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Abstract

The purpose of this study is to explore the extent of EFL teachers' perceptions of
pedagogical content knowledge in the upper elementary schools stages. To achieve this
purpose and to answer the research questions, the researcher adopted a mixed method and
chose a sample which consisted of (200) in —service EFL teachers. The researcher utilized
two main instruments, a questionnaire and an interview. And to determine the reliability of
the instruments, Cronbach Alpha was used. The collected data was analyzed and treated
statistically through the means and standard deviations, t- test, one way ANOVA and
Statistical Package for Social Sciences (SPSS). After the statistical analysis, the major
findings of the study revealed that EFL teachers' pedagogical content knowledge
perceptions were positive. The findings indicated that there were no statistical significant
differences at the level (¢<0.05) in the mean scores of EFL teachers' pedagogical content
knowledge perceptions due to gender, qualification, and number of training workshops.
The findings also indicated that there were significant differences in the extent of EFL
teachers' pedagogical content knowledge perceptions in the upper elementary schools
stage due to experience and in favor of years of experience for more than 10 years, and
supervising authority in favor of private schools. Based on the previous findings, the study
recommends that the researchers should use a variety of instruments including field
observations to assess the PCK teachers possess. Also, re-evaluate the effectiveness of pre-
service and in-service teacher preparation programs in promoting PCK Education.
Researchers should conduct more empirical studies that depend on different variables.
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Chapter One

Introduction

1.1 Background of the Study

Teaching is one of the most complicated jobs today. It requires broad knowledge of subject
matter, curriculum, standards, a love of teaching, classroom management techniques and a
desire to make a difference in the students' lives. So, our present time is marked by
unprecedented interest in teachers' quality, because it is the most important school-related
factor influencing students' achievement, and a strong classroom teacher is the most
important determinant of student' success (Stinson, 2015).

The educational system in Palestine has been experiencing changes and reforms and also in
the field of teacher professional development, and there is a great demand on teachers to
perform effectively in classrooms. Even the most well- prepared teachers still need to
improve their knowledge and skills throughout their careers. Teachers' professional
development involves all processes and designed activities that enable teachers to acquire
knowledge, skills, attitudes and behaviors that enhance their abilities to function effectively
(Kitta, 2004). Reimers (2003) asked a question: Why is teachers' professional
development important? The answer was that the professional development of teachers is a
key factor in ensuring the reforms at any level are effective, and successful professional
development opportunities for teachers have a significant positive effect on students'
performance and learning. Therefore, teachers need parallel development of content
knowledge as well as pedagogical knowledge, because professional development is very
necessary for continuing education and keeps the teachers’ minds active. In addition,
training programs make teachers deal with the changes and enables them to equip
themselves with the new techniques and methods that are required in their jobs. For this
regard, Palestinian Ministry of Education offers training programs to maintain teacher'
pedagogical content knowledge (PCK), and to enhance the professionalism of teachers
which includes a certificate afterward. Since the training stimulates teachers' knowledge of
materials, skills and pedagogy, they will have more opportunities to make the learning
process in the classroom successful.

In order to teach effectively, teachers should have a strong knowledge base of the material.
When teachers' knowledge falls below a certain level, it is a significant impediment to
students' learning, as well as a strong understanding of the material being taught, teachers
must also understand the ways students think about the content, and be able to evaluate the
choice behind students' own methods and identify students' common misconceptions.



Thus, effective teachers have to understand the content they teach and know how to
explain it in a manner that their students could understand. They need to apply strategies to
help their students increase their achievement. Also, they ought to understand and apply
the knowledge of the children development in order to motivate and engage them in the
learning-teaching process, and it is essential for them to become aware of the fact that they
teach different students, each with special needs and talents, and different levels of
motivation, attention, knowledge and maturity. In addition, teachers must have the ability
to diagnose these individual differences. Lubart (2004) mentioned that cognitive
development depends on a complex set of individual differences, and teaching a topic
using a wide range of learning styles and activities allow students to find at least a part that
fits their abilities and interests.

According to Alexander (2016), in the classroom settings, teachers are members of the
social environments. Therefore, they directly influence children's growth and teaching.
Alexander (2016, p.8) also mentioned that Vygotsky believed that the most effective
learning happens when the new skill and knowledge are just on the edge of emergence,
what he calls the “zone of proximal development”. Moreover, teachers are the experts
interacting with children to support and challenge their thinking, and they have to draw on
multiple competencies to effectively serve as a scaffold between current knowledge and
new knowledge, so teachers need to be skilled and knowledgeable with the content.
Further, they should realize where the learner is, their actual knowledge and ability, where
the learner should go, the potential knowledge and ability, and how to get them there. PCK
subsumes all of the mentioned competencies as outlined by the sociocultural theory
(Alexander, 2016).

Content knowledge (CK), pedagogical knowledge (PK) and pedagogical content
knowledge (PCK) are necessary for effective teaching, and they were introduced many
years ago by Shulman (1986) who described PCK as a special amalgam of content and
pedagogy. He introduced a paradigm in which teacher's knowledge was classified into
seven categories and they include: content knowledge, curriculum knowledge, general
pedagogical knowledge, pedagogical content knowledge, knowledge of learners and their
characteristics, knowledge of educational contexts and knowledge of educational values.
(Kitta, 2004) defined PCK as the knowledge of how to transform formal subject matter
knowledge into something appropriate for a particular group of students. On the other
hand, Nezvalova (2011) defined PCK as the ability to translate subject matter to a diverse
group of students using multiple strategies and method of instruction and assessment while
understanding the contextual, cultural and social limitations within the learning
environment. He used the term translate instead of transform because content is adjusted to
fit teachers' understanding of the students.

Teachers ought to have a good grasp of the subject matter before being able to transform it.
They need to use a teaching strategy to make the subject matter accessible to the learners,
and they need also to have an idea of possible learners' conceptions that the learners may
have about the topic in order to prepare explanations that will help to eliminate or reinforce
these conceptions. Moreover, teachers who have limited subject matter may contribute to
the development of misconceptions in learners (Sibuyi, 2012).

Researchers from various educational disciplines such as English, science and social
studies have been interested in exploring, analyzing and formulating what teachers' PCK is
and have come to different views, such as: Aljaro et al (2017) Kanat (2014) Migdadi & Al-



Omari (2014) Sanoto (2017) Mark (2000) Pitmann (2015) Ibrahim (2016) and Al-atrash
(2016).

It has been noticed that some critical features of teaching such as the subject matter being
taught, the classroom context, the physical and psychological characteristics of the
students, or the accomplishment of purposes not readily assessed on standardized tests, are
typically ignored in the quest for general principles of effective teaching (Shulman, 1986).
Hence, teachers ought to be aware of these principles. In addition, they have to understand
how to combine pedagogy and content effectively, and how to make a subject
understandable to the students, so this study attempts to explore the extent of EFL teachers'
pedagogical content knowledge perceptions in the upper elementary schools stage.

1.2 Statement of the Problem

Studies have proved how difficult education is, especially with the progress and
tremendous development of technology available to the students, which led to a complete
change of the role of teachers. In order to keep pace with this development and progress,
teachers should be armed with many necessary tools, methods, strategies and knowledge
that help them in this difficult profession. Thus, to achieve the educational goals, the
teacher must move from a carrier of information into a monitor and facilitator for
students, and this requires a radical change in the concept of the teacher's role and tasks.

Although, the student is the center of attention in the process of teaching and learning, yet
a teacher still plays an important role in this process (Migdadi & Al-Omari, 2014) . So
being a teacher means being an expert in teaching in some content area. He/ She must have
basic knowledge and the skills of the pedagogical principles and content knowledge, so
having a deep understanding of the content isn't enough without the proper methodology
and strategies available to facilitate students' learning. Let's take this example: the teacher
may know some teaching strategies, but the lack of content knowledge may prevent the
teacher's to determine which strategy is the best suited for a specific topic within the
content area. The successful teacher must both understand the content very deeply and be
able to share effectively that knowledge. When teachers possess both content knowledge
and pedagogical knowledge relevant to that content, they possess pedagogical content
knowledge, and that's the idea which Shulman, (1986)(1987) called for the teachers have to
possess two elements: knowledge of the content and knowledge in teaching methods, so
PCK means the deep knowledge of the teacher of a subject matter or a specific content and
the rich knowledge of how to teach it.

The researcher has noticed through her work, as a substitute teacher, that some English
teachers who teach English language tend to focus heavily on content rather than using
specific strategies for teaching English language, or they don't understand what the
expected curriculum goals are, and what resources are needed to achieve these goals. In
addition, National Council of Teachers of English (NCTE's) conference (2006) put
recommendations for what effective English teachers should know and be able to do upon
entering the classroom, and teachers must have CK and know how to teach that content so
that students can learn and demonstrate their learning, and it aligns with Shulman's (1986)
(1987) notion of PCK. Therefore, this study attempts to explore the extent of EFL teachers'
pedagogical content knowledge perceptions in the upper elementary schools stage.



1.3 Objectives of the Study:

This study aims to explore the extent of EFL teachers' pedagogical content knowledge
perceptions in the upper elementary schools stage, and to explore whether their perceptions
vary dude to gender, qualification, years of experience, number of training workshops and
supervising authority.

1.4 Questions of the Study:

The study addresses the following main and sub-questions::

What is the extent of EFL teachers' pedagogical content knowledge perceptions in
Bethlehem District? And, are those pedagogical content knowledge perceptions different
due to gender, qualification, years of experience, number of training workshops and
supervising authority?

1.5 Hypotheses of the Study:

The question of the study was turned into these null hypotheses as the following:

1- There are no statistical significant differences at the level (0<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to gender.

2- There are no statistical significant differences at the level (0<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to qualification (Diploma,
Bachelor's degree, Master's degree).

3- There are no statistical significant differences at the level (¢<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to years of experience.

4- There are no statistical significant differences at the level (¢<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to the number of training
workshops (less than 3, 3-5, more than 5).

5- There are no statistical significant differences at the level (¢4<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to the supervising authority
(public school, private school).



1.6 Significance of the Study

This study provides necessary information on the theoretical, practical and research fields.

On the theoretical field, this study is expected to introduce a theoretical framework about
pedagogical content knowledge, content knowledge, pedagogical knowledge and
professional development for teachers, curriculum designers and researchers.

On the practical field, the results of the study are expected to give the educators and
decision-makers working in Ministry of Education, a clear vision to develop programs for
professional development for EFL teachers in the upper elementary schools stage by
focusing on the PCK principles. In addition, it is hoped that the study provides a good
model that can be used to improve the educational process.

On the research field, Pedagogical content knowledge is the main point of most of the
studies in the field of Science and Mathematics, but it is noticed that there have been fewer
studies on foreign language teaching. The results of this study may bridge this gap and
enrich the literature for further research, with further variables, stages and different
instruments.

1.7 Limitations of the Study

The study is limited to the following:

1- Locative limitation: The study covered only public and private schools in Bethlehem
District.

2- Temporal limitation: The study was carried out in the first semester of the scholastic
year 2017 -2018.

3- Human Limitation: This study consisted of all EFL teachers (male/female) at public
and private schools.

4- Conceptual Limitation: The study is limited to the concepts and definitions previously
mentioned in it.

1.8 Definition of the Terms

1-Pedagogical content knowledge: Shulman (1986) defined pedagogical content
knowledge as a special blending of content and pedagogy that is uniquely the province of
teachers, their own special form professional performance.



2- Pedagogical content knowledge perceptions: The extent of teachers' understanding
how to combine pedagogy and content effectively, and how to make a subject
understandable to the students. The perceptions measured by a questionnaire of PCK in
English language and interview.

3- Content knowledge: Shulman (1986) defined it as "the amount and organization of
knowledge per se in the minds of teachers". It is also knowledge of the subject being
taught.

4- Pedagogical knowledge: Park (2005) mentioned that pedagogical knowledge refers to
knowledge about teaching, and it includes: knowledge of learners and learning, knowledge
of classroom management, knowledge of instruction and curriculum, knowledge of
assessment, and knowledge of educational goals.

2- Professional development: An ongoing process of learning by using multiple
educational sources for the teachers to improve their performance, to keep their
competencies up-to-date and to achieve the objectives of the teaching/learning process
successfully (Abu Shoqair & Abu Shaaban,2013).

3- Upper elementary stage: The grades between 5-10 (Palestinian Ministry of
Education, 2017).



Chapter Two

Literature Review and Related Studies

2.1 Introduction

In this chapter, a review of literature related to the teachers' knowledge, content
knowledge, pedagogical knowledge, pedagogical content knowledge and professional
development is explored.

2.2 Teachers' Knowledge

Teaching requires certain qualifications rather than seeing it as a job that everybody can
have or seeing it as a routine which takes place informally anywhere. It should be
interpreted as a profession performed formally and the teacher manages the learners, plans
lessons, allocates time and assesses the comprehension of the learners along with majoring
in the field having the qualified knowledge (Shulman, 1986).

Teachers' knowledge and what they should know and how they should implement what
they know is the center of studies in education. The early studies about teachers'
knowledge were based on the field specifications and teachers' practice like materials and
activities choice or planning and acting in accordance with the plans (Shulman, 1986).

This expression was first named by Shulman at a conference at the university of Texas in
1983 which was titled: The missing paradigm in the research about teaching, and what
Shulman called the missing paradigm was the specific content and lack of attention that it
was earning on the way to being a teacher. He offered to include what teachers know about
their subject matter under the name content knowledge and that includes the
comprehension of facts, concepts and the structure of a subject matter. Besides the content
knowledge, he named two categories for knowledge base of teachers to point out what
teachers should know, they are : Pedagogical content knowledge and curricular knowledge,
in other words, he expressed the importance of covering the knowledge about subject
matter and the knowledge about how should this knowledge be presented to the students in
line with the choice of appropriate programs and materials for teaching.

Shulman (1987) added four new categories to the knowledge base of teachers along with
the three categories he declared in his study in 1986. The knowledge base of teachers was
asserted to have seven categories, which are:



1- Content knowledge: It is the knowledge of the subject being taught. English teachers
must have the proficiency in the target language, the degree of knowledge the teachers
have about the formal properties of the language such as grammar, the culture of the
second language (L2) community as well as an understanding of applied linguistics and
curriculum development (Mohamed, 2006).

2- General pedagogical knowledge: It is the knowledge of pedagogical principles and skills
in using the techniques and strategies that are not subject-specific including classroom
management, and using group work. It is also the methodological options available to the
teachers and the awareness of instructional strategies that could be applied to teaching by
considering current theories of how languages are learnt (Mohamed, 2006).

3- Pedagogical content knowledge, which is the knowledge of how to teach a specific
content in a particular subject domain. In addition, it is the teachers' knowledge of
instructional strategies that could be applied in teaching the English language. It also refers
to the way that the target language may best be presented and learnt, that is the
methodology of language teaching. Moreover, PCK refers to knowledge that provides a
basis for language teaching. It is the knowledge that is drawn from the study of language
teaching and learning itself and which can be applied in different ways to the resolution of
practical issues in language teaching. It could include course work in areas such as
curriculum planning, assessment, reflective teaching, classroom management, teaching
children and teaching the four skills (Asl et al, 2014).

4- Curriculum knowledge, which is the knowledge about the particular materials and
programs used by teachers.

5- Knowledge of learners and their characteristics, which is the teachers' awareness of his\
her students, their learning strategies, their needs and problems in learning in order to
know how to meet all students' individual differences (Mohamed,2006).

6- Knowledge of educational contexts, which involves knowledge of schools, classrooms
and consideration of any context or setting where learning takes place (Shulman, 1986).

7- Knowledge of educational ends, purposes and values.

Richard (2010) proposed ten dimensions of teachers' knowledge and skills that are the core
of expert teacher competence and performance in language teaching. The first is the
language proficiency factor of the teacher, and there are several language specific
competencies that a language teacher needs in order to teach effectively, like the ability to
comprehend texts accurately, provide good language models and maintain the use of the
target language in the classroom. Thus, the teacher's level of language proficiency will
determine the level of that teacher's confidence.

The second dimension is the role of content knowledge, which is what teachers need to
know about what they teach, and CK for language teachers includes what teachers know
about language teaching, and constitutes knowledge that would not be shared with teachers
in other subject areas.

The third dimension of teachers' knowledge is teaching skills. According to Richard
(2010), the teachers' training involves developing a great number of teaching skills, which
can be obtained by observing experienced teachers, and often by practicing teaching in a



controlled setting, using activities such as peer teaching. He also explained that having
opportunities to experience teaching in various situations with different kinds of learners,
and teaching different kinds of content, is how a repertoire of basic teaching skills is
acquired. They include: procedural and managerial aspects of teaching such as lesson
planning, rules and routines for classroom management, ways to open and close lessons,
techniques for effective questioning, and eliciting and giving feedback.

The fourth dimension is knowledge required by the language teacher which is contextual
knowledge. Given that teachers teach in many different contexts, in order to function in
those contexts, that may some teachers acquire appropriate contextual knowledge that will
enable them to learn to be effective in different contexts, background and cultures.
Learning to teach in a specific context is a process of socialization that involves becoming
familiar with a professional culture and its goals, while sharing values and norms of
conduct, and this "hidden curriculum™ of professional socialization is often more powerful
than the school's prescribed curriculum.

The fifth dimension is language teacher personality, and this dimension goes beyond skills
and knowledge to develop an understanding of what means to be a language teacher.

The sixth dimension is the learner- focused teaching dimension. He explained that teaching
Is performance, whereby the teacher takes accounts of both the social and learning interests
of students, building a community of learners in the classroom. This is undertaken by
managing the learning environment, with the aim of creating a pleasant and productive
setting.

The seventh dimension proposed by Richard (2010) for language teacher is pedagogical
reasoning, which takes into account the ways in which teachers' beliefs and cognitive
processes shape their thinking and actions in relation to classroom practices.

The eighth dimension is the "theorizing of practice”. It refers to the ways personal
understandings and knowledge (theories) are shaped by practical experience of teaching.
This helps to make sense of experience and informs classroom practice. Also, it involves
reflection on one's teaching practice in a variety of ways, and theorizing about the effect of
that practice on learners.

The ninth dimension of teachers' knowledge proposed by Richard (2010) is membership in
community practice. It is about collaborative and sharing knowledge among language
teachers. This can lead to enhance practices through teamwork and group collaboration,
and it provides teachers the opportunity to work and learn together in activities with shared
goals and responsibilities.

The final dimension of teachers' knowledge and skill is professionalism. English teaching
requires a specialized knowledge base obtained through both academic study and practical
experience.

Planning and teaching English subject is perceived to be a complex activity that needs
several types of knowledge. Therefore, teachers who have integrated knowledge base will
have a great ability to plan, reflect and teach. Also, effective teachers have direct influence
in enhancing students' learning and achievement. Thus, a whole range of personal and
professional qualities are associated with higher levels of learner achievement like content



knowledge, the ability to use a range of teaching strategies skillfully, pedagogical content
knowledge, and knowledge of learners and their needs.

2.3 Content Knowledge

Helping students to learn the subject matter involves more than the delivery of facts and
information. Actually the goal of teaching is to assist students in developing intellectual
habits to enable them to participate in, not merely to know about (Kleickmann & et al,
2013).

Shulman (1986) was the first researcher used the term content knowledge, which reflected
also the subject matter knowledge. He defined it: The amount and organization of
knowledge per se in the minds of teachers. According to him, (CK) is a comprise of a
collection of the literature and studies of a specific discipline as well as the nature of
specific knowledge within the subject area. He mentioned this through the example of the
English teacher.

For example, the teacher of English should know English and American prose and
poetry, written and spoken language use and comprehension and grammar. In
addition, he or she should be familiar with the critical literature that applies to
particular novels or epics that are under discussion in class. Moreover, the teacher
should understand alternative theories of interpretation and criticism and how these

might relate to issues of curriculum and of teaching.(p.9)

Shulman (1986) included the need for teachers to be familiar with the content. He
suggested that this familiarity could help teachers to make meaningful connections to what
students were learning in other classes.

In the different subject matter areas, the ways of discussing the content structure of
knowledge requires going beyond knowledge of facts or concepts of a domain. It requires
going beyond understanding the structure of the subject matter in the manner defined by
scholars as Joseph Schwab who said that the subject matter includes both the substantive
and syntactic structures (Shulman, 1986). He also cleared that the substantive structures are
the variety of ways in which the basic concepts and principles of the discipline are
organized to incorporate its facts, whereas the syntactic structure compasses knowledge of
the process through which knowledge is generated in the field.

Tsui (2003) conceptualized English as a second language (ESL) subject matter knowledge
as knowledge about language system which consists of phonology, lexis, grammar and
discourse. Furthermore, Ellis (2006) mentioned that content knowledge is clearly the
teachers' knowledge of English language, and she analyzed the aspects of the content
knowledge of ESL teachers as follows:

1- The teachers' ability to speak and write English as a competent user.
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2- The teachers' knowledge of English from an analytical perspective: Its phonology,
grammar, syntax, lexical properties, generic structures, pragmatics realizations and literacy
conventions.

3- The teachers' knowledge /experience of the acquisition of the content in formal contexts.
4- Knowledge of a second language and second language use.

Asal et al (2014) also mentioned that CK refers to English as a Foreign Language (EFL)
teachers' knowledge of the subject, encompassing their proficiency in English along with
their knowledge about the formal aspects of English such as syntax, phonology, etc.. In
addition, CK refers to what language teachers need to know about what they teach and
constitute knowledge that would not be shared by teachers of other subjects.

CK is the basic component of teaching knowledge and essential knowledge that influences
students' achievement (Danisman & Tansili, 2017). It is also very important not only for
teaching itself, but also for the evaluation of textbooks. Further, CK is the fundamental
requirement for an effective teaching (Darling-Hammond et al, 2009). Thus, teachers who
are competent in CK can know what kind of prerequisite knowledge necessary to teach a
specific subject, what the appropriate examples and homework are, and what kind of
illustrations can be used (Danisman & Tansili, 2017). In addition, those teachers may teach
in a more interesting and dynamic way, while teachers with little CK may shy away from
the difficult aspects of the subject. Therefore, teachers continually need to add to their
subject knowledge in order to keep up-to- date with developments in a subject area.

The researcher defined the term content knowledge as the body of knowledge and
information that teachers deliver to the students and who are expected to learn in a given
subject, and it refers to the facts, theories, principles and concepts that are taught and
learned in specific academic courses. Teachers should know English grammar, written and
spoken language use, reading and listening comprehension at a certain level.

2.4 Pedagogical Knowledge

Teachers are required to have a deep understanding of the content they teach. In addition,
they ought to have a strong understanding of teaching pedagogy to be able to teach
effectively. Thus, students need to be effectively engaged in their own learning in order to
progress in their skills and understanding of difficult concepts, so teachers facilitate this
engagement through their knowledge of teaching pedagogy. Pedagogy was for a long time
mostly associated with teaching. Knowledge was supposed to be transmitted to the
learners, and pedagogical questions circled around suitable ways for teachers to instruct the
learners (Oskarsson, 2014).

Agreement that subject matter knowledge is not enough for being a good teacher has led
researchers to investigate what knowledge and skills are required for effective teaching
(Kilic, 2009). It is not only the knowledge acquired by the classroom that matters, but also
the process of imparting knowledge to the students by applying techniques and strategies
that will make the lesson easily comprehended by learners, so if a teacher is able to
present his/ her lesson in a such way that learners appreciate and appeal strongly, it means
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the pedagogical knowledge of the teacher is sound (Tsafe, 2013). Teachers who have
strong pedagogical knowledge have rich repertoires of teaching activities and they are able
to choose tasks, examples, representations and teaching strategies that are appropriate for
their students, and they know how to facilitate classroom discourse and manage time for
classroom activities effectively (Kilic, 2009). In addition, teachers who apply good
classroom conditions will improve the academic achievement of students and motivate
them to score high marks, so pedagogical knowledge can be used to consider how a teacher
can teach in the class (Tsafe, 2013).

2.4.1 Definitions of pedagogy

The term pedagogy is derived from two Greek words of paid meaning "child" and a
(Agogus) which means "leader of". Thus, it means the art and science of teaching children
(Tsafe, 2013). General pedagogical knowledge involves "broad principles and strategies of
classroom management and organization that appear to transcend subject matter”
(Shulman,1987, p. 8), as well as knowledge about learners, assessment and educational
contexts and purposes.

According to Ozdon (2008), pedagogy is the Knowledge about teaching, an understanding
of how particular topics, problems, or issues are organized, presented, and adapted to the
diverse interests and abilities of learners and the ways of representing and formulating the
subject that makes it comprehensible to others, it is also the science of teaching,
instruction and training.

Loughran et al (2012) defined pedagogy as a term that is used in education in a variety of
ways and designed to make talk of teaching appear more sophisticated and remote from
real life practice, and it has more to do with understanding the relationship between
teaching and learning in ways that foster children's development and growth.

AL- Mobayed (2016) defined pedagogical knowledge as the deep knowledge about the
methods of teaching and learning and how it encompasses overall educational purposes,
value and aims. According to him, PK includes classroom managements, knowledge about
techniques to be used in the classroom, the target audience and strategies for evaluating
students' understanding.

Nezvalova (2011) defined it as general teaching skills, and it should be developed by all
teachers, and there are some pedagogical strategies which include: Planning, teaching
methods, evaluation, group work, questioning, wait time, feedback, individual instructions,
lecture, demonstration and reinforcement.

Park (2005) mentioned that pedagogical knowledge refers to knowledge about teaching,
and it includes: knowledge of learners and learning, knowledge of classroom management,
knowledge of instruction and curriculum, knowledge of assessment, and knowledge of
educational goals.

According to Kanat (2014), foreign language teaching is a discipline which requires unique

knowledge of certain techniques and approaches to motivate and communicate with
learners in the target language. Furthermore, pedagogical knowledge is a base consisting of
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the knowledge of teaching and learning approaches, method of implementations, teaching
and learning strategies, techniques, testing, classroom management and material
development.

2.4.2 Benefits of pedagogical knowledge:

Berieter (2002) mentioned some benefits for pedagogical knowledge as the following:

1- It encourages metacognition, and therefore, it will develop learners' skills or build
learning power.

2- It increases the independence of students and assists students in inquiry based or
problem based learning lessons.

3- It helps teachers to plan lessons well.
4- 1t increases teachers' reflection on their classroom.
5- It is an effective form of professional development.

6- It helps develop teachers' pedagogical content knowledge, so teachers can develop
multiple strategies to teach the same topic, understand and identify the misconceptions
students are likely to have.

The researcher defined pedagogical knowledge (PK) as the teachers' deep understanding of
organizing subject matter and general teaching strategies, processes and practices of
teaching and learning. It also includes an understanding of the nature of learners, having
strategies for assessing learners and deep understanding about the common theories of
learning: cognitive, social and developmental theories. Moreover, it has many benefits to
teachers.

2.5 Pedagogical Content Knowledge

2.5.1 Shulman's concept of PCK

In 1986, Lee Shulman introduced the concept PCK , which was one of the components of
CK, and distinguished other two forms of CK including subject matter knowledge and
curricular knowledge.

Shulman (1986) term of PCK included the most useful ways teachers represent specific
content topics so that learners understand them, and these representations includes
analogies, illustrations, examples, demonstrations, metaphors, etc. He originally defined
PCK as:
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The most useful forms of representations of those ideas, the most powerful analogies,
illustrations, examples and demonstrations- in a word, the most useful ways of
representing and formulating the subject that make it comprehensible to others.....
PCK also includes an understanding of what makes the learning of specific topics
easy or difficult: the conceptions and preconceptions that pupils of different ages and
backgrounds bring with them to the learning of those most frequently taught topics
and lessons. PCK here is considered as an affirming subject matter and how to
present and translate it into practical teaching. (p.9)

In his definition of PCK, the special nature of subject matter knowledge includes two
components, they are: 1- knowing how teachers represent the specific content to the
students 2- what these students know or don't know about the content.

In 1987, Shulman extended the categories of knowledge base of teaching in that it includes
more knowledge bases to the three forms of knowledge that were proposed in 1986, and
PCK was situated as one of the components of teacher knowledge. He refined the
definition of PCK as the following: The blending of content and pedagogy into an
understanding of how particular topics, problems or issues are organized, represented and
adapted to the divers interests and abilities of learners and presented for instruction.

In this definition, PCK represents the blending of CK with PK. He also ensured that
teachers must have deep understanding of subject matter for providing alternative
explanations of the same concepts for students who have different learning levels and
interests. Figure 1 illustrates the PCK framework Shulman (1986) conceptualized.

A teacher's PCK includes attention to aspects or sections that are difficult to learn by
learners, so PCK takes into account learners' social and personal background. Teachers
therefore restructure lessons accordingly to accommodate any misconceptions so that
fruitful learning takes place. Thus, PCK increases as teachers increasingly make use of
appropriate strategies for clearer understanding (Laban, 2016).

Pedagogical Content ;
Knowledge Pedagogical
Content Knowledge

Knowledge

Figure 1: Shulmans' pedagogical content knowledge framework.
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Shulman's concept of PCK has widely refined many other researchers, for example,
Loughran et al (2001) defined it as: the amalgam of CK and teaching knowledge that
makes that content better able to be understood through the particular approach adopted,
Whereas, Gess-Newsome (1999) defined it as a transformation of at least two components
constitute knowledge domains: General pedagogical knowledge and subject matter
knowledge. Park and Oliver (2008) defined PCK as teachers' understanding of how to help
a group of students understand specific subject matter using multiple instructional
strategies, representations and assessments while working within the contextual, cultural
and social limitations in the learning environment. However, Cochran and colleagues
(1993) renamed PCK as pedagogical content knowing (PCKg) to acknowledge the
dynamic nature of knowledge development. It was defined as a teacher's integrated
understanding of the four components of pedagogy, subject matter content, how much
teachers know their students characteristics and the environment context of learning. In
other words, it is the teacher's understanding of environmental surroundings, and this
model illustrates the dynamism and explains the development of PCK by expanding the
four categories of teacher knowledge (Peng, 2013). Hashweh (2005) asserted that Shulman
left the task of further developing the conceptualization of PCK to others and neglected to
study interaction among the seven categories of teachers' knowledge. He proposed the
following definition: PCK is the set or repertoire of private and personal content specific
general event-based as well as story-based pedagogical constructions that the experienced
teacher has developed as a result of repeated planning and teaching of, and reflection on
the teaching of, the most regularly taught topics.

Park and Oliver (2008) mentioned that the differences among scholars occurred with
respect to the components they integrate in PCK and to specific labels or descriptions of
these components. However, most scholars agreed on Shulman's (1986) two key
components of PCK: a) knowledge of instructional strategies incorporating representations
of subject matter and response to specific learning difficulties and b) student conceptions
with respect to that subject matter.

PCK has been described in different terms such as: transformation, translation,
combination,etc. Moreover, the researchers have used different domains of PCK like: CK,
PK, knowledge of learners, etc., ensuring one or two components of PCK depending on
their view and beliefs of PCK.

Teachers' knowledge is a sufficient condition for successful learning. It includes content
knowledge and pedagogical knowledge. Some teachers have good content knowledge but
they lack pedagogical knowledge, or otherwise, they have pedagogical knowledge but lack
content knowledge. Therefore, teachers must possess both content knowledge and
pedagogical knowledge and combine between them in instructional practices, and that is
called pedagogical content knowledge (PCK).Teachers use their PCK to select the most
appropriate instructional strategies for better understanding of students. PCK includes three
concepts: knowing what to teach, how to teach and how students learn in a variety of
conditions .
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2.5.2 Conceptualizations of PCK building on the work of Shulman:

Many researchers take on the work of Shulman. Grossman (1990), as cited in Gencturk
(2012), was the first one who expanded upon Shulman's ideas. She reorganized the seven
categories defined by Shulman into four general areas of teachers' knowledge and they are:
1) knowledge of subject matter which is a teacher's knowledge of the content to be taught,
and it includes syntactic and substantive structures. 2) general pedagogical knowledge: It
includes generic, instructional strategies, that might be applicable in a wide variety of
educational settings. 3) pedagogical content knowledge linking content knowledge with
pedagogy and it takes four forms: conceptions of purposes for teaching subject matter,
knowledge of students' understanding, curricular knowledge and instructional strategies. 4)
knowledge of context includes the knowledge of the school setting and the knowledge of
learners in particular classrooms.

Subject Matter Knowledge General Pedagogical Knowledge
Syntatic Substantive Learners and Classroom| Curriculum |Others
Structures |€ontent| sirictures learning Management| and
instruction

I |

Pedagogical Content knowledge

Conceptions of Purposes for teaching Subject Matter

Knowledge of Curricular Knowledge of
Students” Knowledge Instructional
Understanting Strategies

|

Knowledge of Context

Students
Community | District | School

Figure 2: Grossmans' model of PCK (p.5).

Cochran et al (1993) criticized the understanding of teachers' knowledge as a static entity,
they asserted that teaching process has dynamic nature and requires several components
like: pedagogical knowledge and subject matter knowledge. They mentioned that PCK
should be stated in constructivist perspective and they prefer to use pedagogical content
knowing (PCKg) to reflect its dynamic nature. They defined it as a teachers' integrated
understanding of pedagogy, subject matter content, students characteristics and
environmental context learning with the transformation of the knowledge components
occurred in real time while they form PCKg in teaching context. Figure3: Cochran and
others (1993)s' PCKg model.
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Figure3: Cochran and others (1993)s' PCKg model

Magnusson and colleagues (1999) model: which emphasized the components of PCK for
teaching science, and this model basically followed the Grossman's work adding
assessment knowledge as a component of PCK. Moreover, in this model the concepts of
purposes for teaching content presented in the Grossman's model are replaced by
orientations for the teaching of science in Magnusson and colleagues (1999). Their model
consisted of five components which are: a) orientations toward science teaching: b)
knowledge and beliefs about science curriculum: c) knowledge and beliefs about
assessment in science d) knowledge and beliefs about students’ understanding of specific
science topics and: e) knowledge and beliefs about instructional strategies for teaching
science. Figure 4 shows Magnusson et al. (1999) model of PCK.

The component of orientation to science teaching refers to teachers' knowledge and beliefs
about main science teaching. This knowledge serves teachers as a conceptual map that
guides pedagogical decisions about topics.

The second component of PCK is the knowledge and beliefs about science curriculum, and
this component has two categories: mandated goals and objectives, and specific curricular
programs and materials. They consider curriculum knowledge as a part of PCK because
they believe curriculum knowledge is among the knowledge that distinguishes the content
specialist from the pedagogue. Knowledge of mandated goals and objectives which is
defined as the knowledge of goals and objectives for students in the subject they are
teaching and the expressions of these guidelines through the topics addressed during the
educational year. Whereas, knowledge of specific curricular programs includes knowledge
of programs and materials that are relevant to teach a particular topic.
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Knowledge of students' understanding of science is the third component of the Magnusson
and his colleagues' PCK model , which means that teachers should have knowledge about
the learners to help them develop specific scientific knowledge. This knowledge has two
categories: knowledge of requirements for teaching, which includes teachers’ knowledge
and beliefs about prerequisite knowledge for learning specific knowledge and knowledge
of the abilities and skills which students may need to learn specific concepts. It is essential
for the teacher to know that students differ in their abilities levels, needs and learning
styles, so, she\ he is expected to know the learners' individual differences and provides
opportunities to the students with different needs. Also, knowledge of areas of students'
difficulty in learning EFL which returns to teachers' knowledge of the causes of these
difficulties.

Knowledge of assessment is the fourth component of Magnusson and colleagues (1999). It
has two categories: knowledge of dimensions of science learning which refers to
knowledge of the aspects of students' learning that are important to asses for a particular
topic, and knowledge of methods of assessment which is the knowledge of the method that
Is suitable to use in assessment to the specific aspects of students learning which are
important for a particular topic.

Knowledge of instructional strategies is the fifth and the final component of Magnusson
and colleagues' model of PCK, which has two dimensions: knowledge of subject specific
strategies and knowledge of topic specific strategies. The first includes general approaches
used during performing, and the second is applied to help students comprehend specific
science concepts, and this knowledge also has two categories :representations and
activities.

Magnusson and colleagues (1999) affirmed that the components of PCK should function as
a unity to teach science effectively and any deficiency in coherence, the components
results in problems in developing PCK and using PCK in classrooms.

18



PCK

Includes

|

Orientation to teaching
Science

which shapes / \ which shapes

Knowledge of Science

Knowledge of Assessment of

Curricula which shapes which shapes Scientific Literacy
Vet \
Including Including
LT A Dimensions of Science  Methods of Assessment
Specific ‘M e Science Goals and Learning to Access Science Learning
Curricula —
Ohjectives
Knowledge of Students® Knowledge of Instructional
Understanding of Science Strategies

/ \ Science-spécific Shgies for

Strategies (for any topic o . o
Requirements Areas of Student egies ( y topic) Specific Science

for Learning Difficulty Topics

Representations Activities

Figure 4. Magnusson et al. (1999) model of PCK p. 99.
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More recently, Ball and colleagues (2008) have elaborated on Shulmans' concept of PCK
(1987) from the perspective of Math's education as shown in the figure 5.

Subject Matter

Pedagogical Content
Knowledge

Knowledge

Common Knowledge of
Content Content and
Knowledge | Specialized | Students
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Curriculum

the ‘ Content and
Mathematical Teaching
Horizon
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Figure 5: Ball and colleagues' model of PCK (2008) p.403

Within the domain of subject matter knowledge a differentiation is made among three
forms of knowledge: 1) Common content knowledge (CCK) which is the subject — specific
knowledge needed to solve mathematics problems, and they called it a" common" because
this kind of knowledge isn't specific to teaching- non teachers are likely to have it and use
it. 2) Specialized content knowledge (SCK): It is described by Ball et al (2008, p. 9). as
"mathematical knowledge and skill unique to teaching”. 3) Horizon content knowledge
which means" an awareness of how mathematical topics are related over the span of
mathematics included in the curriculum”, in other words, teachers' overview of all topics
that are taught within a subject, and how these topics conceptually relate to each other
(Bremmer, 2015).

Within the domain of PCK a differentiation is made among three forms of knowledge and
they are: 1) Knowledge of content and student (KCS) which combines knowing about
students and knowing about mathematics. 2) Knowledge of content and teaching (KCT)
which combines knowing of teaching and knowing of mathematics. Bremmer (2015)
mentioned that teachers choose specific examples to explain topics to deepen the
understanding of students. 3) Knowledge of content and curriculum . Ball (2008) included
this domain but he never described it explicitly. According to Bremmer (2015), the
researchers aren't sure whether this form of knowledge is part of PCK or is a category in its
own right.

Another model is proposed by Park and Oliver (2008) and it consists of six components.
According to this model, it can be noticed that PCK is at the center, and this makes it
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different from the PCK model of Magnusson et al (1999). They added additional
component which is teacher efficacy. They indicated that PCK can be developed from any
of the other components if we put it at the center. So, the development of one component
could affect the development of the other components. Therefore, improving one
component could have impact on overall PCK. They stated that the shortage of coherence
among the components can make problems in developing PCK and increased knowledge
of a single component may not be sufficient to stimulate change in practice. Figure 6
shows Park and Oliver's model (2008) of PCK.
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Figure 6: Park and Oliver's model (2008) of PCK p.279

In the field of English as a second language, some scholars have discussed the components
of PCK. In a study for Setiadi and Musthafa (2013) on English teachers in Indonesia, they
mentioned that PCK includes: Content knowledge, understanding of students conceptions
and preconceptions, general pedagogical knowledge, curriculum knowledge, knowledge of
educational contexts, knowledge of educational goals, knowledge of assessment and
evaluation, and the use of assessment and evaluation results for instructional purposes.

Faisal (2014) mentioned that the proposed components of PCK in his study are: teachers'
knowledge of curriculum, subject matter, learners and pedagogy. He explained them as
follows:

e Knowledge of curriculum: It is important for teachers to know and understand
what the intended curriculum objectives are, so that they can tailor the materials, as
well as plan, execute and evaluate the instructional practices, and how to integrate
scientific approach on effective teaching of writing appropriately. Therefore,
teachers need to possess this knowledge to help learners achieve the learning
objectives in curriculum documents.
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e Knowledge of subject matter: It means what teachers need to know about the
language teaching. In addition, it deals with their knowledge of the subject
including the formal aspects of English like syntax, phonology, grammar, written
and spoken language use and comprehension, as well as discourse. He mentioned
also that the subject matter corresponds closely to the materials that teachers have
to deliver to students. In teaching writing, it requires teachers to possess adequate
knowledge as vocabulary, text structure, sentence formulation and paragraph
development

e Knowledge of learners: Learners were considered as an empty vessel which
should be filled by teachers and they became passive participants and listeners in
the learning process. Also, the teacher-centered learning model has been replaced
by student-centered learning which needs teachers to understand their learners
come in the class with various levels such as ability and motivation . Knowledge of
learners refers to the knowledge of their characteristics, such as their needs,
learning styles, motivation as well as social and cultural background(
Shulma,1987).

e Knowledge of pedagogy: PCK deals with knowledge of teaching acquired through
years of process and experience, therefore, the understanding of pedagogy develops
along with the practice a teacher undergoes. This results in various definitions and
conceptions being proposed by scholars, such as Shulman (1987) who defined PK
as the broad principles and strategies of classroom management and organization
that appear to transcend subject matter.

It appears that researchers have elaborated on Shulman's (1986) (1987) concept by
identifying the constituent components based on their beliefs or the results from empirical
studies. However, most researchers agree on Shulman's 1986 two key components of PCK
a) knowledge of instructional strategies incorporating representations of subject matter and
understanding of specific learning difficulties and b) the learners' conceptions with respect
to that subject matter (Park, 2005) ( Dijik & Kattmann, 2007).

The harmonization of all types of these components might yield effective teaching
practices. However, a teacher doesn't immediately achieve that harmony among them that
would facilitate their teaching practices as well as enhance his/her students' learning. It
requires continuous efforts to balance among content, students, curriculum, educational
goals and assessment tools (Kilic, 2009). In fact, effective teachers have to develop
knowledge with respect to all of the aspects of PCK and with respect to all of the topics
they teach (Magnusson et al, 1999) (Park, 2005). The shortage of coherence among
components can make problems in developing PCK and increased knowledge of a single
component may not be sufficient to stimulate change in practice (Park & Oliver, 2008)
(Park, 2005).

All the mentioned scholars somehow developed Shulman's PCK concept. They either
compared more than one type in the PCK or added new ones. They all agreed that PCK is
much more complicated than what Shulman says, and so they have worked to construct a
more complex concept for PCK.
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2.5.3 Development of PCK

PCK can develop in multiple ways. Several scholars have distinguished sources that
contribute to PCK development. Hashweh (2005), Park and Oliver (2008), Ibrahim (2016)
believed that the development of PCK is a continual process, growing through reflective
practice, whereas Grossman (1990) , Cochran et al (1993) Van Driel et al (1998) and
Ibrahim (2016) all recognized that PCK develops through continued experienced teaching,
because teachers derive PCK from their own practice and formal training. Besides the
experience, teachers' PCK is generated from their personal development, and surrounding
colleagues (Walker, 2016). Cochran (1993) said that the novice teachers developed PCK
through in-service professional development programs that fostered the growth process.

Park (2005) have identified several sources of PCK development; they include: teaching
experience, professional development programs which include workshops, educational
course work, professional conferences, knowledge of students' understanding, subject
matter knowledge and observations of classes. The nature of PCK development appears in
the following areas: a) PCK develops over time as an outcome rooted in classroom practice
b) while teaching experience is a major source of PCK development, adequate subject
matter knowledge is prerequisite of PCK development ¢) PCK development is promoted
by increased understanding of student's preconceptions, learning difficulties and reasoning
types in specific domain, and d) the sources of PCK development interact in a complex
way (Park, 2005).

The researcher concluded that the teacher can develop his\her PCK through many ways
such as long duration in teaching, through it, a teacher can gain and develop his\her
instructional practices, understand his\her discipline, and understand his\ her students. In
addition, attending professional development programs can develop the teacher's PCK if
he\she is trained by professional people.

2.5.4 Assessment of PCK

There are many difficulties in assessing teachers' cognition such as: a) this concept is
vague because scholars use this term to refer to different constructs including beliefs,
knowledge, reflections or self- awareness. b) the teachers' cognition can't be assessed
directly for many reasons which include: the cognition is regularly unconsciously held,
teachers are often unable or unwilling to represent it accurately. Thus, it is so important to
access teachers' cognition in an indirect way. For example, through extend interviews,
observations of teachers' performance and then make inferences from what they say,
intend and do (Park, 2005).

Because the nature of PCK is complex, using one instrument to assess it is not enough.
Thus, a multiple method approach is necessary to study PCK, and the process of
assessment is hard and fraught with dangers. It requires assessing all aspects of what a
teacher knows, what he/she does, and the reasons for the teachers' actions. In addition, the
multiple methods allow triangulation of data (Park, 2005) (Alexander, 2016).
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Researchers have developed multi model approaches to evaluate teachers' PCK that
include: multiple-choice questions, concept mapping, structured/ semi structured
interviews, stimulated recall interviews, pictorial representations, self-reports, surveys,
video observations, written reflections, and combinations of these (Park, 2005) (Zhou,
2015) (Alexander, 2016).

The multiple method was criticized because it is inherently time- consuming and labor-
intensive for both data collection and analyses ( Park, 2005) ( Zhou, 2015). Also, the
concept mapping needs the interpretations of involved coding system, while in the
interview, participants may not possess the language to express their ideas and its process
generates lengthy transcript to be analyzed (Zhou, 2015).

For this study, the researcher used two instruments to assess teachers' PCK. They are a
questionnaire and an interview. The reason for using multiple sources was to have
triangulation in order to strengthen the validity and reliability of the study and its results.

2.6 Professional Development

Good teaching is not an accident, it is the result of study, reflection, practice and hard
work, and the teacher cannot know enough about how a student learns, what impedes the
students' learning and how the teachers' instruction can increase the student's learning.
Therefore, there is global awareness of the importance of teacher- training in general and
special training for English language in particular. EFL teachers need to be able to deal
with many kinds of skills in order to be effective in teaching. They have to be fluent in
listening, speaking, reading and writing and they have to understand their own culture and
English culture to be familiar with the similarities and differences between English culture
and their own (Zuheer, 2013). Thus, the professional development is the only way to gain
such knowledge, and whether students are high, low, or average achievers, they will learn
more if their teachers continually engage in high- quality professional development
(Mizell,2010).

According to Hartono (2016), professional development is a process that has been referred
to efforts to improve teachers' quality through some activities aimed at improving teachers'
knowledge, skills and attitudes. These activities were classified in formal and informal
activities. The formal activities include: conferences, seminars, or workshops, collaborative
learning among members of a work team, or a course at college or university, informal
activities include: discussions among work colleagues, independent reading and research,
observations of a colleagues or other learning from a peer (Mizell, 2010).

Professional development (PD) also viewed as a continuous process which emphasizes that
the person grows inwardly through a combination of education and experience. Therefore,
a teacher has to acquire confidence, gain new perspectives, increase knowledge, discover
new methods and take new roles (Zuheer, 2013).

Abu Shogair & Abu Shaaban (2013) defined PD as an ongoing process of learning by
using multiple educational sources for the teachers to improve their performance, to keep
their competencies up-to-date and to achieve the objectives of teaching successfully.
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Professional development is a training that is given to teachers to improve their
knowledge, skills, competence, effectiveness and other characteristics through activities
given to them, and PD has many forms like workshops, collaboration among schools or
teachers across schools, or courses at university.

2.6.1 Why do teachers need professional development?

According to Mizell (2010), university and college programs can't provide the extensive
range of learning experiences for graduates to become effective teachers, and new teachers
take years to gain the skills they need to be effective in their roles, they face a number of
issues like classroom management, instruction, curriculum, school culture and operations,
test preparation and administration, parent relation and interaction with other teachers.
Even the experienced teachers face many challenges each year such as: changes in subject
content, new instrumental methods, advances in technology, changing laws and
procedures, and student learning needs. Therefore, the importance of professional
development lies in the fact that it provides teachers with the following:

1- It is essential for all teachers no matter what discipline they teach to cope with daily
teaching problems and the diversity of students in the classroom (Hartono, 2016).

2- Teachers can gain professional knowledge, specialized skills and personal experiences
which they are the ingredients of being an effective teacher, and that will lead them to an
improvement in teaching and an increased student achievement (Hartono, 2016) ( Darling-
Hammond et al, 2009).

3- Professional development activities affect changes in teachers' classroom practices,
which in turn affect changes in student learning outcomes, and these in turn lead to the
changes in teachers' beliefs and attitudes (Hashweh, 2005)

4- It impacts teachers' behaviors and students' achievements (Darling-Hammond et al,
2009).

5- Effective PD has a positive change in teaching practice, an increase in teacher content
mastery and student achievement. (Pitmann, 2015).

It is clear that PD is vital for teachers and plays an important role in successful education
improvement. What is more, there are a lot of benefits for teachers' PD programs, it
influences teachers' practices in the classroom, it affects the learners' achievement, and it
enables them to gain new knowledge, skills and abilities.
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2.6.2 Teachers' professional development strategies and models:

There are various kinds of PD strategies that are suitable for teachers' development and
training and some of them depends on the teacher himself and others can be done with
cooperating with others, Zuheer (2013) mentioned some of these strategies as follows:

1) Peer coaching: It is a PD strategy through which teachers observe, assist and support
each other for the purpose of refining, learning new skills or solving classroom- related
problems to improve teaching.

2) Teaching Diary (Learning Diary Sheet): It is a kind of reflection in which a teacher
records ideas, problems, events, positive or negative for the purpose of PD. It also
includes ideas and notes that a teacher needs to remember or analyze and take action in
the future.

3) Reflection: Is a skill involving observation, asking questions and putting facts, ideas and
experiences together to add new meaning to all of them. And through reflection teaching,
EFL teachers can not only solve problems existing in the teaching process, such as low
efficiency of language or lack of awareness of ding teaching research but also they can
achieve a better understanding of teaching and learning process and they can evaluate their
performance continuously.

4) Cooperative learning strategy: A strategy that depends on the exchange of information
among group members, where each participant in the group is held responsible for his
learning and responsible for learning the other members as well.

2.6.3 EFL teachers' special needs

EFL teachers need to be able to deal with so many related skills in order to be effective in
teaching. They have to be fluent in listening, speaking, writing and reading. In addition,
they have to be intercultural knowledge. This means that they have to understand their own
culture, and English culture to be familiar with the similarities and differences between
them. Therefore, English teachers' training programs should provide teachers with
confidence in themselves, enhancing teachers' understanding of educational technology,
understanding students’ learning, understanding their discipline, provide them with
appropriate choices of goals, objectives, materials, strategies and assessments to help as
many teachers as possible to learn and develop in skills , abilities and content knowledge
(Zuheer, 2013).

For language teachers, PD is not just imposing fresh language teaching theories,
methodologies and teaching material, but also it’s a process of refreshing and reshaping
teachers' existing knowledge, beliefs, morals, practices and reflections. Also, foreign
language teachers specially need to have sufficient knowledge of language which include
pronunciation, vocabulary, grammar, pragmatics and psycholinguistics (Hartono, 2016).
Moreover, Teachers need to acquire deep and flexible organized understanding in the areas
of subject matter, pedagogy and context. In addition, they need to develop a framework
that enables them to develop PCK through learning from experiences, and knowledge
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should be taught to teachers in training to develop more quickly the skills and knowledge
they need to be effective teachers (Dijik & Kattmann,2007).

Effective PD develops teachers' content knowledge and affects practice and student
learning, so the programs of PD should have principles to guarantee the fruitful results in
changing these practices, Darling-Hammond et al (2009) discussed some principles for
designing PD programs. They are:

1) PD is ongoing, intensive and connected to practice affording teachers time to analyze
critically their teaching practices and content. When PD is connected to practice and
embedded in school day, teachers are afforded the space for trying out new practices in
their classrooms, evaluating and reflecting on the results.

2) PD focuses on student achievement: it improves teachers' practice and students' learning
outcomes, because PD content is more meaningful to teachers connecting their teacher
practice to student learning needs.

3) PD should align with school improvement initiatives because teachers need to be
supported in their own learning efforts and if new strategies and practices are not supported
in their school setting, teachers are less likely to use them.

4) PD focuses on collaboration: teachers can build shared knowledge, expand their
teaching capabilities within these collaborative environments and influence positive
student learning out comes.

The continual development of teachers is important to improve the quality of teachers and
teaching, and to stay in line with trends, issues and research in their field. Moreover, it
influences teachers' practice, instructional skills and students' learning outcomes.

2.6.4 Teacher training and teacher professional development in Palestine

Palestinian teachers face many problems related to teacher preparation and lack of
administration and supervisory support, resulting in a fragmented educational system that
impairs contribution and efficiency in the educational process. The Palestinian Ministry of
Education and Higher Education has tried a number of things, including in-service teacher
training and curriculum revision to improve and develop the educational system in
Palestine (Dajani, 2017).

The Ministry of Education and Higher Education (MOEHE) declared strategies for teacher
education and training, based on a belief that teachers are the most influential factor in the
education process, and that high quality professional development programs (TPDP)
needed for enhancing education. These programs are designed to compensate for teachers'
lack educational knowledge, and enhance their skills in teaching and develop their
capacities in areas such as: students assessment, teaching methods and instructional
materials development, in addition, they emphasize the importance of their role in affecting
students' achievements (Khalili, 2010).

According to (Dkeidek et al, 2017), the Ministry of Education and Higher Education
adopted the professional standards which were developed by the commission for
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developing teaching profession (CDTP). The term "standards” refers to statements of
judgmental regarding which behaviors and practices reflect desired values, attitudes,
thinking styles, problem-solving and decision- making abilities. These standards are
considered as the guidelines which indicate the quality of performance.

2.6.5 Aims of the professional development program:

Dkeidik et al (2017) mentioned the aims of professional development program as follows:

1- Developing teachers' understanding about the trends of classroom teaching and learning
including the content and pedagogy of the teaching and learning strategies.

2- Providing the teachers with opportunities to develop personally, professionally, and
socially.

3- Developing leadership skills and ability to work with other classroom science teachers.

4- Developing a culture of continuing professional development among elementary science
teachers.

2.6.6 The significance of the professional development program

Dkeidik et al (2017) pointed out the significance of the professional development program
as follows:

1- Designing a training program for professional development of classroom teachers,
which will support educators in identifying ways in which technology can enhance
classroom practice, improve student achievement, and contribute to the teacher and student
productivity.

2- Advocating new standards in classroom teacher education that reflect the current and
up-to-date vision of the content, classroom environment, teaching methods, and support
necessary to provide high quality education for all students.

3- Developing learning materials for both students and teachers based on how students
learn and how teachers teach.

4- Research on classroom learning environments, on instructional techniques implemented
and on the ability of the students’ to develop inquiry oriented skills.

2- Developing learning and teaching strategies with the goal of varying the classroom
learning environment, making subjects more relevant to the learner, by offering students
frequent opportunities to express their point of view and direct discussion, offer space
for the children to make decisions over their work, providing opportunities to
collaborate with their peers, and offering construct tasks so as to allow students to
express their intrinsic creativity. And introducing new assessment tools and techniques
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such as portfolio, case-study, journals, field work, etc. to be implemented by the science
teachers to achieve the intended learning outcomes. ( Dkeidik and others, 2017).

2.6.7 The professional development program

Dkeidik et al (2017) used a model of seven core competences and their sub-competences
which composed the professional development program for elementary science teachers in
Palestine. The model proposed the following core competences, which are important for
the elementary teacher, and in consistent with Palestinian Professional Standards for
Teachers:

1- Facilitating student-centered teaching and learning

2- Building up partnership within and outside the school

3- Monitoring and evaluating the teaching and learning process and its outcomes.
4- Seeking for continuous professional development

5- Sharing in designing beauty learning environment

6- Designing teaching learning materials and resources and utilizing them.

7- Counseling and guiding learners

According to Dkeidik et al (2017), the training modules are delivered and implemented
according to the following methodology:

1- Face-to-face meetings between the elementary teachers and faculty members from the
department of science education at Al-Quds University once a week. During these
meetings the faculty members trained the teachers according to the above modules using
discussions and discourses training methodologies. These meetings were held at Al-Quds
University.

2- On-line training that is composed from two forms: a) Synchronous, and, b)
Asynchronous discourses: An online forum was built. The trainees were reflected about the
training and their experiences in their classes while they used the new teaching strategies
that they earned form the face-to-face meeting. Moreover, they exchanged their
experiences between themselves, something to what is called peer-learning technique.

3- Learning circles in the schools: These circles were also held once a week, regularly at
the end of the week, to discuss different activities and issues. The trainees presented in
these meeting, in front of the whole group, their teachings ideas, their reflections,
feedback, and any other issues that they would like to share with their peers.

4- Field visits: The elementary science teachers were invited to visit a selected nearby ideal
schools, they observed some ideal lessons, workshops, laboratory lessons, etc. At the end
of each visit, a discussion was held in order to feedback on what they observed, and how
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they could benefit from it. The aim of these visits was to provide other pedagogical content
knowledge experiences for the trainees.

2.7 Related Studies about PCK

This section includes previous studies about teachers' PCK.

Al-Jaro et al (2017) conducted a study to analyze the PCK in the curriculum of English
Teacher Education Program (ETEP) at the faculty of Education of University in Yemen.
This study analyzed the content of the curriculum courses so as to visualize the way
student and teachers translated what they had learned into pedagogical practices. The
curriculum content of ETEP is qualitatively analyzed using the inductive approach which
has eight steps: 1) research question, theoretical background 2) category definition and
level of abstraction 3) coding the test 4) revision 5) final coding 6) main categories 7) intra\
inter-coder check 8) results. The analysis revealed that pedagogical skills courses are not
enough to enhance and strengthen the student teachers' PCK needed to be reflected in their
teaching practices. The findings showed that the curriculum lacks courses necessary to
provide teachers with basic knowledge and pedagogical principles which are of vital
significance to demonstrate their understanding before they are practically engaged in the
teaching experience.

Sanoto (2017) conducted a study to determine the reading experience, habits and literature
teaching practices of in-service teacher trainee and to explore their PCK in primary schools
in Botswana. The sample of the study consisted of 19 teachers. Data was collected through
questionnaire, interview, documentary data and lesson observation. Results showed that
the source of knowledge base and the colleges of education curriculum didn't lay a
foundation for a solid knowledge base. This is with regard to in-service teacher trainees'
PCK, who taught literature without students reading the literary texts. This anomaly denied
the trainees an opportunity apply critical thinking in analysis of texts and by extension they
failed to see the significance of fostering critical thinking and an appreciation of reading in
their (ESL) pupils. The data further revealed that the teachers are frustrated by a lack of
resources for leisure reading in the schools, which adversely affects not only their efforts
to inculcate a culture of reading, but also a positive attitude towards reading and teaching
literature at primary school level.

Laban (2016) carried out a study in order to understand PCK of teachers teaching
Shakespeare to establish beliefs of these teachers and identifying the influence of beliefs on
the practice of teachers in South Africa. The sample of the study consisted of four teachers.
Data was collected through interviews and one lesson observation with each of the four
teachers. The PCK of the four teachers was analyzed according to the cycle of Shulmans
(1987). The research revealed that the PCK of these teachers was at different development
stages. It was evident that PCK increases through experience. Another imperative finding
was that reflection and new comprehension the last two stages of the cycle, were not
always apparent with the teachers. It is significant that the steps of the cycle seemed to
overlap. The research concluded that the teachers were enthusiastic and great admirers of
Shakespeare. However, it was not always easy to translate their own enthusiasm into
productive strategies of teaching. There was a definite challenge for teachers and learners.
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The socio-economic constraints of learners coupled with the beliefs of teachers influenced
the development of the teachers' PCK.

Ibrahim (2016) implemented a study in Banda Aceh\ Indonesia to find out how well
English teachers displayed PCK in teaching English and how they developed their
knowledge of teaching. The sample of the study consisted of four English teachers. The
instruments used for collecting data were observation sheets and interview guides. The
results of the study showed that teachers each had own strengths and weakness in teaching
English. All teachers taught different topics and they showed dissimilarities in displaying
PCK. Based on observations, those teachers are still weak regarding PK and knowledge of
learners' category. Although the teachers teaching strategy were in the context and the right
teaching tracks, the creativity of teaching approaches still needed to be developed. Further,
the knowledge of learners tended to be poor since the teachers did not show the
engagement between the teacher and his/her students, they put lack attention and
interactions to solve students' problems and misconceptions in understanding the subject.
All teachers had limited knowledge of how to identify the conceptions of the learners even
though they had had many years of experience as English teachers. The differences in
teaching knowledge among teachers could be caused by many factors such as different
methodologies used, different material status and different language backgrounds of the
students. This study showed that English teachers still needed to improve their PCK.

Al- Atrash (2016) conducted a study to evaluate the basic stage Arabic language books in
light of the pedagogical content knowledge from the teachers' point of view in Hebron
District. The sample of the study consisted of 345 teachers. The instrument used for
collected data was a questionnaire. Results of the study showed that the degree of teachers
evaluating of Arabic language books has come moderately, and the domain knowledge
goals and philosophies was the highest mean, followed by the field of activities and
evaluation, followed by general pedagogical knowledge, knowledge structural components
of the content and the domain of knowledge of the learning context and characteristics of
learners. The results also showed that there were no statistically significant differences in
the evaluation of Arabic language books for the basic stage in light of pedagogical
knowledge due to gender, except the knowledge domain of goals and philosophies, in
favor of females. There were no statistically significant differences due to educational
qualification variable, exception of general pedagogical knowledge, in which the
differences between the bachelor and diploma in favor of B.A. Also there were no
statistically significant differences due to the variable specialization or teacher experience.

Pitmann (2015) examined English Language Arts teachers' experiences in district
mandated Professional Learning Communities (PLC) as a form of professional
development. These (PLCs) followed the professional learning communities at work. Also,
the study explored the affordances and limitations of the PLCs for developing these
teachers' PCK in North Carolina. The sample of the study consisted of three of English
Language Arts (ELA) teachers. Data was collected through focus group interviews,
personal interviews and classroom observations. Results showed that teachers' reported
PLC topics of conversation didn't mesh with PLC meeting observations. In addition, there
was no observed change in instructional practices as a direct result of teachers' PLC
involvement. Teachers imbalanced data collection and data use. Teachers collected many
forms of student achievement data from various assessments and this data collection drove
classroom practices but teachers didn't use their data to evaluate and change instructions.
The results showed also that PLCs lacked an important component collaborative inquiry
which could potentially contribute to the development of these teachers' PCK. ELA
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teachers met collaboratively in their PLCs and shared knowledge: Still, these meetings
didn't appear to positively impact the development of the teachers' skills or build the
knowledge they needed for teaching more effectively. Also there was a little evidence of
the ELA teachers reflecting deeply on their practice or engaging in collaborative inquiry
that would influence their instructional practice.

East (2015) implemented a study in Florida to investigate whether English teachers
increased their understanding and using PCK in writing aligned with the Common Core
Anchor standards1-6, and examine how they collaborated to advance their knowledge in
the area of English Language Learners (ELs) in the classroom. The sample of the study
consisted of 15 teachers. Data was collected through interview and observations. The
findings indicated that participants recognized various EL instructional strategies
embedded in the subject matter of writing. Further, the data indicated that the duel
language participants collaborated as an effective means for delivering EL instructional
strategies. The teachers in the site school incorporated various EL instructional strategies
that were recognized as effective for teaching ELs. Further, the teachers reported their
interviews to infuse writing instruction into their content area in the classroom.

Asl and others (2014) conducted a study to measure (EFL) teachers CK and PCK
throughout the years of teaching experience in Maran, East of Azerbaijan. The sample of
the study consisted of 115 males and females teachers. The instruments of the study were a
survey and questionnaire. The results of the investigation indicated that regretfully a
remarkable number of teachers possess much less than expected amount of both CK and
PCK, which is also triggered by their amount of teaching experience. That is , the more
years they teach, the more amount of CK and PCK they lose.

Kanat (2014) carried out a study in order to investigate pre-service English teachers'
perceptions about their PCK through their teaching practices in Turkey. The sample of the
study consisted of 69 pre-service English teachers. Data was collected through a
questionnaire, interview and observation. The results of the study showed that the pre-
service English teachers had positive perceptions about having and practicing their PCK
and there were no significant differences in the perceptions could be observed based on
gender, experience and success in general. The findings of the study indicated that the pre-
service English teachers had positive perceptions about their PCK in general, and their
practices generally matched with their perceptions. The findings also showed positive
perceptions of the influence of the courses on their PCK.

Sanchez and Borg (2014) conducted a study to examine the interaction between cognitions
and context in the grammar teaching practices in Argentina. The sample of the study
consisted of two experienced English teachers. Data was collected through classroom
observations, semi-structured interview and post-lesson stimulated recall interviews in
which the teachers provided the rational for the their grammar explanations. The findings
highlighted not only the array of instructional strategies employed by the teachers in their
explanations but also the divers and interacting range of pedagogical concerns which
informed the choice of these strategies . The results also showed evidence of the influence
on teachers' pedagogical decisions of their perceptions of the context in which they
worked. The findings also shed light on the nature of second language (L2) teachers'
grammar related PCK.

Migdadi and Al-Omari (2014) implemented a study in Irbid in order to examine
Mathematics and Science teachers' perceptions of their PCK in Irbid , and whether their
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perceptions vary according to gender, teaching experience, scientific qualification and
workshops attendance. The participants of the study were 273 male and female
mathematical and science teachers. The results showed that Mathematics and Science
teachers' perception of their PCK were weak. Furthermore, the study revealed significant
differences in teachers' perceptions due to the scientific qualification and workshops
attendance, and significant differences in teachers' perceptions due to the gender and
teaching experience.

Setiadi and Musthafa (2013) carried out a study to describe the pedagogical content
knowledge (PCK) and teaching performance of junior secondary language teachers based
on the tests administered during the teacher certification program, and identify the
correlation between both variables in Indonesia. The sample of the study consisted of 124
English teachers. Data was collected through a test to examine pedagogical content
knowledge, and a Likert scale-like observation sheet was used to assess teaching
performance during peer teaching session. Findings showed that PCK has a strong
correlation with teaching performance. However, other factors such as employment status,
academic qualification, and age had significant effects on the mastery of those two main
variables. The results showed that public school teachers tended to get higher mean scores
than private school teachers. Also, it was found that PCK was attained by teachers with
higher degree of education or academic qualifications, so Master degree holders had higher
mean scores of PCK than the teachers with B.A degree. Moreover, it was found that young
teachers of 31 - 40 years of age possessed a higher level of PCK. It means that age had a
moderating effect on the acquisition of pedagogical content knowledge.

Liu (2013) conducted a study to address the patterns and development of PCK for (ESL)
teaching in US. The sample of the study consisted of an (ESL) teacher. Based on data
collected from classroom observation, interviews and document review, and research gave
the insight how teacher elaborate the subject matters into well organized, interesting and
accommodate students' needs and ability. The study found that policy and culture are
predominated parts in ESL teacher education, the early period contributes more
constructively to the formation of PCK, and pedagogical knowledge plays a more active
role in teaching ESL. The participant emphasized Pedagogical knowledge (PK) only and
the instruction materials did not follow the syllabus. The study suggests that ESL teacher
education should provide standardized and easy-to-learn ESL pedagogical knowledge.

Atai and Khazaee (2012) conducted a study to explore Iranian teachers' perceptions of their
PCK and their sense of professional identity (PI) as well as to scrutinize how their
cognitions were practiced in English For Academic (EAP) classes in Iran. The sample of
the study consisted of two English Language Teaching (ELT) teachers and two content
instructors from a university in Tehran. Data was collected through observation and semi-
structured interview. The results showed that the ELT teachers neither showed much
flexibility in their teaching methods and materials nor articulated their willingness to
release themselves of the imposed pedagogical limitations. ELT teachers kept to the same
traditional approach education. Content instructors seemed to stick to the principles of
transformative education by reflecting on their practices, fostering critical thinking in
students, attending to their learners' needs, showing flexibility to the learners' criticisms,
involving them in materials selection and by using creativity and innovation in their
teaching strategies.

Ayoubi et al (2012) conducted a study to explore in-service teachers' PCK improvement
after attending the training program in Lebanon. The sample of the study consisted of 116

33



chemistry teachers, and the instruments that used in collecting data were: pre and post-
questionnaire , classroom observations and achievement test score. The results indicated
that teachers' beliefs about teaching and learning have changed away from the behaviorist
towards more constructivist beliefs and their teaching practices have developed toward
using more active teaching strategies.

Yang (2011) carried out a study to explore the integrated PCK and instructional practices
exhibited in both native and nonnative English teachers in Taiwan. The sample of the study
consisted of four English teachers of the English language center at Taiwan university.
Data was collected through observation, interview, document and a survey to investigate
students' perceptions of their teachers instructional. Results of the study showed that all
four teachers demonstrated eight types of knowledge base in their teaching of Freshman
English course which they are: content knowledge, pedagogy, curriculum, learners,
contexts, educational goals, self and assessment. It was found that these eight types of
teaching knowledge were in nature and in reality inseparable when the four teachers taught
the course. With a combined knowledge, the four teachers were found to demonstrate a
high level of integrated PCK in their teaching, as evidenced by the materials they selected
for the students and the activities they engaged in doing. The four teachers being native or
nonnative status was found to weigh for less than their years of experience, professional
training and life experiences in influencing their knowledge and instruction of the course.

Hlas and Hildebrandt (2010) conducted a study to explore the acquisition and articulation
of PCK, highlighting the question of whether teacher education programs add to language
teachers' knowledge base in Spain. The sample consisted of 9 participants. The instrument
used in gathering data was a performance assessment to assess arias of interest, language
awareness knowledge of effective teaching and knowledge of learners. Qualitative analysis
revealed that differences stages of PCK were between the groups.

Van Dril and others (2002) carried out a study to investigate the development of PCK
within a group of 12 pre-service chemistry teachers in Netherland. The instruments of the
study were two written questionnaires and interviews. The results of study showed that
classroom experience had the strongest impact on PCK development, and these
experiences included activities and events in classroom teaching which also positively
affected the knowledge of representations and teaching strategies among the pre-service
teachers. In addition, the workshop had an impact on the development of PCK.

Mark (2000) conducted a study to explore teachers' PCK in Mathematics, and to explore
the characteristics of teachers' knowledge of students’ thinking and misconceptions, and the
useful strategies they would use to address students' preconceptions and misconceptions in
addition and division of fractions, in Akatsi district in Ghana. The sample of study
consisted of 40 teachers. The instruments of the study were written tests on addition and
division of fractions and interviews. The students commonest misconceptions were used to
construct four in-class problems and administrated to the teachers. The results showed that
teachers could identify the students' errors but they could not articulate the students
misconceptions clearly. Teachers had difficulty in linking students understanding to their
previous constructions. For the case of addressing students misconceptions, teachers
couldn't create cognitive conflicts for the students realizing the conceptual or reasoning
difficulties and then re-evaluating their thinking processes.

Agee (1998) conducted a study to examine the social and cultural factors influencing
English teachers’ assessments of their instructional effectiveness of teaching literature and
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how these assessments influenced their instructional decisions. The sample of the study
consisted of 18 experienced English teachers in New York and Georgia high schools. Data
included transcribed interviews, classroom observations, reflection statements written by
the teachers, and videotapes of classroom teaching sessions. Findings indicated that teacher
participants used similar global strategies for gauging their instructional success. Three
levels of assessments were revealed in the data: (1) moment-to-moment, (2) term-to-term,
and (3) long-range assessments. Factors such as teachers’ own personal histories, goals,
and students also influenced how teachers assessed instructional effectiveness. Students'
talk was identified as the strongest evidence piece for how these teachers determined the
effectiveness of their instruction. The teachers linked student talk to four instructional
processes: making immediate and long-term goals for teaching literature, implementing
changes in literature teaching approaches, supporting students in learning specific skills,
and supporting students in achieving higher levels of intellectual understanding. All of the
teachers’ approaches to teaching literature were rooted in their personal experiences as
readers. Grade level also influenced teachers’ perceptions of highly effective instruction.
Factors such as race and socio-economic realities of students additionally appeared to
influence teachers’ goals for teaching literature.

2.8 Comments on the Related Studies

Several studies were conducted to examine or explore teachers’ PCK, and factors that
affect the development of their PCK, or had influenced their perceptions about PCK. For
example, Kanat (2014) proved that English teachers had positive perceptions about their
PCK. Laban (2016) asserted that years of teaching experience increased teachers' PCK.
Also Van Driel (2002) affirmed that too. Ayoubi and others (2012) confirmed that
professional development programs increased teachers’ PCK. Miqdadi and Al-Omari
(2014) confirmed that too. All of these studies' attempts are different in their purposes,
variables and methodologies, but they give an empirical reason about the importance of
this study which is an attempt to find out the EFL teachers' perceptions about their PCK.
This study is special in its dependent and independent variables, its instruments and its
methodology.
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Chapter Three

Methods and Procedures

3.1 Introduction

This chapter includes the methods and procedures that the researcher follows to gather
data. It gives information about the population, sample and steps of building the
instruments of the study which include: questionnaire and interview. It describes also the
validity and reliability of these instruments. Finally, it concludes a description of the
research procedures and gives information about the research design and statistical analysis
used to analyze the data of the study.

3.2 Methods

This study employed a mixed method, which combines both quantative and qualitative
research methods, so this method combines detailed descriptions and numerical
explanations of collected data to answer the research questions (Akinyemi, 2016). The
researcher adopted this method due to its relevance and suitability to the purpose of the
study.

3.3 Population of the Study

The population of the study consisted of 421 EFL teachers(male/female) of upper
elementary schools stage assigned to teach in public and private schools in Bethlehem
Directorate in the first semester of the academic year 2017-2018.

3.4 Sample of the Study

From this population a fit sample of 200 EFL teachers were selected in stratified sampling
to respond to the questionnaire and interview. The sample was distributed according to the
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independent variables of: gender, qualification, years of experience, training workshops
and supervising authority, as shown in the table (1.3).

Table (3.1): Sample distribution according to the independent variables:

Variables Level Number Percentage
Gender Female 143 715
Male 57 28.5
Diploma 15 7.5
Qualification
B.A 159 79.5
Master 26 13.0
Years of Less than 5 37 18.5
experience years
5—10 years 73 36.5
More than 10 90 45.0
years
Less than 3 19 9.5
Number of
workshops 3-5 52 26.0
More than 5 129 64.5
Public 144 72.0
Type of
school Private 56 28.0

Table (1.3) shows the distribution of the study sample by gender variable, 71.5% for
females and 28.5% for males. The variable of qualification shows that 7.5% for diploma,
79.5% for B.A degree and 13% for master's degree. The variable years of experience
shows that 18.5% less than 5 years, 36.5% from 5-10 years, and 45% over 10 years. The
variable number of workshops shows that 9.5% for less than 3 courses, 26% for 3-5
courses, and 64.5% for more than 5 courses. The variable supervising authority shows that
72% of the public schools and 28% of private schools.
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3.5 Instruments of the Study

The researcher used the following instruments to achieve the purpose of the study:

1- Questionnaire: A questionnaire was developed to measure teachers' pedagogical content
knowledge perceptions. The questionnaire consisted of 3 sections with 47 items extracted
from some instruments that were used in the related studies such as Aksu et al (2014) and
Tran (2015). The questionnaire contained first a cover page which contains the researcher’s
letter to the EFL teachers and personal data. Second, a section which includes items about
Content Knowledge (CK). Third, a section which includes items about Pedagogical
Knowledge (PK). Finally, a section which includes items about Pedagogical Content
Knowledge (PCK). The researcher developed the questionnaire in the form of a five point
Likert scales ranging from strongly agree to strongly disagree. The questionnaire was
submitted to English language experts in the field. Valuable instruction and assistance was
offered during the whole process. Questionnaires were distributed to 200 EFL teachers. All
questionnaires were filled out and returned to the researcher.

2- Interview: To explore the extent of EFL teachers' understanding of pedagogical content
knowledge. Interviews are a common data collection method for qualitative research, as
they effectively elicit responses to help answer the research questions.

The interview schedule was semi-structured, with open-ended questions to let the
participants express their thoughts and ideas freely, the data collected for this research was
voice recorded with face-to-face interviews in a quiet space, and then transcribed for data
analysis. The interview was designed to draw out certain aspects of teaching in relation to
the PCK framework. The interview questions were derived from the main ideas of the
questionnaire.

3.6 Validity of the Instruments

To ensure that the content of the questionnaire and the interview were valid, these
instruments were handed to a jury of ten professional professors in the field at Al-Quds
University, Hebron University and Bethlehem University. The panel of judges were asked
to evaluate the appropriateness of the instruments to the whole purpose of the study. They
accepted the items and the parts of the questionnaire and the interview, but they asked the
researcher to follow some modifications. The researcher took them into account, and the
instruments were improved and distributed to the participants.

3.7 Reliability of the Instruments

1- Questionnaire: the researcher verified the reliability of the instrument by calculating the
reliability of the total degree of reliability coefficient for the domains of the study
according to the reliability equation Cronbach alpha. The total score of the extent of EFL
teachers' pedagogical content knowledge perceptions in the upper elementary schools stage
in Bethlehem District was (0.945). This instrument consistently meets the purposes of
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study. The following table shows the reliability coefficient for the domains and their total
score.

Table (3.2): Reliability coefficient for the questionnaire domains

Domain Reliability
Content knowledge 0.852
Pedagogical knowledge 0.817
Pedagogical content knowledge 0.911
Total score 0.945

2- Interview analysis reliability: The researcher trained a teacher on how to interview a
random sample of teachers and to record their answers. The researcher had the same
interview and recorded the answers, then she calculated the coefficient of the agreement
between the observations recorded by the researcher and the trainee teacher's notes, the
percentage of the agreement was (90%). And it's a high indicator of the reliability of the
interview instrument.

The researcher recorded the interview using a recording machine and heard it at some other
time and recorded the answers, then she compared these answers with previously recorded
observations. The agreement coefficient was calculated between the two cases, and the
percentage of agreement was (96%) and it's a high indicator of the reliability of the
interview instrument.

3.8 Procedures of the Study

The study was carried out as the following:

1 - The relevant literature was reviewed to establish the theoretical background of the
study.

2- The population was identified and the samples were selected on which the instruments
will be applied.

3 - The questions of the study were formulated, depending on the questions in the previous
studies.
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4- The researcher prepared the study instruments which contained a questionnaire
(appendix1), and an interview (appendix 3).

5- The reliability and validity of the instruments were approved.

6- A letter of permission was obtained from Al-Quds University to facilitate the research,
as shown in appendix (5).

7- A letter of permission was obtained from the Directorate of Bethlehem for the public
and private schools to facilitate the research, as shown in appendix (6).

8- The researcher herself administrated the instruments on EFL teachers in order to obtain
more valid and credible results.

9- The two instruments were distributed and gathered in the first semester, during
September, 2017.

10- The raw data was gathered and analyzed by using the descriptive and inferential
statistics, the results were presented by using simple tables each of which had title and
number.

11- The researcher explained the information to reveal whether the results agree or
disagree with the previous studies.

12- Recommendations were given for the researchers to carry on more studies.

13- The researcher wrote the references, using (APA) American Physiological Association
style.

3.9 Variables of the Study

1 - Independent Variables:
a) Gender, which has two levels: ( male\ female).
b ) Qualification, which has three levels: (Diploma, Bachelor's degree, Master's degree)

¢ ) Teaching experience, which has three levels: (Less than 5, from 5-10, more than 10
years)

d) Workshops attendance, which has three levels (Less than3, from 3-5, More than 5)
e) Supervising authority, which has two levels: (public school, private school).

2- Dependent variables: EFL teachers' perceptions of pedagogical content knowledge.
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3.10 Data Analysis

In order to analyze the data, the researcher used statistical techniques, Statistical Package
for Social Science (SPSS), descriptive statistics (means, frequencies, percentage and Std.

Deviation), analytical statistics (Independent T-test, one way ANOVA and Cronbach
Alpha).
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Chapter Four

Results of the Study

4.1 Introduction

This chapter puts forward the statistical analysis of the data collected through the study.
The current study aims to explore the extent of EFL teachers' pedagogical content
knowledge perceptions in the upper elementary schools stage in Bethlehem District. The
results listed below have answered the questions and hypotheses of the study. To determine
the degree of response means of the study participants, the following levels have been
adopted:

Table (4.1) The degree of response means of the study participants:

Level Mean

Low Less than 2.33
Average 2.34 - 3.67

High 3.68 and higher

4.2 Results of the Questions of the Study

4.2.1 Results related to the main question

What is the extent of EFL teachers' perceptions of pedagogical content knowledge in
Bethlehem District?

To answer this question, means and standard deviation scores for the study sample

responses on the pedagogical content knowledge domains were calculated, as shown in
table (4.2).
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Table (4.2): Means and standard deviations for the study sample responses to the
pedagogical content knowledge domains

No. | Domain Mean standard Degree
deviations
1 Pedagogical knowledge 3.7641 0.43289 High
2 Content knowledge 3.6861 0.36379 High
3 Pedagogical content knowledge 3.6843 0.46703 High
Total score 3.7035 0.34744 High

It has been noted from the previous table that the means and standard deviations scores of

the participants' responses of the extent of teachers' pedagogical content knowledge
perceptions in Bethlehem District that the overall mean value is (3.70) and the standard
deviation is (0.347) and this shows that the extent of teachers' pedagogical content
knowledge perceptions in Bethlehem District came in a very high degree. Pedagogical
knowledge domain has got the highest mean score (3.76), then followed by content
knowledge domain, then the pedagogical content knowledge domain.

Means and standard deviation scores of the study sample responses to questionnaire items
that reflect the content knowledge domain were calculated.
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Table (4.3): Mean and standard deviation scores for the study sample responses to

content knowledge domain

No Item Mean | standard
deviations | Degree

11 | can explain clearly the content of the subject 3.96 0.816 High

1 | know the content of what | am teaching 3.89 0.703 High

2 | know the critical points of my lessons. 3.87 0.816 High

12 | My questions evaluate students' understanding | 3.85 0.901 High
of a topic.

4 | know the basic definitions in my lesson. 3.74 0.725 High

10 | I gain deeper understanding about the content | 3.74 0.810 High
of my teaching subject.

6 | can recognize lacking areas related to my | 3.73 0.792 High
lessons.

8 I can develop class activities and projects. 3.71 0.848 High

14 | My students clearly understand the objectives | 3.67 0.772 Average
of this course.

5 | pursue the last improvement regarding | 3.61 0.807 Average
teaching lessons.

9 | keep—up — to date with resources (books, | 3.52 0.736 Average
journals, etc) in my content area.

3 | know how theories and principles of the | 3.50 0.709 Average
subject have been developed.

7 | attend conferences and activities in my | 3.45 0.813 Average
content area..

13 | I know students’ learning difficulties of the | 3.37 0.870 Average
subject before class.
Total score 3.6861 0.36379 High

Data shown from the table (4.3) reveals that the overall mean value of the CK domain has
(3.68) and std. deviation has (0.363), which indicates that the content knowledge domain
is very high.

The results in Table (4.3) also indicate that (8) items came to high degree and (6) items
came to an average degree.
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The item "I can explain clearly the content of the subject” has the highest mean score
(3.96). Then the item " | know the content which | am teaching" has the mean score (3.89).
The item "1 know students' learning difficulties of subject before class™” has got the lowest
mean score (3.37). Followed by the item™ | follow conferences and activities in my content
area” which got (3.45).

Means and standard deviations scores of the study sample responses to questionnaire items
that reflect the pedagogical knowledge domain were calculated.

Table (4.4) Means and standard deviation scores for the study sample responses to

pedagogical knowledge domain.

No. Item Mean Std.
deviation Degree

8 | provide oral instructions that are clear and | 4.10 0.970 High
appropriate.

10 | create opportunities for students to| 4.04 0.987 High
practice their written English.

9 | create opportunities for students to| 4.00 0.938 High
practice their oral English.

5 I use realia (real-life)objects as an| 3.87 0.847 High
instructional aids.

6 | establish opportunities for students to| 3.81 0.955 High
interact

7 | establish opportunities for students to| 3.81 0.933 High
speak to reinforce learning

4 | select problems suitable for teaching | 3.69 0.847 High
contexts in my lesson

1 | realize the difficulties of students during | 3.64 0.857 Average
my lesson

11 | provide various formats of assessments | 3.61 0.884 Average
according to student's intelligence

3 | determine the misconceptions of students | 3.52 0.716 Average
while teaching new topics

2 | prepare an appropriate lesson plan in| 3.33 0.717 Average
accordance with the point that students
may be pressured in my lessons
Total score 3.7641 | 0.43289 High

Data shown from the table (4.4) reveals that the overall mean value for the PK domain has
got (3.76) and std. deviation is (0.432) and indicates that the pedagogical knowledge
domain came in a very high degree.

The results in Table (4.4) indicate that (7) items were high degree and (4) items were
average degree.
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The item "I provide oral directions that are clear and appropriate” has the highest mean
score (4.10) . Followed by the item "I create opportunities for students to practice their
written English™ which got the mean score (4.04). The item "l prepare an appropriate
lesson plan in accordance with the point that students may be pressured in my lessons" has
the lowest mean score (3.33). Followed by the item "I determine the misconceptions of
students while teaching new topics™ which has the mean score (3.52).

Means and standard deviation scores of the study sample responses to questionnaire items
that reflect the pedagogical content knowledge were calculated.
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Table (4.5) Means and standard deviation scores for the study sample responses to
pedagogical content knowledge domain.

No. | Item Mean Std.
Deviation
Degree
14 | 1 use my voice in the classroom effectively. 3.84 1.000 High
9 | begin different activities which motivate students 3.80 0.953 High
for lessons.
20 | 1 use questioning technique during lesson 3.80 0.962 High
10 |1 use awards, punishments and reinforces 3.76 0.905 High
effectively
22 | prepare lesson plans covering the important 3.76 0.978 High
points of topics
17 I control my emotions during lessons 3.75 0.940 High
2 | use effective teaching methods and techniques to 3.73 0.913 High
use for the topic
11 | construct a democratic environment that enables 3.73 0.902 High
the self-expression of students
1 | understand concepts that exemplify with daily 3.71 0.911 High
life for students in the lesson
6 | organize a suitable learning environment for 3.71 0.877 High
students
3 | select the appropriate teaching method for 3.70 0.890 High
standards
15 | I support subjects in my content area with outside 3.69 0.882 High
(out-of-school) activities
16 || present systematically in contexts of lessons 3.68 0.884 High
(from concrete to abstract or from easy to hard
5 I know how to assess students' performance in the 3.66 0.920 Average
classroom
19 | I make connections among related subjects in my 3.66 0.905 Average
content area
7 | control negative situations while teaching 3.65 0.939 Average
8 | connect with students outside of the classroom 3.63 1.023 Average
13 | luse suitable learning and teaching instruments 3.63 0.905 Average
18 | I have knowledge about learning theories 3.57 0.883 Average
12 | 1 use time effectively in the lesson 3.56 0.985 Average
4 | take precautions determining the individual 3.55 0.855 Average
differences of student
21 | teach concepts using multi representation such as 351 0.908 Average
tables, diagrams, graphic and equation etc
Total score 3.6843 0.46703 High
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Data shown from the table (4.5) reveals the overall mean value for the PCK domain has
(3.68) and std. deviation has (0.467) and indicates that the pedagogical content knowledge
domain came in a very high degree.

The results in Table (4.5) indicate that (12) items were high degree and (9) were average
degree.

The item "I use my voice in the classroom effectively” has the highest mean score (3.84).
Followed by the item "I begin different activities which motivate students for lessons™ and
the item ™ | use questioning technique during lesson” which got (3.80).

The item "I teach concepts using multi representation such as tables, diagrams, graphic and
equation etc "has the lowest mean score (3.51). Followed by the item "I take precautions
determining the individual differences of students™ which got (3.55).

4.2.2 Results related to the sub- question:

What is the extent of EFL Teachers' perceptions of Pedagogical content knowledge in
Bethlehem District ? And are those pedagogical content knowledge perceptions different
due to (gender, qualification, years of experience, number of training workshops and
supervising authority)?

To answer this question it was turned into the following null hypotheses:

4.2.2.1 Results of the first hypothesis:

There are no statistical significant differences at the level (¢4<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to gender .

To test this hypothesis, the researcher used independent T .test as table (4.6) shows:

Table (4.6): The results of independent t- test for the perceptions of EFL teachers due

to gender.
Domain Gender No. Mean Std. T Sig
deviation
Content Female 143 3.5551 0.36171 3.292 0.001
Knowledge Male 57 3.7383 0.35248
Pedagogical | Female 143 3.7031 0.42817 3.229 0.001
knowledge Male 57 3.9171 | 0.40955
Pedagogical | Female 143 3.6977 0.46988 0.641 0.522
Content Male 57 3.6507 | 0.46220
Knowledge ' '
Total score Female 143 3.7111 0.36434 0.485 0.628
Male 57 3.6846 0.30309
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The above table shows that the value of "T" for the total score is (0.485), and the level of
significance is (0.628). This means, there are no statistical significant differences in the
EFL teachers' pedagogical content knowledge perceptions due to gender, but there are
statistical significant differences in the content knowledge and pedagogical knowledge
domains, and they are in favor of males. Thus, the first hypothesis was accepted.

4.2.2.2 Results of the second hypothesis:

There are no statistical significant differences at the level (04<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to qualification.

The second hypothesis was examined by calculating the means and deviation scores for the
perceptions of EFL teachers due to qualification.

Table (4.7): Mean and standard deviation scores for the perceptions of EFL teachers
due to qualification.

Domain Quialification No. Mean Std.
Deviations

Content Diploma 15 3.6524 0.25876
Knowledge B.A 159 3.6806 0.36948
Master degree 26 3.7390 0.38648

Pedagogical Diploma 15 3.7636 0.40627
Knowledge B.A 159 3.7564 0.43265
Master degree 26 3.8112 0.46206

Pedagogical Diploma 15 3.5424 0.30466
Content B.A 159 3.6664 0.46054
Knowledge Master degree 26 3.8759 0.53990
Total Diploma 15 3.6270 0.21259
Score B.A 159 3.6917 0.34507
Master degree 26 3.8200 0.40563
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Table (4.7) shows that there are apparent differences in the extent of EFL teachers'
pedagogical content knowledge perceptions in the upper elementary schools stage due to
qualification. To find out the significance of the differences, one way ANOVA was used as
shown in Table (4.8).

Table (4.8): Results of one way ANOVA test for the perceptions of EFL teachers due
to qualification.

Domain | Variance | Sum of Df Mean F Sig
Source squares squares
Content Between 0.095 2 0.047
knowledge groups 0.355 0.701
Within 26.241 197 0.133
groups
Total 26.336 199
Pedagogical | Between 0.067 2 0.034
Knowledge groups 0.177 0.838
Within 37.224 197 0.189
groups
Total 37.291 199
Pedagogical | Between 1.307 2 0.654
Content groups 3.059 0.051
Knowledge Within 42.099 197 0.214
groups
Total 43.406 199
Total Between 0.463 2 0.231
degree groups 1.935 0.147
Within 23.560 197 0.120
groups
Total 24.023 199

From the table above, it can be noticed that F value for the total degree is (1.935), and the
significant level is (0.147), and this is higher than (0.05> o). So, there are no statistical
significant differences in the perceptions of EFL teachers due to qualification, and so for
the domains. Thus, the hypothesis has been accepted.
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4.2.2.3 Results of the third hypothesis:

There are no statistical significant differences at the level (0<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to years of experience. The
third hypothesis was examined by calculating the mean and deviations scores for the
perceptions of EFL teachers due to experience.

Table (4.9): Mean and standards deviations scores for the perceptions of EFL

teachers due to years of experience.

Domain Years of No. Mean Std
experience Deviation

Content Less than 5Syears 37 3.6042 0.34363
knowledge From 5-10 years 73 3.6311 0.35275
More than 10 90 3.7643 0.36882

years
Pedagogical Less than 5Syears 37 3.6437 0.43513
knowledge From 5-10 years 73 3.7298 0.37726
More than 10 90 3.8414 0.46286

years
Pedagogical Less than 5Syears 37 3.6904 0.45008

content

knowledge From 5-10 years 73 3.5890 0.42420
More than 10 90 3.7591 0.49706

years
Total Less than 5Syears 37 3.6538 0.34945
From 5-10 years 73 3.6345 0.30797
More than 10 90 3.7799 0.36464

years

It can be noticed that there are apparent differences in the perceptions of EFL teachers due
to years of experience. To check these differences, one way ANOVA was applied using
test data as shown in the table (4.10).
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Table (4.10): One way ANOVA results for the responses of EFL teachers due to
years of experience

Domain Variance | Sum of Df Mean F Sig

source squares square
Content Between 1.019 2 0.509 3.964 0.021
knowledge groups

Within 25.317 197 0.129

groups

Total 26.336 199
Pedagogical | Between 1.160 2 0.580 3.163 0.044
knowledge groups

Within 36.131 197 0.183

groups

Total 37.291 199
Pedagogical | Between 1.167 2 0.584 2.722 0.68
content groups
knowledge Within 42.239 197 0.214

groups

Total 43.406 199
Total Between 0.964 2 0.482 4.119 0.018
degree groups

Within 23.059 197 0.117

groups

Total 24.023 199

From the table above, it can be noticed that F value for the total degree is (4.119), and the
significant level is (0.018), and it is less than the significant level (0.05 > o). Thus, there
are significant differences in the perceptions of the EFL teachers due to experience, and so,
for the domains except the pedagogical content knowledge domain, and then the third
hypothesis was rejected. The results of the (LSD) test were examined to show the direction
of the differences as follows:
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Table (4.11): LSD post-hoc test for years of experience

Domain Variables Differences in Sig
means
Content Less than From 5-10 -0.02687 0.711
knowledge 5 years
More than 10 years -0.16004* 0.023
From 5-10 | Lessthan 5 years 0.02687 0.711
years
More than 10 years -0.13317* 0.019
More than | Less than 5years 0.16004* 0.023
10 years
From 5-10 years 0.13317* 0.019
Pedagogical Less than From 5-10 years -0.08603 0.321
knowledge 5 years
More than 10years -0.19768* 0.019
From 5-10 | Less than Syears 0.08603 0.321
years
More than 10years -0.11165 0.099
More than | Less than 5years 0.19768* 0.019
10 years
From 5-10years 0.11165 0.099
Total Less than From 5-10 years 0.01932 0.780
Syears
More than 10 years -0.12608 0.061
From 5-10 | Less than Syears -0.01932 0.780
years
More than 10years -0.14540* 0.008
More than | Less than 5years 0.12608 0.061
10 years
From 5-10 years 0.14540 0.008

Table (4.11) reveals that in CK domain there are significant differences between the mean
value between those who have less than five years' experience and those who have more

than ten years' experience in favor of more than ten years' experience.
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In PK domain, there are significant differences between the mean value of those who have
less than five years' experience and those who have more than ten years' experience in
favor of more than ten years' experience.

It is noted also, that there are significant differences between the mean value of those who
have experience from five to ten years and those who had more than ten years' experience
in favor of more than ten years' experience.

Therefore, there are significant differences in the perceptions of the EFL teachers due to
years of experience in favor of more than ten years' of experience.

4.2.2.4 Results of the fourth hypotheses:

There are no statistical significant differences at the level (¢<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to the number of training
workshops.

The fourth hypothesis was examined by calculating the mean and deviation scores of the
perceptions of the EFL teachers due to the number of training workshops.

Table (4.12): Mean and standard deviations score for the perceptions of EFL teachers
due to the number of training workshops.

Domain No. of No. Mean Std
workshops Deviations
Content Less than 3 19 3.6880 0.39066
knowledge
From 3-5 52 3.5934 0.39946
More than 5 129 3.7231 0.34034
Pedagogical Less than 3 19 3.6603 0.35835
knowledge
From 3-5 52 3.7762 0.46996
More than 5 129 3.7745 0.42838
Pedagogical Less than 3 19 3.6986 0.53573
content
knowledge From 3-5 52 3.6058 0.50798
More than 5 129 3.7139 0.43877
Total Less than 3 19 3.6865 0.39051
From 3-5 52 3.6420 0.38408
More than 5 129 3.7308 0.32422
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From the above table, it can be noticed that there are apparent differences in the
perceptions of the EFL teachers due to the number of training workshops. To check these
differences, one way ANOVA was applied as shown in the table (4.13).

Table (4.13): One way ANOVA results for the responses of EFL teachers due the
number of training workshops.

Domain Variance | Sum of Df Mean F Sig
source | squares squire
Content Between 0.624 2 0.312 2.390 | 0.094

knowledge groups
Within 25.712 197 0.131

groups
Total 26.336 199
Pedagogical | Between 0.226 2 0.113 0.601 | 0.549

knowledge groups
Within 37.065 197 0.188

groups
Total 37.291 199
Pedagogical | Between 0.437 2 0.219 1.003 | 0.369
Content groups
Knowledge | Within 42.968 197 0.218
groups
Total 43.406 199
Total Between 0.299 2 0.149 1.240 0.292
groups
Within 23.724 197 0.120
groups
Total 24.023 199

From the table above, it can be noticed that F value for the total degree is (1.240), and the
significant level is (0.292), and this is more than (0.05> a). So, there are no statistical
significant differences in the EFL teachers' pedagogical content knowledge perceptions
due to the number of training workshops, and so for the domains. Thus the fourth
hypothesis was accepted.
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4.2.2.5 Results of the fifth hypothesis;

There are no statistical significant differences at the level (0<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to the supervising
authority.

The fifth hypothesis was examined by calculating the results of the T test and mean scores
for the perceptions of EFL teachers due to the supervising authority.

Table (4.14): The results of independent t- test for the perceptions of EFL teachers
due to the supervising authority

Domain | Supervising No. Mean Std T Sig
authority deviation

Content Public 144 3.5928 0.29518 6.369 0.000
knowledge

Private 56 3.9260 0.41336
Pedagogical Public 144 3.7191 0.40683 2.386 0.018
knowledge

Private 56 3.8799 0.47826
Pedagogical Public 144 3.6199 0.40491 3.197 0.002
content

Private 56 3.8498 0.56937
knowledge
Total Public 144 3.6350 0.27264 4.699 0.000
degree

Private 56 3.8796 0.44686

The above table shows that the value of "T" for the total score is (4.699) and the level of
significance is (0.000). This means, there are statistical significance differences in the
extent of EFL teachers' pedagogical content knowledge perceptions in the upper
elementary schools stage due to the supervising authority, and so for the domains, The
differences are in favor of private schools. Thus, the fifth hypothesis was rejected.
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4.3 Results related to the Interview

The researcher have prepared interviews to explore the extent of EFL teachers' pedagogical
content knowledge perceptions in the upper elementary schools stage in Bethlehem
District, and they were 6 participants. The results of these interviews were summarized as
the following:

Question No. 1: Would you describe the process you go through when you plan and
teach a specific topic? (content knowledge).

Teacher 1.: For me, | follow the instructions in the teachers' book for lesson plans, because
my supervisor asked me to do that and she rejected my way in planning and teaching the
lesson, so I always follow teachers' book guide. First, I'll write the aims on the board, then
I'll tell the students about them, after that, I'll give my students ideas about the new topic,
then explain it to them. Next, | will ask them some questions about it, then describe it in
more details. | will sum up the topic for students by asking some important questions and
finally I'll give them a homework to do it at home.

Teacher 2.: | prepare the lesson on a notebook, | write the aims of the lesson on the board,
at least 2 or 3 aims we should not write more than that. Next, | revise with students the
previous lesson through oral questions (we focus here on the weak students). After that |
introduce the new words in the box, and go through the lesson, describe the pictures, draw,
discuss.. etc.

Teacher 3: | do this process through these steps: first, | do pre-planning the new topic,
then I introduce the new topic for the student. After that I ask them to read examples, then
ask them questions to help them get the idea of the new topic. Finally, | ask them to do
specific tasks and activities.

Teacher 4: | always plan for the new topic on the notebook, put the objectives, procedures
and ways that | will use them in assessing students, because pre-planning lesson is
important and has positive effects on teacher and teaching process, teacher will know what
to do during the lesson and will not face problems and difficulties while he or she explains
the topic. Then I will revise with them the previous lesson. Then I will ask the students
some questions about the new lesson, | will use some activities and games to make the
learning process easier for students. While choosing the activities, they should be
appropriate for students' age, needs and interests, for example, group work activities,
writing, playing, and acting will attract the students and motivate them. In addition, I like
to prepare activities that consider the multiple intelligences like dividing the class into
groups, to write for example a poem or a story or draw pictures.

Teacher 5:First, | read about the new topic carefully, then | define the objectives of the
topic. Next | decide the strategy that | would follow while explaining the topic, | also
decide the needed materials, activities and the suitable assessment techniques.

Teacher 6: When | plan my lesson, | take in consideration students' needs and interests. |
prepare activities which address practice of the four skills of English language like pair
work activities and matching activities, and it's important to bring extra activities and not
just follow the teachers' book. Then I write some notes on a notebook like objectives,
materials, procedures and assessment ways that | will need them while explaining the topic
for students.
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I will revise with them the previous lesson, then presenting the new concepts, and if the
new lesson has new vocabulary, | will prepare flashcards writing on them the new words,
then | will put them on the board in a mixed way and ask students to re- arrange them
correctly. I will show them videos, pictures, charts to motivate and engage them in the
lesson. | will give them tasks about the lesson, then I will revise with them the most
important ideas and give them a worksheet or a homework.

It is clear from the answers that teachers gave that they asserted the importance of planning
the lessons. In addition, some of teachers' lesson plans lacked using extra activities that fit
the students' needs and interests, whereas the rest of lesson plans were enriched with
various of activities, strategies and materials that suit all the students' levels, needs,
interests and multiple intelligences. Teachers also indicated the necessity of revising the
students in the previous lesson and prepare activities integrating the four skills of English
language.

Question No.2: a) Do students misunderstand specific concepts of your lesson? and
How do you usually discover these misconceptions?

Teacher 1: Yes, certainly they do, | discover these misconceptions through asking them
questions.

Teacher 2: Yes, they misunderstand specific concepts, through giving exams or asking
them questions.

Teacher 3: Yes, sometimes students misunderstand specific concepts, and it will be clear
that students have misconceptions while doing the tasks and activities of the lesson.

Teacher 4: Yes, they misunderstand some concepts, and | discover these misconceptions
through tests or activities they do in the class during the lesson.

Teacher 5: Sometimes students misunderstand some concepts of the lesson and I discover
these misconceptions while the final assessment or the formative assessments.

Teacher 6: Yes, they misunderstand some concepts, | discover them through activities,
tasks, tests.

B) What are some examples of how approach teaching strategies used in teaching
challenging concepts?

Teacher 1: For example, some students have misconceptions in regular and irregular
verbs, they think that all verbs we can add (ed) at the end of the verbs and that is wrong,
some verbs are irregular and not ended with(ed), so | asked a student who has a beautiful
handwriting to write all these verbs and stick on the walls. And | ask them to memorize
these verbs and then | give them tests in these verbs.

Teacher 2: | use flash cards, or act out conversations.

Teacher 3: Sometimes students misunderstand some concepts in grammar like present
simple or present continuous , so | use technology in designing lessons on the smart board
that attract the students. In addition, | always give them examples about these concepts.
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Teacher 4: | try to explain the concept in different ways to make it clear for them, like
playing games or using computer in designing the lessons. In addition, 1 make classroom
discussion to gauge their understanding the concept.

Teacher 5: | may show the students items they can see and touch that represent the
concepts. | could design a game that relates the concepts with their pictures, classes and
meanings.

Teacher 6: | use flash cards, tests, | try to explain the concept in different ways by using
technology, role playing or competition.

¢) Would you describe some ways that help students develop their own ideas as they
moved towards understanding/mastering concepts?

Teacher 1: | ask a student for example who is talented in drawing to draw some new
vocabularies or to do wallpapers.

Teacher 2: | use many things like repeating words, memorizing concepts, performing and
drawing pictures, these activities will motivate them while mastering the concepts.

Teacher 3: | use many ways like: working in groups to discuss the new concepts. Then ask
students to clarify the ideas for their partners in addition to organizing and practicing doing
projects about the new concepts and finally, let the students talk and express their own
ideas about the new concepts.

Teacher 4: | can ask them to learn a subject and tell them that I will give them extra marks
and rewards, also, let them read external material or novels, or let them watch videos about
these new concepts.

Teacher 5: | divide the students into groups of 5-6 students, and name one of them the
leader of the group in a reading periods. First, | ask each head student to guide his groups'
discussion using questions generating, summarizing, clarifying and predicting. Then
students can take the role of the teacher in monitoring a dialogue.

Teacher 6: By letting them do research on the concepts, make projects and take the role of
the teacher, or give them tasks to do in groups.

All the teachers asserted that their students have misconceptions in specific topics, and
they discover them through many ways like exams, doing tasks and activities, or asking
them questions about the concept. Furthermore, they use various strategies in dealing with
the challenging concepts such as: tests, memorization, discussion, and group work.

Question No. 3) In your class, in what ways do students investigate their own interests
and in what ways do these interests align with individual differences?

Teacher 1: By expressing themselves, and | designed a " suggestion box ", it is a
cardboard box, | invite students to write any information about their interests, or just tell
me about difficulties they face.
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Teacher 2: By reading things that belong to their interests, discussing with friends or
teacher some issues relating to their interests.

Teacher 3: To help students discover their interests, teachers should vary their own
techniques of teaching. By doing so, he\she will help students discover their own interests.
| also give them suggested topics to write about, and there always have the option of
writing on their own topic they choose.

Teacher 4: Preparing various activities that suit all the levels in the class, designing
questions carefully for good students and weak students in addition to asking them what
they like to do, or let them suggest activities they like to do.

Teacher 5: | may give the students the chance to make a game or a representation about a
particular title in the lesson and let each choose the title he is interested in and then sort the
students according to the titles they have chosen.

Teacher 6: let them design activities they want, let them participate with me in putting the
objectives, but I really talk to them to know their interests and what they like to do.

In the light of the above, teachers use many ways through which their students can
investigate their interests such as: discussion, talking to them, preparing and choosing
activities, using suggestion box or writing about topics suggested by the teacher.

Question No. 4) Would you mention some collaborative and individual strategies you
use to support your students learning, and describe them?

Teacherl: Through dividing the class into small groups and give them some tasks.

Teacher 2: By dividing the class into groups, | mix the good and weak students because
weak students will benefit from the good students or | use pair work activities. In my
opinion, the strategies that we usually use are the traditional ones like group work or pair
work, | find some difficulties in applying new strategies, because students have low
achievement and don’t participate in these strategies and activities, the most of the class
have problems in English discipline. In addition, the classrooms are crowded with the large
number of students, so | try not to waste the time allocated for the lesson. For the group
work, | divide the students into five students then give them tasks to do.

Teacher 3: | use group work, doing projects, discussion.

Group work is well- known strategy, | divide students into groups, then prepare them
activities and tasks to do. For the project, | ask students to do them individually or in
groups, by choosing a topic and make research on it and make representation.

Teacher 4: | ask them to work in groups and doing projects. | ask each group to collect
some information about the topic and each one has a role to do in the group. For example,
one of them brings pictures, another one writes sentences, then another student reads a
paragraph. For the projects | ask students to bring or choose a subject which is related to
the topic and do a research on it.

Teacher 5: | divide students into small groups and give each student a task to do within
the group. Role-playing in acting a dialogue or text is another collaborative strategy. On
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the other hand, individual learning could be achieved through using cards for learning
vocabulary, reading, songs, dictation, preparing power point about a particular subject.

Teacher 6: | use peer tutoring strategy with my students which is one of the teaching
methods, which students are taught by their classmates. It has been found that it contributes
effectively to the development of student skills in the most of academic aspects, especially
if the student who is teaching is directed to how to deal with the learner. Also | use
cooperative learning which is a method of sharing the students in a debate sitting in a
circular and each student presents his ideas and his point of view for everyone so that
everyone benefits from each other in thinking and accessing to solutions.

Teachers mentioned and described some strategies they use in their classrooms, such as:
group work, doing projects, discussion, peer tutoring and cooperative learning. Moreover,
there are such difficulties which face teachers during applying new strategies like
overcrowded classrooms and the lack of motivation in participating in activities.

Question No.5: a) What are the ways in which students establish objectives, monitor
their learning and apply the skills they have learned?

Teacher 1: | give them daily exams, and ask them to make conversations, or write
paragraphs or real life situations.

Teacher 2: After giving any activity such as writing, 1 monitor them when | give the
students a homework about writing an essay for example, and check their work carefully
give them feedback about their work.

Teacher 3: | ask the students to take the role of the teacher to explain the new topics, and |
ask them also to write reports, in addition, | give them quizzes and exams.

Teacher 4: Students can use what they learnt in the real life situations like giving
directions to some tourists when they come to our country or ordering food from restaurant
using English language. Moreover, giving them tests and worksheets, or | ask them to
write a topic as a final assessment.

Teacher 5:Taking careful notes and the review before tests, so they have the chance to ask
the teachers about what they don’t understand. Doing the homework in time by themselves
and asking the teachers about unknown drills and correcting the wrong ones at once.

Sharing the information in the class. Working within groups or in pairs helps the students
to exchange ideas.

Teacher 6: By making speaking activities, or making interviews, or writing texts, in
addition to the traditional way of assessment, in other words tests and quizzes.

b) Do you try to diversify questions while designing your exam? And, what do you
know about authentic evaluation?

Teacher 1: Yes, of course. | write questions that suit all levels of students, there are easy
questions for weak students, and difficult questions for the clever students, which
encourage them to think and answer these questions. | think authentic evaluation needs
time to apply in the classes, and for our students, it doesn't work, so | think that the
common ways of assessment are better than the authentic evaluation.
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Teacher 2: Yes, | diversify the questions for the students, and I try to cover all the four
skills. I use pre-task questions, during- tasks and post-tasks to evaluate the students.

Teacher 3: It is vital to diversify the questions while designing the exam, and authentic
evaluation is related to the material that had been taught.

Teacher 4: 1 try to diversify the questions while designing the exam, and design easy
questions and difficult ones that suit all levels of the students. For example, | can ask
students to make presentations or making a dialogue to assess the speaking skill.

Teacher 5: Yes, | diversify questions. | use indirect questions (Wh- questions) - multiple
choice — questions in which the students may give an opinion or a suggestion. For the
authentic evaluation, it means to give the students the opportunity to engage in real
questions or tasks in which they use knowledge and skills, like doing researches and
presentations.

Teacher 6: Yes, certainly | diversify the questions of the exam, using all the levels in
Blooms' taxonomy. In addition, I use all kinds of questions like closed questions, open-
ended questions or matching. Authentic evaluation is a form of assessment in which
students are asked to perform real-world tasks like observations and representations.

Teachers mentioned many ways they use in assessing learners like daily exams, making
speaking activities like making interviews, conversations and real life situations,
observations, presentations and discussion. All of them asserted that they diversify the
questions of the exam. Some of them pointed out that exams' questions should be
appropriate to the students' levels, and take in consideration the Bloom' taxonomy while
designing the exams, and they stated some kinds of these questions like WH- questions,
multiple choice questions and other kinds, but most of them didn't give clear definition for
the authentic evaluation.
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Chapter Five

Discussion, Conclusion and Recommendations

5.1 Introduction

This chapter deals with the interpretation of the statistically analyzed data of the questions
and hypotheses of the study, presented in chapter four, and it seeks to interpret the findings
in light of the reviewed literature. It also includes some suggestions and recommendations
which are expected to be beneficial in the future.

5.2 Discussion of the Results of the main Question:

What is the extent of EFL teachers' perceptions of pedagogical content knowledge in
Bethlehem district?

The results showed that the overall mean score was (3.70) and the SD was (0.37), and this
shows that the extent of teachers' pedagogical content knowledge perceptions in Bethlehem
District came up with a high score.

The reason for this finding can be justified in that the teachers considered themselves
knowledgeable in most of the components of PCK. Their long duration in teaching had
created a delusion about their knowledge in PCK principles. The content of teachers'
conceptions about PCK appears to be rather traditional particularly in terms of students'
need and interests, selecting appropriate instructional strategy to overcome students'
misconceptions and authentic evaluation. EFL teachers need to reconstruct their PCK.
Therefore, they need to attend teacher training programs that provide opportunities to
develop and use PCK in teaching situations as well as to improve their abilities to
recognize conceptual difficulties and use strategies promoting conceptual change during
classroom practice.

The current study results agreed with the results of Kanats' (2014) study which showed
that the English teachers had positive perceptions about their PCK, and disagreed with
Migdadi's and Al-Omari's (2014) study which showed that the Science and Mathematical
teachers' perceptions were weak.
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5.3 Discussion of the Results of the First Hypothesis ;

There are no statistical significant differences at the level (0<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to gender.

The results supported the null hypothesis, and there were no significant differences at the
level (0<0.05) in the mean scores of EFL teachers' pedagogical content knowledge
perceptions due to gender.

The researcher thinks that the reason for this result maybe is that the teachers, regardless to
their gender, receive the same academic knowledge, and the same in-service training and
hence, they acquire similar professional competencies and skills. Therefore, their
perceptions seem to be similar according to their PCK.

The results agreed with the results of Kanat's (2014) study, Al-Atrash's study (2016) and
Migdadi's and AL-Omari's study (2013).

5.4 Discussion of the Results of the Second Hypothesis:

There are no statistical significant differences at the level (0<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to qualification.

The results revealed that there were no statistical significant differences at the level
(0<0.05) in the mean scores of EFL teachers' pedagogical content knowledge perceptions
due to qualification.

In light of the above, the researcher indicates that regardless the qualification, whether the
teachers have diploma, or B.A, or even a master degree, they were exposed to the same
courses at universities, and they were taught by professional instructors. In addition, they
received the same training workshops held by the Palestinian Ministry of Education.

The results of this hypothesis are in consistence with the results of Al-Trash (2016) and the
result wasn’t in consistence with Setiadi and Musthafa (2013) who found that the PCK was
attained by teachers with higher degree of education or academic qualification, so Master
degree holders had higher mean scores of PCK than the teachers with B.A degree. Migdadi
and Al-Omari's (2014) study results revealed significant differences in teachers'
perceptions due to the scientific qualification. Also, having disagreed with Liu's (2011)
study and Al-Jaro's et al (2017) study, the analysis of university courses revealed that
pedagogical skills courses are not enough to enhance and strengthen the student teachers'
PCK needed to be reflected in their teaching practices. The findings showed that the
curriculum lacks courses necessary to provide student teachers with basic knowledge and
pedagogical principles which are of vital significance to demonstrate their understanding
before they are practically engaged in the teaching experience.
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5.5 Discussion of the Results of the Third Hypothesis:

There are no statistical significant differences at the level (¢<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to experience.

Results showed that there were differences at the level (¢4<0.05) in the mean scores of EFL
teachers' pedagogical content knowledge perceptions due to experience, and these
differences were in favor of years of experience for more than 10 years.

The researcher asserts that the teachers do continue to improve their effectiveness as they
gain experience in the teaching profession, expert teachers understand their subject matter,
understand students they are teaching, use good questioning techniques, and they make
careful plans. These plans consist of identifications of English concepts or skills being
presented in several ways of representations .Also, they use multiple examples,
connections among these concepts and skills, they integrate their knowledge of curriculum,
teaching strategies, and classroom setting. In addition, they are able to adapt their plans to
accommodate the needs and interests of the students in the class. They are more efficient in
lesson planning, they spend much less time planning, and yet their planning is often much
effective. Because they have in store well- established routines, they can recall their
experiences in teaching similar lessons.

The findings agreed with Ibrahim's (2016), Pitmann's (2015), Van Driel's (2002), Agee's
(1998) Laban's (2016), who all agreed that classroom experience had the strongest impact
on PCK development.

The findings disagreed with Al-Trash's (2916), Yang's (2011), Kanat's (2014) Miqdadi's
and Al-Omari's (2014) who all said that the teaching experience doesn't affect the PCK of
teachers. In addition, the results also disagreed with Asl's et al (2014) study, the results of
the investigation indicated that regretfully a remarkable number of teachers possess much
less than expected amount of both CK and PCK, which is also triggered by their amount of
teaching experience. That is, the more years they teach, the more amount of CK and PCK
they lose.

5.6 Discussion of the Results of the Fourth Hypothesis:

There are no statistical significant differences at the level (04<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to the number of
workshops.

The results indicated that there were no statistical significant differences in the EFL
teachers' pedagogical content knowledge perceptions due to the number of workshops.

The researcher considers that training workshops provide enormous benefits for the
teachers, and they have a strong influence on the teachers' instructional practices. They
provide them with new skills, teaching strategies, ways of assessments and a lot of
countless benefits. But here, the result showed that these training workshops had no
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influence on teachers' perceptions of their PCK. The researcher thinks that referred to
several reasons, maybe the teachers have negative attitudes towards workshop attendance,
and maybe they feel that these workshops are waste of time and they are obliged to attend
them. It is known that workshops provide knowledge and skills, but maybe the EFL
teachers didn't apply what they had learnt in these workshops or take them on seriously,
like re-teach objectives, or improve teaching or trying new strategies and new activities
they learnt in their classrooms. Moreover, teachers might haven't met regularly or for the
allotted time of these workshops, or teachers didn't believe in the importance of these
workshops for the students, because most of teachers always speak extensively about their
frustrations with students' poor progress in assessments rather than focus on the real
reasons for their low achievements and try to change their instructional practices. Another
explanation for this result, that maybe the workshops which they attended were not
affective and topics discussed were not about teaching strategies or student progress, or
these topics were discussed superficially by teachers. Furthermore, maybe these
workshops were traditional and didn't address the holistic approach of PCK.

The findings agreed with the results of Yang's (2011) study which indicated that the
training has no impact on teachers' PCK.

Pitmann's (2015) study results revealed that the PLC meetings didn't appear to positively
impact the development of the teachers' skills or build the knowledge they needed for
teaching more effectively. They disagreed with the findings of Ayoubi and others (2012)
study which its results indicated that teachers' beliefs about teaching and learning have
changed away from the behaviorist towards more constructivist beliefs and their teaching
practices have developed toward using more active teaching strategies. Also. it agreed with
Miqdadi and Al-Omari (2014) study , and its results showed that workshop attendance
affect teachers' perceptions of their PCK.

5.7 Discussion of the Results of the Fifth Hypothesis

There are no statistical significant differences at the level (0<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to the supervising
authority.

The results showed that there were differences at the level (0<0.05) in the mean scores of
EFL teachers' pedagogical content knowledge perceptions due to the supervising
authority, and these differences were in favor of private schools.

The researcher believes that the educational environment in private schools is equipped to
suit the academic outcomes, and the number of students is less than in public schools.
Therefore, the teacher has more time to give the students the attention needed, and to vary
his instructional practices. Also, private schools system provide various educational
options like international exchange program, freedom to develop their own curricula, as
long as parents agree with the intellectual, philosophical or religious basis brought to the
curricula. In addition, private schools hire the most qualified and competent teachers to
attract the largest number of students in order to achieve profits, since parents always pay
for these private schools. Moreover, maybe the training programs in private schools
address modern topics such as PCK.
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The findings disagreed with Setiadi's and Musthafa's (2013) study which indicated that the
public schools had an effect on teachers' PCK.

5.8 Interpretation of the Qualitative Results

Interview sessions with the six EFL teachers emphasized that having a pre- planning lesson
was one of the important aspects that EFL teachers must possess.

The researcher thinks that planning for lessons keep the teachers organized, and help them
to be confident when they deliver the lesson and can face the difficulties that arise during
the lesson. Moreover, it gives them the opportunity to think deeply about their instructional
practices, their choice of objectives, activities that will meet these objectives, the materials
needed, and estimate the time for each activity. A teacher who plans lessons carefully, will
not waste class time flipping through the course book, thinking about what to do next.
Teachers who pointed out the importance of planning the lessons, gave the researcher a
sign that they have positive perceptions about their PCK.

It is noted that some of lesson plans given by teachers lacked extra activities that address
students' needs and interests. This indicates that teachers don't have enough knowledge
about learners' needs and interests. Whereas, some teachers planned their lessons in
accordance with the multiple intelligences, taking in consideration the learners' needs,
interests and individual differences, and present the concepts in different ways to meet
these interests.

Results indicate that teachers focus on the need of revising students in the previous lesson
before moving towards a new topic. Revision refreshes the students' memories, reminding
them about the content and topics of the previous lesson. It is also a way that helps students
to develop their presentation skills and develop the speaking skill. Moreover, they get
feedback from the teacher.

Teachers asserted on the necessity of integrating the four language skills while preparing
and designing activities. It is important to choose instructional materials and activities that
promote the integration of the four English language skills:

listening, speaking, reading and writing. It creates a communicative classroom
environment that engages students to enhance their language abilities. Thus, students can
use the English language effectively in communication.

Interview results showed that teachers have the ability to identify the misconceptions while
they teach a topic, and they used many strategies to correct these misconceptions. The
researcher points out that false understanding of the concept get in the way of acquiring
new knowledge, and one of the EFL teachers' missions is identifying these misconceptions,
guide her\ his students to recognize them, provide ways and effective instructional
strategies to change these misconceptions, and to make sure that they have a correct
understanding of these misconceptions. Some teachers used ways to fix misconceptions
such as memorization and tests. From the researcher's point of view, these ways are not
real solutions to deal with the challenging concepts, conceptual change is not an easy
process, it takes time. Students may forget the concepts quickly. Other teachers mentioned
that they use discussion strategy as a way in fixing misconceptions, this strategy can
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reinforce the learning process, and allows the misconceptions to be changed. Also, teachers
gave ways in developing students' ideas as they move towards understanding / mastering
the concepts such as: group discussions, doing projects and researches and designing
games and competitions. The researcher considers these strategies fruitful and effective,
because they motivate and engage the students in learning. Moreover, students will learn
more through personal experiences, and they will be encouraged to take the ownership of
their learning. Some teachers could identify students' misconceptions but they didn't give
real solutions to correct them, and the result agreed with Mark (2000).

The results also indicated that teachers use different techniques in exploring the students'
interests like talking with them, designing and suggesting activities, reading and writing
texts and using the suggestion box.

Talking with students is necessary. Through talking students can show their personalities
by expressing themselves, they will speak as confident, and based on talking can help the
teacher to decide various strategies to help students to learn. Further, the teacher can
understand students' strength, weakness and help them to be successful academically. For
the suggestion box, the researcher considers this way helpful in discovering the students'
interests and needs, by let the students at the end of the lesson to write anything they want,
like what learning problems they have, their hobbies and their opinions in the teachers'
performance and drop these writings in the suggestion box. The teacher can benefit from
this way and improve her\his instructional practices. In addition, it helps shy students to
express themselves without feeling embarrassed. The purpose of exploring students'
interests is to understand the students learning styles and their needs, participate the
teachers in choosing objectives, activities, materials and the learning teaching process.

Students will be motivated and engaged in these activities eagerly. Thus, the teacher will
take this information into account during planning lessons and improving her\his
instructional practices.

Interview sessions also indicated that teachers use various strategies in their classrooms
such as: group work, doing projects, discussion, peer tutoring and cooperative learning.
Furthermore, there are some difficulties that face teachers in applying new teaching
strategies like overcrowded classrooms and lack of motivation in participating in the
activities.

It is noted that some teachers couldn't choose appropriate teaching strategies to teach topics
because of some difficulties arising while applying these strategies such as: the crowded
classes of students, students' poor achievement and having problems and difficulties, and
students' low motivation.

It is clear that EFL teachers have heavy teaching loads that prevent using teaching
strategies. EFL teachers teach at least 26 periods a week, they correct notebooks, mark the
exams, solve problems and other assigned duties in 26 classes a week, they are responsible
to teach English language for large number of young learners who are in the most cases
suffer from language learning difficulties. Such an exhausting working day may not allow
teachers to think about using new teaching strategies in the classrooms. But these are not
excuses to blame students for not participating in activities, most of the teachers put the
burden on the students for not having effective lessons or participating in the activities
prepared, and ignoring that one of the teachers' missions is motivating the students to take
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part in the activity eagerly, and they have to search for the reasons behind students'
reactions, and try to fix their instructional practices in the classroom.

Interview results also indicated that teachers stated several ways in assessing students like
daily exams, undertaking speaking activities such as making interviews, conversations and
real life situations, writing texts and reports and worksheets, and they diversify the exams'
questions to suit the students' levels and need.

The researcher elicits from these answers that all teachers had agreed on using tests as a
way in assessing the students' performance, and three teachers didn't give clear idea about
the authentic evaluation, EFL teachers should possess knowledge of assessments and
authentic evaluation, because they give real data about students' performance. The rest of
teachers had talked about authentic evaluation and gave examples like using presentations,
observations and making dialogues: Their answers reflected that they can realize what is
the suitable way for assessing students. Some teachers mentioned that they use real life
situations as a way in applying students' skills they have learned in classrooms. Using
realia or real life situations gives students the chance to practice real life situations, such as
bringing maps and asking or giving directions and binging a menu and pretending that they
are at the restaurant and then ordering food using foreign language, so they will feel more
confident in speaking skill. Moreover, using this way will create excitement among
students, and will make learning fun and joyful instead of traditional activities.

5.9 Conclusion

The study revealed the perceptions of EFL teachers about PCK. Through the use of
questionnaire and interview, it was possible to determine the similarities and differences
between the results of the two instruments.

The questionnaire and the interview results are in consistence with the following
areas:

1- The interview results have asserted that teachers prepare activities which integrate the
four English language skills and provide opportunities for the students to practice them,
and that match with the results gathered by the questionnaire.

2- Interviewees' responses have also shown the same results of the questionnaire
concerning identifying the students' misconceptions while they are teaching a new topic.

3- Teachers had an agreement in the two instruments that they know how to assess
students' performance in the classroom, and their questions can evaluate their
understanding, and they diversify the exams questions to suit the students' levels and
interests. In addition, they use realia or real life situations as a way in which students can
apply the skills they had learnt in the classroom, and these reflects the daily life of the
students.

4- Another matching point between the questionnaire and the interview results are both
instruments, participants showed the ability to develop class activities and projects to help
students in the learning process.
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5- Results of the interview and the questionnaire showed that the teachers were
knowledgeable in their discipline, and used different teaching strategies to teach the
content, and they could determine the difficulties that arise during the lesson.

6- Four interviewees had more than 10 years of teaching experience had positive
perceptions about their PCK, and that is agreed with the questionnaires' result in which
there were significant differences in the perceptions of EFL teachers' perceptions of PCK
due to the years of experience, and these differences were in favor of years of experience
for more than 10 years.

7- Results of the questionnaire revealed that there were no differences in the EFL teachers'
pedagogical content knowledge in perceptions due to gender. From the interviews, there
could not be seen any differences between male and female perceptions about PCK. All the
participants from both sexes agreed on several common ideas in all domains.

The results between the two instruments were inconsistence with these points:

1- Interviewees' responses indicated that some teachers could prepare lesson plans
considering the students' needs, levels and interests. Moreover, they mentioned that they
prepare activities that fit these interests. Whereas, the questionnaire respondents indicated
that they couldn't make lesson plans that take into account the students' needs, levels and
interests.

2- Two of the interviewees cited that they teach the concept in multi representations such
as: charts, pictures, videos, etc.. Whereas, the majority of the questionnaire's respondents
agreed that they didn't teach the concepts in multi representations.

3- Interview results revealed that some teachers couldn't select the appropriate teaching
method for teaching because of some difficulties that occur while they teach so, they went
on using the traditional teaching strategies. By contrast, in the questionnaire, most teachers
stated that they could select the appropriate teaching method for using it in teaching the
topics.

4- Two of the interviewees were master degree holders. They had positive perceptions
about their PCK. The researcher elicited from their answers that they had knowledge in
learners, assessment, content and pedagogy. Meanwhile, in the questionnaire, the results
showed that there were no significant differences in the perceptions of the EFL teachers
about their PCK due to qualification.

5- For interviewees who were taught in private and public schools, the results showed that
teachers have equal perceptions about PCK. Whereas, in the questionnaire the results
showed that there were differences in EFL teachers' pedagogical content knowledge
perceptions due to the supervising authority, and these differences were in favor of private
schools.
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5.10 Recommendations

1- The researcher recommends the use of various instruments including field observations
to assess the PCK teachers possess.

2- The researcher recommends to re-evaluate the effectiveness of pre-service and in-
service teacher preparation programs in promoting PCK.

3- Conduct new research using different variables.

4- Making meaningful and effective workshops that focus on teaching strategies ,student
progress and the learners' needs and interests.

5-. The researcher recommends involving pre- service and in-service teachers in
continuous training and professional development programs to keep them informed and
up- to-date in both content and pedagogy.

6- To improve pedagogy, professional developments programs should pay attention to
develop teachers' understanding of the constructivist conceptions of teaching and learning,
and consequently should focus on planning and implementing the active and student-
centered teaching strategies and not to forget integrating technology in their teaching.

7- The organization of workshops and any other forms of in-service training should be
targeted toward exposing EFL teachers to the various PCK components to support their
PCK which in turn will enhance the effectiveness of teaching English language.

8- Future research should be conducted on improving PCK for university educators since
they are the ones who are in direct contact with the future teachers and responsible for their
preparation for teaching.

9- The researcher recommends making training courses to train the teachers to use the
authentic evaluation instead of the traditional ways in assessing students' performance.
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Appendix No. 1 EFL teachers' perceptions about their PCK questionnaire in English.

Questionnaire on English Teachers' Pedagogical Content Knowledge perceptions
Dear teacher:

The purpose of this study is to investigate the extent of EFL teachers' pedagogical
content knowledge perceptions in the upper elementary schools level. The
information gathered is only used for educational research purposes and has no relation to
the evaluation of your teaching ability and teaching performance in school. All results will
be kept confidential .Please read the paragraphs of this questionnaire and answer them.

Your cooperation will be appreciated.
Part one:

Place an (x) in front of a suitable answer:

Gender : Female ( ) Male ( )
Qualification :
Diploma () BA () M.A( )

Years of experience:

Less than 5 years ( ) 5-10 years ( ) More than 10 years( )
Number of workshops you had taken:

Lessthan3 ( ) 35 () Morethan5( )
Type of school you teach at:

Public school ( ) Private school ()
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Part two: Put a sign (x) in front of each paragraph and under the degree, to which it deems
appropriate depending on your own judgment.

No. | Item Strongly | Agree | undecided | Strongly | Disagree
agree disagree
1. I know the content of what |
am teaching.
2. I know the critical points of
my lessons.
3. I know how theories and

principles of the subject have
been developed.

4. I know the basic definitions
in my lesson.
5. I pursue the last improvement

regarding teaching lessons.

Content 6. I can recognize lacking areas

Knowledge related to my lessons.

7. | attend conferences and
activities in my content area.

8. I can develop class activities
and projects.

9. | keep—up — to date with
resources (books, journals
etc) in my content area.

10. | gain deeper understanding
about the content of my
teaching subject.

11. | I can explain clearly the
content of the subject.
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12.

My questions evaluate
students' understanding of a
topic.

13.

I know students' learning
difficulties of the subject
before class

14

My students clearly
understand the objectives of
this course.

Pedagogical

knowledge

No.

Item

Strongly
agree

Agree

Undecided

Strongly
disagree

Disagree

15.

I realize the difficulties of
students during my lesson

16.

| prepare an appropriate
lesson plan in accordance
with the point that students
may be pressured in my
lessons.

17.

| determine the
misconceptions of students
while teaching new topics

18.

| select problems suitable
for teaching contexts in my
lesson.

19.

I use realia( real-life)objects
as an instructional aids.

20.

| establish opportunities for
students to interact.
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21.

| establish opportunities for
students to speak to
reinforce learning.

22.

| provide oral instructions
that are clear and
appropriate.

23.

| create opportunities for
students to practice their
oral English.

24,

| create opportunities for
students to practice their
written English.

25.

| provide various formats of
assessments according to
student's intelligence.

No.

Item

Strongly

agree

Agree

Undecided

Strongly

disagree

Disagree

26.

| understand concepts that
exemplify with daily life for
students in the lesson.

27.

| use effective teaching
methods and techniques to
use for the topic.

28.

| select the appropriate
teaching method for
standards.

29.

| take precautions
determining the individual
differences of students.
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Pedagogical

Content

knowledge

30.

I know how to assess
students' performance in the
classroom.

31.

| organize a suitable learning
environment for students.

32.

| control negative situations
while teaching.

33.

| connect with students
outside of the classroom.

34.

| begin different activities
which motivate students for
lessons.

35.

| use awards, punishments
and reinforces effectively.

36.

| construct a democratic
environment that enables the
self-expression of students.

37.

| use time effectively in the
lesson

38.

| use suitable learning and
teaching instruments.

39.

| use my voice in the
classroom effectively.

40.

| support subjects in my
content area with outside(
out-of-school) activities.

41.

| present systematically in
contexts of lessons( from
concrete to abstract or from
easy to hard).
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42.

| control my emotions
during lessons.

43.

I have knowledge about
learning theories.

44,

I make connections among
related subjects in my
content area.

45.

| use questioning technique
during lesson.

46.

| teach concepts using multi
representation such as
tables, diagrams, graphic
and equation etc.

47.

| prepare lesson plans
covering the important
points of topics.

82




Appendix No.2: EFL teachers' perceptions about their PCK questionnaire in Arabic
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Appendix No. 3: Interview in English.

Interview questions

1 . Would you describe the process you go through when you plan and teach a specific
topic? (content knowledge)

2 . a) Can students misunderstand specific concepts of your lesson?
how do you usually discover these misconception?

c) What are some examples of how approach teaching strategies used in teaching
challenging concepts ?

d) Would you describe some ways that help students develop their own ideas as they
moved towards understanding/mastering concept?

3- In your class, in what ways do students investigate their own interests and in what ways
do these interests align with individual differences?

4- Would you mention some collaborative and individual strategies you use to support
your students learning, and describe them?

5- a) What are the ways in which students establish objectives, monitor their learning and
apply the skills they have learned?

b) Do you try to diversify questions while designing your exam?

¢) What do you know about authentic evaluation? Can you give some examples?
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Appendix No.4: Interview in Arabic
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Appendix No. 5 Permission of the Faculty of Educational Sciences \ Graduate Studies

Program at Al-Quds University.
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Appendix No. 6 Permission of the Directorate of Bethlehem Educational District.
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Appendix No.7

List of Validation Committee

No | Name juror Place of work Specialization | PCK Interview
questionnaire
1. Dr. Muhsen Al-Quds university Teaching v v
Adas methods
2. Dr. Ghassan Al-Quds university Teaching v v
Sirhan methods
3. Dr. Afif Zeidan | Al-Quds university Teaching v v
methods
4. Dr. Inas Naser Al-Quds university Teaching 4 v
methods
5. Dr. Jamal Nafi' | Al-Quds university English v
literature
6. Dr. Manal Abu | Hebron university Teaching v
Munshar methods
7. Dr. Huda Bethlehem university | Teaching v
Musleh methods
8. Iman thweib Directorate of Teaching v
Education/Bethlehem | methods
Q. Yahia Al-tenih | Directorate of Teaching v v
Education/Bethlehem | methods
10. | Yousef Al-bow | Directorate of Teaching v v
Education/Bethlehem | methods

96




