experiential
knowledge which is derived from the two phenomena of knowing-in-action and reflection
(Schon, 1983, in Wallace, 1991). The core of this model of professional education provides
us with what is needed for a CPD model which is a lifelong version of professional
education. In this professional education model, the teachers have the opportunity to
combine the received knowledge and the experiential knowledge and constantly reflect on
their practices which leads to the professional competence and supports professional
autonomy. In the light of this, we may suggest that the reflective model gives the teachers

the opportunity for life-long learning and continuing professional development (CPD).

In the current study which focuses on the communicative language functions, in the
process of content development, a perspective which combines the elements of
transformative CPD models and the cores of reflective model of professional education has
been adopted. The stages of CPD sessions in the current study have been constructed in a
way which supports the links between theory and practice, helps the individuals to
internalize the concepts, provides a space for reflection, allows the individuals to construct
new knowledge and to apply it in different situations as transformative CPD models aim to
do (Sprinthall et al., 1996, in Fraser, Kennedy, Reid & Mckinney, 2007) and in a way
where the individuals can combine received knowledge and experiential knowledge,
namely the combination of knowing-in-action and constant reflection as the reflective
model requires for professional education. In the light of this, we have come up with “a
reflective CPD model” which is assumed to be effective for CPD and to lead to
professional autonomy. In order to carry into effect the abovementioned elements of
transformative models and reflective model, we have constructed a model which is

composed of the following stages:
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Stages of the Suggested Reflective Model for CPD

For the first stage of the model, we examined the major philosophy, general objectives and

the content (functions and useful language) of the 9-12" Grades English Curriculum

S A

Reflection on the material

Reflection on the related existing knowledge
Reflection on their own related (teaching) practices
Intervention

Reflection on the intervention

Written protocol / Written reflection

3.7.2. Evaluation of the Curriculum

(MEB, 2018) in terms of the integration of communicative language functions.

When we examine the major philosophy of the curriculum, we see that it takes its roots

from and has been designed according to the communicative needs that today’s individuals

need mostly where there are no literal and figurative boundaries for communication.

Communicative competence has four main aspects: a) grammatical competence, b)
discourse competence, ¢) sociolinguistic competence, and d) strategic competence. (Canale
& Swain, 1980). It has been over four decades since Dell Hymes (1972) coined the term
“Communicative Competence” and more than three decades since Canale and Swain (1980)
elaborated it. Nevertheless, lack of effective communicative competence has remained to be
the problem of many learners in English language classes in Turkey. It is often stated that in
Turkish EFL education context, priority has been given to grammatical competence with
too much focus on teaching and assessing grammatical structures in English. To take a step
in overcoming this problem, the new 9th-12th Grades English Curriculum was designed to
take all aspects of communicative competence into consideration in English classes by
addressing functions and four skills of language in an integrated way and focusing on
“How” and “Why?” in language rather than merely on “What?”” (MoNE, 2018)

Adolescents go through significant physical, cognitive, and emotional change and they are
in pursuit of forming their own identities (Brown, 2000) as well as independence. Crawford
(2007) also states that “young adolescents crave for exploration, peer interaction, and
personal autonomy” (p.17). Therefore, fostering learner autonomy is an important principle
adopted in the new 9th-12th grades English curriculum. As Powell (2010) points out “alone
is not synonymous with autonomous” (p. 105). In the curriculum students of English are
intended to get support and guidance from their teachers, peers, learning materials, and

learning tasks so that there is a gradual increase in learner autonomy through collaboration,
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interaction, and communication in a safe learning environment. In addition, learners are
encouraged to be reflective in their own learning by recognizing and assessing their own
needs, strengths, weaknesses as effective managers of their own learning (Penaflorida,
2002). Another way to increase autonomy among learners is to include them in the decision
making process, especially in providing supplementary language learning materials, which
can also increase learner motivation in the classroom (McCrath, 2013). Throughout the 9th-
12th grades English curriculum students are encouraged to be involved in task-based,
collaborative, and project-based language activities that would empower learners by
increasing their self-esteem, autonomy, and language skills (Stoller, 2002) (cited by MoNE,
2018)

The curriculum examination we carried out left us with such questions: “Are the teachers
themselves autonomous enough to be able to guide their learners along the way to become
autonomous learners?”, “Do the teachers reflect on their teaching and practice reflective

learning themselves?”

When we examined the integration of the four speech acts in focus of the current study (the
speech act of request, apology, suggestion, and refusal) into the functions of the English

curriculum, we came with the table below:

Table 19

Communicative Language Function Analysis of the 9th Grade English Curriculum

Themes Functions

Theme 1: Studying Abroad X

Theme 2: My Environment X

Theme 3: Movies Inviting and refusing/accepting an invitation

Theme 4: Human in Nature X

Theme 5: Inspirational People X

Theme 6: Bridging Cultures X

Theme 7: World Heritage X

Theme 8: Emergency and Health Problems X

Theme 9: Invitations and Celebrations Asking for and giving suggestions
Making requests

Theme 10: Television and Social Media X
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Table 20
Communicative Language Function Analysis of the 10th Grade English Curriculum

Themes Functions

Theme 1: School Life X

Theme 2: Plans

Theme 3: Legendary Figure

Theme 4: Traditions

Theme 5: Travel

Theme 6: Helpful Tips

Theme 7: Food and Festivals

Theme 8: Digital Era

Theme 9: Modern Heroes and Heroines

XX XXX XXX X

Theme 10: Shopping

Table 21

Communicative Language Function Analysis of the 11th Grade English Curriculum
Themes Functions

Theme 1: Future Jobs X

Theme 2: Hobbies and Skills

Theme 3: Hard Times

Theme 4: What a Life

Theme 5: Back to the Past

Theme 6: Open Your Heart

Theme 7: Facts about Turkey

Theme 8: Sports

Theme 9: My Friends

XXX XXX XXX

Theme 10: Values and Norms

Table 22
Communicative Language Function Analysis of the 12th Grade English Curriculum
Themes Functions
Theme 1: Music X
Theme 2: Friendship X
Theme 3: Human Rights Making suggestions
Theme 4: Coming Soon X
Theme 5: Psychology Making suggestions to change negative
mood
Theme 6: Favors Making requests
Accepting and declining requests (refusals)
Theme 7: News Stories X
Theme 8: Alternative Energy Offering solutions (suggestions)
Theme 9: Technology X
Theme 10: Manners Apologizing
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When we examine the 9" Grade, the 10" Grade, the 11" Garde, and the 12" Grade English
Curriculum in terms of communicative language functions, more specificly for the speech
acts of apology, request, suggestion, and refusal, which are the basis of the current study,
we see that some of the speech acts studied in this research are included in the 9™ Grade
and the 12" Grade English Curriculum, but none of the speech acts studied are included in
the 10" Grade and the 11" Grade English Curriculum.

3.7.3. Evaluation of the Course Books

The following table shows the books which have been chosen for English language courses
of secondary education schools by Ministry of Education for the 2019-2020 Education
Year and approved by the MoNE.

Table 23

Grade-Course Book Distribution

Grades Course Book(s)
ot Grade Teen Wise (MEB)

Relearn (Pasific Yayinlar1)
Progress (Preparatory class) (MEB)

10" Grade Ingilizce 10 (Gizem Yayincilik)

11" Grade Silver Lining (MEB)
Sunshine English (Cem Web Ofset Sanayi
ve Ticaret Anonim Sirketi)

12" Grade Count Me In (MEB)

The course books given in the table were analyzed in terms of the existence of the
functions stated in the 9"-12"" Grades English Curriculum with the specific focus on the
four speech acts: speech act of request, apology, suggestion, and refusal. The results of the
course book analysis showed us that the books given in the table above (both student books
and work books) followed the curriculum and included the speech acts (communicative
language functions) stated in the relevant grade curriculum. However, the analysis showed
that the most of the activities given in the books for these specific four speech acts are not
comprehensive or sufficient. It was seen that they are mostly structural and mechanical
lacking the context which is the core of the speech acts and crucial for teaching the speech
acts. In the light of the curriculum and the course book analysis, we argue that a training on
actional competence, how to teach speech acts, how to adopt the activities given in the
course books in a contextual way, and how to develop activities to teach speech acts are

45



needed and such a training should be provided to the EFL teachers in a reflective way to

ensure that the training’s effect would be longlasting.

3.7.4. Sessions/Workshops of the Reflective CPD Training

In this section, we present the sessions of the intervention through all the steps including

the activities used in the training.

Session/Workshop 1

Each session of the training is designed around a specific communicative language
function, which is the speech act, and all the reflective steps focus on this specific speech

act. The focus of the first session is the speech act of apology.

1. Reflection on the material

2 A. Listen to the dialogue between Robert and Jason. Then, tick the phrases you hear in each
. CRlegory: Tapescrigt 18 §

Phrases for wishes Phrases for regrets Phrases for apologies

[ 1 wish that Judy had told... ] 1 shouldn’t have behaved... [ 1just want to apologize for...
[ Something I've always wanted is... ] She should have toid... [ It was my fautlt...

[ 1 wish Judy would... ] tfonly | hadn't been... ] Excuse me for...

[ Konly Judy... ] 1didn't mean to hurt... [ Im terribly sorry...

[ What I'd like more than anything else... ] It wasn't my intention... [] Please accept my apology...

Figure 3. Activity assessment: Apology (Count Me In, Workbook, 12th Grade). Ministry
of National Education (2020). Count Me In 12. sinif Ingilizce ders kitab: (students book).
Ankara: MEB.

e Group discussion on the comprehensiveness/effectiveness/appropriateness

of the activity to teach the communicative language function in focus (the
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speech act of apology). Discussion continues with the brainstorming on how
to make the activity better to teach the speech act of apology.

2. Reflection on the related existing knowledge

Group discussion on the participants’ knowledge about the communicative
language function in focus (the speech act of apology). It’s important to
create an atmosphere where the participants feel safe and not judged, so

they can share without an emotional block.

3. Reflection on the related teaching practices

Discussion and sharing on how they handled the communicative language
function in focus (the speech act of apology) in their previous lessons. In
this part, the following questions can be wused to guide the

brainstorming/discussion:

o What kind of activities did you use for this communicative language

function in your own lessons?
o Were there any parts in your practice that you find insufficient?

o Would you add or change any part of your previous practices of this

specific communicative language function?

4. Intervention

Aims:;

In this part, some activities are carried out, lectures are given, discussions
are handled about the communicative language function in focus (the

speech act of apology) following both deductive and inductive methods.

Activity |

To create awareness about different levels of offense and different apology

strategies

To help students identify the level of offense considering the situation and

match it to the apology strategy being used

o Pair work, group discussion
47



o A reasoning-gap activity

o 6 situations

o Handout #1 is given to the participants

o This activity is adapted from Cetin (2014)

Table 24
Handout #1

Situation 1
A: I’'m so sorry.
B: 1t’s OK.

Situation 2
A: Oh, sorry.
B: Oh! Sorry.

Situation 3

A: Oh, I’'m terribly sorry. Let me get that for
you.

B: Thanks. That’s OK.

Situation 4
A: Oh, I’'m so sorry. Let me help you.
B: Thanks.

Situation 5

A: Oh! I’'m so very sorry. Are you OK?

B: Yeah, I think so, but I’m not sure about
these ... .

Situation 6

A: Oh my gosh! I’m so sorry. Are you all
right?

B: Yeah, thanks.

Activity I. Steps
e In pairs first, then the group discussion

e On a piece of paper an apologetic expression and a response to it (one of the

situations in handout 1) is given to each participant
e Participants create a situation for the apologetic expression and the response
e Participants can perform their situations in front of the class

e Participants ask their pair for the reason of their choice in terms of the situation

they created
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e Relevant strategies are introduced at the end of the activity

e These activities can be used in class with their own students

Activity |1
Aims:
o To create awareness about the semantic formulas of apology
o To get the previous knowledge of apologetic expressions from the learners

o To help them match them with the native patterns of apologetic expressions
by finding the appropriate strategy

o Group discussion
o Both information-gap and reasoning-gap activity
o Handout #2 is given to the participants

o This activity is adapted from Cetin (2014)

Table 25
Handout #2
Strategy Example
1. An expression of an apology (APOL)
a) Expression of regret (REGR) a)
b) An offer of apology (OFFE) b)
c) A request for forgiveness (FORGI) C)
2. An explanation or account of the situation (EXPL) a)
3. An acknowledgement of responsibility (RESP)
a) Accepting the blame (BLAM) a)
b) Expressing self-deficiency b)
c) Recognizing the other person as deserving apology C)
(DESE)
d) Expressing lack of intent (INTE) d)
4. An offer of repair (REPR) a)
5. A promise of forbearance (FORB) a)

Activity I1: Steps

e The table for the semantic formulas of apology is given to the participants
(Handout#2).
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e Each participant is given one of these strategies on a piece of paper.
e Participants are asked to produce an example for the strategy written on their paper

e Participants come to the board one by one and write their sentence on the board

next to the strategy.

e A group discussed is held about the appropriateness of the sentences to the

strategies.

e The example utterances from the native version are given. (Handout#3). Each
participant is given an utterance on a card and they are asked to stick it next to the

appropriate strategy.

e The participants see their own sentences on one side, native versions on the other
side and discuss the appropriateness of their own choices compared to the native

patterns.

e These activities can be used in class with their own students.

Table 26
Handout #3
Strategy Example (Native Version)
1. An expression of an apology
a) Expression of regret a) I’'m sorry.
b) An offer of apology b) I apologize.
c) A request for forgiveness c) Excuse me.
2. An explanation or account of the situation a) The bus was late.
3. An acknowledgement of responsibility
a) Accepting the blame a) It’s my fault.
b) Expressing self-deficiency b) I wasn’t thinking.
c) Recognizing the other person as deserving apology ¢) You are right.

d) Expressing lack of intent
d) I didn’t mean to.

4. An offer of repair a) I’ll pay for the broken
vase.
5. A promise of forbearance a) It won’t happen again.
Activity 111
Aims:

o To implement apology strategies and to be able to reflect on the others’

responses
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o To create awareness about apology and apology strategy use
o To create awareness about the roles of interlocutors

o Pair work, group discussion

o Both information-gap and reasoning-gap activity

o 4 situations

o Handout #4 is given to the participants

o This activity is adapted from Cetin (2014)

Table 27
Handout #4

Situation 1: A close friend of yours invited you to

his/her birthday party. You forgot the date of the party, 1= Not acceptable

so you couldn’t attend it. You see your friend a few 2= More or less acceptable
days later, and you say: 3= Acceptable

You: ...

Situation 2: You have missed an important meeting at

work due to the heavy traffic. You see your boss after 1= Not acceptable

the meeting is over, and you say: 2= More or less acceptable
You: 3= Acceptable

Situation 3: You promised that you would help your

sister with her exam, but at the same day, you arranged 1= Not acceptable

a date with a friend, and totally forgot your sister. The 2= More or less acceptable
other day you see your sister sad and realize what you 3= Acceptable

have done, and you say:

You: .

Situation 4: You borrowed your friend’s car, and

accidentally broke its window. You meet your friend 1= Not acceptable

to give the car back, and you say: 2= More or less acceptable
You: ... 3= Acceptable

Activity I11: Steps
e Each pair is given a card on which a situation is written

e First, one of the partners responds to the Situation 1 and then his/her partner scores

the appropriateness of his/her partner’s response using the scale below.
o 1= not acceptable

o 2= more or less acceptable
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o 3= acceptable

e The other partner writes a response to the Situation 2 and his/her partner scores the

appropriateness of his/her response.
e Group discussion follows after each turn.
e By changing the roles, responder-scorer, pairs discuss all four situations.

e When the activity is over, a group discussion is held on the appropriateness of the

responses and their reasons to find them appropriate or not.

e These activities can be used in class with their own students.

Activity IV
Aims:

o To relate apology to real life and to show its importance providing a real life

apology situation

o By using an information-gap activity, to create some curiosity and to
provide the participants an opportunity where they can elicit the situation by

using their former knowledge in a reasoning-gap activity
o Group discussion
o A reasoning-gap activity

o This activity is adapted from Cetin (2014)

Activity 1V: Steps
e A dialogue from the movie “Never Back Down” is written on the board.
“A: 1 lied, the first class. I had every intention of fighting outside the gym.
B: Is this your apology?”

e The participants try to guess the situation, the relationship between the

interlocutors, the status of these people and such.
e The snapshot of this scene is shown and the participants continue eliciting.
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e After the discussions, the video of the scene is played. The participants compare

their guesses with the real situation.

e The participants are asked to imagine that they were the one apologizes in this

situation and are asked to produce an apology which would be acceptable by the

hearer.

e These activities can be used in class with their own students.

After the activities which are created by the researcher are practiced, the participant

teachers try to create their own activities which can be used in class with their students

while dealing with the speech act of apology.

5. Reflection on the intervention

In this part, the participants reflect on the intervention sharing which parts
they have found useful, practical or what could be added, what they have
learned, what they did different before and what they will do different after
this training, the effect of the training on their awareness, and the possible

effect on their in-class practices and their students.

6. Written reflection / Written protocol

In this part, the participants are given the written protocol which is
comprised of these parts: Part 1 where they self-reflect on the effect of the
training on their reflectiveness, Part 2 where they write down their opinions
about the effectiveness of each reflective step, Part 3 where they make a
holistic evaluation on the training session with the motto of “Today’s gain”.
This written reflection part is important as some participants may be shy to
share their opinions during verbal reflection or they may avoid making
comments in class. As the participants use a nickname filling out all the
forms during the training including the written reflections, they feel free to
make comments and find enough space to reflect on the training. (The
written protocol can be found in the appendices section).
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Session/Workshop 2.

Each session of the training is designed around a specific communicative language

function, that is the speech act, and all the reflective steps focus on this specific speech act.

The focus of the second session is the speech act of request.

1. Reflection on the material

Match the speech bubbles with their replies.

|"F ™
Would you like to Join us 7
1-0 Lfl:urdinnerwsevening?
. A

P
. ) |
Would you mind sending
2.0

| me the exact location®?
e

”~

r
! ™
Remember to bring the ?
3. O | drinks.

)
"

' \
Do you mind if 1 join you '
4. O later? |/
LN I,
I-- Hh
c O Don't miss it. rl_-'
L v,
( Shai 1
all | prepare some
6. O kdECD[EﬁGF‘IS? I/

A

a.

b.

C.

d.

E.

"

I'm going to buy them on
my way.
A
-

ifThat would be perfect if
you can.
b

You can find it easily
using GPS.

FAN

:I-] Oh, I'd love to.

b

Don't worry. I'm going o
be thers on time.

-,

A

“*_Ij OK, that’s no problem.

b

s

o

Figure 4. Activity assessment: Request (Teenwise, 9th Grade). Ministry of National
Education (2020). Teenwise 9. simif Ingilizce ders kitab: (Students book). Ankara: MEB.

Group discussion on the comprehensiveness/effectiveness/appropriateness

of the activity to teach the communicative language function in focus (the

speech act of request). Discussion continues with the brainstorming on how

to make the activity better to teach the speech act of request.

2. Reflection on the related existing knowledge

Group discussion on the participants’ knowledge about the communicative

language function in focus (the speech act of request). It’s important to

create an atmosphere where the participants feel safe and not judged, so

they can share without an emotional block.

o “The traditional ways such as showing only formal and informal

types of requests cannot be sufficient for students to learn politeness
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and appropriateness in requests in order to teach speech act of
requests.” (Gazioglu & Ciftci, 2017, p. 145)

3. Reflection on the related teaching practices

Discussion and sharing on how they handled the communicative language
function in focus (the speech act of request) in their previous lessons. In this
part, the following questions can be wused to guide the

brainstorming/discussion:

o What kind of activities did you use for this communicative language

function in your own lessons?
o Were there any parts in your practice that you find insufficient?

o Would you add or change any part of your previous practices of this

specific communicative language function?

4. Intervention

Aims:

In this part, some activities are carried out, lectures are given, discussions
are handled about the communicative language function in focus (the

speech act of request) following both deductive and inductive methods.

Activity |

To create awareness about the speech act of request

To introduce the types of requesting strategies

To analyze the request strategy types

To create awareness about directness/indirectness
o Individual work and group discussion

o A reasoning-gap and an opinion-gap activity

Activity I: Steps

e Handout#5 is given to the participants without the tokens part.
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e The participants are given enough time to read and examine the strategy types and

their definitions.

e After this individual work, the participants are asked to guess the tokens for each

strategy type.

e After the guessing part, the tokens from the original work are given and the

participants compare their own guesses to them.

e With the help of these strategy types the concept of “directness/indirectness” is

introduced.
Table 28
Handout#5
Strategy types Definitions Tokens
Mood Derivable Imperative utterances that show the  Pass it to me.
grammatical mood of the verb with  Stay inside.

its illocutionary force.

Performatives

Utterances where illocutionary force
is explicitly stated.

I am asking you not to
leave your stuff here.

Hedged Performatives

Utterances where illocutionary force
is modified by hedging expressions.

I would like to ask you to
attend the meeting today.

Obligation Statements

Utterances indicating the obligation
of the hearer to do the act.

You will have to finish
your paper.

Want Statements

Utterances that represent the
speaker’s desire such as [/ want..., |
really wish..., etc.

I’d really wish you’d stop
doing that to me.

Suggestory Formula

Utterances that include a suggestion
of speaker for the hearer.

How about having lunch
together?

Query Preparatory

Utterances that refer to preparatory
conditions like ability, willingness
as conventionalized for any specific
language.

Could you open the
window? Would you
mind moving your chair?

Strong Hints

Utterances that include reference to
one of the requested action.

You have left the kitchen
in a right mess.

Mild Hints

Utterances that have no reference to
the request head act but they are
predictable from the context.

I’'m a nun (in response to
a persistent hassler).

Request Strategy Types, Definitions and Tokens by Blum-Kulka, S., House, J., & Kasper, G. (1989).
Investigating cross-cultural pragmatics: An introductory overview. Cross-cultural pragmatics: Requests and

apologies, 31, 1-34.

Directness/Indirectness Scale

The most direct strategies <> The least direct strategies
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Aims:;

Why do we need directness/indirectness in communication?
One main distinction in speech acts is the directness and indirectness.

Directness in speech acts refers to the speech acts in which the speaker says
the thing he/she intends.

Indirect speech acts refer to the ones where the meaning is beyond what

he/she says.
“There is no faceless communication.” (Scollon et al., 2011, p.48)
We need politeness systems.

There are three main factors which create such politeness systems: power,
distance, and the weight of imposition. (Gazioglu & Cift¢i, 2017)

o “Power indicates to the vertical disparity in a hierarchical structure.”

o “Distance is more about the closeness in the participants’

relationships.”

o “Weight of imposition is concerned with the importance of the topic

of discussion.” (Gazioglu & Ciftei, 2017, p. 143)

It is argued that “such systems may differ significantly across cultures and

even within a single language.” (Seollon & Seollon, 2014, p. 168)

Activity Il: The Game “Who am 1?”

To create awareness about directness/indirectness

To create awareness about the factors affecting the communication like

power, distance, and the weight of imposition.
o Group discussion

o Personal reasoning
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After

Activity Il: Steps

The participants are given some situations that require the speech act of request.

They are asked to produce utterances that would fit the felicity conditions of the

specific speech act.

They do not know who their interlocutor is, so they try to utter as many different

forms pf request as they can to find out “the person” they request something from.

For example, the teacher gives that instruction:

o

“You want to reach the bottle of water. You do not know where we are.
You do not know who | am. If you produce the speech act of request

appropriately according to who I am, you will get the water.”

These activities can be used in class with their own students.

the activities which are created by the researcher are practiced, the participant

teachers try to create their own activities which can be used in class with their students

while dealing with the speech act of apology.

After the implicit session through the activities above, the participant teachers are

provided with explicit instruction on the concepts of face, politeness, negative face,

positive face, negative politeness, positive politeness, off-record politeness.

Face is one’s public self-image.

“The positive self-value a person effectively claims for himself.” (Goffman, 1967,

p.5)

“Every individual’s feeling of self-worth or self-image.” (Thomas, 1995, p.169)

Politeness strategies for different levels of imposition

©)

o

Bald-on record

Positive politeness
Negative politeness
Off-record politeness
Avoid doing the FTS at all

Less serious imposition <> More serious imposition
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e Negative face and negative politeness strategies (detailed version can be found in

the literature section)

(@]

(@]

Strategy 1: Be conventionally indirect
Strategy 2: Question, hedge

Strategy 3: Be pessimistic

Strategy 4: Minimize the imposition
Strategy 5: Give deference

Strategy 6: Apologize

Strategy 7: Impersonalize speaker and hearer
Strategy 8: State the FTA as a general rule
Strategy 9: Nominalize

Strategy 10: Go on-record as incurring a debt, or as not indebting the hearer
(Brown & Levinson, 1987)

e Positive face and positive politeness strategies (detailed version can be found in the

literature section)

o

o

Strategy 1: Notice, attend the hearer

Strategy 2: Exaggerate

Strategy 3: Intensify interest to the hearer

Strategy 4: Use in-group identity markers

Strategy 5: Seek agreement

Strategy 6: Avoid disagreement

Strategy 7: Presuppose, raise, assert common ground
Strategy 8: Joke

Strategy 9: Assert or presuppose speaker’s knowledge of and concern for

the hearer’s wants
Strategy 10: Offer, promise

Strategy 11: Be optimistic
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(@]

O

O

O

Strategy 12: Include both the speaker and the hearer in the activity
Strategy 13: Give or ask for reason
Strategy 14: Assume or assert resiprocity

Strategy 15: Give gifts to the hearer (Brown & Levinson, 1987)

e Off-record politeness and off-record politeness strategies (detailed version can be

found in the literature section)

(@]

o

o

O

o

Strategy 1: Give hints

Strategy 2: Give association clues
Strategy 3: Presuppose

Strategy 4: Understate

Strategy 5: Overstate

Strategy 6: Use tautologies
Strategy 7: Use contradictions
Strategy 8: Be ironic

Strategy 9: Use metaphors
Strategy 10: Use rhetorical questions
Strategy 11: Be ambiguous
Strategy 12: Be vague

Strategy 13: Over-generalize
Strategy 14: Displace the hearer

Strategy 15: Be incomplete, use ellipsis (Brown & Levinson, 1987)

5. Reflection on the intervention

In this part, the participants reflect on the intervention sharing which parts
they have found useful, practical or what could be added, what they have
learned, what they did different before and what they will do different after
this training, the effect of the training on their awareness, and the possible

effect on their in-class practices and their students.
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6. Written reflection / Written protocol

e In this part, the participants are given the written protocol which is
comprised of these parts: Part 1 where they self-reflect on the effect of the
training on their reflectiveness, Part 2 where they write down their opinions
about the effectiveness of each reflective step, Part 3 where they make a
holistic evaluation on the training session with the motto of “Today’s gain”.
This written reflection part is important as some participants may be shy to
share their opinions during verbal reflection or they may avoid making
comments in class. As the participants use a nickname filling out all the
forms during the training including the written reflections, they feel free to
make comments and find enough space to reflect on the training. (The

written protocol can be found in the appendices section).

Session/Workshop 3.

Each session of the training is designed around a specific communicative language
function, that is the speech act, and all the reflective steps focus on this specific speech act.
But in this session, as it would be easier to handle them together, the focus is the speech

acts of suggestion and refusal.

1. Reflection on the material
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C. Here are some of the common complaints and problems on campus. Mrs. Merits asks
you to make suggestions for the solufions to these problems. What would your
suggestions be?

Problems:

There are not enough bulletin boards for heman rights chub.
There are no halal food cafeterias or restaurants on campus.
Some faculty buildings need more wheelchair ramps.

bore rooms should be constructed for nursing mothers.
Some dormitones still wse shared toilets&bathrooms.

Sialls for the festivals are paid.

o En ke fa b3 =

Suggestions:

E.g-

1. How about launching a campaign?

2. ¥Why don't we invite chain restawrants to open a new branch?

Figure 5. Activity assessment: Suggestion (Count Me In, 12th Grade). Ministry of National

Education (2020). Count Me In 12. sinif Ingilizce ders kitab: (students book). Ankara:
MEB.

e Group discussion on the comprehensiveness/effectiveness/appropriateness
of the activity to teach the communicative language function in focus (the
speech acts of suggestion and refusal). Discussion continues with the
brainstorming on how to make the activity better to teach the speech acts of

suggestion and refusal.
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<2cK 7
¢®o ® e 5. Listen to the dialogue again. Read the situations in the first table.

Choose suitable sentences for each of them in the second table
and write.

1. You want to invite your friend somewhere.
2. You accept an invitation.
3. You refuse an invitation.

4. You want to say your opinions.

a. Would you like to come ...7

b. | belisve .

€. That sounds great!

d. Are you in the mood for a ... tonight?
e. I'd love to, but | have other plans.

f. | think ...

g- How about coming with me?

h. | guess ..

i. d love 10 do that

j- 'm afraid | can’t

Figure 6. Activity assessment: Refusal (Relearn, 9th Grade). Ministry of National
Education (2020). Relearn 9. sinif Ingilizce ders kitab: (students book). Pasific Yaynlar.

e Group discussion on the comprehensiveness/effectiveness/appropriateness
of the activity to teach the communicative language function in focus (the
speech acts of suggestion and refusal). Discussion continues with the
brainstorming on how to make the activity better to teach the speech acts of

suggestion and refusal.
2. Reflection on the related existing knowledge

e Group discussion on the participants’ knowledge about the communicative
language function in focus (the speech acts of suggestion and refusal). It’s
important to create an atmosphere where the participants feel safe and not
judged, so they can share without a psychological block.

3. Reflection on the related teaching practices

e Discussion and sharing on how they handled the communicative language

function in focus (the speech acts of suggestion and refusal) in their
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previous lessons. In this part, the following questions can be used to guide

the brainstorming/discussion:

o What kind of activities did you use for this communicative language

function in your own lessons?
o Were there any parts in your practice that you find insufficient?

o Would you add or change any part of your previous practices of this

specific communicative language function?

4. Intervention

e In this part, some activities are carried out, lectures are given, discussions
are handled about the communicative language function in focus (the
speech acts of suggestion and refusal) following both deductive and
inductive methods.

Table 29
Taxonomy of Suggestion Linguistic Realization Strategies

Type Strategy Examples
Direct Performative Verb I suggest that you...

I advise you to...
| recommend that you...

Noun of Suggestions My suggestion would be...
Imperative Try using...
Negative Imperative Don’t try to...
Conventionalized Specific Formulae Why don’t you...?
Forms (Interrogative Form) How about...?

What about...?
Have you thought about...?

Possibility/Probability You can...
You could...
You may...
You might...
Should You should...
Need You need to...
Conditional If T were you, I would...
Indirect Impersonal One thing (that you can do) would be...

Here’s one possibility...

There are a number of options that you...
It would be helpful if you...

It might be better to...

A good idea would be....

It would be nice if...

Hints I’ve heard that...

Martinez Flor, A. (2005). A theoretical review of the speech act of suggesting: Towards a taxonomy for its
use in FLT. Revista alicantina de estudios ingleses, No. 18 (Nov. 2005); pp. 167-187.

64



Aims:

The participant teachers are given the taxonomy above and they are given

enough time to examine all the types and the strategies with their examples.

After this individual work, a group discussion is held on
directness/indirectness of these strategies and how to choose the appropriate
strategy for a situation brainstorming about the factors affecting this

decision (power, distance, weight of imposition, etc.)

“Refusal is a face-threatening act to the listener/requestor/inviter because it
contradicts his or her expectations, and is often realized through indirect
strategies. Thus, it requires a high level of pragmatic competence.” (Chen,
1996, cited by Tanck, 2002, p. 2)

o Expression of regret, excuse, and offering alternative are the

strategies which are mostly used in refusals.

Activity |

To create awareness about the importance of context

To help the learners identify the effect of the context on the communicative

meaning
To be aware of the difference between “sentence” and “utterance”
o Individual work

o Group discussion

Activity I: Steps

e The sentence below is written on the board:

“Can you take the trash out?”

e The participant teachers are asked to think of different situations/contexts where

this sentence can be uttered.
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e This activity can be carried out as a group activity where two groups compete to

produce the highest number of situations.
e Relevant different meanings in different contexts are introduced at the end.
o The possible answers are:
1. A regular request
2. Doctor asking your ability
3. Telling this to your sibling to make her leave
4. Telling this to your friend implying that your sister as trash
5....

e We cannot talk about what an utterance of a sentence means without knowing
about the context in which it was uttered. “The evaluation of an utterance of a

sentence depends on its context.” (Gauker, 1998, p. 149)

e These activities can be used in class with their own students.

Activity 1l
Aims:
o To create awareness about the importance of maxims

o To create awareness about the possible dangers of the violations of the

conversational maxims
o Individual work

o Group discussion

Activity Il: Steps
e The conversation below is written on the board:
o Alana: Is Jamie dating anyone these days?

Sam: Well, she goes to Cleveland every weekend.
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e The participant teachers are asked to imagine the context and the outcome of this

conversation.

e After the discussion, the participant teachers are told that Alana thinks that Jamie is

dating someone in Cleveland, but in reality she is not.

e Another discussion follows on what went wrong in the conversation and lead such

a misunderstanding.

e The relevant conversational maxim is provided at the end of the activity. (The

maxim of relevance)
e These activities can be used in class with their own students.

After the activities which are created by the researcher are practiced, the participant
teachers try to create their own activities which can be used in class with their students

while dealing with the speech acts suggestion and refusal.

e After the implicit part, an explicit training session follows on the conversational

maxims.
e (rice’s Maxims
o The maxims of quality
= Do not say what you believe to be false.

= Do not say that for which you lack adequate evidence. (Grice, 1975,
p.46)

o The maxim of relevance
= Berelevant (Grice, 1975, p.46)
o The maxims of quantity
= Make your contribution as informative as is required.

= Do not make your contribution more informative than is required.
(Grice, 1975, p.45)

o The maxims of manner
= Avoid obscurity of expression.

= Avoid ambiguity.
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=  Be brief.

= Be orderly. (Grice, 1975, p.46)

5. Reflection on the intervention

In this part, the participants reflect on the intervention sharing which parts
they have found useful, practical or what could be added, what they have
learned, what they did different before and what they will do different after
this training, the effect of the training on their awareness, and the possible

effect on their in-class practices and their students.

6. Written reflection / written protocol

In this part, the participants are given the written protocol which is
comprised of these parts: Part 1 where they self-reflect on the effect of the
training on their reflectiveness, Part 2 where they write down their opinions
about the effectiveness of each reflective step, Part 3 where they make a
holistic evaluation on the training session with the motto of “Today’s gain”.
This written reflection part is important as some participants may be shy to
share their opinions during verbal reflection or they may avoid making
comments in class. As the participants use a nickname filling out all the
forms during the training including the written reflections, they feel free to
make comments and find enough space to reflect on the training. (The

written protocol can be found in the appendices section).
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CHAPTER 4

FINDINGS AND DISCUSSION

4.1. Introduction

In this part, the findings of the current study are presented in two sections: descriptive
statistics and experimental statistics. In the descriptive statistics part, the findings of the
data gathered from the pilot group of 190 EFL teachers are presented to show the current
status. In the experimental statistics part, the findings from the data gathered from the
experiment group of 32 EFL teachers are presented to show the effect of the training.
Lastly, statistics on the reflection are provided. The findings are presented and discussed in
line with the research questions.

4.2. Descriptive Statistics

This section presents the findings for Research Question 1, “Do the teachers of English as
a foreign language need a CPD training on actional competence?” through its sub-research
questions to provide an insight about the current situation about the actional competence.

For the analysis of this part, the data gathered from 190 EFL teachers were used.

4.2.1. The Results of Part 2: Self-Assessment of Actional Competence

This part presents the findings for the Sub-Research Question 1.1., “What are the opinions
of the teachers of English as a foreign language about actional competence?” The data for
the part were gathered through the Part 2, which consists of six structured items on actional

competence and the need for a training on actional competence from 190 EFL teachers.
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Table 30
The EFL Teachers’ Opinions on Actional Competence

Yes Neutral No Total
Opinions f f f f

(%) (%) (%) (%)
1. Do you think that actional competence is 178 12 0 190
important? (93.7) (6.3) (0.0) (100)
2. Do you think actional competence 175 15 0 190
should be given importance in English (92.1) (7.9) (0.0) (100)
language teaching?
3. Do you spare some part of your lessons 135 47 8 190
to develop your students’ actional (71.1) (24.7) (4.2) (100)
competence?
4. Do you feel confident to teach speech 118 65 7 190
acts in your lessons to develop your (62.1) (34.2) 3.7) (100)
students’ actional competence?
5. Do you adapt your course materials to 110 58 22 190
develop actional competence of your (57.9) (30.5) (11.6) (100)
students when you find the material
insufficient for developing actional
competence?
6. Do you think that you need a training on 98 61 31 190
actional competence? (51.6) (32.1) (16.3) (100)

The table presents the results of the EFL teachers’ opinions on the actional competence and
a need for a training on actional competence. Almost all of the teachers think that the
actional competence is important. Again, almost of the teachers think that actional
competence should be given importance in English language teaching. Slightly less than
three quarters of the teachers state that they spare some part of their lessons to develop
their students’ actional competence. The results get lower with each question and more
than three-fifths of the teachers state that they feel confident to teach speech acts in their
lessons to develop their students’ actional competence. Almost three-fifths of the teachers
state that they adapt their course materials to develop actional competence of their students
when they find the material insufficient for developing actional competence. Only 16.3
percent of the teachers answered “No” to the last question while almost half of the teachers
state that they need a training on actional competence. It is surprising to see that while
almost three-fifths percent of the teachers state that they feel confident to teach speech

acts, only almost half of the teachers state that they need a training on actional competence.
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Still, we can see that the teachers value the importance of actional competence and they

want to a training on actional competence.

4.2.2. The Results of Part 3: Awareness Questionnaire

This part presents the findings for Sub-Research Question 1.2., “Do the teachers of English
as a foreign language have awareness about actional competence?” The data for this part
were gathered through the Part 3, which was developed originaly by Bardovi-Harlig and

Doérnyei (1998) and consists of 20 scenarios, from 190 EFL teachers.

Table 31
The EFL Teachers’ Recognition of Errors
Pragmatic Errors Grammatical Errors
Yes No Yes No
f f f f
Items (%) (%) Items (%) (%)
Item 1 28 162 Item 2 % %5
(14.7) (85.3) (50) (50)
Item 3 41 149 Item 5 IS 115
(21.6) (78.4) (39.5) (60.5)
Item 7 82 108 Item 8 %3 7
(43.2) (56.8) (48.9) (51.1)
53 137 73 117
Item 10 (27.9) (72.1) Item 9 (38.4) (61.6)
36 154 117 73
Item 11 (18.9) (8L.1) Item 12 (61.6) (38.4)
67 123 83 107
Item 13 (35.3) (64.7) Item 14 437) (56.3)
81 109 97 93
Item 16 (42.6) (57.4) Item 18 (51.1) (48.9)
51 139 55 135
Item 20 (26.8) (73.2) Item 19 (28.9) (71.1)

The table presents the frequency distribution of EFL teachers’ recognition of pragmatic
error and grammatical errors. When the frequency distribution of the eight items
containing pragmatic errors (1, 3, 7, 10, 11, 13, 16, and 20) is examined, the participants’
ability to correctly recognize the faulty items takes values ranging from 56.8% to 85.3%.
When the frequency distribution of the eight items containing grammatical errors (2, 5, 8,
9, 12, 14, 18, and 19) is examined, the participants’ ability to correctly recognize the faulty
items takes values ranging from 38.4% to 71.1%. It is surprising to see that the percent of
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the recognition of grammatical errors is lower than the percent of the recognition of

pragmatic items.

Table 32

The EFL Teachers’ Recognition of Errors by Item Types

Item Type N Mean %
Recognition  of  Pragmatic 190 71.13
Errors

Recognition of Grammatical 190 54.74
Errors

The table shows the average of the percentages of the eight items for the recognition of
pragmatic items and the other eight items for the recognition of the grammatical errors. It
is seen that almost seven out of ten participants recognized the pragmatic erros while the
average of slightly more than half of the participants recognized the grammatical errors.
When we compare the results to figure out the reason behind this, we find an explanation
for these results. In their study, Bradovi-Harlig and Dornyei (1998) administered the same
data collection tool to Hungarian and American students and teachers, they came up with
such findings: Hungarian students’ recognition of pragmatic errors is 61.9% while
American students’ recognition of pragmatic errors is 84.6%. When we compare our
results to the Hungarian students, we may say that it is higher while it is lower than
American ones. We can say that the results show similarity with their study. The important
difference between our study and Bardovi-Harlig and Dornyei’s is that the percentage of
the recognition of grammatical errors is 82.4% for Hungarian students while the
percentage of our participants’ recognition of grammatical errors is 54.7%. We may
conclude that the fact that our participants’ recognition of pragmatic errors is not high, but

the percent of recognition of grammatical errors is lower than expected and should be.
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Table 33
The EFL Teachers’ Error Ratings of Pragmatic Errors

Yes No
1 2 3 4 5 Total
f f f f f f f
Items _
(%) (%) (%) (%) (%) (%) (%) X

ltem 1 28 22 31 55 30 24 190 957
(14.7) (11.6) (16.3) (28.9) (15.8) (12.6)  (100)

ltem 3 41 15 27 34 44 29 190 5 59
(21.6) (7.9) (14.2) (17.9) (23.2) (15.3)  (100) '

ltem 7 82 14 15 25 37 17 190 185
(43.2) (7.4) (7.9) (13.2) (19.5) (8.9) (100)

ltern 10 53 20 26 28 27 36 190 534
(27.9) (10.5) (13.7) (14.7) (14.2) (18.9)  (100)

ltem 11 36 17 23 36 32 46 190 578
(18.9) (8.9) (12.1) (18.9) (16.8) (24.2)  (100)

ltern 13 67 22 22 30 26 23 190 197
(35.3) (11.6) (11.6) (15.8) (13.7) (12.1)  (100)

ltern 16 81 14 23 34 26 12 190 179
(42.6) (7.4) (12.1) (17.9) (13.7) (6.3) (100)

ltern 20 51 18 20 51 26 24 190 5 99

(26.8) (95)  (105) (26.8) (137)  (12.6)  (100)

Mean (%) 28.88 9.35 12.31 19.26 16.33 13.86 100 2.26

The table above presents frequency distributions of the participants’ error ratings (how bad
the error is) for the items containing pragmatic errors. We used a scale from 1 (not bad at
all) to 5 (very bad) for the rating of the errors. When we examine the table, we see that
they rate the pragmatic errors from 1.72 to 2.78 meaning that they don’t see the pragmatic

errors as very bad or important.
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Table 34
The EFL Teachers’ Error Ratings of Grammatical Errors

Yes No
1 7 3 Z 5 Totl
o f f f f f f f )
(%) (%) (%) (%) (%) (%) (%) X
o2 95 35 21 23 9 7 0 .,
(50) (184) (1L1) (121) (47) (37 (100
190
75 40 28 36 6 5
emS 395 (211) (147) (@189) (32 (26 100 133
93 31 23 22 14 7 190
tem8  4g9) (163) (121) (116) (7.4 (37 (100 2
o 73 23 30 23 21 20 190
em (38.4) (12.1) (158 (121) (11.1)  (105) (100)
om1p M7 13 18 19 11 2 190 .
616) (68) (95  (10) (58  (6.3) (100)
om1s 83 28 30 24 12 3 190 .
437) (147) (158) (126) (63)  (6.8) (100)
om1g 9 39 24 15 11 4 190 o3
(51.1) (205 (126) (7.9) (58)  (21) (100)
om1g 55 24 35 34 23 9 190
(289) (126) (184) (179 (121)  (10) (100) ~

Mean (%) 45.26 1531 13.75 12.89 7.05

5.71 100 1.38

The table above presents frequency distributions of the participants’ error ratings (how bad

the error is) for the items containing grammatical errors. We used a scale from 1 (not bad

at all) to 5 (very bad) for the rating of the errors. When we examine the table, we see that

they rate the grammatical errors from 1.03 to 2.02 meaning that they do not see the

grammatical errors as very bad or important similar with the results of pragmatic errors.

Table 35

Comparison of the EFL Teachers’ Pragmatic, Grammatical and Control Item Points

(Friedman Test)

- Std.  Mean 2 Significant 2
Item Type N X D. Rank df difference L
Pragmatic and
Pragmatic 190 2.264 0.955 2.62 150.669 2 Grammatical -0.6

Grammatical 190 1.383 0.944 1.98

Control 190 0.938 0.765 1.39

Pragmatic and
Control -0.8

Grammatical and

Control 04
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To see if there is a statistically significant difference the items containing pragmatic errors,
the items containing grammatical errros and the control items, we applied Friedman test.
The Friedman test results showed that there is a statistically significant difference between
the pragmatic item points, the grammatical item points and the control item points
(X(2)=150.669; p<0.05). In other words, the measurements of these three different item
types are different from each other. And the results of the comparison indicate that there is
a statistically significant difference between these three measurements. According to the
Wilcoxon Signed Ranks test results, there is a statistically significant difference between
the pragmatic item scores and the grammatical item scores of the participants (T=2773.50;
z= - 7.806; p<0.05). The participants’ pragmatic scores (X = 2.264) are significantly higher
than grammatical scores (X = 1.383) (n2=0.6). There is a statistically significant difference
between the pragmatic item and the control item scores of the participants (T=400.50; z= -
11.140; p<0.05). The participants’ pragmatic item scores (X = 2.264) are significantly
higher than the control item scores (X = 0.938) (n?=0.8). There is no statistically
significant difference between the grammatical item scores and the control item scores
(T=3337; z= - 6.121; p<0.05). The participants’ grammatical item scores (X = 1.383) are

significantly moderate compared to the control item scores (X = 0.938) (n2=0.4).

4.2.3. The Results of Part 4: Activity Assessment

This part presents the findings for Sub-Research Question 1.3., “Do the teachers of English
as a foreign language have knowledge of speech acts?”” The data for this part were gathered
through the Part 4, which consists of four different activities taken from the course books
and asks the participants to rate these activities for being comprehensive enough to teach
the particular speech act and also if they find the activity not comprehensive enough, asks

them to write briefly what is missing and can be added, from 190 EFL teachers.
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Table 36
The Analysis of the EFL Teachers’ Activity Assessment

1 2 3 4 5 Total
y f f f f f f _
Activity ) %) %) (%) W k) X

- 15 29 55 56 35 190
Adivity-l 79y (153)  (289) (295  (184)  (100) o

190

y 13 22 30 60 65

Activity-2 gy (116) (158) (31.6) (342 00 375

— 19 34 54 47 36 190
ACIVI-3 00y (17.9)  (284)  (247)  (189)  (100) O
Activity4 20 24 42 48 56 90 o

(105)  (126) (221)  (25.3) (29.5) (100)

“1: not very comprehensive”; “5: very comprehensive”

The table illustrates the results of the participants’ assessments for the activities. The first
activity is about the speech act of request; the second activity is about the speech act of
apology; the third activity is about the speech act of suggestion; and the third activity is
about the speech act of refusal. When we examine the results, we can see that almost one-
fifth of the participants state that the activity for the speech act of apology is very
comprehensive while 7.9% of the participants state that it is not comprehensive enough.
The average score of the participants’ assessment of the activity is 3.35 in the scale of 1 to
5. For the second activity, we can see that slightly more than one-third of the participants
state that the activity for the speech act of request is very comprehensive while 6.8% of the
participants state that it is not comprehensive enough. The average score of the
participants’ assessment of the activity is 3.75 in the scale of 1 to 5. As for the third
activity, it can be seen that almost one-fifth of the participants state that the activity for the
speech act of suggestion is very comprehensive while one out of ten participants state that
it is not comprehensive enough. The average score of the participants’ assessment of the
activity is 3.25 in the scale of 1 to 5. When we examine the results of the last activity,
29.5% of the participants state that the activity for the speech act of refusal is very
comprehensive while 10.5% of the participants state that it is not comprehensive enough.
The average score of the participants’ assessment of the activity is 3.51 in the scale of 1 to
5. It is important to note that none of these activities are comprehensive enough to teach
the particular speech acts and they are structural, meachanical lacking the context which is

crucial to teach/learn the speech acts.
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Table 37
The Analysis of the EFL Teachers’ Expressing an Opinion on the Activity Assessment

Not Very Comprehensive

Expressing an Not Expressing an Very Total
Opinion Opinion Comprehensive
Activity f f f f

(%) (%) (%) (%)

- 98 57 35 190
Activity-1 (51.6) (30) (18.4) (100)
Activity-2 94 31 65 190
(49.5) (16.3) (34.2) (100)

Activity-3 105 49 36 190
(55.3) (25.8) (18.9) (100)

Activity-4 96 38 56 190
(50.5) (20) (29.5) (100)

For the second part of the activity assessment, the particiapnts were asked to state what is
missing or can be added if they think the activity is not comprehensive enough to teach the
particular speech act. The table presents the frequency distribution of expressing an
opinion when rated other than 5. For the first activity, almost one-fifth of the participants
think that the first activity is very comprehensive. Therefore, four-fifths of the participants
choose a score other than 5 for the activity. Despite this, slightly more than half of the
participants could not make any explanations about the activity. When the results of the
second activity are examined, a similar case is noticed. Almost one-third of the participants
think that the activity is very comprehensive. Therefore, two-thirds of the participants
scores the comprehensiveness of the activity other than 5. Despite this, half of the
participants could not make any explanation regarding the activity. As for the third
activity, almost one-fifth of the participants think that the activity is very comprehensive.
Therefore, slightly more than four-fifths of the participants score the activity other than 5
in terms of comprehensiveness. Despite this, 55.3% of the participants could not make any
explanation. When we examine the results for the last activity, it is seen that 29.5% of the
participants think the activity is very comprehensive. And thus, seven out of ten
participants scores the activity other than 5 for comprehensiveness. Still, half of the
participants could not make any explanation. In light of these findings, we may conclude
that they may be aware of the fact that the activity is not comprehensive enough to teach

the particular speech act but lacking the knowledge of what and how to improve it.
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4.2.4. The Results of Part 5: Discourse Completion Task

This part presents the findings for Sub-Research Question 1.4., “To what extent do the
teachers of English as a foreign language produce acceptable speech acts?” The data for
this part were gathered through the responses to the Part 5, which consists of eight
situations designed and developed by the researcher, of 190 EFL teachers. The responses
to the situations in the DCT were analyzed through content analysis. The responses were
rated using a scale of 1 (not acceptable), 2 (more or less acceptable), and 3 (acceptable) by
two separate raters. The reliability results of these ratings are presented in detail in the data
analysis section.

Table 38

Descriptive Statistics of the Discourse Completion Task Situations

X Std.
N  Minimum Maximum (Mean) Deviation Evaluation
Situation1 190 1.00 3.00 1.45 0.70 Not Acceptable
Situation2 190 1.00 3.00 1.57 0.67 Not Acceptable
Situation3 190 1.00 3.00 105 0.64 More or Less
Acceptable
Situation4 190 1.00 3.00 1.89 0.68 More or Less
Acceptable
Situation5 190 1.00 3.00 168 0.63 More or Less
Acceptable
Situation6 190 1.00 3.00 1.65 0.61 Not Acceptable
Situation 7 190 1.00 3.00 192 0.50 More or Less
Acceptable
Situation 8 190 1.00 3.00 178 0.69 More or Less
Acceptable

Increase amount range (3-1)/3=0.67 Criteria: 1.00-1.67=Not Acceptable; 1.68-2.35= More or Less
Acceptable; 2.36-3.00=Acceptable

The table illustrates the descriptive statistics regarding the distribution of the situations that
form the DCT. When the table is examined, it is seen that the averages of responses given
to the Situation 1, Situation 2, and the Situation 6 are rated as unacceptable. When we
examine the results of the situations other than 1, 2, and 6, we see that the responses given
to the rest of the situations are rated as more or less acceptable. None of the situations has

the rating for acceptable.
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4.2 5. The Results of Part 6: Self-reflection

The data for this part were gathered through the Part 6, which consists of eight structured

statements and asks the participants to choose from a likert scale of 1 (strongly disagree) to

5 (strongly agree) in terms of self-reflection, from 190 EFL teachers.

Table 39
Frequencies of the EFL Teachers’ Responses to Self-Reflection Items
1 2 3 4 5 Total
ltems f f f f f f X
) ) ) %) (%) (%)
1. I reflect on the course 4 5 49 67 65 190 3.97
materials. (21) (2.6) (25.8) (35.3) (34.2) (100) '
. 3 10 35 67 75 190
2. | reflect on the curriculum. (1.6) (5.3) (184) (353) (39.5) (100) 4.06
3. I reflect on my existing 1 14 93 41 111 190
knowledge related to the topic 4.30
I'm teaching. (0.5 (7.4) (12.1) (21.6) (58.4) (100)
4. | reflect on my teaching 2 6 17 54 111 190 4.40
practices. (1.1) (3.2) (8.9) (28.4) (58.4) (100) '
5. I reflect on my students’ 3 2 23 59 103 190 435
reactions to the activities. (1.6) (1) (121) (31.1) (54.2) (100)
6. I reflect on my students’ 5 6 21 61 97 190 426
reactions to the way | teach. (26) (3.2) (111) (32.1) (51.1) (100)
7. | reflect on the way my 2 8 19 53 108 190 435
students learn. (1.1) (4.2) (10) (27.9) (56.8) (100) '
8. I reflect on my own learning. 4 14 20 o4 %8 190 4.20
(21) (7.4) (105) (28.4) (51.6) (100)
Mean % 157 430 1361 30.01 5051 100

The table provides the frequency distributions of the answers given by the participants for

self-reflection. According to the results presented in the table, the participants rated the

items related to the self-reflection with average scores ranging from 3.97 to 4.40 showing

that they mostly agree with all the statements.

4.3. Experimental Statistics

This section presents the findings for Research Question 2, “Does the suggested CPD

model make a difference between the pre-test and the post-test in terms of actional

competence?” through its sub-research questions to find out the effect of the intervention

(the reflective CPD training on the actional competence) on the experiment group of 32
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EFL teachers. For the analysis of this part, the data gathered from the pre-test and the-post
test of the experiment group of 32 EFL teachers were used.

4.3.1. The Results of Part 2: Self-Assessment of Actional Competence

This part presents the findings for Sub-Research Question 2.1., “Does the suggested CPD
model make a difference between the pre-test and the post-test in terms of the teachers’
opinions about a CPD training on actional competence?” The data for this part were
gathered through the Part 2, which consists of six structured items on actional competence
and the need for a training on actional competence, in the pre-test and the post-test from
the experiment group of 32 EFL teachers.

Table 40
The Pre-Test Results of the EFL Teachers’ Opinions on Actional Competence
Yes Neutral No Total
Opinions f f f f
(%) (%) (%) (%)
1. Do you think that actional competence is 31 1 0 32
important? (96.9) (3.1) 0) (100)
2. Do you think actional competence 31 1 0 32
should be given importance in English (96.9) (3.1) ) (100)
language teaching?
3. Do you spare some part of your lessons 20 12 0 32
to develop your students’ actional (62.5) (37.5) 0) (100)
competence?
4. Do you feel confident to teach speech 16 15 1 32
acts in your lessons to develop your (50) (46.9) (3.1) (100)
students’ actional competence?
5. Do you adapt your course materials to 17 15 0 32
develop actional competence of your (53.1) (46.9) 0 (100)
students when you find the material
insufficient for developing actional
competence?
6. Do you think that you need a training on 24 8 0 32
actional competence? (75) (25) 0) (100)

The table presents the pre-test results of the Part 2: Self-assessment of actional competence
of the experiment group. The findings are discussed in detail in the comparison part of the

pre-test and the post-test results.
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Table 41
The Post-Test Results of the EFL Teachers’ Opinions on Actional Competence

Yes Neutral No Total
Opinions f f f f
(%) (%) (%) (%)
1. Do you think that actional competence is 31 1 0 32
important? (96.9) (3.1) 0) (100)
2. Do you think actional competence 31 1 0 32
should be given importance in English (96.9) (3.1) 0) (100)
language teaching?
3. Do you spare some part of your lessons 24 8 0 32
to develop your students’ actional (75) (25) 0) (100)
competence?
4. Do you feel confident to teach speech 26 6 0 32
acts in your lessons to develop your (81.3) (18.8) 0) (100)
students’ actional competence?
5. Do you adapt your course materials to 24 7 1 32
develop actional competence of your (75) (21.9) (3.2) (100)
students when you find the material
insufficient for developing actional
competence?
6. Do you think that you need a training on 23 9 0 32
actional competence? (71.9) (28.1) ) (100)

The table presents the post-test results of the Part 2: Self-assessment of actional
competence of the experiment group. The findings are discussed in detail in the

comparison part of the pre-test and the post-test results.

Table 42
The Comparison of the Pre-Test and the Post-Test Results of the EFL Teachers’ Opinions
on Actional Competence

PostTest-PreTest N Mean Rank  Sum of Ranks Z p r
Negative Ranks 7 8.14 57 -2.536 011 0.45
Positive Ranks 16 13.69 219

Ties 9

Total 32

It was compared whether there was a significant difference between the scores obtained
from the data collection tool of self-assessment of actional competence in the pre-test and
the post-test. Before the comparison, we applied the Shapiro-Wilk test to ensure whether
the differences between the two measurements were normally distributed and it was

determined that the difference scores were not normally distributed (p<.05). In this
81



direction, the Wilcoxon Signed Ranks test was applied to determine if there is a significant
difference between the pre-test and the post-test scores. In addition, the effect size (r) was
calculated and interpreted. When the significance level of the Z value was examined, a
significant difference was found between the pre-test and the post-test scores (Z=-2.536;
p<.05, r=0.45). Therefore, a significant difference was found between the pre-test scores
administered before the CPD training and the post-test scores administered after the CPD
training. Accordingly, the post-test measurements (median=18) are higher than the pre-test
measurements (median=14). In other words, the CPD training has a significant impact on

the self-assessment of actional competence.

4.3.2. The Results of Part 3: Awareness Questionnaire

This part presents the findings for Sub-Research Question 2.2., “Does the suggested CPD
model make a difference between the pre-test and the post-test in terms of the teachers’
awareness?” The data for this part were gathered through the Part 3, which was developed
originaly by Bardovi-Harlig and Dérnyei (1998) and consists of 20 scenarios, from the

experiment group of 32 EFL teachers.

Table 43
The Pre-Test Results of the EFL Teachers’ Recognition of Errors
Pragmatic Errors Grammatical Errors
Yes No Yes No
f f f f
Items (%) (%) Items (%) (%)
Item 1 ! 25 Item 2 21 1
(21.9) (78.1) (65.6) (34.4)
Item 3 10 22 Item 5 18 14
(31.3) (68.8) (56.3) (43.8)
Item 7 13 19 Item 8 21 1
(40.6) (59.4) (65.6) (34.4)
11 21 17 15
Item 10 (344)  (656) Item 9 531)  (46.9)
7 25 26 6
Item 11 219)  (78.1) Item 12 (813)  (188)
16 16 19 13
Item 13 (50) (50) Iltem 14 (59.4) (40.6)
14 18 23 9
Item 16 (43.8) (56.3) Item 18 (71.9) (28.1)
9 23 11 21
Item 20 (28.1) (71.9) Item 19 (34.4) (65.6)
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The table presents the pre-test results of the EFL teachers’ recognition of errors. The
findings are discussed in detail in the comparison part of the pre-test and the post-test

results.
Table 44
The Post-Test Results of the EFL Teachers’ Recognition of Errors
Pragmatic Errors Grammatical Errors
Yes No Yes No
f f f f
Items (%) (%) Items (%) (%)
Iltem 1 6 26 Item 2 23 9
(18.8) (81.3) (71.9) (28.1)
8 24 22 10
Item 3 (25) (75) Item 5 (68.8) (31.3)
9 23 28 4
Item 7 (28.1) (71.9) Item 8 (87.5) (12.5)
7 25 21 11
Item 10 (21.9) (78.1) Item 9 (65.6) (34.4)
2 28 26 6
Item 11 (12.5) (87.5) Item 12 (81.3) (18.8)
10 22 28 4
Item 13 (313)  (68.8) Item 14 (875)  (125)
14 18 28 4
Item 16 (438)  (56.3) Item 18 (875)  (125)
10 22 19 13
Item 20 (313)  (68.8) Item 19 (594)  (40.6)

The table presents the post-test results of the EFL teachers’ recognition of errors. The
findings are discussed in detail in the comparison part of the pre-test and the post-test

results.
Table 45
The EFL Teachers’ Recognition of Errors by Item Types (Pre-Test/Post-Test)
ltem Tvoe Pre-Test Post-Test

yp N Mean (%) N Mean (%)
Recognition of Pragmatic 32 66.02 30 73.46
Errors
Recognition of Grammatical 39 39.01 30 2384
Errors
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Table 46
The Pre-Test Results of the EFL Teachers’ Error Ratings of Pragmatic Errors

Yes No
1 2 3 4 5 Total
ltems f f f f f f f B
(%) (%) (%) (%) (%) (%) (%) X
Item 1 ! 4 S 8 6 2 32 2.25
(21.9) (12.5) (15.6) (25) (18.8) (6.3) (100) '
ltem 3 10 3 3 6 4 6 32 298
(31.3) (9.4) (9.4) (18.8) (12.5) (18.8) (100) '
ltem 7 13 4 4 4 4 3 32 172
(40.6) (12.5) (12.5) (12.5) (12.5) (9.4) (100) '
Item 10 11 2 1 6 3 9 32 2.47
(34.4) (6.3) (3.1) (18.8) (9.4) (28.1) (100) '
ltem 11 7 2 1 5 8 9 32 3
(21.9) (6.3) (3.1) (15.6) (25) (28.1) (100)
Item 13 16 3 2 4 4 3 32 1.56
(50) (9.4) (6.3) (12.5) (12.5) (9.4) (100) '
Item 16 14 2 S 3 S 3 32 1.75
(43.8) (6.3) (15.6) (9.4) (15.6) (9.4) (100) '
Item 20 I 6 8 6 1 2 32 1.69

(28.1) (188)  (25)  (18.8)  (3.1) (6.3)  (100)

Mean (%) 34 10.15 11.33 16.41 13.66 14.45 100

The table presents the pre-test results of the EFL teachers’ erros ratings of pragmatic
errors. The findings are discussed in detail in the comparison part of the pre-test and the

post-test results.
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Table 47

The Post-Test Results of the EFL Teachers’ Error Ratings of Pragmatic Errors

Yes No
1 2 3 4 5 Toul
o f f f f f f f )
(%) (%) (%) (%) (%) (%) (%) X
ltem 1 3 S 1 S 9 9 32 599
94) (156) (31) (156) (281)  (281) (100) °
ltem 3 8 2 S 6 3 8 32 556
(25)  (63) (156) (188) (94)  (25)  (100) °
o7 9 1 0 4 8 10 2 g
281) (3.1) © (125  (25)  (313) (100) °
ltem 10 / 3 4 3 6 9 32 518
(21.9) (94) (125 (94)  (188)  (28.1)  (100)
ltem 11 4 0 1 6 5 16 32 3
(125)  (0) 31) (188) (156)  (50)  (100) °
ltem 13 10 2 S 4 6 S 32 598
(313) (63)  (156) (125) (188)  (156) (100) 2>
ltem 16 14 3 4 2 S 4 32 978
(438) (94)  (125) (63) (156) (125) (100) =
ltem 20 10 6 1 8 2 S 32 503
(313) (188) (31)  (25)  (63)  (156) (100) >
Mean (%) 2441 861 819 1487 172 2578 100

The table presents the post-test results of the EFL teachers’ erros ratings of pragmatic
errors. The findings are discussed in detail in the comparison part of the pre-test and the

post-test results.
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Table 48

The Pre-Test Results of the EFL Teachers’ Error Ratings of Grammatical Errors

Yes No
1 2 3 1 5 Total
o f 7 f f f f f )
(%) (%) (%) (%) (%) (%) (%) X
Item 2 21 S 2 2 1 1 32 0.75
656) (156) (63) (63) (31  (31)  (100)
32
18 6 4 2 1 1
tem5 563 (188) (125 (63) (31  (31) (100 091
21 3 2 3 7 1 32
tem8  656) (94)  (63) (@4 (63 (31 (100 9
o g 17 3 1 5 5 1 2 .
(531) (94)  (31) (156) (156) (31)  (100)
tem12 20 ! 2 ! ! ! 32 053
813) (31) (63) (31  (31)  (31)  (100)
Item 14 19 3 4 4 ! . 32 100
(59.4) (94) (125 (125 (31)  (31)  (100)
Item 18 23 S 2 ! ! 0 32 50
(719) (156) (63) (31)  (3.1) ©)  (100)
Item 19 11 S S 6 2 3 32 75
(344) (156) (156) (188) (63)  (94)  (100)
Mean (%) 60.94 1211 859 0938 546 352 100

The table presents the pre-test results of the EFL teachers’ erros ratings of grammatical
errors. The findings are discussed in detail in the comparison part of the pre-test and the

post-test results.
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Table 49

The Post-Test Results of the EFL Teachers’ Error Ratings of Grammatical Errors

Yes No
1 2 3 4 5 Total
o f 7 f f f f f X
(%) (%) (%) (%) (%) (%) (%)
o2 23 4 2 2 1 0 2 oes
(719) (125) (63) (63)  (3.1) ©)  (100)
- 22 2 1 3 3 1 2 oo
688) (63)  (31)  (94)  (94)  (31)  (100)
o g 28 0 3 0 1 0 2 oa
875) (0 (@4 (0 (31 ©)  (100)
o g 21 2 5 3 1 0 2 oog
656) (63)  (156) (9.4)  (3.1) ©)  (100)
tem12 .20 4 1 0 0 1 32 034
813) (125 (31)  (0) ) 31)  (100)
om1a 28 3 1 0 0 0 2 010
(827é5) (9;) (Sil) (8) (2) (8) (13020)
ltem 18 75y  (63) (31 (0  (31) © oo 9%
om1o 19 6 3 1 2 1 2 oag
(59.4) (188)  (94) (31)  (63)  (31)  (100)
Mean (%) 7618 901 663 352 351 116 100

The table presents the post-test results of the EFL teachers’ erros ratings of grammatical
errors. The findings are discussed in detail in the comparison part of the pre-test and the
post-test results. We compared if there was a significant difference between the scores
obtained from the awareness questionnaire. Before the comparison, we examined if the two
measurements were normally distributed with the Shapiro-Wilk test and we see that the
difference scores were normally distributed (p>.05). Therefore, we applied t-test for
dependent samples to determine if the pre-test and the post-test scores show a significant

difference. In addition, the effect size (%) was calculated and interpreted.

Table 50
The Comparison of the Pre-Test and the Post-Test Results of the EFL Teachers’ Error
Ratings
N X SD df  t-value p n?
Pragmatic Pretest 32 16.72 7.772 31 -3.120 .004 0.239
g Posttest 32  21.34 7.631

. Pretest 32 7.750 6.989 31 2.654 .012 0.185

Grammatical

Posttest 32 4.218 3.308

Not: #%:Effect size
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According to the findings in the table, the mean score of the pre-test regarding the
pragmatic error ratings of the participants is 16.72 (SD=7.772); the post-test mean score is
21.34 (SD=7.631). When the significance level of the t-test regarding the pragmatic error
ratings of the participants was examined, a significant difference was found between the
pre-test and the post-test scores (t=-3.120; p<.05). Therefore, the results obtained after the
intervention show that the CPD training was effective. In addition, it was determined that

the CPD training had a high effect on the participants’ pragmatic error ratings (°=0,239).

According to the findings in the table above, the pre-test score average of the participants’
grammatical error ratings is 7.750 (SD=6.989); the post-test mean score is 4.218
(SD=3.308). When the significance level of the t-test reagrading the grammatical error
ratings of the participants was examined, a significant difference was found between the
pre-test and the post-test scores (t=2.654; p<.05). Therefore, the results obtained after the
intervention show that the CPD training was effective. In addition, it was determined that
the CPD training had a high effect on the participants’ grammatical error ratings
(#°=0.185).

4.3.3. The Results of Part 4: Activity Assessment

This part presents the findings for Sub-Research Question 2.3., “Does the suggested CPD
model make a difference between the pre-test and the post-test in terms of the teachers’
knowledge of speech acts?”. The data for this part were gathered through the Part 4, which
consists of four activities taken from the course books and asks the participants to assess
these activities in terms of the degree of being comprehensive to teach the particular
speech acts and when found not comprehensive asks the participants to explain the reason

of it, in the pre-test and the post-test from the experiment group of 32 EFL teachers.
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Table 51
The Pre-Test Results of the EFL Teachers’ Activity Assessment

1 5 3 4 5 Total
- f f F f f f X
Activity (%) (%) (%) (%) (%) (%) X
— 1 11 7 9 4 32
AIMIBL  31) (44) (L9 (@81 (125 (00 P
- 3 4 7 10 8 32
Activity-2 (9.4) (12.5)  (21.9) (31.3) (25) (100) 390
— 2 7 13 5 > 32
Activity-3 6.3) (21.9) (40.6) (15.6) (15.6) (100) 343
Activity-4 ! ° N - . o 384

(3.1) (156)  (125)  (31.3) (37.5) (100)

“1: not very comprehensive”’; “5: very comprehensive”

The table presents the pre-test results of the EFL teachers’ activity assessment for each of
the four activities. The findings are discussed in detail in the comparison part of the pre-

test and the post-test results.

Table 52
The Post-Test Results of the EFL Teachers’ Activity Assessment
1 2 3 4 5 Total
N f f f f f f _
AMY ) ) w  w *
At 12 11 6 0 3 322 209
y (37.5)  (344)  (18.8) ) 9.4)  (100)
— 9 11 7 3 7 32
ACIVIty-2 081y (344)  (21.9)  (9.4) 63 (00 2%
— 13 8 4 4 3 32
ACiVIy-3 — 06)  (25)  (125)  (125)  (94)  (100) 2%
Activity-4 4 11 4 9 4 32 2.94

(125)  (344)  (125)  (28.1) (12.5) (100)

1: not very comprehensive”; “5: very comprehensive

The table presents the post-test results of the EFL teachers’ activity assessment for each of
the four activities. The findings are discussed in detail in the comparison part of the pre-
test and the post-test results.
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Table 53
The Pre-Test Results of the EFL Teachers’ Expressing an Opinion on the Activity

Assessment
Not Very Comprehensive
Not Expressing Expressing an Very
e . . Total
an Opinion Opinion Comprehensive
Activit f f f f
Y (%) (%) (%) (%)
- 12 16 4 32
Activity-1 (37.5) (50) (12.5) (100)
- 14 10 8 32
Activity-2 (43.8) (31.3) (25) (100)
. 19 8 5 32
Activity-3 (59.4) (25) (15.6) (100)
. 13 7 12 32
Activity-4 (40.6) (21.9) (37.5) (100)

The table presents the pre-test results of the EFL teachers’ expressing an opinion on the
activity assessment for each of the four activities. The findings are discussed in detail in

the comparison part of the pre-test and the post-test results.

Table 54
The Post-Test Results of the EFL Teachers’ Expressing an Opinion on the Activity
Assessment
Not Very Comprehensive
Not Expressing Expressing an Very
e . : Total
an Opinion Opinion Comprehensive
Activit f f f f
Y (%) (%) (%) (%)
.. 2 28 2 32
Activity-1 6.3) (87.5) 6.3) (100)
. 5 25 2 32
Activity-2 (15.6) (78.1) (6.3) (100)
. 3 26 3 32
Activity-3 (9.4) (81.3) (9.4) (100)
. 8 20 4 32
Activity-4 (25) (62.5) (12.5) (100)

The table presents the pre-test results of the EFL teachers’ expressing an opinion on the
activity assessment for each of the four activities. The findings are discussed in detail in

the comparison part of the pre-test and the post-test results.

It was compared if there was a significant difference between the scores obtained from the

activity assessment administered before and after the CPD training. For that aim, the
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Wilcoxon Signed Ranks test was applied to determine if the pre-test and the post-test
results for each item showed a significant difference. In addition, the effect size (r) was

calculated and interpreted. The results are presented in the table below.

Table 55
The Comparison of the Pre-Test and the Post-Test Results of the EFL Teachers’ Activity
Assessment
Iltems Posttest-pretest N Mean Sum of Z p r
Rank Ranks
Activity-1  Negative Ranks 23 13.63 313.50 -3.629  0.000 0.21
Positive Ranks 3 12.50 37.50
Ties 6
Total 32
Activity-2  Negative Ranks 21 13.12 275.50 -3.640 0.000 0.21
Positive Ranks 3 8.17 24.50
Ties 8
Total 32
Activity-3  Negative Ranks 19 14.18 269.50 -2.948 0.003 0.17
Positive Ranks 6 9.25 55.50
Ties 7
Total 32
Activity-4  Negative Ranks 18 12.33 222 -2.590 0.010 0.15
Positive Ranks 5 10.80 54
Ties 9
Total 32

Note: r: Effect size

According to the findings in the table above, when the significance levels of the Z value
were examined, a significant difference was found between the pre-test and the post-test
results (Z:1=-3.629, p<.05; Z,=-3.640, p<.05; Z3=-2.948, p<.05; Z4=-2.590, p<.05).
Therefore, there is a significant difference between the pre-test scores applied before the
CPD training and the post-test scores applied after the CPD training. In addition, it is seen
that all of the post-test scores obtained from the four items are lower than the pre-test
scores. This finding indicates that the participants think that the acitivities are not
comprehensive enough after the CPD training. The results obtained show us that the CPD
training was effective in terms of activity assessment. When the effect sizes were
examined, it was determined that the effect of the CPD training used on the participants’

activity assessments was low (r1=0.2; r,=0.21; r3=0.17; r4=0.15).
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4.3.4. The Results of Part 5: Discourse Completion Task

This part presents the findings for Sub-Research Question 2.4., “Does the suggested CPD

model make a difference between the pre-test and the post-test in terms of the teacher’s

production of the speech acts?”” The data for this part were gathered through the Part 5,

which consists of eight situations, in the pre-test and the post-test from the experiment

group of 32 EFL teachers.

Table 56

Wilcoxon Signed Ranks Test Results regarding the difference between the Pre-test and the

Post-test Scores for the Situations in the DCT

B Rank Rank

Test N X S Average Sum Z p
I
swaens  Fel 2 1% 0% 0 B0 4 o
swens o 2 2 0% om0l s o
waens S B 2B 00T S0 4% s oo
waens oS B 20 00 LT a0y w
swaens e B 29 0% 0 BB o o
w7 poE 200 07 00 LE w0
Swation8 oo 20 24 065 ea e 20 02
*p<,05

The table shows the Wilcoxon Signed Ranks test results regarding the difference between

the pre-test and the post-tes scres for the situations in the DCT. We examined if there is a

significant difference between the pre-test and the post-test scores obtained from the

situations in the DCT. As a result of the comparison of the mean rank of the pre-test and

the post-test score in Situation 1, Situation 5, and Situation 7, when the Z scores were

examined, it was seen that the scrores increased after the CPD training, but there is no

statistically significant difference. For the other items, when the Z scores were examined in

the comparisonof the pre-test and the post-test scores obtained after the CPD training

increased and there is a significant difference in favor of the post-test.
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4.3.5. The Results of Part 6: Self-reflection

This part presents the findings of the data gathered from the Part 6 of self-reflection, which

consists of eight structured statements on self-reflection related to the actional competence

in the pre-test and the post-test from the experiment group of 32 EFL teachers.

Table 57
The Pre-Test Results of the EFL Teachers’ Self-Reflection
1 2 3 4 5 Total
ltems f f f f f f X
) ) %) %) (%) (%)
1. I reflect on the course 2 1 8 14 7 32 379
materials. 6.3) (3.1) (25 (43.8) (21.9) (100) '
. 1 0 11 11 9 32
2. | reflect on the curriculum. 31) (0) (344) (344) (28.1) (100) 3.84
3. I reflect on my existing 0 0 7 12 13 32
knowledge related to the topic 4.19
I'm teaching. 0) 0) (21.9) (37.5) (40.6) (100)
4. | reflect on my teaching 0 0 7 12 13 32 419
practices. (0) (0) (21.9) (37.5) (40.6) (100) '
5. I reflect on my students’ 1 1 7 13 10 32 394
reactions to the activities. (3.1) (3.1) (219 (40.6) (31.1) (100) '
6. I reflect on my students’ 0 0 9 13 10 32 403
reactions to the way | teach. (0) (0) (28.1) (40.6) (31.3) (100) '
7. | reflect on the way my 0 0 6 15 11 32 416
students learn. (0) (0) (18.8) (46.9) (34.4) (100) '
8. I reflect on my own learning 0 0 6 10 16 32 4.31
' ' (0) (0) (18.8) (313) (50) (100)
Mean % 156 077 2385 39.07 3475 100

The table presents the pre-test results of the EFL teachers’ self-reflection through eight

statements. The findings are discussed in detail in the comparison part of the pre-test and

the post-test results.
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Table 58
The Post-Test Results of the EFL Teachers’ Self-Reflection

1 2 3 4 5 Total
ltems f f f f f f X
) %) ) (%) () (%)
1. I reflect on the course 0 0 2 10 20 32 456
materials. 0) (0) (6.3) (31.3) (62.5) (100) '
: 0 0 5 10 17 32
2. | reflect on the curriculum. (0) ©) (156) (31.3) (531) (100) 4.38
3. I reflect on my existing 0 0 1 10 21 32
knowledge related to the topic 4.63
I'm teaching. 0) 0) (3.1) (31.3) (65.6) (100)
4. | reflect on my teaching 0 0 2 10 20 32 456
practices. (0) (0) (6.3) (31.3) (62.5) (100) '
5. I reflect on my students’ 0 0 2 9 21 32 459
reactions to the activities. (0) (0) (6.3) (28.1) (65.6) (100) '
6. I reflect on my students’ 1 0 1 12 18 32 4.44
reactions to the way | teach. (3.1) (0) (3.1) (37.5) (56.3) (100) '
7. I reflect on the way my 0 0 1 10 21 32 4.63
students learn. (0) (0) (3.1) (31.3) (65.6) (100) '
8. I reflect on my own learning 0 0 2 ! 23 32 4.66
' ' (0) (0) (6.3) (21.9) (71.9) (100)
Mean % 0.38 0 6.25 305 62.87 100

The table presents the post-test results of the EFL teachers’ self-reflection through eight
statements. The findings are discussed in detail in the comparison part of the pre-test and
the post-test results.

It was examined if there was a significant difference between the scores obtained from the
self-reflection questionnaire applied before and after the CPD training. With this aim, the
Wilcoxon Signed Ranks test was applied to determine if the pre-test and the post-test
scores for each item show a significant difference. In addition, the effect size (r) was

calculated and interpreted. The results obtained are presented in the table below.
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Table 59
The Comparison of the Pre-Test and the Post-Test Results of the EFL Teachers’ Self-

Reflection
Items Posttest-pretest N Mean Sum of Z p r
Rank Ranks

Item1  Negative Ranks 1 7 7 -3.684 0.000 0.65
Positive Ranks 18 10.17 183
Ties 13
Total 32

Item2  Negative Ranks 2 4 8 -2.684  0.007 0.47
Positive Ranks 11 7.55 83
Ties 19
Total 32

Item3  Negative Ranks 1 4.50 4.50 -2.810  0.005 0.50
Positive Ranks 11 6.68 73.50
Ties 20
Total 32

Item4  Negative Ranks 3 6.50 19.50 -2.448 0.014 0.43
Positive Ranks 12 8.38 100.50
Ties 17
Total 32

Item5  Negative Ranks 2 7 14 -3.260 0.001 0.58
Positive Ranks 16 9.81 157
Ties 14
Total 32

Item6  Negative Ranks 4 9.38 375 -2.171  0.030 0.38
Positive Ranks 14 9.54 1335
Ties 14
Total 32

Iltem7  Negative Ranks 3 7 21 -2.777  0.005 0.49
Positive Ranks 14 9.43 132
Ties 15
Total 32

Item8  Negative Ranks 2 7 14 -2.668  0.008 0.47
Positive Ranks 12 7.58 91
Ties 18
Total 32

According to the table, when we examine the significance levels of the Z value, a
significant difference was found between the pre-test and the post-test scores (Z1=-3.684,
p<.05; Z,=-2.684, p<.05; Z3=-2.810, p<.05; Z4=-2.448, p<.05; Zs=-3.260, p<.05; Zs=-
2.171, p<.05; Z7=-2.777, p<.05; Zg=-2.668, p<.05). As a result, there is a significant
difference between the pre-test scores applied before the CPD training and the post-test
scores applied after the CPD training. In addition, it is seen that post-test scores obtained

from the eight items are higher than the pre-test scores of all. Therefore, it was determined
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that the post-test measurements of the eight items were higher than the pre-test
measurments. When the effect sizes were examined, it was determined that the CPD
training used had a great effect on the participants’ self-reflection ratings (r1=0.65; r,=0.47;
r3=0.50; r4=0.43; r5=0.58; rs=0.38; r7=0.49; rs=0.47)

4.4. Statistics on Reflection

This part presents the findings for Research Question 3, “What is the effect of the
suggested CPD model to help the teachers to become reflective?” The data for this part
were gathered through the Written Protocol Reflection from the experiment group of 32
EFL teachers. Written Protocol Reflection was administered to the experiment group after
each day of the intervention (three measurmeents). To see if the items show difference

between the measurements, Friedman test was applied and the results are presented.

Table 60
The Analysis of the Measurements of the Written Protocol Reflection (Friedman Test)

Items Mean )

Item Type N X Std. D. Rank df p
'fem Measurement1 32 3.78 1.408 1.89 4900 2 0.086
Measurement 2 32 372 1611 1.89
Measurement 3 32 4 1.646 2.22
|2tem Measurement 1 30 3.72 1.508 1.86 3.250 2 0.197
Measurement 2 32 3.78 1.560 1.98
Measurement 3 32 394 1.625 2.16
;tem Measurement 1 39 3.63 1.314 1.89 1.942 2 0.379
Measurement 2 32 3.69 1.533 1.97
Measurement 3 32 381 1.595 2.14
Ltem Measurement 1 39 3.78 1.475 2.11 1.607 2 0.448
Measurement 2 32 3.66 1.558 1.89
Measurement 3 32 375 1.626 2.00
étem Measurement 1 39 3.69 1.424 1.94 0.444 2 0.801
Measurement 2 32 381 1554 2.00
Measurement 3 32 3.88 1519 2.06
:Stem Measurement 1 30 475 0.984 1.95 2.000 2 0.368
Measurement 2 32 5.00 0.000 2.05
Measurement 3 32 488 0.707 2.00
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When we examine the table above, we see that for each item there is no statistically
significant difference between the three measurements. ( ¥ values of the items respectively
sirastyla: x%,=4.900, p<0.05; : x2,=3.250, p<0.05; : x%,=1.942, p<0.05; : x&,=1.607,
p<0.05; : x&,=0.444, p<0.05; : x&,=2.000, p<0.05). As we know that there was a

significant difference in the analysis of the “Self-reflection” part, where we compared the
results of the pre-test and the post-test, we may argue that there was only one day between
the three measurements and that may be the reason of no statistical difference.

We can discuss the findings of the current study from two perspectives: one is its effect on
the actional competence and the second is the effectiveness of the CPD training in line
with the literature. When we have a look at the demographic information of the piloting
group of 190 EFL teachers, we see that almost one quarter of the participant teachers
graduated from a department other than the department of English Language Teaching. We
may think that the majority of the teachers graduated from ELT departments; however, this
does not guarantee that they have received any kind of pragmatics lesson or learned
pragmatics as part of a course. When we analyzed the responses of the teachers to the
question “Have you taken a course on pragmatics?”, we see that almost two-thirds of the
teachers responded “No” to this question. This is a significant finding in terms of the need
for the integration of pragmatics and pragmatics teaching in CPD trainings. One cannot
expect from an EFL teacher who has not learned pragmatics himself/herself to integrate it
into his/her lessons with his/her students. That would not be a realistic expectation. With
the question of “Have you learnd pragmatics as part of a course?”, we questioned if they
learned pragmatics not as a whole course but maybe as part of another course (probably as
part of linguistics course). Again, slightly less than the half of the participants responded
that they had never learned pragmatics as part of a course. In terms of contextual teaching
and learning, this is a serious problem which should be solved through its integration into
in-service trainings, the CPDs. We carried out the current research to find out the effect of
a CPD which adopts reflection at each step on the actional competence of EFL teachers. At
the level of opinion, we found a significant difference in favor of the CPD training. In one
of the training sessions, a participant stated that she was not even aware of politeness
strategies that she uses in her daily converstaions in her mother tongue (from the
Researcher’s Journal). Through such CPD trainings, we can create awareness as well as the

findings of the study showed a significant difference in favor of the training.
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Today I have learned how can I express my apology strategies. I'm trying to find new

strategies for my teaching skills (Nile, from WP1, Today’s Gain).

The intention and the culture are very important when you express yourself. | learned how
to teach some structures in different ways. Apologising words can be changed in different

situations (Participant, from WP1, Today’s Gain).

Social differences, facts help us create context according to our situations (Speaky, from
WP2, Today’s Gain).

| realized social status, directness-indirectness of scpeech acts and context is very
important while teaching speech acts. Teachers should focus on them in their classes.
(Skywalker, from WP2, Today’s Gain).

Besides creating awareness and providing explicit and implicit instruction, we can work on
the production skills of the teachers. As our study revealed, there is a significant difference

in terms of speech act production in favor of the CPD training.

Today | have found out that we are unaware of ourselves and the people around us. | have
discovered my personality. Now | can have more opinion about the others. To be able to
see the picture & faces, we need to learn the strategies at first. Then use it in an
appropriate way. To build bridges not borders, everybody should pay attention to the
language & behaviors. Now | have learned them & try to teach these strategies to my
studnets (Naz, from WP3, Today’s Gain).

In today’s lesson I learned 2 important points positive and negative politeness. | was using
negative politeness in my speech and at my lessons. This caused a handicap in relation
with my students to continue the speech and 1 realized | should use positive one. Beside
negative and positive politeness | also realized other strategies like offrecord politeness
and FTAs. These are richness of communication and all of them helped me so much to

overcome my limited speaking activities at lessons (Akifcan, from WP3, Today’s Gain).

The results may show that the reflective CPD training was effective in terms of developing
actional competence of EFL teachers, and it is better to discuss it from the perspective of
the effectiveness of the CPD from the literature. According to Guskey (2000), one of the
indicators of an effective CPD is “participant reactions”. Through our study, we adopted an
interactive method through discussions with the participants, asking for their opinions and

comments. In this sense, we can say that the participant reactions were taken into serious
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consideration and the participant reactions showed that they found the CPD effective and
useful. We also see that the current study is in line with the second indicator of Guskey’s
effective CPD: participant learning. We had the chance to observe the participant learning
with the help of the comparison of the pre-test and the post-test results and theough in-

class observations.

We learnt Grice’s maxims and talked about materials, existing knowledge and our
teaching sessions. We created new activites which I can use later in my courses. Thank you

so much what you have brought me in (Black Eagle, from WP3, Today’s Gain).

Guskey’s other indicators of organization support and change are in a place where we do
not have control, and thus we cannot relate any finding to this indicator. Additionally, as it
was out of the scope of this study, we cannot relate to the other indicator of Guskey’s,
student learning outcomes. However, we can argue that the CPD training of the current
research was in favor of Guskey’s indicator of participants’ use of new knowledge and
skills. We can argue that we administered hands-on activities about the theoretical

concepts through the training and by looking at the reflections of the participant teachers:

We learnt Grice’s maxims and talked about materials, existing knowledge and our
teaching sessions. We created new activites which I can use later in my courses. Thank you
so much what you have brought me in (Black Eagle, from WP3, Today’s Gain).

Today like other days my level of awareness reached up. My quality of teaching practices
in terms of maxims got meaningful. | can present or | can find easily what | do need. Thank
you a lot (Nile, from WP3, Today’s Gain).

Borg (2015) lists the characteristics of effective CPD and we can see that our findings
show that the reflective CPD applied answers to most of Borg’s charactersitics of effective
CPD: relevance to the needs of teachrs and their stduents as we ask for their needs and they
volunteered in the trainings; teacher collaboration as this was one of the key points that we
tried to support during and after the trainings; exploration and reflection with attention to
both practices and beliefs as we asked them to reflect at every of the intervention and tried
to help them internalize the reflection and create such a habit; critical engagement with
received knowledge as unlike the traditional in-service education, we did not conduct the
training as plain lectures, on the contrary, we created a learning atmosphere where they can

explore, discuss, share, elicit, and contract the knowledge themselves; a valuing of
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teachers’ experience and knowledge as we have specific stages for them where they reflect

on their previous practices and knowledge.
At the end of the CPD training, we expected the teachers to:

e acquire the intended knowledge, skills and attitudes

e incorporate them into practice

¢ influence the students’ learning and achievement

e possibly influence other teachers in their school in the bringing about of
change just as defined by Day (1999) as the characteristics of an effective
CPD training.

Ayas et al. (2007) lists five main characteristics of effective INSET courses as:

e careful planning of the courses based on accurate needs assessment
e time and duration of the courses

e teaching methods, facilities, course instructor quality

e end of course evaluation

e sustained support

In the current study, in the planning and designing process of the trainings all these factors
were taken into account to be able to provide an effective CPD training from all

perspectives.

Lastly, we can discuss the question, “Should the pragmatics education be given in pre-
service or in-service or in both?” In the first day of the training, we discussed the
importance of the pragmatics courses in pre-service. Almost all of the participant teachers
stated that the course is important and the ones who took pragmatics course stated thst they
benefited from it (from the Researcher’s Journal). At the end of the training, we had
another discussion on the same topic. Almost all the participants stated that they couldn’t
appreciate the importance of pragmatics course in the pre-service education, and it can
only be appreciated in-service where they can apply the theory into practice (from the
Researcher’s Journal). They also stated that pragmatics course should be given in pre-

service but it has to be provided in the in-service as well (from the Researcher’s Journal).
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CHAPTER 5

CONCLUSION AND IMPLICATIONS

5.1. Introduction

In this part, a brief summary of the current research is presented. After the summary of the
research, in light of the findings of the study, implications are made in light of the findings

of the study.

5.2. Summary of the Study

This study aims to present the EFL teachers’ current situation in terms of actional
competence and to improve their actional competence through communicative language
funtions in a reflective CPD training and aims to find out the answers to three main
research questions and eight sub-research questions. In order to find out the answers to the
research questions, we gathered data from 190 EFL teachers for the pilot study and for the
descriptive part of the study. For the experimental part of the study, we gathered data from
32 EFL teachers. The data collected from the EFL teachers were processed into the SPSS

program and analyzed.

Research Question 1 aimed to find out if teachers of English as a foreign language need a
CPD training on actional competence. For this purpose, we administered a data collection
tool which consists of six parts to 190 EFL teachers. The first part of the data collection
tool is Part 1: BioData provided us background information about the piloting group. For
the analysis of the demographic part, frequency analysis was conducted. To answer Sub-
Research Question 1.1, which elicits the opinions of the teachers of English as a foreign
language about actional competence, we used the data gathered from self-assessment of

actional competence part, which aims to find out the opinions of EFL teachers on actional
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competence through six structured items. For the analysis of this part, the data gathered
from 190 EFL teachers were analyzed through frequency analysis. To find out answers to
Sub-Research Question 1.2. of “Do the teachers of English as a foreign language have
awareness about actional competence?”, we used the data gathered from Part 3: Awareness
Questionnaire by Bardovi-Harlig and Doérnyei (1998), which consists of 20 scenarios.
Firstly, as this data collection instrument was developed in another study, Cronbach’s
alpha reliability coefficient was calculated for the data gathered through this questionnaire.
Cronbach’s alpha reliability coefficient of the awareness questionnaire was calculated and

concluded that measurements are quite reliable.

For Sub-Research Question 1.3., “Do the teachers of English as a foreign language have
knowledge of speech acts?”, we used the data gathered from Part 4: Activity Assessment,
which gives four activities and asks the teachers to rate how comprehensive these activities
are to teach the particular speech act. For its analysis, the data gathered from 190
participants were analyzed through frequency analysis. For the last Sub-Research
Question, “To what extent do the teachers of English as a foreign language produce
acceptable speech acts?”, we used the data from Part 5: Discourse Completion Task, which
consists of eight situations (two situations for each speech act), formed by the researcher
on the basis of the literature on speech acts was analyzed with content analysis technique.
The situations were analyzed with the criteria of “power, distance, weight of imposition,
execution of the speech act required” using a 3-point scale for determining the degree of
acceptability of the speech act realization from 1 to 3 (not acceptable, more or less
acceptable, acceptable). The situations were rated by the researcher and another expert
from the field using the same criteria and the scale. The second rater was informed and
trained about the criteria and how to rate the situations as the ambiguity over the
definitions or different interpretations of the concepts which are analyzed between the
raters may threaten the reliability. After the rating process by two different experts, Intra-
Class Correlation Coefficient was calculated for the reliability between the ratings. The
calculations of intra-class correlation coefficient showed that the inter-rater reliability
value was reliable. After the inter-rater reliability, the data gathered from 190 EFL
teachers were analyzed descriptively through mean, standard deviation, minimum value,
and the maximum value. The answers to the second main research question formed the

experimental part of the study.
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Research Question 2 was formed to elicit if the suggested CPD model makes a difference
between the pre-test and the post-test in terms of actional competence. In cooperation with
MoNE, we carried out a training on actional competence which lasted for 20 hours in four
days. The training was designed and developed by the researcher as a reflective CPD
training where the participant teachers reflect on every stage of the training. The stages
were developed as: reflection on the material, reflection on the related existing knowledge,
reflection on their own related teaching practices, intervention, reflection on the
intervention, written protocol/written reflection. 32 EFL teachers attended the training and
the data gathered from the pre-test and the-pest test of this group were used to answer the

second main research question and its sub-research questions.

To find out whether or not the suggested CPD model makes a difference between the pre-
test and the post-test in terms of the teachers’ opinions about a CPD training on actional
competence? (Sub-Research Question 2.1.), the data gathered through Part 2: Self-
Assessment of Actional Competence from the experiment group of 32 EFL teachers both
in the pre-test and the post-test were analyzed through frequencies. The data gathered from
the pre-test and the-post test were compared to see if there is a significant difference
between them. Before the comparison, it was examined whether the differences between
two measurements (the pre-test and the post-test) were normally distributed with the
Shapiro-Wilk test and it was determined the scores were not normally distributed (p<.05).
For that reason, Wilcoxon Signed Ranks Test was applied to determine whether the pre-
test and the post-test scores show a significant difference. And the results showed there is a
significant difference between the pre-test and the post-test in favor of the suggested
reflective CPD model in terms of the EFL teachers’ opinions. For Sub-Research Question
2.2. “Does the suggested CPD model make a difference between the pre-test and the post-
test in terms of the teachers’ awareness?”, the data gathered through Part 3: Awareness
Questionnaire from 32 participants in the pre-test and the post-test were analyzed through
frequency analysis. Frequency distributions and item averages related to the recognition of
pragmatic errors and grammatical errors are presented. For the comparison of the pre-test
and the post-test results of awareness questionnaire, firstly it was checked for normal
distribution with the Shapiro-Wilk test and the it was determined that they showed normal
distribution (p>.05). T-test was applied for dependent samples to see if there is a
significant difference between the two measurements (the pre-test and the post-test).
Additionally, the effect size (%) was calculated and interpreted. The results showed a
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significant difference between the two measurements in favor of the training in terms of
the teachers’ awareness through a significant difference between the two measurements in

terms of both pragmatic error ratings and pragmatic error recognition.

Sub-Research Question 2.3 sought to identify if the suggested CPD model makes a
difference between the pre-test and the post-test in terms of the teachers’ knowledge of
speech acts, and the data gathered through Part 4: Activity Assessment from the
experiment group of 32 participants in the pre-test and the post-test were analyzed through
frequency analysis. The comparison of the pre-test and the post-test results was made for
each activity and for this comparison, Wilcoxon Signed Test was applied. Additionally, the
effect size (r) was calculated and interpreted. The findings were in favor of the training in
terms of the teachers’ knowledge of the speech acts. We found a statistically significant
difference between the two measurments in all the four activities. As for the last Sub-
Research Question, Sub-Research Question 2.4. of “Does the suggested CPD model make
a difference between the pre-test and the post-test in terms of the teacher’s production of
the speech acts?”, the responses of the 32 EFL teachers to the DCT, which is Part 5, were
analyzed through content analysis. For the reliability, intra-class correlation coefficient was
calculated. The results showed a high lievel of reliability between the ratings. For the
comparison of the data gathered from the experiment group in the pre-test and the post-test
with DCT, the normality analysis of the distributions was examined with the Shapiro-Wilk
test and it was determined that the difference scores were not normally distributed (p<.05).
For that reason, Wilcoxon Signed Ranks test was used to determine whether there was a
statistically significant difference in the comparison of the pre-test and the post-test scores.
The findings indicated that there is a significant difference in most of the items. Although a
significant difference was found in five situations out of eight situations, there is a

difference in all the eight items in favor of the post-test.

Lastly, for the Research Question 3 “What is the effect of the suggested CPD model to
help the teachers to become reflective?”, firstly we analyzed the data gathered through Part
6: Self-reflection, which has eight statements about reflection, from the piloting group to
see the current situation. After that, the data gathered from the experiment group (both in
the pre-test and the post-test) were analyzed through frequency analysis. For the
comparison of the pre-test and the post-test results, Wilcoxon Signed Test was applied.
Additionally, the effect size (r) was calculated and interpreted. The findings were in favor
of the training in terms of self-reflection. We found a statistically significant difference for
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all the eight statements between the pre-test and the post-test. Additionally, after each
session of the intervention, a written protocol was administered. The first part of the
written reflection is written protocol reflection and for the comparison of three
measurements, Friedman test was administered. The results of the Friedman test did not

show a significant difference between the three measurements.

5.3. Implications
In this section, implications are presented under two different headings. Implications have

been made both for further research and for English language teachers and MoNE.

5.3.1. Implications for English Language Teachers and MoNE

With the shift from the linguistic competence to communicative competence, we started to
appreciate the significance of such concepts like communication, interaction, context,
speaker’s meaning, and so on. Although actional competence is listed among the other
competences which form together the communicative competence, the concept itself has
the cores of communicative competence and pragmatic competence. To look deeper, when
we examine the definition of actional competence, “the ability to comprehend and produce

all significant speech acts and speech act sets”, we can draw such conclusions:

e One should have some degree of linguistic competence to comprehend and
produce speech acts.

e One should have some degree of strategic competence to maintain the
harmony of the conversation (to comprehend and produce appropriate
speech acts).

e One should have some degree of sociolinguislic competence to comprehend
and produce appropriate speech acts the social context requires (to
comprehend and produce appropriate speech acts).

e One should have some degree of discourse competence to comprehend and

produce speech acts appropriate to the discourse.

By looking at these conclusions, we may say that actional competence embodies the
communicative competence by containing the competences which constitute the

communicative competence itself. It is surprising that such a significant concept has not
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been appreciated well enough and not studied widely in the literature. The current study
indicated the importance of the actional competence from the perspective of EFL teachers.
Additionally, the study proposes that the actional competence can be developed or
improved through a CPD training. The literature on CPD illustrates its importance for
improvement of the quality of the education through improving the teaching force. The
suggested reflective model for CPD has been found effective by EFL teachers and has
shown a significant difference in terms of the EFL teachers’ opinions, awareness,
knowledge and production of the speech acts. Additionally, the features of the applied
reflective CPD model have presented similarities with the most of the factors which were
listed for the effective CPD training. The steps of the suggested reflective model can easily
be adapted for another school subject or another course, and can be easily used for any
CPD with teachers. Incorporation of pragmatics through speech acts as we did in the
current study into in-service education can improve the quality of teaching force, the
quality of teaching and it can provide the language learners a contextual learning
atmosphere. By looking at the participant teachers’ opinions, language teachers can benefit
from such a training through CPD more than they would in pre-service education, and thus

we humbly suggest that this should be incorporated into in-service education.

5.3.2. Implications for Further Research

For the further research, two important factors affecting the effectiveness of CPD can be
studied to make the current research more comprehensive in terms of the factors of
successful CPD. One is “participants’ use of new knowledge and skills”, and the other one
is “student learning outcomes”. As the ultimate aim of CPD is seen as the development and
improvement in students’ learning, it can be examined to what degree the teachers can
implement the new knowledge and skills in the teaching context, and also the hindering
factors for the implementation of the new knowledge and skills gained through the CPD.
Because of the COVID 19 pandemic, we could not make in-class observations or follow-
up interviews with the participant teachers to observe this factor, but such a research can
give us significant insights for CPD and how to carry out effective CPD. A further research

can be conducted to see the effect of the CPD on the students.
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Appendix 1. Data Collection Tools
Dear Participant,

The purpose of this study is to examine and raise awareness and quality of the teaching
practices of EFL teachers in terms of communicative language functions. The following
language functions, within an actional competence perspective on speech acts, will be
specifically focused on: requesting, apologizing, suggesting, and refusing. This study is
being conducted as a part of doctorate study through the cooperation of Gazi University
and the Turkish Ministry of National Education, Directorate-General for Teacher Training
and Development. This questionnaire consists of these parts: Biodata, Self-Assessment of
Actional Competence, Awareness Questionnaire, Activity Evaluation, Discourse
Completion Task, and Self-Reflection. It is important that all the parts of the questionnaire
be completely filled in. Your responses will be kept confidential. Your responses will
never be linked to you personally and will never be used for other purposes other than
academic ones. Your participation in this study is voluntary. Thank you for your

cooperation.

Researcher
Research Assistant Hande CETIN

Gazi University

Supervisor
Assoc. Prof. Dr. Cemal CAKIR

Gazi University
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Appendix 2. PART 1: BioData

Please choose the appropriate option and fill in the information for requested.

1. Gender: Male Female

2. Level of school you teach at: Primary School Secondary School  High School
3. Please write your school name:

4. Please write your age:

5. Please write the total years of your experience in teaching:

6. Please write the department that you graduated from:

7. Have you taken a separate course on pragmatics? Yes No

8. Have you studied pragmatics as a unit of a linguistics course? Yes No
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Appendix 3. PART 2: Self-Assessment of Actional Competence

Celce-Murcia (2007) defines actional competence as “the ability to comprehend and
produce all significant speech acts and speech act sets” (p.42) and proposes that it needs to
be part of communicative competence and be developed. Speech acts refer to the
communicative language functions such as requesting, apologizing, suggesting, and
refusing. Please reflect on yourself in terms of your need for a training on actional

competence as defined above by Celce-Murcia (2007).

Please assess yourself in terms of your need for a training on actional competence.

YES NEUTRAL NO

1. Do you think that actional competence is important?

2. Do you think actional competence should be given

importance in English language teaching?

3. Do you spare some part of your lessons to develop

your students’ actional competence?

4. Do you feel confident to teach speech acts in your

lessons to develop your students’ actional competence?

5. Do you adapt your course materials to develop
actional competence of your students when you find the
material insufficient for developing actional

competence?

6. Do you think that you need a training on actional

competence?
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Appendix 4. PART 3: Awareness Questionnaire

Instruction: Thank you for helping us with our research. You will read some scenarios
about Anna and Peter talking to classmates and teachers. Their English will sometimes be
correct but sometimes there will be a problem. We ask you to decide how well Anna and
Peter use English in different conversations. Please read the conversations and decide
whether you think there is a mistake or not in the underlined part of the conversations and

mark your answer sheet.
Here is an example for you:
John: Good morning, Anna.

Anna: Good night, John.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Anna’s answer is obviously not good. So in the example circle the answer No. After
this, you decide how big the mistake is. Choose between 1 (not bad at all) and 5 (very bad)
depending on the seriousness of the mistake. For a small mistake choose 1; for a serious
mistake choose 5. And please remember that this is not a test; we are interested in what
you think.

Please read each scenario below and say "Yes' or 'No' to the question "Is the
underlined part appropriate/correct?". If you choose the 'No' answer to the question, for
each scenario please rate how bad you think the problem is. If you choose the "Yes' answer
to the question, you don't need to rate the problem.

Scenarios

1. The teacher asks Peter to help with the plans for the class trip.
T: OK, so we’ll go by bus. Who lives near the bus station? Peter, could you check the
bus times for us on the way home tonight?

P: No., I can’t tonight. Sorry.

Is the underlined part appropriate/correct? Yes No
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If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Peter and George are classmates. George invites Peter to his house, but Peter cannot
come.
G: Peter, would you like to come over to my house tonight?

P: I’m sorry, I just can’t. I’m very tired. I couldn’t sleep on last night.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Peter goes to the snack bar to get something to eat before class.
F: May I help you?

P: Would you be so kind as to give me a sandwich and a yoghurt please?

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

George is going to the library. Peter asks him to return a library book.
G: Well, I'll see you later. I’ve got to go to the library to return my books.
P: Oh, if you are going to the library, can you please return my book too?

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : X X Very bad

Peter is talking to his teacher. The conversation is almost finished.
T: Well, I think that’s all I can help you with at the moment.

P: That’s great. Thank vou so much for all the informations.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad
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6. Annais talking to her teacher in his office when she knocks over some books.

9.

A: (knocks over some books) Oh no! I'm really sorry! Let me help you pick them up.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

It is Anna’s day to give her talk in class, but she is not ready.
T: Thank you Steven, that was very interesting. Anna, it’s your turn to give your talk.

A: Ican’t do it today but I will do it next week.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Anna goes to the snack bar to get something to eat before class.
F: May I help you?

A: A cup of coffee please.

F: Would you like some cream in it?

A: Yes, | would like.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Anna has borrowed a book from a classmate, Maria. Maria needs it back, but Anna has
forgotten to return it.
M: Anna, do you have the book I gave you last week?

A: Oh, I’m really sorry but [ was in a rush this morning and I didn’t brought it today.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : X : Very bad
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10. Anna needs directions to the library. She asks another student.

11.

12.

13.

A: Hi.
S: Hi.
A: Tell me how to get to the library.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Peter is going to George’s house. He is quite late.

P: Hi George.

G: Hi Peter. I’ve been waiting for over half an hour for you. Weren’t we supposed to

meet at 4?

P: Icouldn’t come earlier. And anyway. we don’t have to hurry anywhere.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Peter and George meet before class. They want to do something before class starts.
G: Hey, we’ve got 15 minutes before the next class. What shall we do?
P: Let’s to go to the snack bar.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : X X Very bad

Peter goes to see his teacher at his office. When he arrives, his teacher is busy.
P: (knocks on the door)

Yes, come in.

Hello, Mr. Gordon. Are you busy?

Erm... ’m afraid so. Could you come back later?

° 3 v A

OK., I’ll be here tomorrow morning at 8.

Is the underlined part appropriate/correct? Yes No

If there is a problem, how bad do you think it is?
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14.

15.

16.

17.

Not bad at all : : : : Very bad

Peter asks his teacher for a book.
P: Mr. Gordon?
T: Yes?

P: Could I possibly borrow this book for the weekend if you not need it?

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Peter’s teacher wants to talk to Peter about the class party. Peter makes arrangements
to come back.
T. Peter, we need to talk about the class party soon.

P: Yeah, if tomorrow is good for you, | could come any time you say.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

Anna goes to ask her teacher to fill in a questionnaire. She knocks on the office door.
A: (knocks on the door)

T: Yes, come in.

A: Hello. My name is Anna Kovacs. If you don’t mind, I would like you to fill this in

for me.
Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : X : Very bad

Maria invites Anna to her house but Anna cannot come.
M: Anna, would you like to come over this afternoon?

A: D’m sorry, I’d really like to come but [ have a difficult history test tomorrow.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : X Very bad
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18. Anna needs directions to the library. She asks another student.
A: Excuse me, could you tell me where is the library.

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

19. Anna has borrowed a book from her teacher. Her teacher needs it back, but Anna has
forgotten to return it.
T: Anna, have you brought back the book | gave you yesterday?

A: Oh, I’m very sorry, I completely forgot. Could I giving it to you tomorrow?

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad

20. Anna meets her classmate, Maria, after school. They want to go somewhere.
A: Maria, are you doing anything this afternoon?
M: No, I've already prepared for tomorrow’s classes.

A: Then | say we go to the cinema. OK?

Is the underlined part appropriate/correct? Yes No
If there is a problem, how bad do you think it is?

Not bad at all : : : : Very bad
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Appendix 5. PART 4: Activity Evaluation

In this part, some sample activities from the course books approved by the Turkish
Ministry of National Education are given. You will read and evaluate them in terms of the

speech acts of requesting, apologizing, suggesting, and refusing respectively.

Please look at the activity below and evaluate it in terms of the speech act of request.

I} match the speech bubbles with their replies.

|r ™y ™
Would you like fo join us ? a. I'm going to buy them on
1. Q for dinner this evening? my way.
b A >
~ 3 B
Would you mind sending k. That would be perfect if
2. O | me the exact location? )/ you can
p -
Ir ) _“
Remember to bring the \7 C. You can find it easily
3.0 | drinks. using GPS.
(. A -
“

i Ty
Do you mind if | join you d. )
4.0 | iater J/ Oh, I'd love fo.
5 "
I‘I'- ) -“
. - ? E. Don’t worry. I'm going to
3. O Don't miss it be thers on fime.
A

b .

' B )
|
2hall | prepare some f \
. O kdecoratiuns? F/ DK, that's no problem.

& -

.

(Teenwise, 9" Grade)

Do you think that the activity above is sufficient enough to teach the speech act of request?

Please put an X somewhere on the scale from 1 (not very sufficient) to 5 (very sufficient).

1 : : : : 5

If not, what is missing and what can be added? Please state briefly.
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Please look at the activity below and evaluate it in terms of the speech act of apology.

2 A. Listen to the dialogue between Robert and Jason. Then, tick the phrases you hear in each
category. Tapescript 10.1

Phrases for wishes Phrases for regrets Phrases for apologies

[ | wish that Judy had told... ] | shouldn't have behaved... [J 1just want to apologize for...
[] Something I've always wanted is... ] She should have toid... [J It was my fault...

[ | wish Judy would... ] fonly | hadn't been... ] Excuse me for...

[ I only Judy... ] 1 didn’t mean to hurt... ] Fm terribly sorry...

[J What I'd like more than anything else... ] It wasn't my intention... [ Please accept my apology...

(Count Me In, 121" Grade)

Do you think that the activity above is sufficient enough to teach the speech act of
apology? Please put an X somewhere on the scale from 1 (not very sufficient) to 5 (very

sufficient).

1 : : : : 5

If not, what is missing and what can be added? Please state briefly.
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Please look at the activity below and evaluate it in terms of the speech act of
suggestion.

C. Here are some of the common complaints and problems on campus. Mrs. Merits asks
you to make suggestions for the solutions to these problems. What would your
suggestions be?

Problems:

There are not encugh bulletin boards for human rights club.
There are no halal food cafeterias or restaurants on campus.
Some faculty buildings need more wheelchair ramps.

More rooms shouwld be constructed for nursing mothers.
Some dormitores still wse shared toilets&bathrooms.

Sialls for the festvals are pad.

oo ke Lo R

Suggestions:

E.g-

1. How about launching a3 campaign?

2. Why den't we invite chain restawrants to open a new branch?

(Count Me In, 121" Grade)

Do you think that the activity above is sufficient enough to teach the speech act of

suggestion? Please put an X somewhere on the scale from 1 (not very sufficient) to 5 (very
sufficient).

1 : : : : 5

If not, what is missing and what can be added? Please state briefly.
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Please look at the activity below and evaluate it in terms of the speech act of refusal.

<K 7
“@o ® 5. Listen to the dialogue again. Read the situations in the first table.
8’ Choose suitable sentences for each of them in the second table
and write.

1. You want to invite your friend somewhere.
2. You accept an invitation.
3. You refuse an invitation.

4. You want to say your opinions.

a. Would you like to come ...7

b. | believe ...

¢. That sounds great!

d. Are you in the mood for a ... tonight?
e. I'd love to, but | have other plans.

f. | think ...

g. How about coming with me?

h. | guess ...

I. I'd love 10 do that.

j- 'm afraid | can't ...

(Relearn, 9" Grade)

Do you think that the activity above is sufficient enough to teach the speech act of refusal?
Please put an X somewhere on the scale from 1 (not very sufficient) to 5 (very sufficient).

1 : : : : 5

If not, what is missing and what can be added? Please state briefly.
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Appendix 6. PART 5: Discourse Completion Task

Please read the situations below and write what you would say in each situation.

1. You are a teacher at a high school. You ask a student to do his/her planned

presentation a week earlier. You say:

2. You are taking Master’s Degree courses at a university. You won’t be attending the
next week’s course and won’t be able to hand in your research paper. You ask the

professor for an extension for the research paper. You say:

3. You are a teacher at a school. You have missed a very important meeting with the
school principal. You arrive at the school 2 hours later than the meeting and see the

school principal. You say:

4. You are at a coffee shop taking your morning coffee. You don’t notice the person
standing right behind you and when you turn, you step on his/her foot and spill your

coffee on his/her coat. You say:
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5. You are at the teachers’ room discussing about a project work for your students. You
think that the project they offer does not suit for your class and you suggest another

project. You say:

6. You are having a coffee with your best friend. He/she is not happy about his/her job
and having the same problems all the time. You think that he/she should find a new

job. You say:

7. A new teacher at your school invites you to have dinner tonight. You don’t feel like

having dinner out with him/her and you say:

8. A close friend of yours suggests meeting today. You have other plans for today and

you refuse his/her offer. You say:
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Appendix 6. PART 6: Self-Reflection

Please read the statements about your reflection practices and indicate if you agree or
disagree with each reflection statement using the scale from 1 (strongly disagree) to 5

(strongly agree).

| reflect on the course materials.

| reflect on the curriculum.

| reflect on my existing knowledge

related to the topic I'm teaching.

| reflect on my teaching practices.

I reflect on my students’ reactions to

the activities.

I reflect on my students’ reactions to

the way | teach.

| reflect on the way my students

learn.

| reflect on my own learning.
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Appendix 7. Written Protocol

Part 1: Written Protocol Reflection

Please read the statements about how reflective you think you are after the CPD training.
Please indicate how strongly you agree or disagree with each statement to evaluate the
effect of the CPD training to help you become reflective. (Please puta v'.)

After the CPD training,

Strongly
Agree
Agree

Undecided

(Neutral)

Disagree

Strongly

Disagree

| have become more reflective. It has helped
me to become reflective in terms of the course

materials.

| have become more reflective. It has helped
me to become reflective in terms of my related

existing knowledge.

| have become more reflective. It has helped
me to become reflective in terms of my own

related teaching practices.

| have become more reflective because |
reflected (discussed/ shared ideas/ evaluated) in
action constantly during the

intervention/workshops.

I have become more reflective because |
reflected (discussed/ shared ideas/ evaluated
verbally) on what we did during the
intervention/workshops after we completed

them.

| have become more reflective because |
reflected (discussed/ shared ideas/ evaluated)
on what we did during the intervention through

written protocol/ written reflection.
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Part 2: Reflection on the Steps of the Intervention

Please share your comments about each stage of the CPD training concerning its effect on

you to become reflective.

a) Reflection on the material

b) Reflection on the related existing knowledge

c) Reflection on your own related teaching practices

d) Intervention

e) Reflection on the intervention

f) Written protocol / Written reflection

Part 3: Today’s Gain
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Appendix 7. Permission 1

Re: permission request Gelen kutusu x & 2
Zoltan Dornyei - - 29 May 2020 17:22 Y7 4=
Alici: Hande ~

¥ ingilizce ~ > Tirkge ~  iletiyi cevir ingilizee igin kapat x

Dear Hande,

Thank you for your e-mail. | am happy to grant you permission to use the research instrument.

| would like to wish you my best for your interesting project,

Zoltan

From: Hande CETIN
Sent: Friday, May 29, 2020 3:09 PM
To: Zoltan Dornyei «

Subject: permission request

Dear Professor,

I'm working as a reseach assistant at Gazi University (Ankara/Turkey), Education Faculty, English Language Teaching Department.
For my PhD dissertation, I'm doing a needs analysis of EFL teachers' actional competence (pragmatic competence). I'm writing to you
in reference to your data collection instrument (20 scenarios) in the article cited below. | would like to use it as one of my data

collection tools. | wonder if you could give me the permission to use it.

Related article: Bardovi-Harlig. K., & Darnyei, Z. (1998). Do language learners recognize pragmatic violations? Pragmatic versus grammatical awareness in

instructed L2 learning. Tesol Quarterly, 32(2), 233-259.

Best regards,
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Appendix 8. Permission 2

Re: permission request Gelen kutusu x &5 =
Bardovi-Harlig, Kathleen 29 May 2020 Cum 18:45 Y7  4m i
Alici: Hande ~

¥ ingilizce + > Tirkge v iletiyi gevir ingilizce igin kapat x

It's online at IRIS! Everyone can use it, please just cite us as the source. (Type "IRIS repository” in your search)

From: Hande CETIN
Sent: Friday, May 29, 2020 10:06 AM
To: Bardovi-Harlig, Kathleen

Subject: permission request

Dear Professor,

I'm working as a reseach assistant at Gazi University (Ankara/Turkey), Education Faculty, English Language Teaching Department.
For my PhD dissertation, I'm doing a needs analysis of EFL teachers' actional competence (pragmatic competence). I'm writing to you
in reference to your data collection instrument (20 scenarios) in the article cited below. | would like to use it as one of my data

collection tools. | wonder if you could give me the permission to use it.

Related article: Bardovi-Harlig, K., & Darnyei, Z. (1998). Do language leamers recognize pragmatic violations? Pragmatic versus grammatical awareness in

instructed L2 learning. Tesol Quarterly, 32(2), 233-259.

Best regards,
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Appendix 9. Permission 3

R T.C.
o Tl e ol
I."'__._a-' P MILLI BGITIM BARAMILIGI
ay =1
(s -I_:r] Cimetmen Yetigtinme v Gelijtimme Gensl Madaslagn
L T s
"H"-F:'-C' i P -,'llr
-
San  :E-3E7720483-774.00.08-24213071 14.04.2021

Konau :Arg &or. Hands Getim'in
Egitim Vetlerini Enllazmas: Clzap

Saync Ary. G, Hamds CETIN
Gari Egitm Faicnltesi

Ngi - D&04200] taribli ve 23861447 sayil: dilskgs.

Gari Universitusi, Gari Efitim Fakaltesi, ¥abancy Diller Efitimi Bilie Daly, Ingilie Dili Egitmi
Anabilies Dalmda yimitmekts oldngemne "Devsloping FFL Teachken' Actional Competence thromph
Langmgs Functons: A Sugpesmd Kefectve Medel for CPT- Ingilisceyi Yabanc Dil Ok Oiresa
Orwimezlerin Eylumas] Yetarliklerinin Dl Fooksipomlan Yolwyla Gelijtrilosesi: Stmkl Meslki
Guligies igin Onerlen bir Yansro Modsl” baghkh doktora tex gehymameda, 13012020 tarihinds
yapoiimz bapum e Gemel Modortfimir binyusinde agleny olan Ingilisce Ofwinwnlarine
edimzbilim, sée eylemler ve dilin baglam iperininds Gfretilmesi zmacayla 01-04 7 08-11 Arzhk 2020
tarihlarinds “lngilircenin 56z Eylemlarinin Bajlem Teoselli Oifmetimi Eorslan sds slds edilan verderi
knllanrak igin ekl irinleris verileecnin @lep edildig O dilakes incalenedgHr

EBu baglards siitmenlifisi vapmy; oldefmnur séz keown kumlarda kellandlas Slcee arclarn we
bu 8kzoe araplan vastzayla elds edilen verilern kabhealamn kigssl bigilenns yer vermeden deldor
tezinizde kullanmerr Gunel Madardtiimazce oymun porilmckisdir.

Bilgilarinizi rica odari

Adnan BOWACT
Cema] Madnr
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Appendix 10. Permission 4

Evrak Tarih ve Sayem: 06,05 2001-E 85646 g
IIIHI
TLC.

GAZI UNIVERSITESI
Eil: Komisyonn

Sa1 :  E-TT0B2166-302.08.00-85644 06105, 2021
Eom: Bilimsel ve Egidm Amach
EGITIM BILIMLERT EXSTITUSU MUDURLUGTNE

Og: (5.0 2021 faribli ve BOZET700-302.08.01- 67205 smnh yaz.

Nei yarmz ile gondenmis oldugumrz, Enstinimig Yabanc: Diller Egitimi Anabilim Dah, Ingiliz Dili
Egitm Bilim Dah Deldera Ogrencsi Hmde CETINGD, Do¢ Dr.Cemal CARTR'm dmmsmanhgmda

vzl "Developing EFL Teackher's detional Competence throngh Lengmepe Function:: A Supgented

Wﬁm‘dﬁrﬂ’ﬂ adh ter alumas ile =l ko Kopmsyemmumm M0 fanb ve
syl toplantisinda BN obp,

Dpilinin cahsmasimn, vapimas planlman verlerden izin almmas kosuhnda yapimasmds etk
aufan bir sakinca bulmpedgma ovbadig de kamo verimds ve karara ilishkin i listesi ekte
ponderilmictir

Bilsilerinizi ve seregini rica ederi
Arastmma Find Mo 2021 - 521

Frof. Dr. Ismail KARARKAYA
Enmiryon Baslam

Ek:1 List=
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