Teaching English Language, Vol. 12, No. 1, Winter & Spring 2018, pp. 173-198

ELT Teachers' Content and Educational Literacy
Threshold (CELT): A Synthetic Approach
Reza Khany 1
Associate Professor, Ilam University
Mohammad Aliakbari
Professor, Ilam University
Anna Hajizadeh
PhD Candidate, Ilam University
Abstract
Nearly 60 years after the initial declaration of language teachers' knowledge,
evidence still seems unsatisfactory as little is generally agreed upon. This
study followed Noblit and Hare's meta-ethnography approach to reconcile
various researchers' interpretations of language teacher' knowledge through
facilitating the accumulation of their substantive interpretations. A total
number of 188 studies were chosen through meticulous search techniques and
based on CASP quality criteria. The result of the meta-ethnography analysis
yielded a reductionist yet inclusive account of language teachers' literacy
named Content and Educational Literacy Threshold (CELT) with a two-tire
construct taxonomy: Content Literacy consisting of six subthemes and
Educational Literacy with four subthemes. Overarching a framework for
demonstrating the key findings of the available literature on ELT literacy, the
findings of the study can be used by many people in the field including
language teaching policy makers, curriculum designers, material developers,
teachers and learners and other practitioners.
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1. Background of the Study
The earlier language teacher's academic preparation was limited to general
language proficiency including the perception of language as a system
(Roberts, 1998) and the development of declarative knowledge of language
1

Corresponding Author: r.khany@ilam.ac.ir

174 Teaching English Language, Vol. 12, No. 1
ELT Teachers' Content …
(Bailey, Curtis, & Nunan, 2001; Banegas, 2009) with the absence of any
particular preparation (Graves, 2008; Lortie, 1975). In late 19th century,
increasing emphasis on English as a subject (Widdowson, 2002) diverse from
primary conceptualization of English as experienced by native speakers
(Banegas, 2009) led to a new movement towards the consideration of the
field of ELT as a profession (Loewenberg Ball, Thames, & Phelps, 2008).
This was followed by scholars' increasing emphasis on teachers' knowledge
as many have endeavored to illuminate the concept that in turn has given rise
to its legitimate constituents by shifting attention from "what teachers should
know to what they already know and what they actually do when they teach"
(Graves, 2008, p. 151). For instance, a discussion paper by Alexander, Rose,
and Woodhead (1992) and an Office for Standards in Education's report
(1993a, 1993b) are some of the initial attempts to address language teachers'
competencies. However, such proposals provoked a storm of criticism that
lacked a precise account of the nature of the criteria judging the quality of
teaching (Turner-Bisset, 1999). Part of the attempt to respond to such
partiality encompasses identifying various dimensions of teachers' knowledge
by adapting Shulman's (1986) well-known account of Pedagogical Content
Knowledge and Content Knowledge originating from "scholarship content
disciplines related to language as a system" (Shulman, 1987, pp. 8-9).
However, several potential concerns are easy to diagnose. For instance, Day
and Conklin's (1992) modification included a more in-depth qualitative
research of 57 prospective teachers. This ended in Content Knowledge,
Pedagogic Knowledge, Pedagogic Content Knowledge, and Support
Knowledge as the four essential components of any teachers' knowledge
domain. However, this taxonomy can hardly reflect apparent consensus on
their emphasis on the four groups of knowledge.

Additionally, given

teachers "use language to teach language" (Freeman, Orzulak, & Morrissey,
2009, p. 77), they are obliged "to use a medium the students do not yet
understand" (Wichadee, 2011, p.15) which consequently requires their
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awareness of the distinction between knowledge of content 1 and content 2;
nevertheless, literature has ineffectively exploited the notion of content for
various, yet unclear intentions. This competitive equilibrium in researchers'
endeavor generated terminological chaos. For instance, "grammatical skills
and adequate proficiency level" (e.g., Coniam & Falvey 2002; Elder 2001),
'metalinguistic knowledge base of human language' (Reagan & Osborn, 2002,
p. 136), and 'usable knowledge' (Lageman, 2002), have been applied to refer
to knowledge of language or content 1. However, as far as 'Knowledge About
Language' (Freeman, et al., 2009; Reagan & Osborn, 2002), or content 2
(Freeman et al., 2009) is concerned, 'received knowledge' (Wallace,
1991),'knowledge organized into topic' (Mann, 2005), 'knowledge-in-action'
(Schon, 1983, cited in Day, 1993), 'professional knowledge' (Crookes, 2003),
"practice of teaching strategies" (Pineda & Núñez, 2001) as well as a series
of concept such as phonology, lexical studies, psychology, material design,
and so on (Bartels, 2005; Mann, 2005) are utilized to address content 2.
Additionally, practical knowledge (Borg, 2003; Golombek, 1998), referring
to teachers' awareness of teaching methods, classroom management skills,
language planning, lesson planning, and so on, has been the subject of fierce
controversies as it has not yet been unanimously exploited in TESOL. As
declared by Elbaz (1983), practical knowledge "encompasses firsthand
experience of students' learning styles, interests, needs, strengths and
difficulties, and a repertoire of instructional techniques and classroom
management skills" (p. 5). However, Feiman-Nemser and Floden (1986)
believed that practitioner's awareness of their work environments is the pure
representation of practical knowledge. Challenging with the disparity, Borg
(2003) illuminates a new dimension by assuming practical knowledge as a
general framework of teacher cognition which simply covers what language
teachers already know, believe, and the way they think. Equally a challenging
approach is Day's (1993) adaptation which has been shaped out of a
successful amalgam of Day and Conklin's (1992) and Lafayette's (1993)

176 Teaching English Language, Vol. 12, No. 1
ELT Teachers' Content …
frameworks with theoretical deficiency to claim that experiences allow
student-teachers "to develop knowledge as a result of teaching" (Day, 1993,
p. 2) without a clear indication of what is knowledge. Further evidence of
terminological adaptation with narrow contribution is the addition of
intercultural competence by Velez-Rendom (2002) which is also ineffective
since the clarity of some issues remained untouched. Andrews (2001)
expressed serious concerns regarding such terminological proliferation as it
plunges chaos by concealing conceptual similarities potentially existed
among those concepts.
Nevertheless, a plethora of terminological suggestions would not suffice
the evolution of L2 teachers' knowledge base as it requires to move away
from the recognition of discrete competencies to a more in-depth
sociocultural realization (Fandiño, 2013) in specific circumstances (Freeman
& Johnson, 1998) demanding not only epistemological frameworks but
"constructing new knowledge and theory through engaging in particular types
of activities and processes in specific social contexts" (Richards, 2008, p.
164). Accordingly, a turning point in the teachers' knowledge evolutional
processes is the propagation of studies with countless frameworks and
models to address language teachers' knowledge (Bartels, 2005; Carter, 1990;
Elbaz, 1983; Mann, 2005; Tsui, 2003; Zhang, 2009) with the absence of
scientific unanimity. For instance, Professional Knowledge Base (Freeman &
Johnson, 1998; Johnson, 1999), Teacher Language Awareness (Andrews,
2001, 2003), and Professional Knowledge (Crookes, 2003) denote teachers'
required expertise and are labeled as teachers' knowledge frameworks.
Although they employ similar terminologies such as Content Knowledge
(Day, 1993; Day & Conklin, 1992; Shulman, 1986), Pedagogic Knowledge,
(Day, 1993; Day & Conklin, 1992), General Pedagogical Knowledge
(Shulman, 1986), Pedagogical Content Knowledge (Day, 1993; Day &
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Conklin, 1992; Shulman, 1986; Tsui, 2003), Knowledge of Subject (Andrews,
2001), Language Proficiency, (Lafayette, 1993), Social Context (Freeman &
Johnson,

1998),

Knowledge

of

Managing

Learning

(Tsui,

2003)

Technological Knowledge (Zhang, 2009), and many more which had been
interminably addressed in related studies, have failed to resolve potential
ambiguities in literature regarding their probable components. This
undoubtedly has decreased the amount of precision being expected to be seen
in a professional career. Table 1 depicts a summary of the given attempts in
literature to harness the intricate web of diverse concepts and variables
surrounding what has been coined in this study, namely ELT Teachers'
Literacy Threshold.
Table 1
A Summary of ELT Teachers' Literacy Frameworks
Scholars
Shulman
(1986)
Shulman
(1987)

Day
Conklin
(1992)

&

Lafayette
(1993)

Day (1993)

Freeman &
Johnson
(1998)

Components of teachers' literacy
Content
knowledge,
General
Pedagogical Knowledge
Pedagogical Content Knowledge
General Pedagogical Knowledge,
Curricular Knowledge
Knowledge
of
learners
and
their characteristics
knowledge of educational contexts
knowledge of educational ends
purposes and values
Content
knowledge,
Pedagogic
knowledge
Pedagogic
Content
Knowledge
Support Knowledge
Language Proficiency, Civilization
and Culture,
Language analysis (knowledge about
the language)
Content Knowledge, Pedagogical
Knowledge,
Pedagogic
Content
Knowledge, Support Knowledge
Teacher-learner relationship, Social
context
Pedagogical Purposes

Method

An epistemological
framework

An empirical study

literature analysis

Day and Conklin's (1992)
and Lafayette's (1993)
framework
Literature analysis
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Richards
(1998)

Andrews
(1999)

TurnerBisset (2001)

Tsui (2003)

Andrews
(2003)

Mann
(2005)
NCATE
(2008)

Theories of Teaching, Teaching Skills,
Communicational Skill and Language
Proficiency,
Subject
Matter
Knowledge
Personal Reasoning and Decision
Making, Contextual Knowledge.
TLA (Teacher language awareness),
Subject matter cognition Knowledge
of learners, curriculum, pedagogy and
Context
Sustentative
Subject
Knowledge
(SUB), Syntactic Subject Knowledge
(SYN), Beliefs about the Subject
(BEL)
Curriculum
Knowledge
(CUR),
General
Pedagogical
Knowledge
(GPK),Knowledge/Models
of
Teaching (MOD)
Knowledge of Learners: Cognitive
(L-COG), Knowledge of Learners:
Empirical (L-EMP), Knowledge of
Self (SELF)
Knowledge of Educational Contexts
(CON)
Knowledge
of Educational Ends
(ENDS)
Knowledge of English, Language
pedagogical knowledge
Language
learning
knowledge,
Knowledge of managing learning,
Other curriculum knowledge
Knowledge about the learner
Relationship between knowledge
about language and knowledge of
language, Teachers' metacognitive
ability awareness, Teachers' materials'
awareness
Receptive
knowledge,
Personal
knowledge, Experiential knowledge,
Local knowledge
Language, Linguistics, Comparison,
Culture,
literature,
and
other
interdisciplinary concepts
Theories of language acquisition and
instructional practices,
Applying standards in curriculum and

Literature analysis

Literature analysis
empirical study

and

A rich amalgam of
Shulman's (1986 & 1987)
categorization of teachers
knowledge and Dunne and
Harvards's
(1990)
elements’ of teaching.

empirical study

literature analysis

literature analysis

literature analysis
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Araya
&
González
(2008)
Salvatori &
MacFarlan
(2009)
Han Gang
(2011)

instruction,
Evaluation of language and culture,
and, Professionalism
Technical
domains,
Institutional
domains, Content domains
Economic domains.
Pedagogical
Skills,
Cultural
competency, Language Proficiency
Pedagogical knowledge, Theoretical
knowledge, Practical knowledge,
Educational knowledge

literature analysis

empirical study

empirical study

2. Towards an Integrated Approach for Language Teachers'
Literacy Domain
The above-mentioned frameworks have undoubtedly been developed under
the general aim of improving teachers' practice, however, they failed to
unanimously demonstrate a comprehensive account of language teachers'
literacy. In addition to the movement towards a unanimity in the field by
proposing a general framework for language teachers' literacy domain, a
further motivation for synthesizing the ambivalent literature was associated
with the delusion of having a clear-cut boundary between various
components of language teachers' knowledge framework (Bennett & TurnerBisset, 1993) to make up for what Shulman's categorization lacked in his
well-known division of teachers' knowledge of content and the pedagogical
content knowledge (McEwan & Bull, 1991). Additionally, Shulman's (1986)
initial proposition of pedagogical content knowledge which was largely
derived from further knowledge domains in different fields of study, was
criticized on the grounds of potential ambiguity while addressing teaching
knowledge (Marks, 1990; Stones, 1992). According to Shulman (1987) "a
major portion of the research agenda for the next decade will be to collect,
collate, and interpret the practical knowledge of teachers for the purpose of
establishing a case literature and codifying its principles, precedents, and
parables" (p. 12), it is then suffice to claim that illuminating language
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teachers' knowledge base to avoid malfunctioning exposure to a
'decontexualised buzz word' (Stones, 1992, p. 11), necessitates more than a
blind adaptation of the initial proposition from other fields of studies. As
Loewenberg Ball et al. (2008) argue, without such a research, the ideas of
teachers' knowledge, "remain, as they were twenty years ago, promising
hypotheses based on logical and ad hoc arguments about the content people
think teachers need" (p. 393).
Another inherent problem in available knowledge frameworks is the
insufficient attention to teacher educators in literature (Borg, 2011; John,
2002) that has misguided researchers to wrongly assume the impulsion of a
clear cut boundary between teachers and teacher educators that firmly
differentiates their knowledge bases rather than extending (John, 2002) the
plethora of studies on teachers' knowledge base (Ben-Peretz, 2011) to the
domain of teacher educators. A chronological look indicates that high degree
holders (Wilson, 2006) as well as experienced teachers (Fisher, 2009) have
been unfairly labelled as teacher educators. Hence, with regard to the
available models of language teachers' knowledge, critics remain dubious on
an agreed-upon set of standards to label teacher educators (Murray & Male,
2005). In this study, the required expertise for language teachers and teacher
educators are assumed to be situated in a continuum that places ELT teachers'
knowledge at one side of the continuum and ELT teacher educators'
knowledge at the other side which stems from the initial level of being a
teacher. The developmental processes are not only specified to language
teachers, but they should be the threshold standards for teacher educators in
their professional development processes (Russel & Korthagen, 1995).
Motivated to prevent "the danger of randomly offering courses and other
instructional activities for accidental reasons" (Day, 1993, p. 2), this study
was an attempt to synthesize the current teachers' knowledge frameworks
with the indicatives that govern ELT teacher literacy and which have for
reasons to be discussed later not been thoroughly considered in knowledge
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frameworks developed mostly in fields other than ELT. Accordingly, to
avoid the fuzzy and debatable application of the inconsistent terminologies,
the word literacy is used henceforth.

Research Question
What are the components of an ELT teachers' literacy domain from a
synthetic perspective?

3. Method
There are growing interests in applying conventional methods of qualitative
analysis with the centrality of meta-analysis as perhaps a well-constructed
methodology in the synthetic explorations (Britten, Campbell, Pope,
Donovan, & Morgan, Pill, 2002). With such an unprecedented growth
towards the application of meta-synthesis techniques (Sandelowski &
Barrosso, 2007), meta-ethnography research initially proposed by Noblit and
Hare (1988) has been reported as the most common technique in such studies
(Bondas & Hall, 2007; Hannes & Macaitis, 2012). A paramount concern of
the meta-ethnography approach is to synthetically incorporate analysis of the
theories, methods, and findings of other studies to yield a more thorough
account of the phenomenon under investigation (Hannes & Macaitis, 2012;
Noblit & Hare, 1988; Toye, Seers, Allcock, Briggs, Carr, & Barker, 2014;
Volmink, Smith, Munro, Lewin, Engel, & Fretheim, 2008). Hence, this study
seeks to come up with a precise definition of ELT teachers' literacy domain
through synthesizing the results of available studies with the application of
the meta-ethnography research design and in doing so moves towards the
development of a conceptual model by constant comparative analysis through
Noblit and Hare's seven-step approach: 1. Getting started, 2. Deciding what
is relevant to the initial interest, 3. Reading the studies, 4. Determining how
the studies are related, 5. Translating the studies into one another, 6.
Synthesizing translations, and 7. Expressing the synthesis
After an initial explanatory phase with the primary intention of
holistically examining researchers' choice in defining and labeling language
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teachers' literacy frameworks, a conceptual synthesis of ELT teachers'
literacy domain was developed with the equivocal results of some inquires
obtained through the systematic review of available studies on the definition
of ELT teachers' literacy. Consequently, researchers offered a specific and
rigid criteria to prevent the inclusion of unrelated studies. For instance,
several papers were excluded given they were based on the definition of
general literacy or they were illuminating the concept of literacy in other
fields. Following Arksey and O'Malley's (2007) methodologically rigorous
search technique with strong emphasis on the exploration of all related
electronic databases, the systematic review search of the studies across the
field of TEFOL, English language teaching and teacher education was
conducted. A list of credible journals, namely TESOL Quarterly, Teaching
and Teacher Education, Language Awareness, Applied linguistics and
language teacher education, Foreign Language Annals, ELT Journal,
Teacher Education Quarterly, Modern Language Journal, Language Testing,
Language Teaching, Language Learning and Technology, Language and
Education, Australian Journal of Language and Literacy, American
Educational Research Journal, Journal of Education for Teaching, Journal
of the Materials Development Association, Journal of Educational Research,
A Colombian Journal for Teachers of English, Educational Technology
Research and Development, Journal of curriculum studies, Journal of
curriculum and teaching have been thoroughly examined to identify related
studies. Moreover, in order to easily cope with the daunting task of dealing
with grey literature (Kastner et al., 2012) many discipline related electronic
databases including Taylor and Francis, Elsevier, vilely, Wiley, Sage,
Oxford, Springer, degrader

were thoroughly word searched to locate even

unpublished or hard to find studies. Additionally, the search strategy was not
limited to examine the design, methods, research questions, and literature, but
was supplemented by Peer Review of Electronic Search Strategies Checklist
(Sampson, McGowan, Cago, Grimshaw, & Moher, 2009) offering a series of
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information needed to be used by those who intended to evaluate electronic
searching strategy. Finally, despite criticisms (Evans, 2002), a free text
search technique (Volmink et al., 2008) with the inclusion of key words was
applied as the terminating search strategy to enhance the credibility and
comprehensibility of this stage. Although disproportionate amount of time
was spent as parts of the systematic review to identify published papers
within our interests, the potential research gap was vividly highlighted and
the necessity of meta-ethnography analysis was understood.
The results of the preliminary search were title-screened by the
researchers. Due to the absence of clear accounts of study samples, topics,
research design and further related issues in the abstract section, researchers
had no choice but scanning through the articles (Evans, 2002; Sandelowski &
Barroso, 2003; Shaw, 2004). This problem has also been addressed by others
(see for example Evans, 2002; Shaw, 2004). In rare occasions (7 articles)
when the researchers were not absolutely sure about the relevance of some
articles to the primary goal of the research, two further experts were asked to
read the papers and made the ultimate decisions. All inclusion decisions were
finalized under the supervision and agreement of the team researcher in a
period of five months. After identifying similar topics, researchers had to
decide which papers were topically related enough to be included for the final
examination. There has been primarily two approaches for the inclusion
decision. One approach, systematic review of trials, which is similar to
qualitative analysis (Sandelowski & Barroso, 2003) requests researchers to
locate all related studies while the second approach advocates a theoretical
sampling. However, this later sampling was highly criticized (Dixon-Woods,
Agarwal, Jones, Young, & Sutton, 2005) on the grounds of selecting the
population of studies from which a sample can be drawn without listing
potential related studies.
In the selection process, some papers were eliminated solely by scanning
the titles due to their relative irrelevancy to the researchers' current interests.
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In line with Sandelowski and Barroso's (2003) claim, many unrelated studies
were also filtered through reading their abstracts. However, relying only on
the abstracts might improve the possibility of neglecting some worthy papers
due to their poor structures (Evans, 2002; Shaw, 2004). The study also chose
to focus on those qualitative findings that informed the construct definition of
ELT teachers' literacy, and limited the inclusion criteria to papers that vividly
addressed teachers' literacy in other fields or studies. Although we were
aware that extracting these papers from our work might results in
overlooking some papers, we made such a choice intentionally in order to
deeply examine the highly related studies. Hence, to ensure the inclusion of
all considerably related works, a number of 231 abstracts were meticulously
reviewed and 35 were subsequently excluded due to the absence of
associations with language teaching, meta-synthesis, and other related
concerns. This resulted a final number of 196 studied for further examination
in the quality criteria phase of the study.

Quality Appraisal
Bearing in mind the innumeracy towards the conceptualization of the good as
a quality criteria, researchers either have applied available criteria so widely
that can be applicable to any potential type of synthesis or they have wrongly
used one set instead of the others. One formidable challenge to apply such
assessment is examining the value of written report instead of research
method (Volmink et al., 2008). A further challenge was attributed to the lack
of a methodological clarity even among the qualitative studies. The study
adopted the questions developed by the Critical Appraisal Skills Program
(Atkins et al., 2008) to assess the quality of meta-ethnography research. A
total number of 196 articles were evaluated on the basis of CASP questions
and 8 were removed.
Based on the results of the search review as well as the quality appraisal
phase about 20% of the initiated pool (231) were eliminated either for
irrelevancy or other related concerns ending in 188 articles. Accordingly, a
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total number of 188 papers were meticulously read, summarized and reported
on all aspects such as method, research questions, data collection, procedure
and analysis, quality, ethical consideration, reference list, appendices, and
tables and figures by a group of experts. The main themes were derived not
only from the results of the studies expressed by authors but also from
verbatim text of participants in case they were accessible.

4. Results of the Meta-synthesis
In what follows, the results are presented and discussed at length.
4.1 Quantitative and Qualitative Results
In the preliminary attempt of transforming results into a conceptual model, a
taxonomy was created encompassing two components: Content Literacy (CL)
and Educational Literacy or EL (Table 1). Content Literacy included six main
themes namely, 1. Conceptual and Theoretical Literacy with four subthemes
namely L1, L2, and Ln Grammar , First and Second Language Acquisition
Theories, Teaching Approaches, Methods and Principles Literacy, and
Interdisciplinary Theories Literacies, 2. Classroom Context Literacy with two
subthemes, namely Physical Context Literacy and Sociocultural Context
Literacy, 3. Curriculum and Material Development Literacy with three
subthemes namely Curricular Literacy, Syllabus Design literacy, and
Material Development Literacy, 4. Human Resources Literacy with two
subthemes namely Teacher Literacy and Learner Literacy, 5. Evaluation,
Assessment and Research Literacy with two subthemes namely Research
Literacy and Evaluation and Assessment Literacy and finally 6. Educational
Technology Literacy with two subthemes namely Web 2 Tools and Web 3
Tools.
The other main literacy construct was Educational Literacy which also
included four main themes; 1. Teaching Skills and Strategies with two
subthemes namely Language Proficiency Skills and Pedagogical and
Facilitators Skills and strategies, 2. Learner Treatment Skills with two
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subthemes, namely Academic Treatment Skills and Nonacademic Treatment
Skills, 3. Management and Leadership with three subthemes namely Class
Management, Course Management, and Time Management and finally 4.
Educational Technology Use Literacy with two subthemes namely
Technologically Integrated Teaching and Computer Assisted Language
Testing and Teaching Literacy (CALT). The results of the thematic analysis
is shown in Table 2.
Table 2
Language Teachers' Literacy Themes, Subthemes and Their Quantity
Components
1. Content Literacy
1.1 Conceptual and Theoretical Literacy
1.1.1 L1, L2, & Ln Grammar
1.1.2 First and Second Language Acquisition Theories
1.1.3 Teaching Approaches, Methods and Principles
Literacy
1.1.4. Interdisciplinary Theories Literacies
1.2 Classroom Context Literacy
1.2.1 Physical Context Literacy
1.2.2 Sociocultural Context Literacy
1.3 Curriculum and Material Development
1.3.1 Curricular Literacy
1.3.2 Syllabus Design Literacy
1.3.3 Material Development Literacy
1.4 Human Resources Literacy
1.4.1 Teacher Literacy
1.4.2 Learner Literacy
1.5 Evaluation , Assessment and Research Literacy
1.5.1 Research Literacy
1.5.2 Evaluation and Assessment Literacy
1.6 Educational Technology Literacy
1.6.1 Web 2 Tools Knowledge
1.6.2 Web 3 Tools Knowledge
2. Educational Literacy
2.1 Teaching Skills and Strategies
2.1.1 Language Proficiency Skills
2.1.2 Pedagogical and Facilitators Skills and Strategies
2.2 Learner Treatment Skills
2.2.1 Academic Treatment Skills
2.2.2 Non-academic Treatment Skills
2.3 Management and Leadership

Codes
6097
1710
611
423
417

Percentage
58.52%
16.41%
5.86%
4.06%
4.00%

259
504
317
187
1675
552
573
550
595
187
408
1030
401
629
583
496
87
4320
1620
918
702
708
421
287
1143

2.48%
4.83%
3.04%
1.79%
16.07%
5.29%
5.50%
5.27%
5.71%
1.79%
3.91%
9.90%
3.84%
6.03%
5.59%
4.76%
0.83%
41.47%
15.55%
8.81%
6.73%
6.79%
4.04%
2.75%
10.97%
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2.3.1 Class Management
2.3.2 Course Management
2.3.3 Time Management
2.4. Educational Technology Use Literacy
2.4.1 Technology Integrated Teaching
2.4.2 Computerized Assisted Language Testing and
Teaching Literacy (CALT)
Total

497
329
317
849
645
204

4.77%
3.15%
3.04%
8.15%
6.19%
1.95%

10417

100%

4.2 Introspective Analysis
According to the discussions of post method pedagogy (Kumaravadivelu,
2006) teachers are assumed to fulfill a multidimensional and creative role.
Accordingly, it currently seems to be quite obligatory to consider the former
stockholders' opinion of what exactly is meant by language teachers' literacy
package. Although the indication of labeling stakeholder as expert is not such
an easy task (Richards & Rodgers, 2001), the importance of experts' opinion
has been previously emphasized by Richards (1991) when reporting what
stakeholders assumed about a subject is actually valuable sources of
information. Accordingly, to assess the validity of the proposed framework
i.e. Content Educational Literacy Threshold (CELT) a group of 50 stake
holders and experts were interviewed to elicit their opinions regarding the
collected scales and subscales of teachers' literacy within an introspective
analysis framework. According to Table 3, all 24 subthemes met the criteria
(are higher than +3.0) and are accordingly valid indicators of language
teachers' literacy framework.
Table 3
Introspective Analysis
Components
1. Content Literacy
1.1. Conceptual and Theoretical Literacy
1.1.1 L1, L2, & Ln Grammar
1.1.2 First and Second Language Acquisition Theories
1.1.3 Teaching Approaches, Methods and Principles Literacy
1.1.4 Interdisciplinary Theories Literacies
1.2 Classroom Context Literacy
1.2.1 Physical Context Literacy
1.2.2 Sociocultural context Literacy

Mean

4.8
4.7
5.0
3.7
3.4
3.0
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1.3 Curriculum and Material Development
1.3.1 Curricular Literacy
1.3.2 Syllabus Design literacy
1.3.3 Material Development literacy
1.4. Human Resources Literacy
1.4.1. Teacher Literacy
1.4.2 Learner Literacy
1.5 Evaluation, Assessment and Research Literacy
1.5.1 Research Literacy
1.5.2 Evaluation and Assessment Literacy
1.6 Educational Technology Literacy
1.6.1 Web 2 tools Knowledge
1.6.2 Web 3 tools Knowledge
2. Educational Literacy
2.1 Teaching Skills and Strategies
2.1.1 Language Proficiency Skills
2.1.2 Pedagogical and Facilitators Skills and strategies
2.2 Learner Treatment Skills
2.2.1 Academic Treatment Skills
2.2.2 Nonacademic Treatment Skills
2.3 Management and Leadership
2.3.1 Class Management
2.3.2 Course Management
2.3.3 Time Management
2.4 Educational Technology Use Literacy
2.4.1 Technology Integrated teaching
2.4.2 Computerized Assisted Testing and Teaching Literacy (CALT)
Mean: 0-5

4.2
4.7
5.0
3.0
4.6
3.0
5.0
4.2
3.0

4.9
5.0
5.0
4.0
4.7
5.0
5.0
5.0
4.9

5. Discussion and Conclusion
The aim of this study was to examine the components of an ELT teachers'
literacy domain. To this end, an ethnography method was applied on 188
research articles related to the definition of ELT teacher literacy. Due to the
multifaceted and complex nature of the topic (Chick, Baker, Pham, & Cheng,
2006; Fennema & Franke, 1992; Shulman, 1976), there were abundant
indications of L2 teachers' knowledge models and the first task was to collate
what was currently being referred to as teachers' literacy. The result of the
given meta-ethnography yielded a reductionist yet inclusive account of
language teachers' literacy including a two-tire construct taxonomy with
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Content and Educational literacies as the main themes and 24 subthemes as
depicted in Table 2.
The first component was largely based on teachers' theoretical
understanding which has been either neglected or marginally handled in the
literature. There is a growing tendency towards assuming the structure of the
target language to be derived as a potent force prior to the existence of any
other subject when intending to effectively teach a language (Andrews, 2007;
Myhill, 2005). In this situation, the traditional notion of grammar language
analysis (Day, 1993; Day & Conklin, 1992; Lafayette, 1993) is replaced by
its rhetorical power in expressing meaning (Lefstein, 2009; Myhill, 2005,
2011). Nevertheless, the results of the current synthesis highlighted
negligence towards the adequate attention to grammatical literacy. For
instance, Mackey (1950) in his groundbreaking article addressed the lack of a
systematic reference to such grammatical knowledge which even after half a
decade was iterated by De Jong and Harper (2005) who expressed concerns
towards inadequate teachers' familiarity with structural knowledge of
language which in turn ended in a scarce body of research on the connection
between teachers' linguistic knowledge and their practice (Bigelow &
Ranney, 2005; Jones & Chen, 2012). Accordingly, several compensating
strategies can be found for the inclusion of grammatical competence. For
instance, Flynn and Gulikers (2001) believed teacher education programs are
required to include courses in both applied linguistics and curriculum design,
and all prospective teachers are required to attend a course in practicum. Only
under such circumstances they would demonstrate teaching abilities in
various contexts. Additionally, Educational Literacy as the second
component of language teachers' literacy framework, demands teachers'
practical capability. Despite the importance of Educational Literacy (see for
example, Day, 199; Day & Conklin, 1992; Freeman & Johnson, 1998;
Lafayette, 1993; Richards, 1998; Shulman, 1986; Zhang, 2009), it has
sparked controversies due to its fuzzy

nature due and

inadequate
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exemplifications (Turner-Bisset, 2001) as the great majority of teaching
strategies are context-specific. Hence, there seems to exist several different
accounts of Educational Literacy as it is a multifaceted concept which is
affected by many factors (Black & Wiliam, 1998; Loveless, 2002;
McNamara, 1991). For some scholars, Education is seen as "any conscious
activity by one person designed to enhance the learning of another" (Watkins
& Mortimer, 1999, p. 3) though others perceive it as the action of teaching
encompassing any necessary decision (Alexander, 2003). This uncertainly
was resolved as the study defined Educational Literacy by illuminating its
main themes and corresponding subthemes.
Several implications are generated by this categorization that can in turn
contribute to the field. First, the current language teachers' literacy is an
overarching framework demonstrating the key findings of the available
literature and serving as a means to expedite teacher literacy growth and can
be considered as a response to those who expressed concerns over a lack of
research on "the knowledge base of teachers" (Meijer Verloop, & Beijard,
2001, p. 60). Hence, The current study was not only a response to resolve
ambiguities of the existence of terminological proliferation expressed by
Andrews (2001), but to exemplify the subcategories of language teachers'
literacy domain as earlier studies failed to sufficiently address the division of
teachers' literacy components (McEwan & Bull, 1991). Second, the past
studies related to teachers' competency have usually failed to adequately
focus on quality criteria as a major concern in qualitative studies which in
turn has led to studies without trustworthy results. This problem was
exclusively dealt with in this study as a meticulous quality criteria approach
was adopted to assemble related studies for the synthetic exploration.
Third, beyond the traditionally acknowledged perception of teachers'
academic preparation, the current model was likely to be shaped out of an
evolutionary account of teachers' expertise which can contribute much to a
sense of unity. As explained earlier in the introduction section the earlier
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studies have failed to demonstrate a scientific unity either due to the
monotonic nature of their studies which have focused on individual aspects
of teachers' knowledge or have failed to collate the results of the other
studies. Having this in mind, the current study attempted to enhance the
precision of the identified components addressing language teachers' literacy
in order to facilitate the processes of training educated and qualified teachers
who not only are aware of how to teach but how to be evaluated. Moreover,
providing definitions for different aspects of the teachers' knowledge sheds
light on what effective teacher education courses entail. This can definitely
assist English language teachers to learn, involve, adopt, and use their
knowledge in their teaching. Moreover, despite the earlier frameworks which
have failed to resemble adequate wisdom for other experts in the field, the
findings of the study can be useful for a varied number of experts including
researchers, teacher educators, policy makers in designing and revamping the
curriculum for teacher education to train teachers who can effectively
integrate such constructs into their teaching. In addition, this study might
provide practical significance for preservice, in-service, and, experienced
teachers. From a practical perspective, this study has the potential to make
preservice teachers to voluntarily follow theoretical and technological
changes. This study will also provide contribution to education in general and
to the field of ELT in particular. Based on the result of the study, it is
possible to do some modifications in some area of education such as
curriculum. Preparing scholars to apply a theoretical and technology-rich
curriculum can provide benefits for not only teachers but students as well.
Fourth, to make up for

the lack of insufficient attention to teacher

educators (Borg, 2011; John, 2002; Murry & Male, 2005) which has deluded
researchers to assume a division between teacher and teacher educators'
capability, the present synthesis analysis attempted to address such a defect
by assuming a continuum with teachers in one side and teacher educators in
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the other end (Khani & Hajizadeh, 2016) and provides opportunities for
teacher educators to experience developments (Russel & Korthagen, 1995).
Finally, In contrast to earlier studies, the current synthetic analysis does
not limit teacher and teacher educators' literacy to a series of prescribed
knowledge. Instead, it is an attempt to situate them on a continuum, in that at
one end, novice teachers are standing and as they move forward by gaining
experience and wisdom, they gradually go to the other end of the continuum
assuming the teacher educators position. Bearing in mind the paucity of
individual theories to fulfill optimal success in teaching (Brown, 2000), the
current taxonomy does not necessarily need to be ended as it encompasses
any potential L1 or L2 theories that teachers might face while following
evolutionary movement in the continuum. Hence, there is a need to consider
an open ended taxonomy for language teacher and teacher educators’
knowledge denoting the possibility of teachers' access to further theories and
concepts which may or may have not been studied before.
Furthermore, the study addressed the extrapolation problems inherited in
the earlier models of language teachers' knowledge such as TPACK which
was originally designed for the fields other than ELT and often without
questioning its adequacy (Hwee, Koh, & Tsai, 2010). Many researchers have
narrowly adapted the original version of the TPACK scale on the bases of
terminologies and have applied it to examine English language teachers'
knowledge. The serious concern here is attributed to the diverse nature of
knowledge components in the field of English language teaching compared to
other fields. And given the domain of language teachers' expertise are
defined, in response to the lack of a precise measurement scale (Freeman et
al. 2009), language teachers' assessment tools can be developed to easily
establish a connection between language teachers' literacy and students'
progress (Loewenberg Ball et al., 2008).
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