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A	growing	number	of	studies	have	focused	on	the	relationship	between	conducting	research	
and	 teaching	 from	different	 perspectives.	 This	 study	 is	 based	on	 the	 premise	 that	 lately,	 a	
drive	 to	 engage	 teachers	 more	 fully	 both	 in	 and	 with	 educational	 research	 has	 been	 a	
prominent	feature	of	educational	policy	 in	several	 international	contexts.	An	understanding	
of	 these	 issues	 is	 central	 to	 the	 development	 of	 informed	 policies	 for	 promoting	 teacher	
research	engagement,	but	relevant	systematic	evidence	is	lacking	in	the	field	of	English	as	a	
Foreign	 Language	 (EFL).	 Using	 Borg’s	 (2009)	 questionnaire	 as	 a	 tool	 for	 investigation,	 the	
objective	 of	 this	 paper	 is	 to	 examine	 the	 conceptions	 of	 research	 held	 by	 111	 Greek	 EFL	
teachers	 and	 their	 involvement	 in	 and	 with	 research	 activities	 and	 attitudes.	 Quantitative	
data	 with	 the	 aid	 of	 an	 online	 questionnaire	 were	 collected,	 and	 later	 analyzed	 and	
interpreted.	Evidence	suggests	that	Greek	EFL	teachers,	though	positive	in	their	feelings	and	
ideas	about	research,	are	not	inclined	to	be	actively	involved	in	research	projects.	The	major	
reasons	 cited	 for	 this	 were	 a	 perceived	 lack	 of	 time	 and	 knowledge	 of	 research	methods.	
Implications	for	educational	policy	are	also	discussed.		
	

�	
	
Η	ενασχόληση	με	των	καθηγητών	Αγγλικής	με	την	ερευνητική	διαδικασία	στην	διδασκαλία	
των	Αγγλικών	αρχίζει	σταδιακά	να	κερδίζει	έδαφος,	τόσο	σαν	αντικείμενο	μελέτης,	όσο	και	
σαν	 κομμάτι	 της	 εργασίας	 των	 εκπαιδευτικών.	 Σε	 διάφορα	 διεθνή	 εκπαιδευτικά	 κέντρα	
τελευταία,	γίνεται	μία	συντονισμένη	προσπάθεια	οι	εκπαιδευτικοί	να	ενημερωθούν	και	να	
λάβουν	 ενεργό	 ρόλο	 στη	 διεξαγωγή	 ερευνών,	 με	 απώτερο	 στόχο	 την	 βελτίωση	 της	
εκπαιδευτικής	 διαδικασίας	 εν	 συνόλω.	 Έχοντας	 ως	 εφαλτήριο	 την	 έρευνα	 που	
πραγματοποίησε	ο	Simon	Borg	το	2009,	η	οποία	εξέταζε	κατά	πόσο	καθηγητές	της	Αγγλικής	
ως	 Ξένη	 Γλώσσα	 παγκοσμίως	 ασχολούνται	 ή	 γνωρίζουν	 σχετικά	 με	 την	 ερευνητική	
διαδικασία	και	για	να	καλυφτεί	το	κενό	που	υπάρχει	στην	Ελληνική	εκπαιδευτική	κοινότητα	
σχετικά	 με	 την	 έρευνα,	 η	 παρούσα	 έρευνα	 χρησιμοποιεί	 το	 ερωτηματολόγιό	 του	 ως	
εργαλείο	 έρευνας.	 Η	 έρευνα	 αυτή	 αφορά	 τις	 πεποιθήσεις	 των	 Ελλήνων	 καθηγητών	 της	
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Αγγλικής	 ως	 δεύτερης	 /	 ξένης	 γλώσσας	 σχετικά	 με	 την	 ερευνητική	 διαδικασία.	 Στη	
διεξαγωγή	 της	 συγκεκριμένης	 ποσοτικής	 έρευνας	 συμμετείχαν	 111	 Έλληνες	 καθηγητές	
Αγγλικών,	 οι	 οποίοι	 απάντησαν	 στο	 ερωτηματολόγιο	 ηλεκτρονικά.	 Τα	 ευρήματα	 είναι	
πραγματικά	 ενδιαφέροντα,	 καθώς,	 παρά	 το	 γεγονός	 ότι	 οι	 καθηγητές	 είναι	 ευνοϊκά	
διακείμενοι	 προς	 την	 ερευνητική	 διαδικασία,	 ανασταλτικοί	 παράγοντες	 όπως	 η	 έλλειψη	
χρόνου	και	αυτοπεποίθησης	στην	ερευνητική	διαδικασία	τους	αποτρέπουν.	
	
Keywords:	 teacher-research,	 engagement	 with/in	 research,	 EFL	 teacher,	 scenarios,	
conceptions	of	research,	action	research	
	
	
	
	
1.	Introduction	
	
The	 Language	 Teaching	 profession	 is	 an	 extremely	 demanding	 job	 not	 only	 cognitive-wise	
but	also	because	of	the	set	of	skills	from	other	disciplines	(psychology,	education,	technology	
and	 culture	 to	 name	 a	 few)	 that	 it	 needs	 to	 incorporate	 in	 order	 to	 have	 successful	
outcomes.	At	the	same	time	it	is	not	valued	relative	to	its	importance	as	it	is	signified	by	the	
teachers’	 salaries	 in	 general	 and	 the	 language	 teachers’	 status	 in	 the	 educational	 system.	
Meanwhile,	 the	 knowledge-based	 society	 we	 live	 in	 the	 21st	 century	 and	 the	 increased	
uncertainty	 it	 entails	 (Hargreaves,	 2000)	 necessitate	 informed	 justification	 for	 teachers’	
decisions	 and	 choices	 as	 evidence	of	 their	 professionalism.	 In	 this	 sense,	 teacher	 research	
highlights	 their	 knowledge	 base	 as	 they	 reflect	 on	 their	 professional	 needs	 and	 current	
understandings	rather	than	being	functionaries	who	unquestionably	follow	top-down	orders	
(Kincheloe,	2003).	EFL	teacher	research	becomes	much	more	meaningful	and	essential	due	
to	 the	 distinctiveness	 of	 the	 subject	matter	 compared	 to	 other	 subjects	 in	 the	 curriculum	
(Borg,	 2006).	 Language	 being	 a	 dynamic	 system	 by	 definition	 (De	 Bot,	 Lowie	&	 Verspoor,	
2007)	 and	 English	 being	 an	 international	 lingua	 franca	 make	 additional	 and	 distinctive	
demands	on	the	part	of	the	teachers	(Sifakis,	2014).	They	need	to	be	creative	and	flexible,	
able	 to	 apply	 diverse	 methodologies,	 well	 beyond	 the	 mere	 teaching	 of	 grammar	 and	
vocabulary,	 to	create	communicative	contexts	 relevant	 to	their	 learners’	needs.	They	need	
to	convey	a	more	open-minded	approach	to	cultural	issues	and	incorporate	in	their	teaching	
the	 dynamic	 changes	 in	 the	 language	 much	 more	 quickly	 than	 other	 more	 standardized	
subjects	(such	as	hard	sciences,	e.g.	maths	or	science)	in	the	curriculum	would	require	(Borg,	
2006).	 Within	 this	 framework,	 the	 present	 study	 sets	 out	 to	 explore	 EFL	 teachers’	
perceptions	of	research,	their	engagement	with	or	in	research	and	their	reasons	for	doing	or	
not	doing	so.		
	
2.		Teacher	research		
	
Defining	 teacher	 research	 is	 “in	 itself	 not	 a	 straightforward	 issue”	 (Borg,	 2009,	 p.365).	
Stenhouse	(1981,	p.103)	defines	research	as	“a	self-critical	inquiry,	founded	in	curiosity	and	
a	desire	to	understand,	stable	and	systematic	in	the	sense	of	being	sustained	by	a	strategy”.	
Cochran-Smith	&	Lytle	(1999,	p.22),	define	teacher	research	“in	the	broadest	possible	sense	
to	encompass	all	forms	of	practitioner	inquiry	that	involve	systematic,	intentional,	and	self-
critical	 inquiry	 about	 one’s	 work	 in	 K-12,	 higher	 education,	 or	 continuing	 education	
classrooms,	 schools,	 programs,	 and	other	 formal	 educational	 settings”.	 Borg	 (2009,	 p.377)	
defines	 research	 as	 “systematic,	 rigorous	 enquiry	 by	 teachers	 into	 their	 own	 professional	
contexts”.	 The	 most	 commonly	 referred	 to	 constructs	 of	 research	 are	 a	 problem	 of	
questions,	data	analysis	and	interpretation.	A	common	theme	among	studies	reveals	a	need	
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for	commitment	to	research	for	teachers	to	support	their	professional	development	(Hulme,	
et	al.,	2009).	At	 the	present	worldwide	enterprise	of	TESOL,	what	 is	most	highly	valued	as	
research	 is	 that	which	 is	publishable	 in	 international	peer-reviewed	 journals	written	 in	 the	
English	 language	 (Stenhouse,	 1981;	 Crookes,	 1993).	 Nonetheless,	 as	 Lewin	 (1946)	 had	
argued,	research	that	produces	only	books	would	not	be	adequate.		
	
In	 recent	 years,	 there	 has	 been	 a	 growing	 inclination	 to	 bridge	 the	 gap	 between	 the	
teacher’s	and	the	researcher’s	world.	This	trend	has	several	expressions,	one	of	which	is	the	
growth	of	action	research	conducted	by	teachers	themselves	or	with	academic	partners	as	a	
means	of	 increasing	teacher	professionalism.	Since	the	end	of	the	1980s,	there	has	been	a	
rapid	development	of	 the	 concept	of	action	 research	 in	 the	 field	of	applied	 linguistics	and	
second	 language	 teaching	 influenced	 greatly	 by	 the	 ‘teacher	 as	 researcher’	 movement	
(Burns,	 2011).	 There	 are	 varying	 understandings	 of	 the	 term	 action	 research.	 In	 more	
general	 terms,	 it	 is	 perceived	 as	 a	 means	 to	 engage	 teachers	 in	 self-reflective	 and	
investigative	 approaches	 to	 understand	 and	 research	 their	 practice.	 Crookes	 (1991)	
distinguishes	 action	 research	 from	 other	 research	 done	 by	 teachers,	 on	 issues	 that	 are	
thought	as	important	by	the	society	of	scholars	in	the	relevant	field.	He	emphasizes	that	in	
action	research	the	questions	should	emerge	from	a	teacher’s	own	immediate	worries	and	
problems	rather	than	an	authoritative	position.	Stringer	(1999,	p.17)	defines	action	research	
as	“a	collaborative	approach	to	inquiry	or	investigation	that	provides	people	with	the	means	
to	 take	 systematic	action	 to	 resolve	 specific	problems.”	Action	 research	 is	a	description	of	
what	fine	teachers	might	be	expected	to	do	in	the	course	of	their	teaching	and	thinking,	and	
consequently	while	commendable,	seems	hardly	pioneering.	
	
Against	this	backdrop,	evidence-based	practice	(EBP)	 is	 the	ability	to	verify	your	arguments	
with	 evidence.	 The	 basis	 of	 the	 evidence-based	 policy	 movement	 is	 that	 research	 can	
contribute	 essentially	 to	 the	 current	 state	of	 policymaking	 and	practice	 in	 education,	 as	 it	
encourages	practitioners	to	make	more	use	of	the	research	evidence	that	is	already	available	
(Hammersley,	 2001).	 The	 notion	 that	 research	 can	make	 a	 key	 contribution	 to	 improving	
practice	derives	from	the	hypothesis	that	 it	 is	systematic	and	precise,	and	provides	explicit	
evidence	which	can	be	assessed	objectively.	
	
The	 appearance	 in	 recent	 years	 of	 evidence-based	 practice	 as	 a	 model	 for	 professional	
action	 in	 the	 educational	 setting	 has	 stressed	 even	 further	 the	 suggestion	 that	 teachers’	
involvement	in	research	is	essential	(Borg,	2006).	It	is	generally	believed,	that	when	teachers	
engage	with	 and	 in	 research	 and	make	 reasonable	 pedagogical	 decisions	 based	 on	 sound	
research	evidence,	both	teaching	and	learning	will	be	benefitted.	“While	the	validity	of	the	
EBP	 metaphor	 for	 education	 has	 been	 challenged,	 it	 is	 generally	 accepted	 that	 more	
informed	use	and	 involvement	 in	research	by	teachers	can	have	a	positive	 impact	on	their	
work”	(Borg,	2010,	p.398).	Additionally,	Hancock	(1997)	pinpoints	that	professionals	who	are	
able	 to	 combine	 research	 with	 practice	 may	 not	 find	 themselves	 on	 such	 unsteady	
theoretical	ground.	They	are	perceived	as	owning	knowledge	that	is	not	easily	possessed	by	
others	and	are	somehow	regarded	with	respect	by	the	public.	
	
3.		Engagement	with/in	research	
	
The	study	of	language	teacher	research	engagement	is	a	rising	field	of	inquiry,	with	growing	
interest	 in	 comprehending	 the	 extent	 to	 which	 such	 engagement	 takes	 place,	 the	
conceptions	 of	 research	 that	 support	 it	 and	 the	 factors	 which	 aid	 or	 hinder	 language	
teachers’	 efforts	 to	 be	 research	 engaged	 (Borg	 &	 Liu,	 2013).	 Engagement	 with	 research	
essentially	means	reading	research.	Reading	research	on	current	methodologies,	approaches	
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to	 teaching	 or	 developments	 in	 learning	 theories	 in	 academic	 and	 professional	 journals	
enable	 teachers	 to	make	 appropriate	 informed	 decisions	 in	 their	 teaching	 contexts	 (Borg,	
2010).	Numerous	theories	support	 that	reading	research	 is	 for	 the	benefit	of	 the	field	as	a	
whole,	 not	 only	 for	 a	 few	 specialists.	 It	 actually	 enables	 teachers	 “to	 read,	 critique,	 and	
evaluate	research	 information	themselves”	rather	than	“depend	on	others’	assessments	of	
the	credibility	or	usefulness	of	research”	(Borg,	2010,	p.410).	
	
Engagement	 with	 research	 can	 benefit	 teachers	 in	 numerous	 ways,	 as	 it	 can	 help	 them	
understand	their	work	deeper,	and	come	up	with	ideas	to	use	in	their	classroom.	In	addition	
it	 can	broaden	 their	 teaching	discourse,	 examine	 their	practice	 against	 a	 theoretical	 basis,	
and	 inform	 their	 planning	 and	 decision-making	 methods	 (Borg,	 2010).	 A	 deeper	
understanding	 of	 the	 ways	 in	 which	 practical	 and	 scientific	 knowledge	 and	 deeper	
knowledge	can	be	productively	integrated	must	also	be	developed	(Borg,	2010).	
	
Engagement	 in	 research	 involves	 the	 teachers	 actually	 doing	 research,	 either	 for	
professional/promotional	 or	 for	 personal	 reasons.	 The	 teachers’	 role	 is	 manifold,	 and	
extends	 beyond	 mere	 teaching.	 Their	 most	 important	 role	 is	 to	 investigate	 pedagogical	
problems.	The	usual	approach	that	focuses	only	on	the	evaluation	of	classroom	teaching	 is	
not	 suitable	 to	 the	 assessment	 of	 teacher	 efficiency	 in	 the	 current	 changing	 educational	
setting	 (Cheng	 and	 Tsui,	 1999).	 Traditionally,	 class	 teachers	 have	 never	 been	 expected	 to	
comment	on	the	theory	and	practice	of	their	work	and	very	few	have	done	so.	The	notion	of	
inquiry	 is	 what	 helps	 teachers	 understand	 their	 students	 better	 and	 construct	 a	 better	
perception	 of	 the	 educational	 process,	 which	 in	 turn	 will	 lead	 both	 the	 teacher	 and	 the	
students	to	a	new	experience	for	learning.	As	early	as	1989,	Gurney	encouraged	teachers	to	
explore	the	potentials	of	the	researcher	perspective	in	the	implementation	of	the	curriculum	
in	 order	 “to	 move	 out	 of	 their	 submissive	 position”.	 He	 believed	 that	 the	 researcher	
perspective	would	substantially	improve	teaching	and	learning	outcomes.		
	
Borg	(2010,	p.402-403)	summarizes	the	potential	benefits	of	teacher	research	as	proposed	in	
the	 literature.	Teacher	engagement	with	and	 in	 research	has	been	claimed	 to:	 (a)	develop	
teachers’	 capacity	 for	 autonomous	professional	 judgements,	 (b)	 reduces	 teachers’	 feelings	
of	frustration	and	isolation,	(c)	allows	teachers	to	move	out	of	a	submissive	position	and	be	
curriculum	innovators,	(d)	allows	teachers	to	become	more	reflective,	critical,	and	analytical	
about	their	teaching	behaviours	in	the	classroom,	(e)	makes	teachers	less	vulnerable	to	and	
less	 dependent	 on	 external	 answers	 to	 the	 challenges	 they	 face,	 (f)	 fosters	 connections	
between	 teachers	 and	 researchers.	 He	 also	 includes	 Olson’s	 (1990,	 p.17-18)	 list	 of	 six	
benefits	 which	 even	 further	 enhance	 the	 value	 of	 teacher	 research.	 She	 observes	 that	
teacher	research:	(a)	reduces	the	gap	between	research	findings	and	classroom	practice,	(b)	
creates	a	problem-solving	mindset	that	helps	teachers	when	they	consider	other	classroom	
dilemmas,	 (c)	 improves	teachers’	 instructional	decision-making	processes,	 (d)	 increases	the	
professional	 status	 of	 teachers,	 (e)	 helps	 empower	 teachers	 to	 influence	 their	 own	
profession	 at	 classroom,	 district,	 state	 and	 national	 levels,	 (f)	 offers	 the	 overriding	 and	
ultimate	 advantage	 of	 providing	 the	 potential	 for	 improving	 the	 educational	 process.	 In	
more	general	terms,	the	experience	of	engaging	in	self-study	research	makes	teachers	more	
confident	about	their	ability	to	promote	student	learning,	sharpens	their	critical	awareness	
through	 observation,	 and	 thus	 acts	 as	 a	 consciousness-raising	 exercise	 in	 the	 process	 of	
classroom	 life	 (Nunan,	 1997).	 Against	 this	 backdrop,	 the	 present	 study	 seeks	 to	 explore	
Greek	EFL	teachers’	awareness	of	issues	in	teacher	research,	their	engagement	with	and	in	it	
as	 well	 as	 their	 perceptions	 of	 the	 institutional	 culture	 in	 relation	 to	 research.	 Despite	
individual	 teachers’	 involvement	with	or	 in	research	the	 issue	of	teacher	research	 is	rather	
unexplored	in	Greece.		
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4.		Method	
	
The	 present	 study	 aims	 to	 explore	 Greek	 EFL	 teachers’	 conceptions	 and	 notions	 towards	
research,	their	engagement	with	and	in	research	and	their	perceptions	of	their	institutional	
research	 culture.	 It	 aims	 to	 replicate	Borg’s	 (2009)	 international	 study	which	 involved	505	
teachers	of	English	from	13	countries	around	the	world.	Lack	of	evidence	from	Greece	in	the	
original	Borg’s	study,	is	a	gap	that	this	study	is	attempting	to	fill.		
	
4.1.		Research	questions	
	
This	study	attempts	to	explore	the	following	research	questions:	
	

a) What	are	the	conceptions	of	‘research’	held	by	Greek	EFL	teachers?	
b) What	are	teachers’	perceptions	of	their	institutional	research	culture?	
c) To	what	extent	do	teachers	say	they	read	published	research?	
d) To	what	extent	do	teachers	conduct	research?	
e) Which	are	their	reasons	for	conducting	(or	not)	research?		
f) To	 what	 extent	 are	 teachers’	 reported	 levels	 of	 research	 engagement	 associated	

with	specific	background	variables:	qualifications,	experience,	state	or	private	sector	
of	employment,	and	confidence	in	conducting	research?	

	
4.2.		Participants	
	
Data	were	gathered	from	111	Greek	EFL	teachers	working	 in	 the	public	 (40.5%)	and	 in	the	
private	(59.5%)	sector.	Most	of	them	work	full	time	(82%),	have	postgraduate	studies	(65.5%	
MA	 holders),	 teach	 primary	 education	 level	 students	 (50.5%)	 and	 have	 10-14	 years	 of	
teaching	 experience	 (36%).	 The	 participants’	 demographic	 characteristics	 are	 presented	 in	
detail	in	Table	1.		
	
	

Teaching	
Experience	

%	 Qualification	 %	 Age	of	
learners	

%	

0-4	years	 9	 Doctorate	 2.7	 Primary		 50.5	
5-9	 27	 MA	 65.5	 Secondary		 40.5	
10-14	 36	 BA	 26.4	 Adults		 9	
15-19	 11.7	 Diploma	 2.7	 	 	
20-24	 9	 Certificate	 2.7	 	 	
25+	 7.2	 	 	 	 	

	
Table	1:	The	participants’	demographic	characteristics	

	
	
4.3.		Instrument	
	
The	 instrument	 used	 is	 the	 ‘English	 language	 teachers’	 views	 of	 research’	 questionnaire	
originally	devised	by	Borg	(2009).	The	questionnaire	comprises	six	sections:		
	
a)	 the	 respondents’	 notions	 of	 what	 counts	 as	 research	 with	 ten	 case	 study	 scenarios.	
Scenarios	are	used	 in	new	style	 research	questionnaires	 inspired	by	 the	demand	 for	more	
“innovative,	 usable,	 rigorous”	 yet	 “interesting”	 research	 (Ramirez	 et	 al.	 2015,	 p.70).	 Each	
scenario	 has	 a	 short	 description	 of	 a	 situation	 followed	 by	 four	 options	 each	 one	
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representing	 the	 respondents’	 notions	 of	 research	 (1:	 definitely	 not	 research,	 2:	 probably	
not	 research,	 3:	 probably	 research,	 4:	 definitely	 research).	 The	 reliability	 of	 the	 scale	was	
acceptable,	Cronbach	a=.714.		
	
b)	views	on	the	 importance	of	eleven	characteristics	of	good	quality	 research	on	a	5-point	
Likert	scale.	The	reliability	of	the	scale	was	good,	Cronbach	a=.840.	
	
c)	perceptions	of	the	institutional	culture	in	relation	to	research	(9	statements	on	a	5-point	
Likert	scale	from	disagree	strongly-1	to	agree	strongly-5).	The	reliability	of	the	scale	was	very	
good,	Cronbach	a=.891.	
	
d)	engagement	with	research:	(i)	frequency	of	reading	published	language	teaching	research	
(1:	 I	used	to	read	when	I	studied	at	university,	2:	Less	than	once	a	year,	3:	After	attending	
conferences	 or	 professional	 workshops,	 4:	 Once	 a	month),	 (ii)	 type	 of	 published	 research	
accessed,	and	(iii)	the	influence	of	published	research	accessed	on	the	teaching	practices	(1:	
no	 influence,	2:	 slight	 influence,	3:	moderate	 influence,	4:	 fairly	strong	 influence,	5:	 strong	
influence).		
	
e)	engagement	in	research:	(i)	frequency	of	conducting	research	(1:	never,	2:	once	every	two	
years,	3:	once	a	year,	4:	usually	after	attending	a	conference	or	a	professional	presentation,	
(ii)	a	list	of	nine	possible	reasons	for	doing	research,	(iii)	a	list	of	ten	possible	reasons	for	not	
doing	research.	In	the	last	two	lists	multiple	answers	were	acceptable,	and	
		
f)	 background	 information:	 years	 of	 teaching	 experience,	 highest	 academic	 qualification,	
type	of	institution	(1:	private,	2:	public),	age	of	learners,	their	confidence	for	doing	research	
as	a	result	of	their	postgraduate	studies	(4-point	Likert	scale)	and	their	type	of	employment	
(1:	full	time,	2:	part	time).		
	
4.4.		Procedure		
	
The	 data	 in	 this	 study	 were	 collected	 with	 the	 aid	 of	 Google	 Forms,	 through	 which	 the	
questionnaire	was	distributed	online	to	Greek	EFL	teachers	throughout	the	country	allowing	
administration	to	a	wider	variety	and	number	of	participants.	The	online	questionnaire	was	
made	available	from	October	till	November	2016	to	HOU	M.Ed	TEFL	lists	and	HOU	students’	
lists	on	Facebook.	Participants	retained	their	anonymity	in	the	online	submission.		
	
4.5.		Data	analysis	
	
The	 study	being	exploratory	 in	nature	 focused	on	descriptive	 statistics	and	percentages	 to	
highlight	teachers’	views,	correlations	between	variables	and	independent	sample	t-tests	to	
check	the	differences	between	various	subgroups	in	the	participants’	cohort.	The	statistical	
package	SPSS	24	was	used	for	the	analyses.		
	
5.		Results	and	discussion	
	
5.1.		Conceptions	of	research		
	
Conceptions	of	research	were	investigated	by	means	of	the	ten	case	study	scenarios	and	the	
identification	of	the	characteristics	of	good	quality	research.	The	participants’	assessment	of	
the	extent	to	which	each	scenario	constitutes	research	are	presented	in	table	2	(the	4-point	
Likert	scale	was	collapsed	into	2:	research	and	not	research	to	create	a	clearer	picture	of	the	
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results).	Although	Borg	(2009)	stated	 in	the	original	study	that	there	are	no	right	or	wrong	
answers,	 the	 authors	 suggested	 an	 interpretation	 of	 each	 scenario	 according	 to	 the	
literature	(in	italics	in	table	2).		
	
The	participants’	assessments	of	the	scenarios	were	accurate	in	five	scenarios	(2,	4,	5,	8,	and	
9).	The	participants	recognized	the	elements	of	research	in	action	research	by	teachers	(2,	5,	
8),	in	an	academics’	research	project	and	subsequent	publication	(4),	and	in	qualitative	type	
of	investigation	(9).	Scenarios	1	and	6	describe	the	practices	of	motivated	professionals	who	
want	 to	 constantly	 improve	 their	 practices	 and	 be	 able	 to	 provide	 informed	 evidence	 for	
their	 teaching	 choices.	 They	 refer	 to	 reflective	 teaching	 (1)	 and	 using	 quasi-experimental	
methods	 of	 quantitative	 research	 (6).	 The	 participants’	 assessments	were	mostly	 accurate	
without	 taking	 into	account	 the	element	of	publicizing	 the	 results	of	 their	action	 research.	
Scenario	3	describes	the	literature	review	(or	annotated	bibliography)	assignment	for	an	MA	
course	which	aims	to	raise	students’	awareness	of	applied	linguistics	and	TEFL	theories	and	
research	 results.	The	participants’	 interpretation	of	 the	 scenario	can	be	attributed	 to	 their	
frequent	engagement	in	such	assignments	as	part	of	their	postgraduate	studies.	Scenario	7	
clearly	 describes	 report	 writing	 to	 educational	 authorities	 and	 scenario	 10	 describes	 the	
process	of	a	course	book	evaluation	which	may	instigate	further	research,	if	the	need	arises.		
The	scenarios	are	open	to	different	 interpretations	in	different	contexts	and	from	different	
standpoints	 such	 as	 that	 of	 the	 individual	 EFL	 teacher	 (micro	 level)	 or	 from	 educational	
authorities	of	whatever	 level	 (macro	 level).	Their	ultimate	point	 is	 to	stimulate	the	various	
groups	involved	in	the	teaching	process	 into	more	systematic	and	evidence-based	teaching	
for	more	effective	 learning	outcomes.	Overall,	Greek	EFL	teachers’	perceptions	of	research	
are	quite	similar	to	Borg’s	(2009)	international	study	and	in	some	respects	to	Tabatabaei	&	
Nazem’s	(2013)	Iranian	sample.		
	
	

	 Teachers’	assessment	

0.	Scenarios	
Suggested	interpretation	of	scenarios	

	
Research		

%	

NOT	
research	

%	
	 	 	
1.	 A	 teacher	 noticed	 that	 an	 activity	 she	 used	 in	 class	 did	 not	work	
well.	She	thought	about	this	after	the	lesson	and	made	some	notes	in	
her	diary.	She	tried	something	different	in	her	next	 lesson.	This	time	
the	activity	was	more	successful.	
This	 scenario	 describes	 a	 conscientious	 teacher,	 who	 may	 do	 this	
activity	every	day,	as	personal	reflection.	It	might	be	a	starting	point,	
‘the	origins’	of	 research,	however	 it	 is	not	research.	 It	belongs/refers	
to	the	realm	of	reflective	teaching.	
	

54.0	 45.9	

2.	 A	 teacher	 read	 about	 a	 new	 approach	 to	 teaching	 writing	 and	
decided	to	try	it	out	in	his	class	over	a	period	of	two	weeks.	He	video	
recorded	 some	 of	 his	 lessons	 and	 collected	 samples	 of	 learners’	
written	 work.	 He	 analyzed	 this	 information,	 then	 presented	 the	
results	to	his	colleagues	at	a	staff	meeting.	
This	scenario	describes	a	more	organized	teacher,	who	came	up	with	
a	 method,	 video-recorded	 his	 sample,	 analyzed	 it,	 and	 finally	 made	
the	 results	 public,	 in	 order	 to	 get	 feedback	 from	 colleagues.	 Even	
though	 the	 results	 were	made	 public	 at	 a	 staff	meeting,	 which	 is	 a	
small	number	of	people,	this	activity	constitutes	action	research,	as	it	
emerges	 from	 the	 teacher’s	 own	 immediate	 worries/concerns	 and	
problems.	

94.6	 5.4	
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3.	 A	 teacher	 was	 doing	 an	MA	 course.	 She	 read	 several	 books	 and	
articles	about	grammar	teaching	then	wrote	an	essay	of	6000	words	
in	which	she	discussed	the	main	points	in	those	readings.	
This	scenario	describes	a	teacher	reflecting	on	what	she/he	has	read	
by	writing	an	essay.	This	is	not	research.	It	is	a	presentation	of	the	key	
points	of	one’s	studying.	 It	 is	 the	 literature	review	part	of	a	research	
study	or	in	this	case	of	an	MA	course	assignment.	
	

78.4	 21.6	

4.	 A	 university	 lecturer	 gave	 a	 questionnaire	 about	 the	 use	 of	
computers	in	language	teaching	to	500	teachers.	Statistics	were	used	
to	analyze	the	questionnaires.	The	lecturer	wrote	an	article	about	the	
work	in	an	academic	journal.	
This	 is	 classic	 quantitative	 research,	 in	 which	 a	 large	 sample	 of	
students	 participated,	 statistics	 were	 used,	 and	 an	 article	 with	 the	
results	was	written	 in	 an	 academic	 journal,	 that	 is,	 the	 results	were	
made	public.	
	

95.5	 4.5	

5.	 Two	 teachers	 were	 both	 interested	 in	 discipline.	 They	 observed	
each	other’s	 lessons	once	a	week	 for	 three	months	and	made	notes	
about	 how	 they	 controlled	 their	 classes.	 They	 discussed	 their	 notes	
and	wrote	a	short	article	about	what	they	learned	for	the	newsletter	
of	the	national	language	teachers’	association.	
This	activity	constitutes	action	research	for	personal	development,	as	
it	 describes	 two	 teachers	 engaging	 themselves	 in	 research	 by	
spending	a	considerable	amount	of	time	observing	each	others’	work.	
Then,	 they	 reflect	 on	 it	 by	 discussing	 it,	 and	 finally	 they	make	 their	
reflections	public.	Even	though	it	is	a	small	sample	of	teachers,	it	has	
research	characteristics.	
	

73.8	 26.1	

6.	 To	 find	 out	 which	 of	 two	 methods	 for	 teaching	 vocabulary	 was	
more	effective,	a	teacher	first	tested	two	classes.	Then	for	four	weeks	
she	 taught	 vocabulary	 to	 each	 class	 using	 a	 different	method.	 After	
that	 she	 tested	 both	 groups	 again	 and	 compared	 the	 results	 to	 the	
first	 test.	 She	decided	 to	use	 the	method	which	worked	best	 in	 her	
own	teaching.		
This	 activity	 constitutes	 research	 for	 problem	 solving	 in	 classroom	
practices	and	personal	development,	as	 it	was	used	to	 find	 the	most	
effective	way	 for	vocabulary	 to	be	 taught.	 It	exemplifies	most	of	 the	
characteristics	of	 research	except	 for	 the	systematic	organization	 for	
public	presentation.	
	

88.3	 11.7	

7.	 A	 headmaster	 met	 every	 teacher	 individually	 and	 asked	 them	
about	 their	 working	 conditions.	 The	 headmaster	made	 notes	 about	
the	teachers’	answers.	He	used	his	notes	to	write	a	report	which	he	
submitted	to	the	Ministry	of	Education.	
This	activity	is	not	research.	It	was	used	to	elicit	information	about	the	
teachers’	 opinions	 on	 their	 working	 conditions.	 It	 refers	 to	 data	
collection	 for	 report	 writing.	 If	 it	 was	 supplemented	 by	 literature	
review	and	 systematic	 coding	and	analysis	of	 the	answers	according	
to	a	certain	theoretical	 framework	or	were	used	to	build	up	one	and	
was	made	public	in	a	journal/newsletter	or	presented	in	some	form	of	
conference,	 it	 could	 potentially	 qualify	 as	 research.	 As	 it	 stands	 it	
refers	to	report	writing	to	one’s	authorities.		
	

51.3	 48.6	

8.	Mid-way	through	a	course,	a	teacher	gave	a	class	of	30	students	a	
feedback	form.	The	next	day,	five	students	handed	in	their	completed	

35.5	 64.5	
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forms.	 The	 teacher	 read	 these	 and	 used	 the	 information	 to	 decide	
what	to	do	in	the	second	part	of	the	course.		
This	activity	is	not	research,	as	the	sample	is	quite	small	(5	out	of	30),	
and	we	cannot	draw	reliable	conclusions	from	such	a	small	sample.	It	
also	lacks	other	important	characteristics	of	research	such	systematic	
organization	of	 the	data	and	 results	and	 their	public	exposition.	 It	 is	
most	likely	an	inquiry	into	the	feelings	of	the	class	in	case	any	specific	
student	concerns	were	raised.	
	
9.	A	teacher	trainer	asked	his	trainees	to	write	an	essay	about	ways	of	
motivating	teenage	learners	of	English.	After	reading	the	assignments	
the	 trainer	 decided	 to	 write	 an	 article	 on	 the	 trainees’	 ideas	 about	
motivation.	He	submitted	his	article	to	a	professional	journal.		
This	 activity	 seems	 representative	 of	 research,	 as	 it	 gathered	 the	
opinions	 of	 trainee	 teachers,	 analyzed	 them,	 and	 then	 made	 them	
public.	This	is	an	example	of	qualitative	research.	
	

60.3	 39.6	

10.	 The	 Head	 of	 the	 English	 department	 wanted	 to	 know	 what	
teachers	 thought	 of	 the	 new	 course	 book.	 She	 gave	 all	 teachers	 a	
questionnaire	 to	 complete,	 studied	 their	 responses,	 then	 presented	
the	results	at	a	staff	meeting.		
This	activity	 is	basically	an	evaluation	of	a	new	course	book.	 It	seeks	
teachers’	 feedback	 on	 the	 new	 book.	 The	 questionnaire	 was	
essentially	 a	 feedback	 form.	 The	 systematic	 organization	 and	 public	
presentation	of	 the	 results	are	elements	of	 research	but	 the	primary	
characteristic	of	research,	that	of	posing	a	problem	or	question	to	be	
investigated,	 may	 probably	 arise	 later	 if	 the	 teachers’	 views	 on	 the	
specific	course	book	are	negative	and	thus	the	need	arises	for	further	
action.	As	it	stands	the	scenario	does	not	constitute	research.	

70.0	 30	

	
Table	2:	Teachers’	assessment	of	scenarios	and	interpretation	

	
	
On	the	whole,	Greek	EFL	teachers	have	a	fairly	accurate	notion	of	what	constitutes	research	
and	 this	 was	 further	 verified	 by	 their	 assessment	 of	 the	 importance	 of	 the	 eleven	
characteristics	of	good	quality	research	presented	in	the	questionnaire	(Table	3).	Participants	
value	 the	 importance	of	 rigorous	scientific	 research	such	as	objectivity,	hypothesis	 testing,	
statistical	 analysis,	 controlled	 variables	 and	 generally	 the	 characteristics	 of	 quantitative	
research.	 The	 high	 percentages	 of	 ‘unsure’	 answers	 in	 the	 use	 of	 controlled	 variables	 and	
experiments	may	indicate	their	recognition	of	characteristics	of	qualitative	research	in	which	
preference	 is	 given	 to	 more	 holistic	 and	 bottom-up	 approaches	 which	 will	 reveal	 hidden	
variables	rather	than	prescribed	ones.	A	similar	high	percentage	of	unsure	answers	in	these	
characteristics	was	also	indicated	in	the	Borg	(2009)	study.	On	the	other	hand,	practicality	of	
results	 is	at	the	top	of	their	priorities,	which	combined	with	the	relatively	high	 importance	
attached	 to	 applicability	 of	 results	 across	 teaching	 contexts	 may	 indicate	 a	 tendency	 for	
clearly	defined	 solutions	 to	 teaching	problems.	 Such	 solutions	 are	 far	 from	 realistic	 as	 the	
variables	 involved	in	each	teaching	context	as	numerous	and	require	specific	and	insightful	
adaptations	to	novel	teaching	situations.	
	
The	 independent	sample	 t-test	comparisons	between	BA	and	MA	holders	 in	 their	views	of	
these	 characteristics	 indicated	 statistically	 significant	 results	 in	 the	 testing	 of	 hypotheses	
(t(98)=-2.26,	p=.026,	 two-tailed)	 and	 the	 need	 for	 questionnaires	 (t(96)=2.00,	p=048,	 two-
tailed).	Postgraduate	studies	seem	to	have	fine-tuned	MA	holders’	perceptions	of	research	
as	 they	 scored	 higher	 in	 the	 need	 for	 hypotheses-testing	 (M=4.30,	 SD=.91;	 BA	 holders:	
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M=3.79,	 SD=1.20)	 and	 lower	 for	 the	 use	 of	 questionnaires	 (M=3.22,	 SD=1.29;	 BA	 holders:	
M=3.76,	 SD=1.02),	 as	 they	 have	 become	 aware	 of	 the	 conventions	 of	 qualitative	 studies	
where	more	in-depth	data	are	gathered	than	the	self-report	questionnaires	may	allow.		
	
Additionally,	 the	 comparisons	 by	 private	 or	 public	 sector	 indicated	 statistically	 significant	
results	 in	 the	 need	 for	 publication	 of	 the	 research	 results	 (t(108)=-2.88,	 p=.005).	 Public	
servants	(M=3.58,	SD=1.32)	seem	to	recognize	this	need	more	than	their	privately	employed	
peers	 (M=2.83,	 SD=1.34).	 This	 finding	may	 look	 counterintuitive	 given	 the	 generally	more	
competitive	attitude	of	private	schools.	A	possible	explanation	may	be	that	the	school	itself	
capitalizes	on	any	success	or	publicity	rather	than	the	individual	teachers.	Lack	of	qualitative	
data	in	this	case	deprives	us	of	any	further	insights.	
	
	

Teachers’	views	 More	important	
(%)	

Less	important	
(%)	

Unsure	
(%)	

Mean	
(SD)	

	 	 	 	 	
The	researcher	is	objective	 93.5	 5.5	 0.9	 4.64	

(.80)	
The	results	give	teachers	
ideas	they	can	use	

87.2	 10.0	 2.7	 4.20	
(.94)	

Hypotheses	are	tested	 81.8	 10.9	 7.2	 4.12	
(1.06)	

Information	is	analysed	
statistically	

72.7	 18.1	 9.1	 3.81	
(1.12)	

A	large	number	of	people	are	
studied	

71.8	 24.5	 3.6	 3.75	
(1.19)	

Variables	are	controlled	 68.1	 10.0	 21.8	 3.87	
(1.00)	

A	large	volume	of	
information	is	collected	

62.7	 24.5	 12.7	 3.56	
(1.15)	

Questionnaires	are	used		 61.1	 28.7	 10.1	 3.41	
(1.22)	

The	results	apply	to	many	ELT	
contexts	

60.0	 21.8	 18.1	 3.58	
(1.23)	

The	results	are	made	public	 50.0	 30.9	 19.1	 3.14	
(1.37)	

Experiments	are	used	 49.1	 30.0	 20.9	 3.25	
(1.19)	

	
Table	3:	Teachers’	views	on	the	importance	of	11	characteristics	of	good	quality	research	

	
	
5.2.		Institutional	research	culture		
	
Table	4	summarizes	the	results	of	the	teachers’	views	on	their	institutional	research	culture.	
It	 is	 interesting	 to	 note	 that	 conducting	 research	 and	 attending	 ELT	 conferences	 to	 get	
updated	 in	 current	 developments	 in	 the	 field	 are	 perceived	 to	 be	 at	 the	 top	 of	 the	 ELT	
institutions’	 priorities.	 It	 is	 likely	 that	 the	 type	 of	 research	 implied	 here	 could	 be	 that	
described	 in	 scenarios	 1	 and	 6	 where	 teachers	 test	 new	 methods	 for	 more	 effective	
teaching.	Teachers	are	fairly	divided	in	their	perceptions	of	whether	they	are	supposed	to	do	
research	by	themselves	rather	than	with	the	assistance	of	higher	(educational	or	academic)	
authority,	 in	 their	 degree	 of	 access	 to	 published	 research	 in	 books	 and	 (professional	 or	
academic)	journals	and	in	the	workload	this	may	imply	for	them.	Discouragement	from	the	
management	and	lack	of	sharing	colleague	interest	in	research,	though,	indicate	the	highest	
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percentages	 of	 disagreement	 among	 the	 participants.	 This	 may	 demonstrate	 an	 overall	
environment	which	is	not	conducive	to	the	teachers’	engagement	with	research	as	it	 is	not	
supported	by	their	management	or	their	immediate	community	of	practice.		
	
The	independent	sample	t-test	comparisons	between	privately	and	state-employed	teachers	
indicated	statistically	significant	results	only	for	the	first	statement	on	the	list:	‘Teachers	feel	
that	doing	research	is	an	important	part	of	their	job’	(t(108)=2.20,	p=.030,	two-tailed).	Doing	
research	is	statistically	more	important	in	the	private	(M=3.50)	than	in	the	public	(M=3.02)	
sector.	Moreover,	as	a	general	trend	the	means	of	the	private	sector	teachers	are	higher	for	
the	eight	out	of	nine	school	research	culture	statements.	The	only	statement	in	which	public	
sector	 teachers	 indicated	 a	 higher	 mean	 (private:	 2.79,	 public:	 3.11)	 refers	 to	 the	 time	
involved	in	doing	research	and	the	increased	workload	that	this	would	imply.	However,	the	
difference	 is	 non-significant.	 These	 findings	 may	 indicate	 the	 more	 competitive	 attitude	
prevailing	in	the	private	sector.	
	
	

	
Table	4:	Institutional	research	culture	

	
	
5.3.		Reading	research		
	
In	Section	4	of	the	questionnaire	the	respondents	were	asked	whether	they	read	published	
research	and	the	type	of	published	research	they	mostly	access.	49.1%	of	the	respondents	
reported	that	 they	read	research	once	a	month,	and	35.5%	after	attending	conferences	or	
professional	workshops.	 10%	 of	 the	 respondents	 stated	 they	 used	 to	 read	 research	when	
they	studied	at	university	and	5.5%	said	they	read	research	less	than	once	a	year.	The	type	
of	 published	 research	 they	 read	 comes	 from	 web-based	 sources	 of	 research	 (79.8%),	
professional	 journals	 (76.6%),	 academic	 journals	 (74.5%),	 books	 (47.9%),	 and	 professional	
magazines	(34.0%).		
		

	 Agree	
strongly	+	
Agree	%	

Disagree	
strongly	+	
Disagree	%	

Don’t	
know	%	

	 	 	 	
Teachers	feel	that	doing	research	is	an	important	part	
of	their	job	

51.8	 27.3	 20.9	

Teachers	are	given	support	to	attend	ELT	conferences	 51.8	 36.4	 11.8	

Teachers	 have	 opportunities	 to	 learn	 about	 current	
research	

50.9	 30.0	 18.2	

Teachers	do	research	themselves	 45.5	 32.7	 21.8	

Teachers	have	access	to	research	books	and	journals	 43.9	 41.1	 15.0	

Time	 for	 doing	 research	 is	 built	 into	 teachers'	
workloads	

42.7	 42.7	 14.5	

Teachers	read	published	research	 33.9	 37.6	 28.4	

The	management	encourages	teachers	to	do	research	 31.8	 50.9	 17.3	

Teachers	talk	about	research	 31.2	 48.6	 20.2	
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The	majority	of	the	participants	claim	to	be	engaged	with	research	quite	frequently	but	the	
depth	 of	 this	 engagement	 is	 unclear.	 The	 fact	 that	 web-based	 resources	 prevail	 in	 their	
preferences	highlights	the	ease	of	access	for	online	resources	but	it	does	not	indicate	their	
type.	 It	 would	 be	 more	 useful	 in	 further	 studies	 to	 enquire	 the	 specific	 websites	 they	
frequently	 visit	 and	 their	 goals	 for	 doing	 so.	 Moreover,	 conferences	 and	 professional	
workshops	 seem	 to	 stimulate	 their	 interest	 in	 reading	 about	 research	 and	 this	 was	 also	
indicated	as	a	positive	attitude	 in	 their	 institutional	 culture	 characteristics	 (see	 section	4.2	
and	table	4).		
	
The	 frequency	 of	 reading	 research	was	 checked	 in	 the	 private	 and	 public	 sectors	with	 an	
independent	sample	t-test.	Although	the	mean	score	for	state-employed	teachers	(M=3.39)	
was	 higher	 than	 their	 peers	 in	 the	 private	 sector	 (M=3.14)	 the	 differences	 were	 not	
statistically	 significant.	 The	 comparisons	 between	 groups	 of	 different	 years	 of	 experience	
(t(21)=2.33,	p=.030)	 indicated	 that	 the	15-19	years	of	experience	 teachers	 (N=13,	M=3.54,	
SD=.52)	 read	 more	 published	 research	 than	 the	 20-24	 years	 of	 experience	 group	 (N=10,	
M=2.70,	 SD=1.16;	 see	 Table	 5).	Moreover,	 the	 comparisons	 between	 BA	 and	MA	 holders	
indicated	 statistically	 significant	 results	 (t(98)=-2.20,	 p=.030).	 MA	 holders	 (N=70,	 M=3.40,	
SD=.87)	read	more	published	research	than	BA	holders	(N=30,	M=2.97,	SD=.96).		
	
There	 were	 also	 low	 but	 significant	 positive	 correlations	 (Spearman	 non-parametric	 test)	
between	 reading	 research	 and	 the	 degree	 this	 influences	 one’s	 teaching	 (N=96,	 ρ=.211,	
p=.039)	 as	well	 as	with	 the	 qualification	 the	 teacher	 holds	 (N=109,	ρ=.332,	p=.000).	More	
qualified	teachers	read	more	research	and	this	positively	influences	their	teaching.		
	
5.4.		Doing	research	
	
Section	5	investigated	teachers’	engagement	in	research	and	their	possible	reasons	for	doing	
or	not	doing	so.	9.1%	stated	they	never	did	it,	13.6%	said	they	did	it	every	two	years,	36.4%	
once	a	year,	and	40.9%	(45	teachers)	usually	after	attending	a	conference	or	a	professional	
presentation.	
	
The	frequency	of	doing	research	was	also	checked	in	the	private	and	public	sectors	with	an	
independent	 sample	 t-test.	 Although	 the	 differences	 were	 not	 statistically	 significant	 the	
mean	 score	 for	 the	 private	 sector	 (3.14)	 was	 higher	 than	 their	 state-employed	 peers	
(M=3.02).	 Additionally,	 the	 comparisons	 among	 groups	 of	 different	 years	 of	 experience	
indicated	 statistically	 significant	 results	 (t(48)=-2.01,	p=049)	 between	 the	 0-4	 years	 (N=10,	
M=2.60,	SD=1.07)	and	 the	10-14	years	of	experience	group	 (N=40,	M=3.25,	SD=.87).	More	
experienced	 teachers	 feel	 more	 confident	 to	 experiment	 in	 their	 teaching	 than	 novice	
teachers	 (see	 Table	 5).	 Contrary	 to	 expectations,	 qualification	 did	 not	 indicate	 any	
statistically	significant	results.		
	
Overall,	there	is	an	increasing	trend	in	mean	scores	of	conducting	research	(see	table	5)	for	
the	first	two	decades	of	teaching	experience	and	then	there	is	a	decline.	More	experienced	
teachers	 seem	 to	 be	 more	 set	 in	 their	 ways,	 to	 have	 established	 their	 own	 personal	
methodologies	 for	 different	 contexts	 or	 levels	 after	 having	 experimented	 in	 their	 earlier	
years.	 A	 similar	 trend	 is	 also	 noted	 in	 the	 reading	 published	 research	 column	 of	 table	 5	
although	there	is	a	sudden	increase	in	the	25+year	group,	which	is	not	significant,	though.		
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Years	 N	 Reading	 Conducting	
	 	 	 	
0-4	 10	 3.10	

(1.19)	
2.60*	
(1.07)	

5-9	 30	 3.13	
(.93)	

3.20	
(1.03)	

10-14	 40	 3.40	
(.87)	

3.25*	
(.87)	

15-19	 13	 3.54*	
(.52)	

3.31	
(.75)	

20-24	 10	 2.70*	
(1.17)	

2.80	
(1.13)	

25+	 7	 3.14	
(1.21)	

2.43	
(.53)	

*p<0.05	
	

Table	5:	Means	for	reading	and	conducting	research	by	years	of	experience	
	
	
The	teachers’	main	reasons	for	doing	research	are	presented	below	in	descending	order:		

a) To	solve	problems	in	my	teaching	(91.6%),		
b) To	find	better	ways	of	teaching	(90.4%)	
c) Because	it	is	good	for	my	professional	development	(80.7%)	
d) As	part	of	a	course	I	am	studying	on	(55.4%)	
e) Because	I	enjoy	it	(34.9%)	
f) To	contribute	to	the	improvement	of	the	school	generally	(32.5%)	
g) Because	other	teachers	can	learn	from	the	findings	of	my	work	(27.7%)	
h) Because	it	will	help	me	get	a	promotion	(7.2%)	
i) Because	my	employer	expects	me	to	(1.2%)		

	
Greek	 EFL	 teachers	 demonstrate	 a	 high	 degree	 of	 professionalism	 by	 the	 first	 three	main	
motivators	 for	 research	 and	 seem	 intrinsically	motivated	 in	 their	 effective	 performance	 in	
class	 and	 in	 their	 professional	 development.	 Extrinsic	 motivators	 such	 as	 promotion	 and	
employer	pressure	are	quite	low	on	the	list	and	chosen	by	a	very	small	number	of	teachers	
(seven	in	total).		
	
On	the	other	hand,	teachers’	prime	reason	for	not	doing	research	seems	to	be	lack	of	time.	
The	other	reasons	are	presented	below	in	descending	order:	

a) I	do	not	have	time	to	do	research	(77.4%)	
b) I	do	not	know	enough	about	research	methods	(22.6%)	
c) I	need	someone	to	advise	me	but	no	one	is	available	(19.4%)	
d) Most	of	my	colleagues	do	not	do	research	(19.4%)	
e) My	job	is	to	teach	not	to	do	research	(16.1%)	
f) I	am	not	interested	in	doing	research	(16.1%)	
g) I	do	not	have	access	to	the	books	and	journals	I	need	(16.1%)	
h) Other	teachers	would	not	co-operate	if	I	asked	for	their	help	(16.1%)	
i) The	learners	would	not	co-operate	if	I	did	research	in	class	(12.9%)	
j) My	employer	discourages	it	(9.7%)	
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6.		Conclusion	and	implications	for	educational	policy		
	
The	 present	 study	 explored	 Greek	 EFL	 teachers	 conceptions	 of	 research,	 the	 research	
attitude	prevailing	in	their	institutions,	the	extent	to	which	they	read	and	conduct	research	
themselves,	their	reasons	for	doing	so	and	any	interrelations	among	these	variables.	It	is	an	
initial	 investigation	 into	 a	 rather	 unexplored	 topic	 where	 ample	 of	 prejudice	 prevails	 in	
particular	in	relation	to	the	individual	EFL	teachers’	motivation.		
	
The	overall	findings	demonstrate	that	Greek	EFL	teachers	hold	fairly	accurate	perceptions	of	
what	 constitutes	 research	 as	 they	 can	 recognize	 both	 the	 characteristics	 of	 rigorous	
quantitative	research	and	more	holistic	qualitative	research	traditions.	They	can	identify	the	
great	majority	of	the	research	scenarios	even	if	they	do	not	consider	publicizing	the	results	
as	 an	 essential	 element.	 Institutional	 and	 school	 research	 culture	which	 discourages	 such	
engagement	may	be	 the	 reason	behind	 this	 inhibition.	They	consider	doing	 research	as	an	
important	part	of	the	job	in	the	form	of	testing	new	methods	and	critically	reflecting	on	their	
teaching	 practice.	 At	 the	 individual	 EFL	 teacher/practitioner	 level	 and	 especially	 in	 the	
private	sector,	Greek	teachers	seem	to	consider	research	as	a	private	task	conducted	behind	
closed	classroom	doors	and/or	during	their	private	time	as	a	form	of	personal	professional	
development.		
	
The	 majority	 of	 teachers	 read	 published	 research	 once	 a	 month	 and	 this	 seems	 to	 be	
increased	 by	 conference	 attendance	 and	 professional	 workshops	 where	 they	 possibly	 get	
the	 supportive	 environment	 they	 need	 to	 get	 stimulated.	 Teachers’	 engagement	 with	
research	is	increased	as	the	years	of	experience	increase,	with	the	15-19	years	of	experience	
group	 being	 the	 more	 dynamic,	 and	 as	 they	 gain	 more	 insights	 from	 their	 postgraduate	
studies.	 This	 has	 also	 indicated	 significant	 positive	 correlations	 with	 the	 degree	 this	
engagement	influences	their	teaching.		
	
The	majority	of	EFL	teachers	also	claim	to	engage	in	research	and	this	is	mainly	affected	by	
their	teaching	experience	rather	than	their	academic	qualifications.	In	fact,	this	is	increased	
as	the	years	of	experience	increase,	with	the	’10-14	years	of	experience’	group	significantly	
standing	 out	 from	 the	 rest.	 Engagement	 with	 and	 in	 research	 seems	 to	 increase	 with	
professional	 experience	 probably	 due	 to	 the	 confidence	 the	 teachers	 accumulate	 on	 their	
abilities	and	the	contexts	they	frequently	get	engaged	in.	
	
The	teachers’	main	reasons	for	conducting	research	are	solving	problems	in	their	classrooms	
and	 finding	 more	 effective	 ways	 of	 teaching.	 Professional	 development	 is	 another	 highly	
valued	 motivator,	 while	 extrinsic	 motivators	 such	 as	 promotion	 and	 management	
expectations	are	far	from	important.		
	
Bair	 (2016),	 in	 a	 comparative	 study	 of	 teachers,	 nurses	 and	 social	 workers	 in	 the	 USA	 in	
relation	to	the	professionalism	demanded	and	incorporated	in	their	education	and	training	
concluded	that	teachers	exhibited	“restricted	professionalism,	characterized	by	a	perspective	
that	focuses	solely	on	what	is	immediate	in	time	and	place.	Work	was	described	in	terms	of	
practical	 classroom	 skills	 that	 would	 be	 honed	 with	 experience,	 […]	 as	 a	 largely	 intuitive	
activity,	 […]	 which	 seems	 idiosyncratic”	 (p.459).	 The	 characteristics	 of	 our	 participants	
largely	 fit	 the	 above	 description.	 In	 the	 globalized	 society	 of	 the	 21st	 century	 and	 its	
relentless	 competition	 and	 increased	 uncertainty	 (Kalantzis	&	 Cope	 2012)	 teachers	 should	
aim	more	towards	a	more	extended	 (Hoyle	1975)	or	knowledge	and	status	professionalism	
(van	 Ruler	 2005)	 to	 highlight	 their	 position	 in	 the	 education	 system	 and	 the	 overall	
functioning	of	the	society.	Apart	from	a	sense	of	professionalism,	teachers	would	also	gain	
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more	recognition	for	their	work	both	within	their	workplace	and	outside	it,	would	feel	more	
confident	about	 their	 teaching	and	more	 connected	with	 their	 students	 (Edwards	&	Burns	
2016).		
	
Further	avenues	of	research	in	relation	to	this	initial	exploration	of	the	Greek	EFL	teachers’	
views	 of	 research	 could	 involve	 in-depth	 interviews	 of	 the	 participants’	 underlying	
understanding	of	these	conceptions	of	research	to	reveal	institutional,	academic	or	personal	
issues	involved	in	them.	
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