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USING INTERVIEWS
TO STUDY TEACHER COGNITION

The study of teacher beliefs in the field of language teaching has attracted much interest from
researchers in the last 30 years. It is important to examine teacher beliefs because they are believed
to play a crucial role in motivating teachers’ actual classroom practices. However, the review of the
literature seems to suggest that research methods that scholars employ to study teacher beliefs play a key
role in the development of our understanding of the said construct. This methodological paper critically
assesses some of those methods, discusses the value of in-depth interviews to teacher cognition research,
and offers specific interview types that can be useful in the investigation of teacher beliefs specifically
concerning the teaching of speaking in EFL contexts. The paper argues that teachers’ cognitive worlds
be examined as embedded in their practices with the help of interviews. This is in line with a recent
proposition in the field to designate situated professional practice as the entry point to investigations
of teacher beliefs. The study results have implications for researchers in the field of teacher cognition.

Key words: teacher cognition, teacher beliefs, teaching speaking, qualitative research, research
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A.b. TaeyoB

KMB3TIT yHueepcuTeTi, KasakcraH, AAMaThl K.
e-mail: A.Tleuov@kimep.kz

lNeaarorrepAjiH, KOTHUTUBTI dAEMIH 3epTTey MaKCaTbIHAQ
cyx6ar dAjiCiH naaaraHy

MyFaAiMAEPAIH YFbIMAAPbIH 3€PTTEY MYFAAIMAEPAIH KOTHUTUBTI ©AEMIH 3epTTey CaAacbiHa KipeAi.
MyraAiMAEpAIH KOTHUTUMBTI aAeMi — BYyA MyFaAiMAEPAIH MEAArorvkaAbiK, LIEWiMAEPIHIH HerisiHAe
SKaTKAH >KaCbIPbIH MCUXMKAABIK, TMPOLECTEPAIH GAPAbIK aCMeKTIAepiH KaMTUTbIH Ty XXblpbIMAAMA.
MyraAiMaepAiH KOTHUTUBTI BAEMIH 3epTTey 3epTTeyllirep YLiH KMbIHABIK TyAblpasbl. ByHbiH 6ip
cebebi KyObIAbICKA Call 3epTTey SAICTEePiHIH KOAAAHbIAMAYbI. TIA OKbITY CaAaCbIHAAFbI MYFaAIMAEPAIH,
YFbIMAQPBIH  3epTTey COHFbl 30 >KblAAQ 3epTTEeYLUIAEPAIH YAKEH KbI3bIFYLbIAbIFbIH  TYAbIPAbI.
MyraAimMaepaAiH YFbIMAAPbIH 3epTTey aca MaHbI3Abl, BMTKEHI 0AQp CbIHbIMNTaFbl iC-TaXipubere Tikeaemn
acep eTeAl Aen ecenTeAiHeAl. Aaaaa GYA caraparbl 9Ae6MeTKe LWOAY XKacacak, WeT TIAIH OKbITaTbiH
MYFaAIMAEPAIH YFbIMAAPbI TYPaAbI TYCIHIMIMI3AI AAMbITY AQ FAABIMAQPABIH KOAAQHATbIH 3ePTTeY 8AiCTepi
LIeLyLi PeA aTKapaTbIHAbIFbIH 6arikaiMbi3. Makaaasa, COA dAICTEPAIH KenbipeyAepi CbiHM TaAAAHAADI,
COHAQM-aK, MYFaAIMAEPAIH KOTHUTUBTIK SAEMIH 3epTTeyAeri TepeH cyxbaTr oAiCiHIH MaHbI3SAbIAbIFbI
TAAKbIAQHAAbI >)KOHE aFblALLBbIH TiAl LLET TiAl PETIHAE OKbITbIAQTbIH KOHTEKCTTEPAE, COMAeyre yrpeTyre
KaTbICTbl MyFAaAIMAEPAIH YFbIMAAPbIH 3epTTeY YLLUiH KOAAMAbI B0AATbIH CyxOaT 8AICIHIH HaKTbl TYpAepi
YCbIHbIAaAbI. Canaablk, 8AiCTepPiHiH 6ipi GOAbIM TabblAATbIH CyX6aT, MyFaAIMAEPAIH KOTHUTUBTI 9AEMIH
TepeH XoHe OObLEKTUMBTI TypAe 3epTTeyre, KOFHUTMBTI KYObIAbICTAp TYpaAbl erkKen-TerKemnai >xoHe
>KaH->KaKTbl aknapaTTapAbl XXMHayFa, OAAPAbIH, HaKTbl MeAArorMKaAblk, XKaFAaiFa can epekLleAikTepiH
TYCiHyre MyMKiHAIK Gepeai.

TyiiiH ce3aep: MyFaAiIMAEPAIH KOTHUTUBTIK 9AEMI, MYyFaAIMAEPAIH YFbIMAAPbI, COMARYAI YHPETY,
canaablk 3epTTey >kobachl, 3epTTey saicTepi, cyxbaT sAici.

A.b. TaeyoB
Yhusepcuter KMM3II, KazaxctaH, r. Aamatbl
e-mail: A.Tleuov@kimep.kz
Ucnoab3oBaHue UHTEPBbLIO
AAS U3YYeHUSI KOTHUTUBHOTO M3MepPEeHUs yuuTeaen

M3yueHure yHexx AeHWIN yumnTeAen BXOAUT B HOAee LIMPOKYI0 06AACTb MCCAEAOBAHUI KOTHUTUBHOIO
nsmepeHns yumteaer. KorHMTMBHOe M3MepeHue yumMTeAeit — 3TO KOHLErNLMS, KOTopasi OXBaTbIBaeT BCe
acnekTbl CKPbITbIX MEHTAAbHbIX MPOLIECCOB, A€XALLMX B OCHOBE MeAArormMyeckux pelleHnii yumTeaen,
HeHabAIAQEMOE KOTHUTUBHOE M3MEPEHME MPETNOAABAHMUSI — TO, YTO YUUTEAS 3HAIOT, BO UTO BEPSIT U O
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yem AymatoT. M3yueHne yBesK AeHUI yUMTEAEn 0OKa3aAOCh CEPbE3HOM MPOOAEMON AASI UCCAEAOBATEAEN
He TOAbKO M3-3a PAa3AMUHbIX KOHLIEMTYAAM3aLMM, HO U U3-32 METOAOB, KOTOPbIe ObIAM UCMOAb30BaHbI
AAS M3YUYEHUS U MOHMMAHWUS 3Toro heHomeHa. M3yueHne cuctem ybexaeHuin yumuteaein B obAacTm
npernoAaBaHus 93bika BbI3BAAO GOAbLLIOWM MHTEPEC Y MCCAEAOBATEAEN B MOCAeAHMe 30 AeT. BaxHo 13y-
yatb YOEXKAEHUS yUUTEAEl, MOCKOAbKY CUMTAETCSl, YTO OHU UIPAOT KAIOYEBYIO POAb MO OTHOLLEHMIO
K peaAbHOM MpakTuKke yuuTeaen B Kaaccax. OAHAKO 0630p AMTEPATYpbl, MO-BUAMMOMY, MO3BOASIET
MPEANOAOXKMNTb, UYTO UCCAEAOBATEAbCKME METOAbI, MCMOAb3YEMbIE YUEHbIMU AASI U3yUeHUs ybexae-
HUIA yUUTEAE, OMPEAEASIOT Halle MOHMMaHWe 0OCY>XKAAeMOM TeMbl. B AaHHOM cTaTbe KpUTUYECKM
OLIEHMBAIOTCS HEKOTOPbIE M3 3TUX MCCAEAOBATEABCKUX METOAOB, 0OCYXKAQETCS LLEHHOCTb MHTEPBbLIO
AAS MICCAEAOBAHMS KOTHUTMBHbBIX M3MEPEHUI YUUTEAE U MPEAAAralOTCA KOHKPETHbIE TUMbl MHTEPBLIO,
KOTOPbIE€ MOTYT OblTb MOAE3HbI MPU MCCAEAOBAHUM YOEKAEHUIA YUMTEAE OTHOCUTEABHO MperoAaBa-
HWe yCTHOM peun. B cTaTbe yTBEp>KAQETCS, UTO KOTHUTUBHbBIE MUPbI YUMTEAEN HY>XKHO MCCAEAOBATb C
MOMOLLIbIO MHTEPBBIO Kak HEOTbEMAEMYIO HaCTb MX MPaKTUKM. DTO COOTBETCTBYET MPEAAOXKEHWEM B
AaHHOM 06AacTV 0603HAUMTL MPOGPECCUOHAABHYIO MPAKTUKY YUYUTEAEN B KaUeCTBE OTMPABHOM TOUKM
AASI UCCAEAOBAHUS MX CUCTEM YOEXKAEHUIA. Pe3yAbTaTbl MICCAEAOBAHUS UMEIOT 3HAUEHME AAS UCCAEAO-

BaTeAeil B 06AACTM M3yUeHUs! KOTHUTUBHOIO M3MEPEHMUs MEAAroroB.
KAtoueBble CAOBa: KOTHUTMBHOE U3MEPEHUE yunTeAei, yOEXKAEHUS YUUTEAEN, NPenoAaBaHme ycT-
HOW peyun, KayeCTBeHHble UCCAEAOBaHMS, METOAbBI UCCAEAOBAHMS, MHTEPBbIO.

Introduction

The investigation into “teacher beliefs”
within the field of applied linguistics has garnered
significant attention from scholars over the past
three decades. This area of inquiry falls under the
broader scope of teacher cognition research as
outlined by D. Woods (1996). Teacher cognition is
a comprehensive construct that covers all “covert
mental processes”, as defined by J. Calderhead
(1987: 184). These processes, in their turn, inform
instructors’ in-class pedagogical decisions. Teacher
cognition constitutes the “unobservable cognitive
dimension of teaching — what teachers know, believe,
and think” (Borg S., 2003: 81). The exploration
of teacher beliefs has gained prominence with the
recognition that teaching is an intellectual activity
in which educators actively engage and utilize their
networks of knowledge, thoughts, and beliefs when
making instructional choices (Borg S., 2003).

Studying and understanding teachers’ belief
systems is important as they are widely recognized to
have a significant impact on teachers’ instructional
practices in the classroom. It is important to study
teacher beliefs because they are believed to play
an important role in relation to teachers’ actual
classroom practices. It is suggested that beliefs and
practices exist in “symbiotic relationships™ in that
they constantly interact influencing and informing
one another (Borg S., 2003: 441). M. Pajares (1992:
307), for instance, reports that “few would argue that
the beliefs teachers hold influence their perceptions
and judgments, which, in turn, affect their behavior
in the classroom”. Some have claimed that beliefs
motivate instructional practices in the classroom
(Burns A., 1992) while others have put forward the

idea that beliefs shape the instructional practices of
the teachers (Johnson K., 1992). It has also been
proposed that beliefs guide teachers’ thinking and
action (Borg M., 2001) and thus, subsequently,
have a significant effect on teachers’ pedagogical
decisions (Johnson K.E., 1994). Thus, it appears to
be essential that researchers study teacher beliefs
regarding classroom practices to obtain quality and
reliable data. However, the review of the literature
seems to suggest that research methods that scholars
employ to study teacher beliefs may shape our
understanding of the construct under discussion.
That is to say, the way define teacher beliefs may
be informed by the methods that we use to study
them. This paper critically assesses some of those
methods, discusses the value of in-depth interviews
to teacher cognition research, and offers specific
interview types that can be useful in the investigation
of teacher beliefs, particularly about the teaching of
L2 oral skills in EFL contexts.

Literature review

Studying teacher beliefs has been a significant
challenge for researchers due to the complexity of
the topic and the selection of inadequate research
methods. A specific example is a study conducted
by A.D. Cohen and L. Fass (2001) in which they
employed questionnaires as their primary method
to explore teachers’ and students’ beliefs within
an English as a Foreign Language program at
a Colombian University. The study focused on
three areas: classroom instruction, materials used
for oral instruction, and strategies for assessing
oral competence. However, this methodology
had limitations in terms of accurately capturing
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participants’ true beliefs because the questionnaire
was used as the main method to investigate beliefs.
One way to address this limitation is by incorporating
additional research tools such as interviews or
observations that can provide more in-depth
insights into teachers’ belief systems about teaching
practices. These methods allow researchers to
delve deeper into underlying thoughts, motivations,
values, and assumptions held by teachers regarding
instructional approaches. Simon Borg (20006)
criticizes questionnaires for their limited capacity in
capturing the full range of beliefs that respondents
may have or wish to express. In his analysis, Borg
argues that researchers often construct questionnaires
based on their own assumptions and therefore fail
to address all relevant aspects of teachers’ beliefs.
For instance, A.D. Cohen and L. Fass’s (2001: 49)
questionnaire primarily focused on four specific
topics related to classroom dynamics: the ideal
percentage of class time for teacher talk, student
talk, characteristics of successful oral production
by students, and types of oral activities suitable
for English language learning. It is important to
acknowledge that while questionnaires can provide
valuable insights into teachers’ belief networks
within a limited framework, studying with more
depth would involve employing other research
methods as well. Qualitative approaches such as
interviews or observations allow researchers to
delve deeper into teachers’ thought processes and
explore additional dimensions beyond what can be
captured through predefined questionnaire items.

In recent years, there have been several notable
studies examining teacher cognitions related to
speaking skills in language education. Some of these
investigations include the work of S. Baleghizadeh
and N.M.N. Shahri (2014), A. Dincerand S. Yesilyurt
(2013), and S. J. Webster (2015). For instance, A.
Dincer and S. Yesilyurt’s (2013) study focused on
exploring the beliefs held by student teachers in
Turkey regarding the importance they attributed to
teaching L2 speaking as a language skill, as well
as their self-evaluations of their own proficiency
in second language speaking. To assess these
beliefs, an initial step involved using a Likert-scale
questionnaire adapted from Noels et al.’s (2000)
work which consisted of 31 statements relating to
motivational factors such as intrinsic and extrinsic
motivation, or amotivation towards teaching L2
speaking skills. Based on participants’ responses to
this questionnaire, they were categorized into groups
according to their underlying motivations. However,
it is important to note that this methodology had
limitations concerning its ability not only to explore
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specific beliefs about teaching but also learning-
related attitudes among student teachers within
Turkish schools for L2 Speaking instruction.

In another study conducted by S. Baleghizadeh
and N.M.N. Shahri (2014), the focus was placed
on understanding the conceptions of speaking
instruction held by in-service EFL teachers in Iran.
The study involved interviews with 10 teachers,
where they shared their personal experiences as
language learners, their beliefs about how students
should learn to speak a second language, and their
own practices when it comes to teaching speaking
skills. However, one limitation of this study is that
they heavily relied on pre-observation interview
data as the sole representation of participants’
cognitions. These conversations mainly focused
on stated practices rather than observed ones. As a
result, there may have been a failure in capturing
“practically-oriented cognitions which inform
teachers’ actual instructional practices” (Borg S.,
2006: 280).

The final case to be discussed in this review
is the study done by S.J. Webster (2015). The
author delves deep into understanding the thought
processes and beliefs of practicing teachers when
it comes to teaching speaking skills in language
education. This particular investigation stands
as one of the most comprehensive examinations
to date, drawing on both observational data and
interviews with early career ESOL teachers in the
United Kingdom. The focus of this longitudinal
study was centered around these educators’ practical
knowledge base concerning speaking skills within
an academic year. Webster’s research aimed not
only to identify any shared attributes or disparities
among four practitioners but also sought potential
areas for knowledge growth over time. By analyzing
these professionals’ cognitions about teaching
speaking, he provides important insights into their
pedagogical decisions and instructional practices
throughout their careers.

However, despite the extensive nature of the
mentioned study, it stands as a rare case in the field
of language teacher cognition. This area is lacking
in-depth studies that delve into various aspects of
teachers’ thoughts and beliefs regarding speaking
instruction using comprehensive methodological
and conceptual approaches. In light of this gap,
recent research has shown a positive shift toward
utilizing in-depth interviews as a means to examine
practically-oriented beliefs (Fives H. & Gill M.G.,
2015). These interviews allow researchers to
explore teachers’ beliefs with direct references to
classroom practices (Borg S., 2006). By employing
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such methods, scholars have an opportunity to
gain deeper insights into how teachers think
about teaching speaking and its implications on
instructional decisions..

Materials and methods

As part of my doctoral research project at the
University of Bath in the UK, I conducted a study to
investigate teachers’ beliefs regarding teaching oral
skills. To gain a comprehensive understanding of
these beliefs and practices, I employed two different
types of interviews: scenario-based interviews
(SBI) and stimulated-recall interviews (SRI).
These interview methods were complemented by
classroom observations, allowing for thorough
data collection. The utilization of interviews in this
study holds particular significance as they are not
commonly employed in language teacher cognition
research. By employing these interview techniques,
I was able to bridge an existing methodological gap
within this field.

A. In order to gain a deeper understanding of
teachers’ beliefs, scenario-based interviews were
conducted before classroom observations. These
interviewsallowed theresearcherstoinquire aboutthe
participants’ stated beliefs regarding oral instruction
within their specific teaching contexts. This strategy
was adopted because it is acknowledged that abstract
constructs such as beliefs can be challenging for
teachers to discuss in extensive detail. Previous
research has also indicated that directly asking
teachers about their beliefs may not yield fruitful
results, as many educators may not be fully aware of
or have adequate language skills needed to express
these underlying convictions. D.M. Kagan (1992:
66) highlights this issue by stating that “teachers
are often unaware of their own beliefs, they do not
always possess language with which to describe
and label their beliefs, and they may be reluctant to
espouse them publicly.” Therefore, scenario-based
interviews offer an alternative method for exploring
teacher cognition by providing contextualized
scenarios within which teachers can reflect upon and
articulate their thoughts more effectively.

In order to facilitate the data elicitation during
the interview process, the participant teachers were
presented with a series of carefully constructed
scenarios that depicted wvarious instructional
situations commonly found in classroom settings.
These scenarios served as stimuli for teachers to
reflect on and provide their insights regarding
what they believed they should or would do in
those specific situations. The intention behind this

approach was to uncover the teachers’ conception
of “desirable behavior” when it came to teaching
practices (Basturkmen H. et al., 2004). Interestingly,
besides commenting on the given scenarios, teachers
were also encouraged to establish connections
between these hypothetical situations and their
own past experiences as both language learners and
language instructors. This additional aspect allowed
for a deeper exploration into how personal histories
may shape an individual’s pedagogical beliefs.
To ensure consistency and enable meaningful
comparisons among participants, all educators were
exposed to identical scenarios during this research
inquiry. By employing such uniformity in scenario
selection, I was able to analyze variations within
participants’ stated beliefs concerning each situation
that they encountered. It is worth noting that these
scenarios stemmed from my own observations of
English as a Foreign Language classrooms at state
schools in Kazakhstan.

I will now present three teaching scenarios
utilized in the scenario-based interviews as samples.
It is important to note that during the interviews |
have excluded the rationale sections from teachers’
copies of the interview schedule to avoid leading
participant answers and thus contaminating data. [
decided to reproduce the rationale sections in this
paper so that readers can understand the theoretical
foundation of the scenarios and the purpose behind
their inclusion in the interviews.

Scenario 1: As part of an activity aimed at
enhancing students’ speaking skills, you aim to
facilitate a whole-class discussion in the classroom.
To achieve this, you plan to engage the students by
posing questions. However, you observe that the
students tend to respond with short answers such
as ‘yes,” ‘no,” or brief one-word replies. In light of
this situation, how should you respond and why?
Rationale: In this scenario, it is crucial to address the
issue of students providing limited responses during
the discussion. When students are encouraged to
participate in a discussion by responding to questions,
it is expected that they will offer more detailed and
comprehensive answers, thus fostering meaningful
exchanges of ideas. However, when students
predominantly rely on short, one-word answers, they
miss out on the opportunity to practice and develop
their oral communication skills (Tang J., 2002). It is
common for students to opt for concise responses as
they may be apprehensive about making mistakes
while speaking at length or may underestimate their
abilities in verbal expression (Goh C.C. & Burns A.,
2012). The purpose of this scenario is to uncover
teachers’ perspectives and beliefs regarding the
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instruction of speaking turns, including both short
and long turns, as well as the facilitation of whole-
class discussions or alternative forms of discourse.

Scenario 2: When organizing students into
groups for a classroom discussion, a student
expresses their opinion that practicing L2 speaking
skills is unnecessary because the university entrance
exam does not assess students’ communication
skills. What would be your response to this
student if you were their teacher? Rationale:
This scenario aimed to elicit respondents’ beliefs
regarding the significance and priority of teaching
oral communication skills in contrast to grammar,
vocabulary, reading, and writing. Furthermore, I
intended to discuss the potential influence of state
exams on the instructional design of oral skills
pedagogy within classrooms due to the absence of
speaking assessments in state examinations.

Scenario 3: After a class, a student approaches
you and demonstrates eagerness to improve their
speaking abilities. The student appears highly
motivated and determined to put in extra effort to
achieve this goal. They ask for your guidance on
what they should do. How would you respond to
this student’s inquiry, and why? Rationale: In this
particular scenario, I had the opportunity to explore
the approaches employed by teachers in enhancing
students’ oral proficiency. Furthermore, teachers
expressed their perspectives regarding students
who demonstrate preparedness for engaging in
supplementary activities beyond formal classroom
instruction.

B. After conducting classroom observations,
stimulated-recall interviews were organized to
further investigate the dynamics of teachers’ belief
networks. This interview type aimed to provide
teachers with a platform to articulate their thought
processes regarding specific instances of instruction
during the observed classes. As a result, this method
has proven invaluable in capturing and examining
the cognitive processes that influence teachers’
instructional decisions within the classroom. By
employing stimulated-recall interviews as a data
collection instrument, [ gained access to valuable
insights into teacher cognitions directly related
to classroom practices. This approach effectively
allowed for an exploration of the complex
interplay between theoretical beliefs and practical
implementation in pedagogy.

In conducting SRIs, audio recordings of the
lessons were used as stimuli for participants’ recall
instead of using videotapes. While it is true that
videotapes may have facilitated better recall due
to their combination of vision and sound (Borg S.,
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2006; Calderhead J., 1981), I made the deliberate
decision not to video record the lessons. This
choice was based on concerns regarding participant
reactivity. Video recording has been identified as
intrusive and is likely to generate a heightened level
of awareness among individuals being observed
(Borg S., 2006). Given that my aim was to capture
naturally occurring English as a Foreign Language
classes without any external influences, I wanted
to avoid compromising authenticity by introducing
video cameras into the classroom setting.

The audio stimuli served ‘“as the basis
of concrete discussions of what the teachers
were doing, their interpretations of the events
represented in the stimuli and of their reasons for
the instructional decisions they were taking” (Borg
S., 2006: 219). To elicit participants’ perspectives
on the instructional practices employed during oral
instruction, I carefully chose specific excerpts from
the recorded lessons and presented them as prompts
for discussion. These concrete extracts served as
focal points to encourage participants to identify
their interpretations of what was occurring in those
moments. Moreover, they were encouraged to
reflect on whether or not the pedagogical approach
being discussed aligned with their personal teaching
preferences. Subsequently, participants were asked
to articulate their rationales behind implementing
these particular instructional techniques. This
approach allowed for a detailed exploration of
participants’ thoughts and reasoning regarding
their chosen strategies within the context of oral
instruction. To adopt a different method, one could
consider playing the entire recording and allowing
the participants to have more agency in selecting
which instructional episodes they wish to discuss
(Clark C.M. & Peterson P.L., 1984). However,
implementing this strategy would demand a larger
time commitment from the participants. Given that
each lesson typically spans 50 minutes, and it was
customary for me to observe multiple classes of a
single participant within the same day, allocating
sufficient time for such an approach would prove
improbable. To accommodate the participants’
busy schedules and prevent potential participant
fatigue, [ decided to select specific portions from the
lengthy 100-minute audiotape instead of replaying
it in its entirety. This approach was undertaken to
be considerate of the teachers’ time constraints. By
playing extracts that focused on speaking instruction
and prompted open-ended commentary from the
teachers, the unnecessary burden on their already
congested schedules was minimized while still
allowing for meaningful reflection.
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Nevertheless, it is crucial to acknowledge the
ongoing methodological discourse surrounding
stimulated-recall interviews. It has been argued that
participants could merely be expressing “post-hoc
rationalizations — i.e., explanations made up at the
time of the interview rather than accounts of the
thinking underpinning the events they are asked to
reflect on” (Borg S., 2006: 211). (Borg S., 2006:
211). While it was challenging to ascertain with
absolute certainty whether teachers were engaging
in post-hoc rationalizations, I tried to mitigate this
possibility through diligent consideration of specific
factors.

Firstly, to establish a positive relationship with
the participants, I introduced myself as an impartial
researcher without any formal connections to the
Ministry of Education or the school administration.
This was crucial for me not to be perceived as an
evaluator or inspector by the teachers. Additionally,
I only selected participants who volunteered to take
part in the study after our meetings and provided
signed consent forms guaranteeing anonymity and
confidentiality. These precautionary steps were
implemented specifically to cultivate mutual trust
between myself and the research participants.

Secondly, to ensure participants’ understanding
of the SRI procedures and ease any potential
apprehension, I provided a thorough explanation
of the stimulated-recall technique including its
purpose, procedure, and the responsibilities of those
involved. This pre-interview clarity was essential
to prevent any misinterpretation or uncertainty
among teachers. It aimed at cultivating a sense
of familiarity with the technique to alleviate any
possible confusion or anxiety that may hinder their
participation.

Thirdly, in order to enhance the quality of the
stimuli used in this study, audio recordings of the
lessons were utilized. However, to further enrich and
improve these stimuli, essential information from
field notes was also incorporated. Subsequently, a
more comprehensive context was created around the
stimuli. This contextualization proved crucial as it
enabled teachers to effectively recall and reflect upon
the specific events that occurred during instruction
when discussing them later on (Skott J., 2015: 21).

In addition, according to the work of S.M. Gass
and A. Mackey (2000), it is argued that reducing
the time gap between specific instructional episodes
being analyzed and conducting stimulated-recall
interviews can lead to more reliable data. While
it would be ideal for researchers to immediately
conduct these interviews after each subsequent
lesson, practical constraints may prevent this from

always being possible in real-world contexts.
Firstly, participants such as secondary school EFL
teachers often have busy schedules, making it
challenging to schedule an interview immediately
following an observed lesson. In order to prioritize
ethical considerations, I opted to accommodate
the availability of the teachers rather than impose
additional burdens on them by insisting on immediate
post-lesson interviews. Additionally, since audio
recordings were used as stimuli for stimulated-
recall sessions in my study, conducting interviews
right after each observed lesson or later during the
same day was not feasible due to the required time
for stimulus preparation processes. Nevertheless,
there was never a gap longer than two days between
each observed lesson and its corresponding follow-
up interview.

By employing these meticulous procedures, |
aimed to minimize the potential limitations and bias
inherent in using stimulated recall interviews to
study teacher cognition.

Results and discussion

The scenario-based interviews consisted of a set
of eight carefully constructed scenarios that aimed
to uncover the participants’ explicitly stated beliefs
regarding their approach to teaching speaking. Upon
starting the interview, participants were presented
with clear instructions at the beginning of each page,
which stated: “Below are several potential situations
that may arise in a classroom environment. For each
situation, kindly articulate your thoughts on what
actions you believe should be taken and provide
a rationale behind your choices.” Based on this
guidance, teachers proceeded to analyze different
teacher-student interactions inherent within each
scenario and then expressed their intended course
of action when faced with said situations. However,
unless | specifically requested their input on how
these situations apply to their personal experiences
in the classroom with current or former students,
the information they provided mainly focused on
“ideal instructional practices” rather than addressing
the realities of instruction (Borg S., 2006: 279).
Consequently, I decided to modify the instructions as
follows: ‘Below are several possible scenarios that
may arise in your teaching practice. Please carefully
analyze each scenario and provide your professional
judgment based on your own recent or past teaching
experience.” Additionally, throughout the interview
process and prior to discussing each scenario, it was
important for me to consistently remind participants
about these revised guidelines.
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Conclusion

Conducting stimulated-recall sessions proved
to be the most complex and demanding type of
interview. Due to their busy schedule, the teachers
encountered challenges in recalling particular
classroom activities that had been predetermined.
Furthermore, in contrast to the preceding interview
methods employed, we expedited the arrangement
of stimulated recall sessions after observing
instructional episodes. The scheduling for these
sessions had to be retrospectively devised based
on our prior observations of the lessons. This
presented an additional challenge as it required us to
meticulously identify and accurately present stimuli
for recall to the participating teacher while providing
them with as much relevant detail as possible.

After conducting numerous stimulated-recall
interviews, it became apparent to me that the
transcripts of stimuli were not utilized during the
recall sessions, despite being prepared for and given
to participants. In a rather unexpected manner, the
accounts of contextual elements encompassing
particular classroom activities (derived from field
notes) and audio recordings seemed to be sufficient
for teachers to remember every detail of their

classroom proceedings with great clarity. These
findings suggest that when it comes to recalling
past events in a teaching environment, relying
solely on firsthand accounts supplemented with
comprehensive context seems more effective than
using written prompts such as stimulus transcripts.
This observation underscores the potential
limitations or redundancy associated with providing
additional textual cues during memory retrieval
exercises.

According to the emergent findings, it could
be suggested that teachers’ cognitive domains
(includingtheirbeliefsystems) should be investigated
as embedded in their classroom practices utilizing
extensive interviews. This approach aligns with
a recent recommendation within the field which
advocates for exploring teacher beliefs through an
examination of their situated professional practices.
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