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 ABSTRACT  
 

Metacognition or thinking about thinking and regulation of this thinking is an inevitable factor in teaching and 
learning. This study aims to investigate the role of the present teacher education program in providing 
metacognitive need of high school English language teachers. To achieve this, 100 male and female teachers 
teaching English as a Foreign Language (TEFL) from Iran selected randomly to take part in this study. 
Teachers’ Metacognition Scale (TMS) questionnaire served as an instrument for measuring teachers’ awareness 
of four metacognitive factors- pedagogical, declarative, procedural, and conditional. One sample t-test was used 
to analyze the coded quantitative data. Findings from the quantitative data analysis showed that teachers' 
metacognitive awareness of teaching processes in this input-poor environment is poor. To conclude, adding and 
enhancing of metacognitive factors in the teacher education program will increase teachers' metacognitive 
awareness of teaching processes in Iran. 
KEYWORDS: metacognitive knowledge, teacher education program, input-poor environment  

 
1. INTRODUCTION 

 
Teaching and learning English as a foreign language in an input-poor environment is far more challenging 

than its teaching and learning in other foreign or second language contexts. Mahdavi (2013) noted that English 
language learning environment in Iran is a typical example of an input-poor environment where EFL teaching is 
geared towards enhancing learner's linguistic competence than their communicative competence, and formal 
aspects of the English language are the focus [1]. A lack of motivation and a real opportunity to practice the 
language are major problems that may be found in such environments. A constant effort is needed to tackle with 
all facing obstacles. Teachers have to be aware of all the appropriate ways to improve their own English 
knowledge in order to be able to use this knowledge in the classroom as an English language teacher. Receiving 
adequate input for learning English language is very difficult in Iran, for English is no fully acknowledged out 
of classroom, and all input is limited to the classroom, which is not enough in the process of learning English. 
The quantity and quality of input, the amount of interaction, and an opportunity to practice English language are 
crucial elements for learning and teaching language.   

The present failure in EFL learning in Iranian high schools supports the idea of EFL teachers' inadequate 
knowledge of EFL teaching. Teachers should consistently adjust their speech to an appropriate level of 
difficulty in order to solve unpredictable communication and linguistic problem from moment to moment. In 
non-native situations, the most substantial problem of teachers is that English often dates back to their school 
time. To enhance EFL learners’ language proficiency, first, language teachers themselves should master a target 
language; otherwise, expecting students to be proficient is not reasonable [2]. Nowadays, most English teachers 
have hardly undergone well trainings and instructions for teaching English in many local areas in Iran or their 
standards have remained outdated and modest. In such areas, most secondary school teachers have taught 
English to both primary and advanced school students. 

If a teacher wants to be successful in teaching activities, he/she has to keep himself/herself up-to-date and 
be curious and aware of the modern teaching and learning techniques and try them practically in the real 
classroom environments. To accomplish this goal, researchers such as Zeichner and Noffke (2001) shared the 
idea that a meaningful professional development for in-service teachers is essential [3]. Thus, teacher training 
programs can be considered as one of the most important sources of required teaching and learning information 
because teacher training programs are designed to improve teachers’ behavior and teaching abilities which will 
result in learners’ better learning and motivate them to contribute in classroom activities. 

It is believed that teachers’ teaching experience and passed teaching courses during university years are 
substantial to teaching EFL. For most of the teachers, the terms reflection and creation during teaching are 
vogue because they themselves believe that experience and repetitive subjects and text-books help them to be 
master of teaching materials. To help teachers to be aware of the importance of reflection before, while, and 
after teaching, professional Teacher Training Programs are necessary.  
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When the term metacognition consists of some professional teaching and learning, essential knowledge is 
rarely introduced and discussed during university courses and almost never practiced in pre-service and in-
service programs. How we can expect teachers use this knowledge in their teaching process and guide learners 
use them in their learning activities? Veeman et al. (2006) in their study theoretically support the idea that many 
teachers suffer adequate knowledge regarding metacognition [4]. Therefore, metacognitive strategies must be 
taught during Teacher Training Programs in order to help the teachers use this knowledge in their curriculum 
designing, teaching skills and evaluating his/her learning performances.  

Metacognition is ones` knowledge about his own thinking which results in better learning and 
understanding [5]. It means that when you are performing a task, you have a pre-plan, all the time you monitor 
your performance, and you are aware of your action step by step. While you are observing your performance, 
you have some evaluation regarding the correctness of the steps. As soon as you encounter an obstacle, you 
have some strategies to overcome the problem. Monitoring, evaluation and offering remedial strategies for 
better learning and teaching must be a good teachers’ priority. A good teacher is metacognitive and is aware of 
whatever he/she does in the classroom. He/she knows the strategies and is aware in which emergency regulates 
what strategy. In fact, when a person is metacognitive, s/he is aware of his/her own mental process [6]. 

To teach metacognition, teachers’ pedagogical understanding of metacognition is required. Pedagogical 
understanding of metacognition refers to teachers’ ability in selecting appropriate strategies in a specific point of 
time suitable for a specific goal. Successful strategy teaching addresses learners’ knowledge of strategies and 
knowledge regarding appropriate time of using such strategies [6]. Teachers must be aware of their learners’ 
performance, monitor activities, evaluate results, and offer the best needed strategies in an appropriate period of 
time. To help students be aware of the strategies, it is better to discuss the specific strategy selection. Constant 
learner-learners and teacher-learner interaction result in better learning. But still explicit instructions of such 
strategies are teachers’ responsibilities and depend on teachers’ pedagogical understanding of metacognition. In 
fact, teachers need to create learning environment in which learners are asked to use these metacognitive 
strategies explicitly and reflect upon their own thinking [7]. 

To sum up, teachers can improve most aspects of teaching skills during appropriate Teacher Training 
Program. In Iran, inadequacy of such teaching strategies results in less effective teachers and students` disability 
in writing correct English sentences after seven years of studying English reading and writing skills at school. 
Using metacognitive strategies may result in better development in teaching reading and writing skills at high 
schools in Iran. 

The main focus of this study is to consider whether teachers gain and become aware of metacognitive 
knowledge during Teacher Training Program, and learn how to use such knowledge in their teaching process in 
order to find a practical and applicable solution to overcome the old problem of Iran's unlearned EFL. The 
purpose of this study is twofold. One is considering the teachers’ teaching programs, and the next one is to 
check out teachers’ knowledge of metacognition. 

 
1.1 Why teacher education? 

English as a foreign language teaching is not an easy task. It is required online and permanent 
consciousness of evaluating whatever you are teaching. However, it was previously believed that teaching is a 
simple job that anybody can do. Thus, training teachers was quite an easy job because it was based on master-
apprenticeship relation as Woodring (1975) stated that "The oldest form of teacher education is the observation 
and emulation of a master. Plato learned to teach by sitting at the feet of Socrates. Aristotle, in turn, learned 
from Plato" [8]. Concept of Teacher Education first introduced by Richard (1989) to explain second language 
teacher training and declares “the intent of second language teacher education must provide opportunities for the 
novice teachers to acquire the skills and competencies of effective teachers and to discover the working rules 
that effective teachers use” [9] (p. 15). 

A professional teacher should be aware that he/she is not in the classroom to deliver the curriculum, he/ 
she is there to guide and help students the best ways of behaving in any real life situations.. Instead of using pre-
prepared teaching strategies, an educated and professional teacher tries to make teaching and learning 
experience existing and also tries to take students out of classroom atmosphere to the real life situations. Palmer 
(1999) indicated: 

Good teaching isn't about technique. I've asked students around the country to describe their good teachers 
to me. Some of them describe people who lecture all the time, some of them describe people who do little other 
than facilitate group process, and others describe everything in between. But all of them describe people who 
have some sort of connective capacity, who connect themselves to their students, their students to each other, 
and everyone to the subject being studied.” (p. 27) [10] 

Research regarding teacher education set up in 1980s. The pioneer of such studies were Edward Ducharme 
and Russell Agne (1982), Heather Carter (1984), Judith Lanier and Judith Little (1986) ([11], [12], [13]).  
Although there are long lists of characteristics of good and qualified teachers published every day, the source of 
gaining required knowledge for effective teaching still is not able to satisfy expectations. Teacher Training 
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Program consists of pre-service and in-service training programs which themselves have their own programs, 
objective, and outcomes. Metacognitive strategy training during teacher training program will raise a sense of 
awareness of these strategies and equip teachers with strategies which can lead to conscious teaching. 

 
1.2. Importance of Teachers' metacognition 
Metacognition is vital to the everyday learning process because it refers to the processes that allow people 

to reflect on their own cognitive abilities. In other words, by the use of its strategies, metacognitive learners are 
able to remember information, know what they know, or to think about their thinking. Metacognition is a central 
element in effective teaching and learning. In fact, metacognition can be considered as an essential factor in 
distinguishing between good and poor language learners ([14], [15]).  

Although research indicates that metacognition leads to successful and effective teaching and learning in 
addition to independent teachers and students, more research regarding whyness and howness of its teaching and 
practical ideas for promoting metacognitive thinking in the classroom are needed because many problems can be 
solved by cognitive methods alone [16]. Teachers can help students to be aware of strategy categories and help 
them to recall the best one while doing a specific task. Students must be encouraged to reflect upon their 
activities and verbalize them during problem solving tasks. They also have to be encouraged to have self-
assessment while they are performing a task because  

An emphasis on self-assessment helps students to develop the ability to monitor their own understanding 
and to find resources to deepen it when necessary.... Learners get opportunities to test their mettle, to see how 
they are doing and to revise their learning process as necessary. Without these assessment opportunities, the 
quality of learning can be disappointing—yet, [too often] this is not discovered until the end of the project when 
it is too late to change and revise the process” (Barron et al. 1998, p. 284). [17]  

     Moreover, students must be taught the regulation of their thoughts. Teachers can do it through modeling 
and explicit instruction of their own thoughts [7]. In other word, as Tovani (2000) stated  

When teachers make the invisible mental processes visible, they arm readers with powerful weapons. I 
stop often to think out loud for my students. I describe what is going on in my mind as I read. When I get stuck, 
I demonstrate out loud the comprehension strategies I use to construction meaning" (p. 27). [18] 

     Teachers’ understanding of what is necessary for the teaching of metacognition results in the 
pedagogical understanding of metacognition. In general, pedagogical understanding of metacognition refers to 
the teaching strategies and instructional techniques that will be used in particular situations to achieve a teaching 
goal. Successful metacognitive instruction addresses student schema, knowledge of strategies, and knowledge of 
the conditions for implementing strategies ([19], [6]).  

     Metacognition plays an important role in students learning process. Therefore, teachers have one of the 
most important responsibilities to acknowledge, cultivate, exploit and enhance the metacognitive capabilities of 
all learners. Flavell (1979) stated “increasing the quantity and quality of children’s metacognitive knowledge 
and monitoring skills through systematic training may be feasible as well as desirable” [20] (p. 906). But mostly 
teachers use tacit instruction of such certain elements of learning process. Students need models of strategies in 
action, guided practice as they implement those models, and independent practice with the strategies [21]. In 
addition, students need to see that strategies are flexible, and they are authorized to implement different 
strategies depending on the learning purpose and the demands of the task [22]. In addition, in order to determine 
the appropriateness of the strategy application, students need time to reflect on their thinking. Think aloud 
(Isreal & Massey, 2005), opportunities to practice thinking strategies (Schreiber, 2005), active discussions 
(Zohar, 2006), and the use the language of thinking (Tishman et al., 1995) are instructional strategies, which 
help teachers implement explicit instruction and provide students time for reflecting on the processes ([23], [24], 
[25], [26]). Metacognition is an important concept in teacher professional development because if a teacher 
wants his students to think metacognitively, he himself ought to be metacognitive in advanced. In other words, 
“the ability to self-regulate learning is essential for teachers’ professional growth during their entire career as 
well as for their ability to promote these processes among students” [27] (p.161). 

 To sum up, Since the English language teaching here in Iran is based on reading comprehension, students 
must be offered the present metacognitive reading comprehension strategies due to the fact that metacognitive 
person is a sample of a good reader and is a successful learner at school ([6], [28], [29]). To teach metacognitive 
knowledge and strategies properly, first teachers themselves must be metacognitive because according to 
Prytula (2012) “one cannot teach what one does not know” [30]. To train metacognitive teachers for effective 
instruction, the present and traditional teacher training programs have to be reviewed and revised. 

This study seeks to find the answers of the following two questions:  
1. Do EFL teachers in high school in Iran use metacognitive knowledge? 
2. Does Teacher Training Program in high school train metacognitive knowledge for EFL teachers in Iran? 
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2.  METHOD AND DESIGN 
 
The aim of this research is firstly to investigate whether metacognitive knowledge as one of the essential 

factors a teacher needs is trained in the EFL teaching training program in Iran and secondly to focus on whether 
EFL teachers in high school use metacognitive knowledge. In addition to the explanation of design of the study 
from outset, this section provides information regarding samples, instruments, procedure, and data analysis 
methods. Then, the detailed explanation of the used instruments, procedure and data analysis is followed. 

 
2.1. The Design of the Study 

The present study tried to firstly investigate Iranian EFL teachers’ awareness of metacognitive strategies 
by virtue of two widely used instruments intended to measure teachers’ metacognitive awareness and the 
content of present in-service training program. Thus, part of the research was a survey aimed at discerning the 
metacognitive strategies teachers using in the classroom in an input-poor context. Furthermore, this study 
endeavored to study the presence of metacognitive strategy in in-service training programs for EFL high school 
teachers on the north of Iran. 

In an attempt to uncover the Iranian EFL teachers’ metacognitive knowledge, a survey study brought 
together with a qualitative study in a single unitary research project. First, the present study tries to investigate 
Iranian high school English language teachers’ pedagogical understanding of metacognition, awareness of 
metacognition and its strategies. 40 male and female high school English language teachers (5-20 year 
experience) with an age range from 25 to 50 from the north of Iran were randomly selected to participate in the 
Teachers’ Metacognition Scale (TMS) questionnaires [31]. All questions were translated into Persian and the 
original 4-point Likert scale range changed to 1 (strongly agree) to 4 (strongly disagree). 

Furthermore, this study attempted to investigate kind of pre-service and in-service Teacher Training 
Program performed for high school English language teachers through a researcher made semi-structured 
interview. Therefore, for the second step, 15 teachers were randomly selected and invited to participate in a 
semi-structured interview to investigate in depth whether they were interested in using metacognitive knowledge 
in teaching or they ever used it in their frequent teacher training programs. The efforts were made to 
demonstrate whether metacognitive strategy training would add something valuable to EFL teaching in an input-
poor environment. 

 
2.2.  Participants 

For the present study the participants were selected randomly among Iranian EFL teachers in five 
separated but interrelated districts of ministry of education in north of Iran. They were 27 male and female EFL 
teachers with 5 to 25 years of teaching EFL at high schools. Most of the participants were female and received 
BA degree in English language translation. 

 
Table 1: Participant demographics 

*Associate degree 
 
2.2. Instrumentations 
To respond to the above mentioned research questions two instruments were used, namely a questionnaire and 
interview.  

2.2.1. Questionnaire 
At first, the multiple variable teachers' metacognitive scale questionnaire was taken from Wilson and Bai's 
(2010) study to examine the hypothesis for the first research question focusing on the amount of high school 
EFL teachers' knowledge regarding metacognitive knowledge and skills [31]. The items in the questionnaire 
addressed the teachers' pedagogical understanding of metacognition in the first five items. Next, through items 
6-9 teachers' knowledge of conditional knowledge were studied. Then, teachers' declarative knowledge was 
measured through items 10 to 13. Finally, teachers' ability in explicit instruction of metacognitive strategies was 
measured through the last seven items. The participants in the survey were offered adequate information 
regarding the content and deadline. After a week or two, the completed questionnaires were collected and 15 of 
the participants were randomly selected to participate in semi-structured interview questions. 
 

Gender  N Age  % Degree % Years of experience 
Male    26 20-29 33.3 AD* 3.7 0-5 

30-39 33.3 BA 63 11-20 
Female                         74 40-50 33.3 MA 29.6 20 -25 

PHD 3.7 
Total                      100 
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Figure 1: Hypothetical structural model of metacognition (after Wilson & Bai, 2010) [31] 

 
2.2.2. Interview 

After administrating and collecting of the questionnaire, 15 of the participants were randomly selected to 
participate in the semi-structured interview with five open-ended questions regarding the quality and quantity of 
the present teacher training program provided to them during their EFL teaching experiences. They were 
provided enough explanation about the purpose of the interview and they were promised pseudonyms because 
of their job security. The participants were interviewed in a relaxed atmosphere and each interview took almost 
30 minutes. 
 
2.3. Data Collection Procedures 

First the researcher asked permission to conduct the questionnaire from the head Education departments in 
different cities and the assistant of investigation in administrations of education in Iran. After ethics were cleared 
and the Education department granted the permission, eight weeks were granted to questionnaire conduction and 
collection among the high school English language teachers in their breaks at schools. Quantitative Data for this 
study was collected through Teachers’ Metacognition Scale (TMS) questionnaire with 20 Likert- Scale questions 
validated by Wilson and Bai (2010) and designed to investigate teachers’ knowledge of metacognition [31]. It was 
administered among volunteer teachers in person during the second half of the school year. Teachers were asked to 
complete the questionnaire in seven days. All the subjects were provided with the explanation of the questionnaire, 
purpose of the study, and way of answering questions in detail. In addition, before distribution of the questionnaire, 
the researcher emphasized that their responses to the questions would affect the research results, therefore they 
were asked not to respond the questions may look vague. The completed and uncompleted questionnaires were 
collected through face-to-face meetings, telephones, and emails in two weeks.   
     The high school teachers were also asked to take part in the semi-structured interview with five open-ended 
questions after completing the questionnaires. In week nine and ten, fifteen of the teachers were interviewed in 
different places; some at school, some at their houses, and some in coffee shops. Each interview session took 
approximately 30 minutes providing explanation about goal and process of interview. All the subjects were 
promised pseudonyms because of their job security. Recording took place and the subjects were appreciated at 
the end of the interview.       
     As soon as the questionnaires were collected results were analyzed through Statistical Package for Social 
Science (SPSS, version 20) by an expert in the field. Moreover, the collected interview data were transcribed 
and reread several times to highlight the prominent subjects. Then based on the research questions, themes were 
identified, coded, and labeled to be available faster.   
 

2.4. Data Analysis 
The collected data will address the teachers’ pedagogical understanding of metacognition and appropriateness of 
Teacher Training Program in meeting metacognitive needs of the teachers. In order to answer the above-
mentioned research questions, the quantitative questionnaire data will be analyzed through SPSS, and the 
qualitative data will be collected through the semi-structured interview and the transcriptions will be analyzed.  
 

3. RESULTS AND DISCUSSIONS 
 

This study used quantitative and qualitative approaches, namely a survey study and an interview to 
respond to the research questions. The prominent goal of the survey study was to shed light on the amount of 
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Iranian high schools teachers’ metacognitive knowledge. The interview was also designed to unveil the quality 
and the quantity of in-service Teacher Training Program provided for high school English language teachers on 
north of Iran. In addition to the explanation of quantitative and qualitative data analysis results, this section 
provides detailed explanation of statistical analysis. This study set out to answer the two research questions. The 
first part of this section focuses on the results which help to answer the first research question regarding the 
amount of high school English language teachers' metacognitive knowledge. 

 
3.1. Analysis of the First Research Question 
Research question one: Do EFL teachers in high school in Iran use metacognitive knowledge? 
     For the first research question, we hypothesized that teachers lack metacognitive knowledge. In order to 
examine the hypothesis, the responses were compared through one-sample t-test. The primary analysis indicated 
that teachers have metacognitive knowledge in general, but it can be claimed that the amount of general 
knowledge regarding metacognition was completely tacit because when they were asked to explain their insights 
regarding questions, they did not provide reasonable responses and stated that years of teaching experiences 
brought them such ideas.  
     As it is shown in table 2, after comparing the amount of two means and the obtained t value and p value, it 
has been suggested that there is a significant difference among the participants' responses to the metacognitive 
evaluation questions. In addition, the lower amount of obtained mean from that of assumed mean supports the 
hypothesis that participants have poor metacognitive knowledge.   

 
Table2:Single sample T-test for TMS questionnaire 

Metacognitive 
Knowledge 

Mean Difference df Assumed Mean 
(AS) 

Mean SD N P 
Value 

T  
Value 

Pedagogy .30 24 2.50 2.19 .48 25 <. 00 2.95 
Condition .27 24 2.50 2.22 .48 25 <. 00 2.74 
Declaration .47 24 2.50 2.02 .26 25 <. 00 8.86 
Procedure .58 24 2.50 1.91 .41 25 <. 00 7.16 
Total .42 24 2.50 2.08 .35 25 <. 00 5.85 

 
3.2 Analysis of the Second Research Question 

The qualitative data was analyzed based on interpretive psychology. By analyzing interview data, it has 
been tried to investigate the sort of Teacher Training Program for high school English teachers, and weather the 
amount of required knowledge for increasing teachers’ metacognition is available or not. The process of 
interview analysis was two-folded: first, transcription of what has been recorded, and then identification of the 
themes. The interviews were transcribed, coded, and labeled in order to be reachable and available faster. 

Research question two: Does Teacher Training Program in high school train metacognitive knowledge 
for EFL teachers in Iran? 

For the second research question, we hypothesized that the provided teacher training program for Iranian 
high school EFL teachers hardly meet EFL teachers' real needs in the real classroom contexts. The uncovered 
themes among the qualitative data supported our hypothesis. First, however, the teacher training program is not 
a novel task, it is a completely new and far beyond globalized idea of post method teacher education programs 
in Iran. Second, the present pre-service programs are limited to the university courses that student teachers may 
pass during studying EFL teaching or translation. And, prospective teachers should start teaching with that 
amount of EFL teaching knowledge. Third, the provided in-service teacher training programs are far beyond 
reflection and hardly ever take place.  

     In addition, in the rarely held in-service programs mainly instead of specialized courses regarding EFL 
teaching and learning, social, economical, and moral issues occupy the program sections. Finally, the provided 
teacher education programs which are supported by Ministry of Education almost never meet metacognitive 
needs of the EFL teachers. Most teachers did not even hear the term metacognition and its explicit strategy 
instructions, so there cannot be expectation on the side of the teachers to use metacognitive knowledge and 
strategies in the classrooms.   

    
4. CONCLUSIONS 

 
To conclude, this study examined whether high school EFL teachers have metacognitive knowledge and 

in-service training programs meet metacognitive need of teacher. The findings indicated that both EFL teachers 
and in-service programs lack sufficient knowledge of metacognition.  

     Although, it is supported that in-service training program would lead to qualified and well- prepared 
teachers who have great impact on students' achievement, the findings of this study indicated that the present in-
service programs for high school EFL teachers in Iran lack quality and quantity because the importance and 
objectives of this program are still unclear for both EFL teachers and policy makers.  
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Therefore, to gain better results in teaching and learning EFL, both quality and quantity of present teacher 
training programs have to be revised. In addition, improvement of technical teaching and consideration of learning 
styles and skills have to be applied to the content of the programs. For instance, metacognition can be introduced 
and discussed as one of the essential knowledge bases which increases teaching skills and leaning outcomes. On 
the other hand, instead of on-shot workshops, it is better to conduct the training programs throughout a school year 
and offer EFL teachers opportunity to discuss their experiences with a qualified mentor. 
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