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Abstract 

Three critical constructs in relation to teachers’ instruction were examined in this study. They are 

pedagogical content knowledge, knowledge of metacognition, and the teaching of metacognition. 

Pedagogical content knowledge is domain specific, which includes teachers’ knowledge about the subject 

and the translation of this knowledge into classroom activities. Knowledge of metacognition, on the other 

hand, is domain general, refers to the knowledge of identifying and delineating effective usages of general 

strategies in learning and self-knowledge. The teaching of metacognition refers to creating conditions 

where learning and fostering of metacognitive skills becomes plausible. This study examined the 

interactions between these two knowledge domains and their influence on teaching metacognition to 

second language adult learners in Language Instruction for Newcomers in Canada (LINC) classrooms.  

Based on Shulman’s (1987) teachers’ knowledge base categories, studies by Gatbonton (2008), 

Tarnanen (2015), Edwards (2014) explored teachers’ pedagogical content knowledge domain. Following 

Paris et al.’s (1983) framework, the metacognitive knowledge of teachers was examined in Wilson and 

Bai’s (2010) study that showed pre-service teachers lack of instructional knowledge in this domain. 

However, the interaction between these two domains and whether the interaction influence teaching 

metacognition to adult learners has not been discovered in second language context (i.e., LINC 

classrooms). 

To address this research gap, this study examined the three constructs using a qualitative 

approach. Eight LINC teachers were invited to participate in the study. Participants answered 15 open-

ended questions in 60-minute interviews. The questions were based on deductive categories (pedagogical 

knowledge, content knowledge, knowledge of curriculum and knowledge of learners within pedagogical 

content knowledge construct, and declarative, procedural and conditional knowledge categories within 

knowledge of metacognition construct). The inductive analysis of the data resulted in themes in all three 

constructs. The results suggest that the distinct knowledge areas (pedagogical knowledge, content 

knowledge, knowledge of curriculum and knowledge of learners) within LINC teachers’ pedagogical 
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content knowledge are interconnected. The findings also suggest that teachers have better understanding 

in the declarative knowledge category of metacognition rather than in procedural and conditional 

categories. This understanding of metacognition is rooted more in practice rather than theory, which 

amalgamates with pedagogical content knowledge and influences their teaching of metacognition. The 

conclusion suggests future research in constructing LINC teachers’ explicit knowledge of metacognition 

(in all knowledge categories) through preservice and in-service teacher education programs. 
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Chapter 1 

Introduction 

After the completion of my Masters in Applied Linguistics, I worked in Bangladesh 

teaching English as second language (ESL) to adults in university settings and assessment 

facilities. Later in Toronto, I worked in private language schools offering ESL programs to 

international adult students and Language Instruction for Newcomers to Canada (LINC) 

programs. Throughout that time, I taught different learning strategies to the learners based on the 

contexts and learning needs. However, it was not until one of my M.Ed. courses at Queen’s 

University that I came to learn about metacognition and its components in teaching. While 

working on a reflective paper on this fascinating topic, I explored the limitations of my 

knowledge and practice of teaching metacognition in the field of ESL. This deficit in knowledge 

intrigued me to look deeper in to the studies based on teaching of metacognition, leading to the 

establishment of present study’s inquiry into ESL teachers’ pedagogical content knowledge, 

knowledge of metacognition and teaching of metacognition. 

Pedagogical content knowledge refers both to teachers’ knowledge of the content of a 

discipline and of delivering the content with proper teaching strategies (Shulman, 1986; Hestenes, 

1897). The goals of effective teaching include more than teaching general strategies, as learning 

involves both cognitive and metacognitive process for successful usage of those strategies 

(Wenden, 1998). According to Wenden (1988), learner’s knowledge about their own learning, 

referred to as metacognitive knowledge, leads to their approach and goals of learning. This 

knowledge about one’s own cognitive processes (Flavell, 1976) is different for adult learners as 

they possess more knowledge and learning experiences than other age groups (Pitt, 2005). It is 

essential for teachers of adult learners to transfer the effects of those experiences into other 

contexts to promote cognitive skills (Evan, 1991). In order to do that, teachers need to have a 
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good understanding of integrating students’ metacognitive knowledge into the practice of 

teaching the subject matter. This craft of integration in instruction enhances learners’ 

competencies which include “knowledge of facts, procedures, and concepts; fluency with 

strategies; skills at monitoring and self-regulation; and dispositions and beliefs consistent with 

productive engagement with the discipline” (Grossman & Lee, 2005, p. 210).  

 The rise of teaching metacognitive skills to enhance students’ performance was 

examined in studies which have shown “high positive correlations between problem solving and 

metacognition in various areas”, for example, mathematics, reading, physical co-ordination 

(Mevarech & Kramarski, 2014, p. 50). In language learning, metacognitive knowledge influences 

many cognitive activities, for example, oral communication of information, reading 

comprehension and writing (Wenden, 1998). The impacts of metacognitive knowledge have been 

the focus of studies related to second language areas, including academic writing (Campo, 

Escorcia, Moreno, Palacio, 2016), reading (Soto et al., 2019), speaking (Forbes & Fisher, 2018), 

and listening (Sadatmir, Nimehchisalem, Abdullah, 2018). However, the above-mentioned studies 

explored the teaching of metacognitive skills to younger learners in particular language learning 

areas (i.e., academic writing, reading, speaking and listening) and they do not inform teachers’ 

pedagogical understanding of teaching metacognition in general. This lack of information was 

also acknowledged in Wilson and Bai’s (2008) study where the research scope was limited to 

teacher’s planning of teaching metacognition in reading as opposed to their experience of 

teaching it in classrooms. 

The gaps in knowledge among these studies also necessitate the exploration of teachers’ 

understanding of metacognition, and the practice of teaching the knowledge of it within subject 

areas (Mevarech & Kramarski, 2014; Peacock & Ho, 2003). Some advantages of research 

focused on teachers are that they explain how teachers “use their knowledge to construct 

perspectives, choose actions, manage dilemmas, interpret and create curricula, make strategic 
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choices, and to a large extent define their own teaching responsibilities” (Cochran-Smith & Lytle, 

1993, p.100).  

Examining the teaching of metacognition to second language (L2) adult learners is 

important in this regard as these learners do not appear in classrooms as ‘blank slates’ (Shulman, 

1986). Rather their prior knowledge of learning first language (L1) and transferrable 

metacognitive skills and strategies need to be promoted by creating favorable environments in 

classrooms (Tullis, Finley, & Benjamin, 2012; Schraw et al., 1995).  

The guidelines in LINC programs provide that “big picture” as defined by Darling-

Hammond et.al. (2005); they are resources that guide teachers’ efforts to create favorable learning 

environments. The research-based Canadian Language Benchmarks (CLB) and LINC guidelines 

include sections about teaching learning strategies to different levels of ESL learners. My 

experiences in teaching the LINC program and the rich guidelines hereby account for exploring 

its teachers’ teaching of metacognition in language related classrooms.  

Purpose of the Study  

The purpose of this qualitative study is to explore the interactions between LINC 

teachers’ pedagogical content knowledge and knowledge of metacognition and the influence of 

these two knowledge domains on teaching metacognition to adult students in LINC classrooms. 

Research questions 

1) What is LINC teachers’ pedagogical content knowledge? 

2) What is LINC teachers’ knowledge of metacognition? 

3) How do LINC teachers’ pedagogical content knowledge and knowledge of metacognition 

influence their teaching of metacognition?  
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Chapter 2 

Literature Review 

This chapter reviews relevant empirical studies that explored the components of language 

teachers’ pedagogical content knowledge and knowledge of metacognition, teaching of 

metacognition, English as Second Language Classrooms (ESL) and Language Instruction for 

Newcomers in Canada (LINC) classrooms.  

First, studies based on Shulman’s (1987) teachers’ knowledge base categories provide a 

conceptual framework for exploring teachers’ pedagogical content knowledge in this study.  

Second, studies related to Paris and colleagues’ (1983) definition of metacognition are discussed 

to conceptualize teachers’ knowledge of metacognition. Thirdly, empirical studies about the 

importance and the extent of teaching metacognition are reviewed to inform the significance of 

the present study. Fourth, the social and cognitive factors affecting teaching in ESL classrooms 

and the significance of metacognitive awareness in ESL learners are discussed with a focus on 

relevant studies. Lastly, the context of LINC classrooms has been discussed to elaborate the 

nature of ESL learners in the program, guidelines on metacognition and teachers’ interpretation 

and practices of teaching metacognition in the program. Overall, the reviewed studies outline the 

present study’s inquiry of language teachers’ understanding and practice of teaching 

metacognition within their pedagogical content knowledge of teaching a second language in 

LINC classrooms. Pre- and in-service teachers’ and teacher educators’ knowledge of general 

pedagogy, pedagogical development and knowledge and practices of teaching metacognition are 

examined in the discussed studies. The reviewed research is not all related to language areas due 

to the scarcity of inquiries in the field, although they contribute comprehensive information about 

the concepts of the knowledge domains of focus in the present study. 
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Pedagogical Content Knowledge  

In Shulman’s (1987) teacher’s knowledge base categories, pedagogical content 

knowledge was described as ‘special amalgam of content and pedagogy that is uniquely the 

province of teachers, their own special form of professional understanding’ (p. 8). The 

transformation of teacher’s knowledge of subject matter to the knowledge of instruction, i.e., 

Pedagogical Content Knowledge, is shaped by content knowledge, pedagogical knowledge, 

knowledge of the curriculum and knowledge of learners. Content knowledge is compounded of 

central topics, concepts and subject matter areas, whereas knowing the approaches to teach 

subject areas, as well as their advantages and disadvantages, conform to general pedagogical 

knowledge. The knowledge of curriculums includes teachers’ knowledge of the materials and 

programs. The knowledge of learners encompasses teachers’ knowledge of preconceptions or 

misconceptions held by learners about the learned topics (Gudmundsdottir & Shulman, 1987). 

The following section reviews empirical studies that have been conducted to examine teachers’ 

pedagogical knowledge, content knowledge, knowledge of curriculum and knowledge of learners. 

Pedagogical Knowledge 

Gatbonton (2008) examined pedagogical knowledge categories of novice Canadian 

English as Second Language (ESL) teachers following their teacher training programs in a mixed 

method study. The author compared the novice teachers’ knowledge in an ESL course to the 

knowledge of a group of experienced teacher participants from the author’s previous study 

conducted in 1999. The study involved data gathered from verbal reporting procedures because 

the author assumed that the basis of teachers' pedagogical thoughts could be accessed through 

stimulated recall. The pedagogical knowledge guiding their teaching was inferred from the 

reported pedagogical thoughts. In this qualitative analysis, the author identified the major 

categories of teachers’ pedagogical knowledge, whereas the quantitative procedure analyzed 

whether the qualitative themes were shared by all or some of the participants. Of the 21 
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categories found in the analysis, ‘Language management’ (dealing with students language input 

and output), ‘Procedure check’ (dealing with instructional matters), and ‘Noting student behavior 

and reactions’ were identified as the top categories and most of the major categories of 

pedagogical knowledge were found to be shared by both experienced and novice group of 

participants. The author noted the possibility of teacher education as the source of the 

pedagogical knowledge for both group of teachers. 

Moradkhani, Akbari, Samar, Kinay (2013) conducted their study on the similar purpose 

of Gatbonton’s (2008) study - measuring teachers’ pedagogical knowledge and its components. 

The participants were teacher educators, university professors and teachers from an Iranian 

university. The researchers adopted a grounded theory approach with the purpose of developing a 

theoretical model of the teacher’s pedagogical knowledge. In the quantitative analysis of data, the 

researchers calculated the frequency of occurrences of concepts for classifying them from micro 

to macro categories, and conducted chi-square analysis to determine major frequency differences 

within the different groups of participants. The results yielded eight macro categories of 

pedagogical knowledge – ‘knowledge of language and related disciplines’, ‘knowledge of English 

Language Teaching theories, skills, and techniques’, ‘knowledge of context and social relations’, 

‘knowledge of class, time, and learning management’, ‘knowledge of research and professional 

development’, ‘knowledge of practicum’, ‘knowledge of teachers and their assessment’, and 

‘knowledge of reflective and critical teaching’ and other micro categories (p. 132). 

The knowledge and thought patterns of teachers in English as Foreign Language context 

was examined in another study where Atai and Shafiee (2017) examined how that knowledge 

directed the teachers’ oral corrective feedback in grammar instruction. The researchers in this 

study used a stimulated recall technique, which according to Gass and Mackey (2000) is the use 

of introspective methods to explore the cognitive process triggering that specific phenomenon. 

Similar to the previous studies mentioned above, this study also involved qualitative analysis for 
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identifying categories of knowledge and quantitative analysis to find how those categories were 

organized and differ among teachers. Through the adoption of a grounded theory approach, the 

independent pedagogical concepts which emerged from the analysis were categorized as 

‘Professional Knowledge,’ ‘Procedural Knowledge,’ and ‘Personal Knowledge’ (p. 588). The 

‘Professional knowledge’ includes teachers’ theoretical knowledge related to language and 

language learning, ‘Procedural Knowledge’ incorporates knowledge about delivering corrective 

feedback and ‘Personal Knowledge’ consists of teachers’ “decision-making, beliefs, values, 

reflections, criticisms, and contextual and institutional concerns. It also included the teachers’ 

awareness of managing a classroom while providing error correction regarding exposure of the 

learners to the content and determining accuracy of form in form focused activities” (p. 590). 

The above-mentioned studies examined teachers’ thought process to gain access to 

teachers’ knowledge domains as well as the unique filters that dominates instructional decisions 

and practices. The evolved and processed categories of the knowledge base were the focus and 

the change in knowledge pattern as the result of their professional growth and experiences. The 

patterns in pedagogical knowledge for teaching a second language were common in the studies 

and support the existence of a particular pedagogical culture by the experienced ESL teachers 

(Gatbonton, 2008). 

Content Knowledge 

Aalto and Tarnanen (2015) conducted a study to measure student teachers’ subject 

specific language knowledge. The 221 participants were Finnish fourth-year subject teacher 

students of a teacher education program. Within a study unit on subject specific pedagogical 

practices, the pedagogical language knowledge was assessed by the exploration of the 

participants’ approaches to assessing second language (SL) writing samples. The short text 

samples were written by a migrant 14-year-old student and the data was collected through open-

ended verbal assessments and Likert scale assessments. The results of this mixed-method study 
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provided insight about participants’ different orientations towards the writing tasks as well as 

some of the participants’ conducting the analysis in a larger context. The participants who were 

studying to become language teachers considered the writing performance ‘more comprehensible 

and more accurate’ than future non-language subject teachers. In addition, some of the 

participants were unable ‘to perceive the challenges of the SL learner, as their own learning 

experiences often do not provide sufficient insight into learning an SL’ (p. 411). 

The content knowledge of teachers has strong impacts on instructional practice. 

According to Moats (2014), “A well-prepared teacher…must have a solid grasp of both the 

complexities of English orthography and the language systems that print represents in order to 

teach students recognition of written words” (as cited in Kahn-Horwitz, 2016, p. 150). This study 

by Kahn–Horwitz (2016) examined the perceptions of EFL preservice and inservice teachers 

from Israel who have participated in an English orthography course during their Master of 

Education program in Language Teaching. The author hypothesized that the improvement in 

orthographic knowledge would improve their pseudo-word spelling. In this quasi-experimental 

research with a quantitative longitudinal design, the data from the 106 participants were collected 

through a Teacher Knowledge Survey developed by the author. The results showed that the 

content knowledge gained from the training immediately influenced participants teaching and 

continued to conserve and significantly dominate their performances tested after four months of 

the training. 

Ollerhead (2018), in her case study on exploring preservice teachers’ emerging and 

developing pedagogical language knowledge, argued that “an essential component of this 

knowledge depends upon having access to experiential knowledge gained through face to face 

work with English as an Additional Language (EAL) learners, which allows them opportunities 

for reflection that can impact upon their developing teaching practices” (p. 258). The eight 

participants, following an intensive tutoring practicum with EAL students in an Australian 
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university, participated in semi-structured interviews to communicate their conceptualizations of 

roles as teachers of language and literacy. They also reflected on the approaches which embedded 

language and literacy into curriculum content. The emerging themes summarized the importance 

of explicit literacy and language pedagogical training for the linguistic knowledge and skills 

needed to teach EAL students.  

The expertise needed for teaching in a second language classroom includes teaching of 

the language in contexts to multilingual students from different cultures. Teachers’ knowledge of 

the language, and the use of it, facilitate their choices of the materials for instructional purposes, 

developing substantial activities to engage students and enhance learning. In addition to 

conceptualizing pedagogical skills of teaching contents, the above-mentioned studies highlighted 

the importance of the knowledge of core contents for effective learning. 

Knowledge of Curriculum 

Language teachers’ knowledge about curriculum and teaching was explored through a 

narrative inquiry by Aguilar (2011). The three participants of the study were teaching English at 

different levels in the English proficiency program of a private university in Colombia. The study 

involved biodata surveys, concept maps, narrative interviews, video-taped class sessions, and 

field notes which contained the participants’ language learning and teaching experiences. The 

data were later complied in to a single narrative form to interpret the differences and the 

similarities of their knowledge base, beliefs and experiences. After analyzing the participant’s 

specific knowledge, experiences and practices, the author categorized the data into three different 

curricular models created by individual participants. Thus, the results revealed and resonated 

“Drake and Gamoran’s (2006) idea of acknowledging the fact that each teacher creates his/her 

own version of curriculum” (p. 96). The author concluded that though the participants belonged 

to a common teaching community, their unique learning, teaching and personal experiences shape 

their planning and interpretation of the curriculum. This result implies the possibilities of 
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analyzing teachers’ interpretations and implementations of any pre-established curriculum when 

institutions valuate teachers’ teaching and curriculum knowledge. Also, it acknowledges 

clarifying the processes consummated by stakeholders in understanding and designing the 

curriculum of respective courses. 

Knowledge of Learners 

Apart from pedagogical, subject area knowledge, and curricular knowledge, teachers are 

required to meet the needs of increasing number of English language learners (ELLs) in the 

classrooms. A study by Hutchinson (2013) informs this issue in which the preservice teachers 

from the US reported increased tolerance and knowledge of ELLs at the elementary level after the 

completion of a three-credit foundations course. The data were collected through classroom 

observation and pre- and post-Language Attitudes of Teachers Scale Survey (LATS) which, 

according to the researchers who developed this scale, “language learning is facilitated when 

teachers have positive attitudes about language diversity and have an interest in cultural sharing” 

(Byrnes & Kiger, 1994 as cited in Hutchinson, 2013, p. 32). The principal findings showed 

growth of the teachers’ in three areas: Language Politics, limited English proficient Intolerance 

(LEP), and Language Support. The author also suggested that preservice teachers gain 

“knowledge about second language acquisition and strategies for differentiating instruction” (p. 

47). 

The knowledge, attitudes and practices of secondary school teachers in New Zealand 

regarding their teaching and support towards the ELLs were investigated by Edwards (2014). The 

18 participants were mainstream teachers from different subject areas (e.g., Science, Math) who 

had teaching expertise in more than one subject area. The study involved an online questionnaire 

which measured teachers’ knowledge related to teaching and learning of ELLs (knowledge of 

second language acquisition, use of resources, use of strategies and planning for ELL learning). 

The results indicated two concerns – first, only 17% of the participants reported confidence 
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regarding their knowledge of second language acquisition and second, their lack of pedagogical 

content knowledge for supporting ELLs although a document of ELLP had been introduced prior 

to conducting the research. The author hence, suggested professional developmental opportunities 

to raise awareness among the mainstream teachers of ELLs. 

To support second language acquisition, teachers need to be equipped with not just what 

to teach, but the knowledge of how to teach it and monitor the progress of acquisition. This 

instructional practice requires the involvement of ‘complex learner variables’, which are 

‘personal, attitudinal, affective and sociocultural factors’ (Edwards, 2014, p. 46). The above 

studies examine second language teachers’ attitudes and assumptions about diverse learners 

reveal through their working with them. Teachers’ knowledge about the learners consequently 

associates with selecting appropriate instructional strategies and guiding learners to comprehend 

and adopt their own strategies for successful reproduction of the language.  

 Knowledge of Metacognition  

‘The systematic body of knowledge about one's cognition’ is described as metacognitive 

knowledge by Scraw and Moshman (1995). Knowledge of metacognition is a student’s 

knowledge and control of his/her own cognition, and it plays an important role in learning and 

achieving goals (Saenz, Geraci, Miller, &Tirso, 2017; Everson & Tobias, 1998). Metacognitive 

activities, where meta means “above” and “transcends” cognition, are comprised of 

consciousness, awareness, self-reflecting, self-regulating activities which are facilitated by 

teachers for students’ thinking about their own thinking (Anderson & Krathwohl, 2001). To 

highlight the importance of metacognition, Anderson and Krathwohl (2001) added metacognitive 

category to the revised version of Bloom’s Taxonomy. They described the two aspects of 

metacognition in the knowledge domains as knowledge about metacognition and the control, 

monitoring and regulation of cognitive process. This knowledge about metacognition includes 

“knowledge of different general strategies that may be used for different tasks, the conditions 
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under which these strategies may be used, the extent to which the strategies are effective, and 

self-knowledge”(p. 43). The understanding of cognition and self-knowledge is not subject 

specific; rather the knowledge encircles different subject matter ‘individually or collectively’ (p. 

44). 

In their attempt to measure this ‘tacit knowledge’ of individual’s, Paris et al. (1983) 

delineated declarative, procedural and conditional knowledge, together forming the metacognitive 

knowledge domain (p. 1241).  Declarative knowledge refers to ‘knowing that’ while procedural 

knowledge is about ‘knowing how’ to perform actions. The ‘why and when’ of strategy usages is 

applied through the knowledge of conditional territory.  In the following studies, teachers’ 

metacognition knowledge in terms of declarative, procedural and conditional knowledge is 

reviewed in the areas of “how to scaffold and guide students, how to demonstrate thinking, 

knowledge of the strategies, knowledge of students, and knowledge of when to implement 

strategies” (Wilson & Bai, 2010, p. 286). 

Declarative Knowledge 

Teacher’s intuitive knowledge had been the focus of Zohar’s (1998) study as the author 

pointed out “we must first study teachers’ cognition from the perspective of the special challenges 

they face while teaching for thinking” (p. 413). In her attempt to define metacognitive declarative 

knowledge, the author conducted the study within the Thinking in Science (TSC) project where a 

series of learning activities were developed to stimulate higher order thinking within scientific 

argumentation. The author proposed two concepts to clarify the features of teachers’ 

metacognitive knowledge – ‘knowledge of thinking process’ which includes “(a) procedural 

knowledge of how to apply thinking skills for problem solving and reasoning tasks; and, (b) 

metacognitive knowledge of thinking processes” and ‘pedagogical knowledge of thinking skills’ 

which is knowledge “specific to instruction of higher order thinking skills” (p. 418-419). The 

participants of this study were Israeli junior high school science teachers who participated in the 
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project to learn about incorporating TSC learning activities. Data were collected through 

audiotaped conversations, journals and lesson plans. Though initial objectives of the study did not 

include the issue of teachers’ metacognitive knowledge of thinking skills, during the data analysis 

procedure, new perceptions regarding that issue were formed. The findings revealed that before 

the project, participants were not aware of their teaching higher order thinking. And although they 

possessed procedural knowledge of thinking skills, sometimes were unable to verbalize thinking 

patterns used during their problem-solving tasks (i.e., metacognitive declarative knowledge of 

thinking skills). The teachers’ intuitive declarative metacognitive knowledge of thinking skills 

was not adequate for their teaching of higher order thinking. The author, therefore, suggested that 

teacher education courses should address this issue of declarative metacognitive knowledge of 

thinking skills. 

Procedural Knowledge 

In his study, van Velzen (2012) aimed to explore teacher educators’ knowledge about the 

process of teaching metacognitive knowledge and whether the process includes theoretical 

components of constructing knowledge and developing expertise in the learners. Six teacher 

educators from Amsterdam University of Applied Sciences participated in the study. At the time 

of the research, they were teaching graduate courses in addition to their experience of teaching 

high-school students in Math, Economics, History and Language classes. The close-ended part of 

the questionnaire which was developed to measure participants teaching metacognitive 

knowledge included knowledge of cognition, knowledge of tasks, and knowledge of the self. And 

the developing expertise component included knowledge of expert students, knowledge of 

expertise in problem solving, and knowledge of using higher-order thinking skills. The 

participants also read vignettes about the components and reflected on their classroom practices 

of using those concepts and the way those concepts were familiarized to the students. The open-

ended questions in the questionnaire asked information about the frequency of using the 
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components and the rationale behind the answers. The results indicated that teachers’ concerns 

were mainly about ‘when’ and ‘how’ of teaching these components, that is “when should students 

focus attention on metacognitive knowledge and developing expertise and how can this be 

achieved in the best way?” (p. 5). The participants also indicated teaching the process of 

metacognition requires teacher’s teaching at a metacognitive level. The author elaborated that “to 

achieve students notice that acquiring metacognitive knowledge is a meaningful enterprise, 

probably implies that not the performance of a task is at the center of attention but one’s cognitive 

processes in relation to obtaining an overview of the learning situation and searching for future 

improvements” (p. 7). 

Conditional Knowledge 

Negretti and Kuteeva (2011) conducted a study to find the effectiveness of English for 

Specific Purposes (ESP) genre-based instruction at lower level university studies. The study 

aimed to measure Second Language (L2) undergraduate students’ development of genre 

awareness of research-based writing within the framework of metacognition theory. The rationale 

behind utilizing the framework was to adopt the underlying processes of metacognitive 

knowledge for interpreting “how awareness of genre, discourse, and rhetoric comes into play 

when students read and write texts that are situated in different contexts” (p. 96). The eight 

participants were pre-service teachers, who were selected from the Academic Reading and 

Writing course in the Department of English in a Swedish University. The authors were the 

course designers and teachers as well as the study designers and data analysts. Following case 

study methodology, data for this study were obtained from observations, reflections on seminar 

activities, text analysis of online tasks and final assignments. The findings suggested students’ 

acquiring declarative metacognitive awareness of genre-relevant concepts (i.e., concepts they 

think are important to understand and to write academic texts). Regarding their metacognitive 

procedural awareness, they had shown progress in their thinking about “how this knowledge 
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could be applied to the analysis and the writing of academic texts” (p. 103). The conditional 

metacognitive awareness, according to Cheng (2007) is ‘‘recontextualization,’’ that is, ‘‘learners’ 

ability not only to use a certain generic feature in a new writing task, but to use it with a keen 

awareness of the rhetorical context that facilitates its appropriate use’’ (as cited in Negretti & 

Kuteeva, 2011, p. 108). Therefore, participants who developed conditional awareness were able 

to adapt their knowledge according to their personal goals (i.e., use concepts to frame arguments, 

modify typical rhetorical moves and structural features of academic texts). The authors concluded 

that the domain-general, transferable properties of metacognition should be fostered so that 

learners could recognize and purposefully use features of genre by manipulating metacognitive 

skills.  

Experience, culture and metacognition are the three variables that influence basic 

intelligence of adults, of which metacognition is the most critical one. The modifiable basic 

intelligence is directly affected by metacognition and it helps to control working memory 

operations (Cornoldi, 2010). Adult students advancing on their process of building domain 

specific knowledge, acquire more metacognitive knowledge (than younger learners) if they come 

across tasks, which integrate the forming of metacognitive skills (Hartman, 2001). However, the 

advancement of metacognition is not guaranteed by daily events, cultural and general educational 

exercises if metacognitive awareness is not being developed. Echevarría, Vogt, and Short (2008) 

suggested teachers’ “conscientious curriculum planning to go beyond English language 

capabilities and design activities that progress to deeper knowledge” as essential features for 

effective instruction (as cited in Jong & Harper, 2005, p. 110). Whereas, Veenman’s (1998) 

principles of WWW&H rule (What to do, When, Why, and How) scaffolds around the 

fundamental principles of successful metacognitive instruction stated by the authors as: “a) 

embedding metacognitive instruction in the content matter to ensure connectivity, b) informing 

learners about the usefulness of metacognitive activities to make them exert the initial extra 
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effort, and c) prolonged training to guarantee the smooth and maintained application of 

metacognitive activity” (p. 9). The successful infusion of teachers’ well-grounded metacognitive 

knowledge into their substantial pedagogical content knowledge, therefore, delineates their effort 

for teaching metacognition in language classrooms. 

Teaching of Metacognition 

The four general ways to increase metacognition in learners, as Schraw (1998) suggested 

are: “promoting general awareness of the importance of metacognition, improving knowledge of 

cognition, improving regulation of cognition, and fostering environments that promote 

metacognitive awareness” (p. 118). The ‘flexible’ and ‘indispensible’ nature of metacognition 

encompasses multiple domains of knowledge regardless of the dissimilarities between the areas 

of knowledge. This is where metacognition differs from domain-specific cognitive skills as 

Pintrich (2002) added “on the knowledge dimension, metacognitive knowledge categories refer 

only to knowledge of cognitive strategies, not the actual use of those strategies” (p. 223). In 

addition to these understandings, the following propositions should be taken into consideration 

based on Schraw (1998) while teaching the knowledge of metacognition in language classrooms:  

First, language learning and thinking skills are often considered as independent processes 

(Suhor, 1984). Contrarily, leaners’ proficiency in the target language enhance through their 

creative and critical thinking ability and content-based teaching approach is one of the effective 

ways to teach language skills and support the development of critical thinking (Roy, 2014). This 

integration of thinking skills into language skills require teachers’ solid foundations of both 

pedagogical content knowledge and knowledge of metacognition as well as the flexible yet expert 

access to those bases. 

Second, at the initial phase of language production, adult English language learners have 

limited oral language skills but possess strong cognitive abilities (de Jong & Harper, 2005). 

However, often times language teachers misjudge the relationship between learners’ cognitive 
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ability and language proficiency and do not provide them with higher-level thinking activities (de 

Jon & Derrick-Mescua, 2003). Pintrich (2002) argued that though it is possible to teach 

metacognitive knowledge in separate courses, it should be embedded within lessons in different 

subject areas. With their advancement in learning, older/adult learners construct general 

metacognitive skills and knowledge which they may frequently use in new areas of learning 

(Schraw, 1998). For effective learning of metacognition, strategies for thinking and problem 

solving should be taught in contexts. Teachers’ pedagogical knowledge and knowledge of 

learners along with their knowledge of ‘how’ ‘where’ and ‘when’ of conditional and procedural 

metacognitive knowledge would be helpful in these scenarios for productive instructional 

practices.  

Third, the teacher participants in Wilson and Bai’s (2008) study demonstrated 

contradictory understanding of metacognition (e.g., teaching metacognition explicitly and 

implicitly), which the authors analyzed as the disparity between participants’ theory and practice.  

In addition, teachers are often forced to follow curricula that do not provide opportunity 

to teach metacognition or for time constraints they are not able to teach it. Despite their 

willingness to incorporate knowledge about metacognition in their lessons, some teachers may 

not have ‘proper tools’ to implement the knowledge in their lessons (Veenman et al., 2006). The 

study conducted by Ozturk (2002) shows that following professional development in teacher 

metacognition, only highly metacognitive teachers were able to integrate knowledge of 

metacognition into their lesson plans, which also indicate their possession of the ‘proper tools’ as 

Veenman et al. (2006) have argued.  

These research findings imply that the process of teaching metacognition demands 

alternating focus on both pedagogical and metacognitive knowledge domains in instruction. In 

the absence of any of the components of metacognitive knowledge (declarative, procedural or 
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conditional), general pedagogical knowledge is not sufficient for teaching higher order thinking 

skills extensively and systematically (Zohar, 1998). 

English as Second Language (ESL) Classrooms 

 

In their attempt to define the knowledgebase of language teacher education, Johnson and 

Freeman (1998) argued for the inclusion of discussion on the nature of teacher-learner 

relationship, social context and the pedagogical process to “understand what makes our teaching 

language teaching” (p. 413). The need for teachers’ knowledge about the discipline and ability to 

communicate “the highly situated and interpretative processes involved in both language teaching 

and language learning” project the social constructivist view of language learning (p. 411). 

Teacher’s knowledge about Second Language Acquisition process requires understanding of 

‘cross traditional research boundaries’ as it involves cognition, learning contexts, social relations 

and language operations in social context (Pitt, 2016). The complex cognitive process of language 

learning demands teachers’ explicit or implicit knowledge and practice about the system to aid 

learner’s automaticity. Thus, the declarative knowledge or factual information (grammar, rules, 

pronunciation, vocabulary) and procedural knowledge or language skill (communicative 

competence, functional proficiency, fluency) of the language need to be taught interchangeably 

by second language teachers (Anderson, 1981, 1983).  

The significance of developing cognitive abilities in second language learners has been 

defined by O’Malley et al. (1985) as “students without metacognitive approaches are essentially 

learners without direction or opportunity to review their progress, accomplishments, and future 

directions” (p. 561). Distinctive studies have explored the relationship between second language 

learner’s knowledge of metacognition and desirable learning outcomes in listening and reading 

(Mokhtari & Reichard, 2002; Vandergrift, 2005). This successful integration of metacognitive 

knowledge within domain general knowledge of language amount to learning strategy instruction 

which includes the usage of metacognitive strategies in the content tasks of the ESL curriculum 
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and even outside the classroom (Chamot & O'Malley, 1986a). 

LINC Classrooms 

Many English as a Second Language (ESL) courses are offered in different settings all 

over Canada but the teachers in Language Instruction for Newcomers to Canada (LINC) program 

are specialized in teaching English to immigrant adult students. In 1992, the Government of 

Canada created the program for immigrants and refugees in Canada. The teachers in LINC 

programs aim to facilitate the integration of the adult learners in the new culture with the help of 

language instruction and information about the Canadian way of life and help higher proficiency 

learners to address workplace-specific language development. According to a study conducted in 

1998, the largest federally funded program ‘LINC’ shared 39% of all the Ontario programs 

serving adult immigrants as ESL/EFL service providers (Burnaby, 2003). There have been studies 

conducted on different aspects of the program e.g., teachers autonomy and agency (Fleming, 

1998), career development and professional attrition (Valeo & Faez, 2013), accommodating 

culture in ESL instruction (James, 2000) but none of these studies or others have examined LINC 

classroom teachers’ practicing of teaching of metacognition. Apart from that, the articles in the 

literature review of this study provide information about pre-service teacher participants 

practicing teaching metacognition to younger adult students as opposed to in-service or 

experienced teachers’ teaching metacognition to adult immigrants. The present study aims to 

incorporate these elements to expand and enrich the knowledge of the professionals in ESL field, 

i.e., LINC program.  

The LINC Programs use the Canadian Language Benchmarks (CLB) as ‘the official 

national standards for measuring and recognizing the language proficiency of adult immigrants in 

English’ and the CLB Curriculum Guidelines provides ‘a point of reference for teachers to make 

sound choices when planning and teaching CLB classes’ (ECSD LINC Program - CLB 

Curriculum Guidelines, 2017). The CLB benchmarks are divided in to 12 stages (CLB 1-12) of 
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competencies. In different versions of the guidelines, teachers are instructed to teach general 

strategies and metacognitive strategies in all stages. For example, one of the guidelines includes 

several teaching principles; one of the principles encourages teachers to promote independence 

and autonomous learning as students’ ultimate goal for learning. The LINC 5-7 Curriculum 

guidelines (2006) highlight the importance of teaching learning-to-learn and independent 

language learning strategies to adult students. The guidelines also contain a planning section with 

tips for teaching strategies for learning English more effectively both inside and outside the 

classroom. In LINC 1-5 Curriculum guidelines (2002), teachers are directed to teach classroom 

strategies to learners according to their learning styles and needs in speaking, listening, writing 

and reading areas. Apart from general strategy teaching, the guidelines also address the need to 

facilitate learner engagement by teaching metacognitive strategies to the students, for example, 

self-monitoring and/or reflection on student’s practice through self-assessment (Integrating CLB 

Assessment, 2016). The present study aims to explore the extent of LINC teachers’ 

implementation of teaching metacognition as laid out by the guidelines. 

The CLB curriculum guidelines followed in the LINC programs present ‘a professional 

foundation of shared philosophical and theoretical views on language ability that informs 

language instruction and assessment’ (Canadian Language Benchmarks, 2012). However, these 

guidelines are not construed and executed in the same manner by the LINC program teachers 

(Jezak, 2017). This difference in perspective is defined by Spivey (1997) as constructivist’s 

perspective where the person has his/her own construction of reality and he/she emphasizes on 

“active process of construction [of meaning], attention to texts as a means of gaining insights into 

those processes, and an interest in the nature of knowledge and its variations, including the nature 

of knowledge associated with membership in a particular group” (pp. 23-24). This perspective 

has been justly elaborated by Brown (2000) in the analogy of a very high mountain which from a 

certain distance, might display having only one peak with discrete features. Whereas, the same 



 

 

 

21 

mountain might have another peak hidden from the view or different characteristics of the 

mountain slopes unless looked upon from a different direction. In ESL pedagogy (e.g., in LINC 

classrooms), this paradigm is adopted by teachers as no one particular method or trend is 

explicitly followed due to the varying degrees of learners’ backgrounds or learning contexts. The 

statuses that are brought in the LINC classrooms by the adult learners from different professional 

and educational backgrounds are novel and their various learning needs and styles are associated 

with these statuses. In general, adult learners’ growth, experience, intentions, personal 

expectations, competing interests and patterns affect the learning and teaching (Long, 2002). 

Although teachers are extensively aware of CLB and the guidelines significantly influence 

teachers’ development of the curriculum, teaching content and their thinking about teaching, 

different teachers possess different perspectives about the usefulness of the guidelines (Jezak, 

2017). According to the author, the CLB guidelines have a wide range of clear descriptors which 

are not interpreted and implemented unanimously by the teachers in assessments and classroom 

practice as their trainings and experiences are not analogous. This study, hence, will explore how 

these varying perspectives manifest teachers’ executing the guidelines about teaching of 

metacognition in the classrooms. 

As mentioned earlier, my experience and exposure to the ESL industry as a teacher also 

prompted me to take the role of the researcher in carrying out this research. I did not directly 

work as a teacher at any LINC program. However, as a migrated internationally trained 

professional, I had participated in Enhanced Language Training (ELT) Program offered by 

Toronto Catholic District School Board (TCDSB), in which I got familiar with the LINC program 

format and guidelines. Eventually, I volunteered in LINC classrooms as a Teaching Assistant 

(TA) for a brief period of time. Later, working as a full-time teacher in ESL private schools, I had 

used the LINC guidelines in different occasions as a reference tool.  During that time, I also 

worked with teachers who had previously taught in LINC classrooms and they shared their 



 

 

 

22 

valuable insights and experiences about the program with me. Within the research periphery and 

directions, at present, my purpose is to draw on those experiences of LINC teachers’ knowledge 

domains and teaching of metacognition. I expect the findings to inform and influence me as 

teacher, which van Manen (1990) described as “phenomenology projects and their methods often 

have transformative effect on the researcher himself or herself. Indeed, phenomenological 

research is often itself a form of deep learning, leading to a transformation of consciousness, 

heightened perceptiveness, increased thoughtfulness” (p. 163). 

Summary 

The above reviewed literatures on pedagogical content knowledge, knowledge of 

metacognition and teaching of metacognition show evidence for the need to explore language 

teachers’ comprehensive knowledge of teaching metacognition within the domain of their 

knowledge of teaching ESL. The discussed studies on pedagogical content knowledge recognize 

a certain pattern of pedagogical knowledge, within which language teachers communicate more 

than subject matter knowledge to their students.  Though the teachers share some universal 

pedagogical principles and skills, the studies show that “teachers are no longer considered to be 

merely applying theory to practice, but rather as professionals constructing theory and theorizing 

their practice” (Huttner, LMehlmauer-Larcher, Reichl, & Schiftner, 2012). The review on 

knowledge of metacognition and teaching of metacognition provides acknowledgements of 

teachers’ knowledge of metacognition and applying the theory of teaching of metacognition, 

however, as mentioned earlier – provide examples that teachers do not follow any generic 

methodology or not bounded by unanimous interpretation. Also, most of the reviewed studies do 

not encompass English language teaching as their contexts. Within the scope of the research 

questions, therefore, this study will attempt to find answers for language teachers’ 

conceptualizing their theory and practice of the domain general knowledge of metacognition 

related to their domain specific knowledge of teaching English language.    
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 This study also aims to interpret the participants’ description of their experiences of 

teaching metacognition in ESL context. Though the participants will have the common 

characteristic of working at LINC programs, their educational background and professional 

knowledge will not be similar. Thus, the study will help professionals in ESL fields and teacher 

training programs to determine the nature of language teachers’ practice of teaching 

metacognition and whether this practice is subjective to teachers’ pedagogical content knowledge.  
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Chapter 3 

Method 

This chapter presents a description of the rationale for using a qualitative method, 

the researcher’s credibility, a description of the participants, as well as an overview of the 

instrument and procedures that were maintained during data collection and analysis stages. 

Methodological Framework 

According to Punch and Oancea (2014, p. 219), “qualitative analysis is a process of 

continuous search for patterns and explications of their meanings, through progressive focusing, 

reflexive iteration and grounded interpretation, which aims to generate rich accounts of the 

phenomena studied”. The reviewed literature on pedagogical content knowledge, knowledge of 

metacognition and teaching of metacognition explored the patterns of pedagogical content 

knowledge of language teachers, addressed the components of metacognitive knowledge and the 

process of altering focus on both domains in teaching metacognition. Therefore, the present study 

incorporated a qualitative approach to allow for a thorough investigation of the complex process 

of language teachers’ teaching of metacognition in LINC classrooms (Marshall & Rossman, 

2006). According to Marshall and Rossman (2006), human actions can best be interpreted when a 

study explores the ‘thoughts, feelings, beliefs, values, and assumptive words’ of those involved in 

the actions for gaining comprehensive perspectives. To examine the nature of language teachers’ 

incorporating the teaching of metacognition in LINC classroom settings, this study employed 

phenomenological inquiry to explore their experiences and interpretations of their pedagogical 

content knowledge and metacognitive knowledge domains. 

Researcher’s Credibility 

The researcher’s analysis process is influenced by their knowledge and experiences, 

“what we are saying is that our backgrounds and past experiences provide the mental capacity to 

respond to and receive the messages contained in data—all the while keeping in mind that our 
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findings are a product of data plus what the researcher brings to the analysis” (Corbin & Strauss, 

2008, p. 13). My interest in teaching metacognition in language classrooms was connected to my 

decade long experience in ESL teaching and later to my M.Ed. course in Advanced Topics in 

Psychology of Learning and Cognition. During the course, I came to learn about metacognition, 

which prompted me to look further about the topic in the field of language teaching. Through the 

lenses of my participants and description of their experiences, I decided to look into this topic; 

my previous knowledge and experience enabled me to make meaning of the “concepts” provided 

by the participants in the analysis process (Corbin & Strauss, 2008, p. 13).  

One of the limitations of phenomenological methodology, as pointed out by Duke (1984) 

is that “it is not methodology at all, but a perspective on what constitutes knowledge in the human 

sciences. For this reason, it makes demands on the researcher for flexibility, ingenuity, and 

continual self-checking” (p. 202). Similarly, Patton (2014) proposed researcher’s sense of “own 

perspective, analytical process, and voice” to communicate participants’ perspectives in the data. 

Therefore, I checked my prior assumptions through epoche and bracketing for validating the 

findings. In epoche “the researcher looks inside to become aware of personal bias, eliminate 

personal involvement with the subject material—that is, eliminate, or at least gain clarity about, 

preconceptions” (Patton, 2014, p. 1256). Whereas in bracketing “the researcher holds the 

phenomenon up for serious inspection. It is taken out of the world where it occurs… it is treated 

as a text or a document; that is, as an instance of the phenomenon that is being studied” (Denzin, 

1989b, pp. 55–56). From the beginning of my study, I kept a journal and wrote memos to become 

aware of my influence throughout the analysis process. Anytime I had a subjective thought or an 

interpretation, I wrote it in the journal, and I had to look back at these thoughts in order to 

interpret my data as objectively as I could. 
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Participants 

According to Creswell & Poth (2018), “a phenomenology provides a deep understanding 

of a phenomenon as experienced by several individuals” (p. 80) in which the participants “need to 

be carefully chosen to be individuals who have all experienced the phenomenon in question, so 

that the researcher, in the end, can forge a common understanding” (p. 81). Therefore, the 

participants (n=8) for this study were chosen through criteria-based purposeful sampling of 

individuals who possessed adequate knowledge and experiences related to the research 

components. Initially the criterion was to be a LINC program teacher in Ontario who had 

previously worked, or was working in the field at the time of data collection, for three or more 

years. Later the criteria had to be broadened due to the lack of responses from participants from 

this particular region with the specific years of teaching experience in LINC classrooms. The 

eight LINC teachers who participated in the study had worked or were working in different 

provinces in Canada with teaching experiences ranging from 2 years to 11 years in LINC 

classrooms. The following table (Table 1) shows the demographic characteristics of the 

participants with their pseudonyms as collected for this study. 

Table 1  

Characteristics of Participants (n=8) 

 ________________________________________________________________ 

Highest  Professional   Years of  Years of  Data 

Degree  accreditation   working in working in based on 

obtained                                              ESL related      LINC   CLB 

field   program level 

 _________________________________________________________________ 

Participants 

Bianca  BSc           TESL  6  4.5           1and 2,  

(Biology    certification               3 and 4 

and Psychology),  

J.D. (Law) 



 

 

 

27 

 

Orlando BA                 TESL  8  5          4 and 5  

(Psychology),          Ontario      

 Diploma   

 in Career Counseling 

 

Adriana  BA        TESL  15  11             2 

(English    Diploma 

Literature)        

 

Helena  MA         -  5  2           3 and 4 

(International    

Relations and Strategic Studies) 

 

Miranda BSc         TESL  8.5            2 years    2 

(Architecture)      certification          (volunteer) 

       (CELTA)            5 months  

      (Substitute teacher)                

Olivia  BA         TESL  12  8     - 

(English     certification     

Language      (Royal Society of Arts) 

and Literature),    

Master of Education 

 

Portia  BA         TESL  8  4   1 to 6 

(English)     Canada     

 B.Ed.  

       (Elementary  

Education and Teaching) 

 

Viola  BA         TESL  11  5     3 

(English       Ontario     

Language  

and Literature)    
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Although Smith et al. (2009) suggested looking for ‘a fairly homogenous sample’ as 

participants, they also pointed at the limits of such a group as it cannot bring about the 

effectiveness of an interpretative phenomenological study where the analysis lies within a broader 

context. Hence, additional selection criteria were related to participants’ knowledge of learning a 

second language or/and teachers whose first language was not English. A total of eight 

participants were selected for the study, of which four participants spoke English as their first 

language with knowledge of learning another language and four of the participants spoke English 

as their second/third language.  

Information Related to Teaching Experience and Background  

For the purpose of collecting information about LINC program teachers’ pedagogical 

content knowledge, knowledge of metacognition and teaching of metacognition in the 

classrooms, participants were initially asked demographic questions. According to Rubin & 

Rubin (1995), the initial questions allow the researcher to explore participant’s thoughts to get 

wide range of responses as well unfold the nature of later questions which the participant find 

meaningful as the interview progress. This emic perspective of the phenomenon by the participant 

is fundamental to qualitative research (Marshall & Rossman, 2006). Therefore, apart from the 

general questions about participants educational and professional backgrounds, they were asked 

to provide reasons for choosing the TESL field and job responsibilities included in their roles as 

LINC teachers. The following passages summarize significant portions of each of the 

participant’s answers: 

Bianca decided to become a teacher of ESL adults after her volunteering experience at a 

center where she had taught low-income immigrant adults. Besides working in LINC programs, 

she had worked in English as Academic Programs (EAP) and enjoyed working with people from 

different cultural backgrounds. The range of her students’ language abilities, from some lacking 
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literacy skills in L1 to international students with advanced language skills, enriched her 

knowledge of teaching English along with the language itself. Her job responsibilities in the 

current job as a LINC teacher included preparing and delivering lessons and evaluating students 

twice a year. 

Despite his background in Psychology and Career Counseling, Orlando switched to 

TESL teaching, as he couldn’t find suitable job in Toronto. He taught ESL in Korea for three 

years. At the present level of his LINC class, he enjoyed finding out about contemporary 

situations and communicating them with his students. He taught level 4/5 students according to 

CLB guidelines and assigned and administered valid Portfolio Based Language Assessments 

(PBLA). 

Adriana migrated from Pakistan with her experience of teaching English language and 

Literature to high school students. Apart from a high school teaching job in Canada, which she 

found highly competitive, she had explored jobs in many different sectors. This initial struggle of 

finding a suitable job opportunity in Canada led her to write a book about it. Eventually, she 

completed her TESL diploma and joined her present workplace where she has been working in 

different positions for 11 years. Her job responsibilities in the present teaching of LINC level 2 

class included teaching, planning lessons, administering needs and language assessments and 

writing monthly reports for her manager to update about her teaching contents, student 

evaluations and attendance issues. 

In the Czech Republic, Helena taught ESL part-time during her university years. After 

migration, she didn’t have to put much effort into finding a job in ESL field because of her 

previous ESL teaching experience. She started as a term-supply teacher and was currently 

working in a full-time position for two years. She taught CLB level 1 and 2 as a supply and was 

teaching CLB level 3 and 4 at the time of the interview. She had been teaching ESL for 5 years 

and described teaching ESL in LINC programs as more challenging than other ESL fields.  
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Miranda was an architect in Sudan before she migrated to Canada where she also had 

experience in teaching ESL. She completed CELTA certification to continue teaching ESL in 

Canada.  At the time of the study, she was volunteering and working as a substitute teacher in 

LINC programs. As the substitute teacher, she didn’t plan the lesson; she followed plans made by 

the class teacher. Additionally, she assessed the students with feedback as needed. 

After completing her BA in English Literature, Olivia achieved her certificate in applied 

research from a college. She worked for different school boards in Toronto as a researcher for 2/3 

years. Then she decided to start her career in teaching, and for that purpose went to England 

where she got certified in teaching ESL to adults from Royal College of Arts. She had recently 

finished her Master of Education degree thorough distance education. After returning from 

England, she taught ESL in Korea for one year. Then she started teaching in a LINC program at a 

private school.  She had worked there for almost three years and then joined an adult learning 

center within a school board as an ELT instructor. After six or seven years, she decided to leave 

that job and then she started to work with internationally educated healthcare professionals. She 

had worked as a consultant in that field for a couple of years. At the time of the interview, she 

was teaching communicative English to health system navigators in an online bridging program 

within a college. While talking about her experience in a LINC program, she recalled that the 

focus was more on grammar compared to her current teaching, which emphasized communicative 

competence. She acknowledged that the LINC program had evolved since the time she had 

worked in one quite long ago. However, she believed still there weren’t enough opportunities 

within the LINC classrooms to practice communicative competence employing authentic 

materials.  

Portia started looking for an ESL related job after the graduation of her B.Ed. program. 

Although in the program her major was elementary education, she decided to teach ESL and 

described her teaching journey as a good one. She worked in a LINC program for four years, and 
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became PBLA lead teacher after training. As a volunteer ESL teacher, she had also worked in 

Chile for few months. At the time of the interview, she was teaching students for the IELTS 

(International English Language Testing System) examination and she was also working as an 

IELTS examiner. Beside her general responsibilities of a LINC instructor, she had dealt with 

PBLA binders while working in the LINC program. At that time, she shared her class with 

another teacher and worked collaboratively to improve students’ competencies in all four skills 

(speaking, writing, listening, reading).  

Viola’s TESL journey in Canada began after her migration from Romania a decade prior 

to the time of data collection for the present study. Earlier, after completing bachelor’s degree, 

she had taught English as Foreign Language at the high school level. That teaching experience 

helped her deciding to continue her career and becoming certified in adult ESL teaching. She had 

been teaching LINC program in a college setting for five years. The program was offered in an 

academic setting and without continuous intake of students unlike community ESL schools. She 

considered this feature of this program as the ‘sweet spot’ of ESL; she could build the curriculum, 

plan and deliver her lesson in a linear way with the same group of students. To set students’ goals 

and work towards them, she utilized PBLA binders to make them aware of their progress. 

Instrument 

The data of this study were collected using a researcher created instrument, consisting of 

16 open-ended questions with prompts and scenarios for questions related to knowledge of 

metacognition. The first few questions were demographic in nature which Rubin and Rubin (1995) 

suggested help the participant understand the topic and make them realize the significance of it. 

The later in-depth questions about the topic, assessed participants’ pedagogical content knowledge 

(pedagogical knowledge, content knowledge, knowledge of curriculum and knowledge of 

learners), knowledge of metacognition (declarative, procedural and conditional knowledge) and 

teaching of metacognition (teaching of metacognition within pedagogical knowledge, content 
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knowledge, knowledge of curriculum and learners). These questions were asked to the participants 

during semi-structured interviews, which Marshall and Rossman (2006) described as a 

phenomenological method having “a structure and essence to shared experiences that can be 

narrated” (p. 153). The list of questions is included in Appendix A. The interview questions were 

piloted with a M.Ed. first year student from Queen’s University who had relevant experience of 

teaching ESL in LINC based programs. The questions were then modified according to the 

feedback provided by the pilot study participant. 

The questions about pedagogical content knowledge (content knowledge, general 

pedagogical knowledge, knowledge of curriculum and knowledge of learners) were developed 

based on several articles (Jašková, 2018; König et al., 2016; Depaepe, Verschaffel, & 

Kelchtermans, 2013; Hill, Ball, & Schilling, 2008). The questions related to pedagogical 

knowledge and content knowledge components were also guided by teacher assessment tools 

form LINC guidelines for CLB 1-6 classrooms (ECSD LINC Program – CLB Curriculum 

Guidelines 2012). The questions about knowledge of metacognition and teaching metacognition 

were partly adopted from Wilson and Bai’s (2010) survey on teacher’s metacognitive knowledge 

which assessed teacher’s declarative understanding of metacognition and understanding of 

metacognition in teaching. The questions were also guided by Hartman’s (2011) articles on 

metacognition.  

It is worth noting that all questions about areas of knowledge and teaching of 

metacognition were focused on the LINC program context, and therefore participants’ knowledge 

as reflected in the present study does not necessarily reflect their overall knowledge.  

Data collection 

Prior to the collection of data, the proposed study received clearance from the General 

Research Ethics Board (GREB) of Queen’s University. Following approval from GREB 

(Appendix D), I started posting advertisements of participant recruitment in schools within 
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Kingston that offered LINC-based adult ESL programs. Later, I posted recruitment notices on 

social media because I did not get any responses from individuals working in LINC-based adult 

ESL programs in Kingston. I received some responses from interested teachers through 

LinkedIN, an online based professional networking portal, and I sorted potential participants 

based on who met the criteria for this study. Initially, through emails, I sent the recruitment letters 

(Appendix B) to the potential participants to communicate their interests to their managers or 

supervisors. None of the participants of this study worked in any school boards, therefore, they 

received informal approval from their managers or supervisors with guidelines/cautionary 

instruction about disclosure of information about their institutions. I then sent these individuals 

the letter of information (LOI) and consent form (CF) (Appendix C) thorough email to sign them 

back. At the same time, the participants communicated their availability for the interviews, which 

were conducted by telephone. I conducted the interviews between October and December, 2019. 

At the time of the interview, the participants were once again briefed about purpose of the study 

and structure of the interview before starting the open-ended questions of the interview. These 

semi-structured interviews lasted between 45 to 60 minutes. The interviews were audio recorded 

which I later transcribed verbatim before sending the transcripts to participants for their approval 

or disapproval of the contents. I began analyzing the data after the participants responded back 

with their suggestions, although not all participants responded with suggested changes. 

Data analysis 

Using phenomenological data analysis which are methods suggested by Moustakas 

(1994) and Polkinghorne (1989), the analysis of the data incorporated the following steps: 

First, I had transcribed the interviews and started first-cycle coding based on the 

theoretical and conceptual frameworks (i.e., pedagogical content knowledge and knowledge of 

metacognition) and research questions. I used NVivo, a qualitative data analysis software, for this 

data analysis process. Concurrently, I kept a notebook to organize the initial codes using post-it 
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notes of different colors. The initial coding process of this study involved structural coding which 

“is to facilitate subsequent analysis by identifying all of the text associated with a particular 

elicitation or research question” (Macqueen, Mclellan, Kay, & Milstein, 1998, p. 33). As 

suggested by the authors, this process included “emic codes” that represented participants’ “own 

terms and semantics to guide the construction of codes and their definitions” instead of presenting 

researcher’s preconceptions or “etic codes”. For this purpose, I paid special attention to linguistic 

cues used by the participants, which were not in sequence with the structure of the interview. 

Next, the codebooks generated from first-cycle coding were utilized at this point for in-

depth analysis of the codes. Subsequently I arranged those codes based on their similar 

characteristics. These categorizations or patterns, according to Hatch (2002), cited in Saldana 

(2009), can be characterized by: 

• similarity (things happen the same way) 

• difference (they happen in predictably different ways) 

• frequency (they happen often or seldom) 

• sequence (they happen in a certain order) 

• correspondence (they happen in relation to other activities or events) 

• causation (one appears to cause another) (p. 6) 

Finally, the emerging categories from analyzing the codes were divided into themes. 

Themes can consist of “an implicit topic that organizes a group of repeating ideas” (Auerbach & 

Silverstein, 2003, p. 38), from there developing into an “overarching theme” or an “integrative 

theme” that convergent different themes and subthemes into a coherent narrative (Saldana, 2009). 

In this analysis, a hybrid approach was adopted to identify themes – a blend of inductive and 

priori approach, which is researcher’s prior theoretical understanding of the phenomenon under 

study (Ryan & Bernard, 2003). Each overarching theme corresponded to related research 

questions, elaborating the essence of the participants’ pedagogical content knowledge, knowledge 
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of metacognition and teaching of metacognition. Using descriptive language with proper use of 

relevant quotations, the meaning of their experiences was presented prioritizing truth rather than 

interpretation, a method applied in holistic epistemology (Heshusius,1994). Lastly, these themes 

were discussed for a holistic understanding of the phenomenon experienced. 
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Chapter 4 

Results 

The purpose of this qualitative study was to explore the interactions between LINC 

teachers’ pedagogical content knowledge and knowledge of metacognition and the influence of 

these two knowledge domains on teaching metacognition to adult students in LINC classrooms. A 

phenomenological analysis was used to evaluate participant’s interview as the method of data 

collection was based on participant’s discussion of thoughts, ideas, experiences and reflections as 

a language teacher. I have used quotations from transcripts to back up the data, explained and 

connected various themes within the deductive categories. In Figure 1, the overarching inductive 

themes in green circles have emerged from respective deductive categories represented in blue 

squares. The inductive themes and deductive categories are organized under the three main 

constructs in orange squares – pedagogical content knowledge, knowledge of metacognition and 

teaching of metacognition.  
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Figure 1 – Constructs, Categories and Themes  
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The results section is divided into three main parts, each part contains answers to the 

corresponding research question.  

1) What is LINC teachers’ pedagogical content knowledge? 

The seven themes which emerged from the data were organized in relation to the 

deductive categories of the main construct, pedagogical content knowledge. Table 2 represents 

the themes in the first column which had emerged from the inductive categories from respective 

deductive categories - pedagogical knowledge, content knowledge, knowledge of curriculum 

and knowledge of learners. 

Table 2 

Pedagogical Content Knowledge 

Inductive themes Inductive categories Deductive 

categories 

Construct 

 

 

• Focus on 

teaching strategy 

• Focus on content 

delivery 

• Focus on 

students 

o Approaches and 

methods – 

definitions, 

rationales and 

execution (e.g., 

flexibility) 

o Teaching goals – 

language skills and 

strategies 

o Practice oriented 

tasks 

 

 

Pedagogical 

Knowledge 

 

 

 

 

 

 

 

 

 

Pedagogical 

Content 

Knowledge 

 

 

• Skills and 

aspects valued in 

language 

learning 

• Influence of L2 

learning 

experiences 

 

o Skills and aspects 

o Second language 

learning strategies 

o Implement personal 

learning strategies 

in instruction 

o Cross-cultural 

knowledge 

o Canadian contexts 

 

 

 

Content 

knowledge 
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• Orientation 

towards CLB 

guidelines 

o Needs analysis 

o Lesson planning 

based on real-world 

tasks 

o Profile of abilities 

o Assessments 

Knowledge of 

curriculums 

 

• Responsive 

teaching 

o Acknowledge 

learners’ differences 

o Identify learners’ 

differences 

o Strategies to meet 

the differences 

 

Knowledge of 

learners 

 

Pedagogical Knowledge 

In response to questions about pedagogical knowledge, participants identified a number 

of approaches to teaching that inform their instruction and activities within their classrooms. 

Themes of focus on teaching strategy, focus on content delivery, and focus on students emerged 

from the data related to participants’ pedagogical knowledge.  

Regarding focus on teaching strategy, Viola and Adriana mentioned focusing not just on 

the target language, but also on teaching strategies for using the target language. Viola said: 

 I rely a lot on teaching strategy, teaching how to do it rather than primarily 

 knowledge…because I find that if you teach knowledge, you know, how to teach  reading 

 if you don't teach strategies. You cannot just give them here is the lesson, here is the 

 dictionary, go for it, answer these questions…the knowledge of the language, for 

 example, if you're talking about, we are talking about the language skills. The language 

 skills are oral and written, productive and receptive. A language skill should be to be able 

 to recognize other parts of speech and understand the meaning of the sentence…but what 

 goes behind adding that skill is knowledge of strategy.  

Similarly, Adriana taught students not just the use of language but also strategies, which would 

prepare them to communicate in situations “for something unpredictable and being able to 

understand according to the context of the situation”. Both examples demonstrate a pedagogical 
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knowledge that includes the use of strategies to assist in learning content related to acquiring the 

target L2.  

In addition to teaching strategy use, many participants identified approaches or models 

that focus on content delivery to guide their instruction. Many spoke about their views on certain 

teaching approaches; they provided a rationale for adopting particular approaches and the 

procedures involved in those approaches. 

Portia, Bianca, and Viola all mentioned using the “present-practice-production” (PPP) 

approach which they used to teach all four language skills (speaking, writing, listening, reading). 

To meet their teaching objectives, some participants employed a “backward design”; Adriana 

described this as preparing a lesson while keeping the end goals in mind. In Portia’s words, 

“What I would to introduce the topic, I think what I always aiming to do with, it's sort of like if I 

had, if there was an end goal, I would start there, that’s what I want them to be able to do, and 

then go backwards”. Portia added that her approach was in part guided by Portfolio Based 

Language Assessments (PBLA). Helena explained that she used a more traditional approach 

known as the “grammar-method”: 

Sometimes it's necessary to bringing the grammar exercises and kind of drill a little bit 

 because it's also important that the basics of grammar are put in place before you start 

 building the vocabulary and sentence structures and things like that.  

 Olivia described her technique of not providing templates in writing. Instead, she would 

give checklists that gave students scopes to think about the cultural content, purpose of writing, 

the audience, style and tone, and their views on the topics. She added:  

 So that's my approach has developed more in that way and so instead of this is the 

 right way and this is the wrong way, teaching students themselves to think like 

 linguists, an understanding that we're constantly analyzing language, we do it all the time 

 in our first, second, third language. It's not just as intuitive in English but  if I can get 
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 them thinking more in checklists so I think my approach has moved more in that 

 direction.  

  Often in addition to a focus on the delivery of content, many participants shared 

pedagogical knowledge that has a focus on students; instruction was designed to be reactive to 

students’ needs and to draw upon students’ prior knowledge. When Viola focused on teaching 

strategy use, she also focused on building students’ confidence in using the strategies. Bianca, 

Portia, and Viola all shared that they used the PPP approach in part because its structure was 

appreciated by students, and it particularly benefitted the lower level students. Portia also shared 

that she would go to a “conference and learn a new way of doing something, and say like that's a 

great way to do it and then go and do it in the classroom, and then say ohh, the feedback say it 

didn’t work… I change so much” and felt her “approach changed a lot over the years”. Helena 

talked about using an interactive approach as it “really helped me because through games, people 

who would be maybe a little slower don't feel embarrassed in front of others. Because it’s kinda 

fun and even you make a mistake, it’s not seen as a big deal and the faster learner trying to help 

the others”. Helena also tried to include interactive activities using Smart Boards and created 

mixed-aged groups to engage students. Orlando mentioned using “communicative based, skill 

building and skill using tasks, well it’s skill using activity I guess, but the end goal is to complete 

a task”. The participants also discussed student-centered and communicative approaches, which 

Olivia explained: “so it sounds my approach is really focused on students because I know 

students”. She also described “co-learning” as one of her fundamental philosophies, “I'm curious 

and it's taking me awhile because when you're a young teacher, of course you want to pretend that 

you know everything, I know that, I can give answers. But now I'm older so when people ask 

things and I don't know, then I say yeah that's a great question, I don't know either, let's explore 

together”. Miranda mentioned “eliciting technique” as her “teaching style depends mainly on 

getting students to interact and to talk and to get answers”. Along the same lines, Orlando said “I 
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give everybody a turn to the spotlight to speak and they appreciate that opportunity”. He also 

generally provided feedback to everyone and “usually correct individually.” 

Many participants also mentioned being approachable by their students and empathize 

with learners integrated into their approaches to teaching. Miranda said, “I usually understand 

that students should, you know, like I said they should feel comfortable, should like you as a 

teacher”. Similar to Miranda’s point, Bianca said, “I find there's not just one approach that works 

but in terms of the soft skills definitely are those flexible, patience, enthusiastic, uhm, 

supportive”. Portia also talked about flexibility and Olivia about her efforts to have cohesion in 

order to “feel safe learning together”.  

In regard to students’ prior knowledge, participants talked about “real-world task” (RWT) 

through which they executed their teaching goals. Adriana described RWT as a task which 

“includes new vocabulary, grammar required for interaction and information about that topic”, in 

other words tasks which help “students achieve communicative competency”. Helena described 

these tasks as “practice-oriented” as they were “very hand-on things” and the tasks were not 

related to teaching “abstracts or philosophical topics”. She planned the modules and lesson plans 

based on major themes or topics which were discussed and rated by students according to their 

priorities. Then she would “go into details and find within that topic was the most interesting area 

for them to be learning about”. 

To carry out these tasks, Orlando gave an example of “building up the formal 

vocabulary”, for which he would take formal verbs from previous units, and then practice them in 

different contexts and different conversational activities. After that the students would write a 

formal letter, as the part of an assessment. Portia would practice small talks where students would 

learn different topics about the talk, then role-play followed by assessments. Portia believed 

repetition and drills would help to achieve “the end goal with all these is that at the end of the day 

you're going to be able to do this, this, this until we get there. And be like practice time and 
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teaching time throughout to get to that goal”. Viola shared about her instructional approach that 

was rooted in RWTs that reflect the experience of her students:  

 So they have some education, most of them have higher education, they have some 

 professional experience. The only thing that they need to proceed with in 

 continuing their education or building a career is language. So my approach to 

 teaching is to take the curriculum, teach it more or less formally but always make 

 a connection with every activity, with every chance I get make a connection to a real life 

 situation, in the life of a newcomer. A newcomer in their age group that would be 

 relevant, and I find that it helps my students be motivated to listen and to  make a goal to 

 work on it, when they know what they're doing.  

Content Knowledge 

 Participants’ knowledge of the content was explored through their discussions about 

important skills and aspects of the English language, according to the levels they had taught. 

Also, participants shared their learning experiences of a second language and the influence of that 

knowledge on their instruction. Themes of skills and aspects valued in language learning and 

influence of L2 learning experiences emerged from the discussions about participants’ content 

knowledge.  

Regarding the theme about skills and aspects valued in language learning, most 

participants emphasized all four skills (speaking, writing, listening and reading) of the English 

language for learners’ abilities to communicate in English. The importance of speaking was 

specifically highlighted as “the newcomers to Canada need to be able to speak in everyday 

situations”, and Helena believed “the most important to start with is to get the courage to speak 

even if you are not hundred percent correct”. Knowledge of vocabulary was mentioned as one of 

the most important aspects to be learned “because without words you can't really say anything”. 

Knowledge of grammar was mentioned as the other important aspect by the participants. To 
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reinforce the knowledge of grammar, Adriana asked interactive questions every day for the 

proper use of tense in sentences. Orlando practiced conversational grammar as “recently students 

have asked for more grammar”. One of the participants, Viola, perceived note-taking skills 

(within receptive skills) and monitoring skills (within productive skills) as teachable and needed 

to be developed for accelerating learning progress. Building on the existing knowledge of 

grammar or vocabulary, students need a safe, secured place to practice and expand their 

knowledge of the language. For that purpose, participants highlighted practicing ‘survival 

English’ to make authentic use of the language. To this Olivia added “understanding culture and 

the impact of culture” as the most important skills. She further described: 

The cultural aspect of the language is thus practiced within the use of different 

 expressions it impacts the way we address people, the way we interact with you know, 

 the idea of how we might communicate with the director in Canada versus how we might 

 address the director in another country. All of these things will come true in 

communication, verbal communication and in writing.  

Participants’ knowledge of a second language and acknowledging the benefits of that 

knowledge towards their awareness of students’ learning experiences is described in the theme 

influence of L2 learning experiences. All the participants in this study had knowledge of one or 

more languages. Four of the participants used English as their first languages, while four of the 

participants used English as second language (Table 3). 
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Table 3 

Second Language Knowledge of the Participants (n=8) 

______________________________________________________________________ 

       Participant    First Language   Knowledge of second 

 language (s)          

______________________________________________________________________ 

Bianca English French 

 

Orlando English Chinese, French 

Adriana Gujrati English, Urdu 

Helena Czech English 

Miranda Arabic English 

Olivia English French 

Portia English Spanish 

Viola Romanian English 

 

The benefits of learning a second language were acknowledged in the areas of direct 

translation methods (L1 to L2), which heavily influenced students’ learning. Viola, therefore, 

helped students to identify “false friends” as she believed her knowledge of other languages and 

teaching experiences made her capable of teaching that. Helena believed her knowledge of other 

languages gave her another perspective: 

Because people who have English as a second language, we have to learn the language at 

 some point, right? So we have to learn the rules and we know where many mistakes from 

 the learners are coming from because at some point or another we might have 

 encountered these problems as well.  

This knowledge of other languages thus helped participants to empathize with their 

students. Orlando described it as having “more humility” towards his students and for Portia, it 
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was “to be more sensitive to the fact that they might not all that comfortable and understand the 

culture aspect”. This attitude towards their students influenced their practice of adopting certain 

strategies that also had connection towards their personal learning experiences. Olivia was “a big 

talker” who was not afraid to practice her French, and this experience had led her to “to create an 

environment where people feel safe to put themselves out there”. Portia reflected on her strategies 

of learning Spanish vocabulary, which she would share with her students. The learning 

experience guided her to teach “them how to survive in a culture they aren’t used to would 

definitely be influenced by my experience living in a culture of not understanding it and not being 

understood”. The ability to transfer knowledge of skills between languages was also added in this 

regard by Adriana. She highlighted how the literacy skills made differences in students’ learning: 

 Everyone is fluent in their first Spoken language but reading and writing are very 

 important skills, and if they have acquired them for one language, they find it easy 

 to transfer those skills compared to those who have never learned how to read and 

 write in the first language...but it gave me a fair insight and a compassion for my 

 students who aren’t literate in their first languages.  

 Knowledge of Curriculums 

The Canadian Language benchmarks (CLB) guidelines were used in different capacities 

by the participants. From needs analysis to goal setting, lesson planning to assessment, the CLB 

guidelines served as the “reference” for the LINC program teachers. The theme orientation 

towards CLB guidelines emerged from the knowledge of curriculums category. 

Regarding orientation towards CLB guidelines theme, Bianca explained how she had 

been utilizing the guidelines: 

 So the CLB, it's important I've mentioned students are evaluated twice a year and 

 that's based specifically on the CLB guidelines. So the four skills and within the four 

 skills, there are four sections, whether showing information, following instruction. So the 
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 task that I give to them as a kind of the summative assessment, those are directly from the 

 CLB to ensure that they can meet the required level and then throughout the year. It's 

 important to make sure that the activities I'm doing, do follow the CLB, in terms of, no, 

 so it’s Everyday English, survival English and not just the CLB provide that guideline for 

 that I make sure to follow. 

The ‘can do statements’ in CLB guidelines help teachers to decide their learners’ 

competencies in four language skills (listening, writing, speaking and reading) measured in 

benchmarks 1 to 12. Adriana had these statements and ‘grammar grids’ in her level 2 classrooms 

for her students to help “identify what they are expected to achieve at this level”. Portia utilized 

the ‘profile of abilities’ as a “rubric”. The lesson plans are built around the ‘competency areas’ 

and ‘profile of abilities’ and the participants were well aware of them. Although Olivia thought 

these statements can be ‘double-edge[d] swords’ as they “can start sounding very grammar like, 

too”, she acknowledged CLB guidelines as “sort of our touchstone in Canada for levels and 

stuff”.  

Viola, who had been teaching LINC in a more academic setting, utilized a curriculum 

that is “based on the CLB principles and then we just plan our topic outline, our syllabus based on 

that”. Olivia, who had been working in other ESL fields than LINC, still used it for business 

writing modules which had contents enriched with register and templates integrated in them. She 

thought “the CLB is not just for LINC, I mean you are going to find almost any college programs 

reference to CLB. Most ESL programs refer to CLB, I think they're pretty ubiquitous”. However, 

she also pointed out some of the contents could be “a little dated” and also needed modification 

as “some of these scenarios are written by ESL teachers and they've not ever worked outside of 

ESL”. 

Teachers referred to both formative and summative assessments implemented into their 

plans according to the CLB guidelines. Helena referred to “goal assessment and needs assessment 
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which students fill and kind of establish their priorities”, Adriana mentioned assessing students 

“learning skills as we move forward”. While talking about her job responsibilities, Portia 

explained how the assessments were performed on the students, “We did mid-session and at the 

end of the session, and we did interview with them, to update them on where they're at”. In 

addition to those, the informal needs assessments were ongoing and eventually plans were 

modified accordingly to meet the needs. Portia gave an example of these ongoing assessments 

while practicing different skills: 

 From there I would probably be able to see what gaps were there which is needed 

 to be addressed, so if it was a role play or piece of learning, and if there were  

 some big issues that were like across the board most students were dealing with then I 

 would address that issue, grammar or otherwise. So I think starting with an end goal, 

 keeping in mind objectives that I have already decided, and then  planning, sort of 

 introduce the idea and then try to attack little pieces of the end goal, little pieces of the 

 language needed to produce that end goal, whatever that  would be. 

 Knowledge of Learners 

LINC classes, which have mostly multi-lingual and multi-level students, learner 

difference is a common feature. Students’ goals and needs, cultural backgrounds, personality, 

learning preferences, age, literacy were some factors repeatedly mentioned by the teachers. 

Participants addressed these differences while talking about the challenges faced by them in the 

theme responsive teaching, which has emerged from the category about knowledge of learners. 

The theme responsive teaching reflects participants’ identification of learners’ 

differences, and the utilization of different strategies to meet the challenges arising from learners’ 

differences. To identify the diverse needs of her students, Adriana would ask direct questions, 

while Miranda would employ “questionnaires, conversations, role-plays, so there are different 

ways that you can be aware of your students’ preferred learning styles”. The other participants 
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talked about organizing groups of students with different abilities (strong with weak), of age or 

motivation, or having different language backgrounds. Bianca mentioned giving extra supports to 

her weak students because of the smaller size of the classes. Adriana would introduce her 

activities according to their complexities and later pair the students if they could not do them 

individually, followed by providing feedback to the whole class. To meet her learner’s needs, she 

would also integrate activities requested by students “which encourages others to speak up about 

their preferences”. However, Portia did not believe in doing “a whole lot of diversified planning” 

because it was “time consuming”. She would “group students together who were different, and 

they could kind of help each other”, but she would also “be aware of how people were working 

together, if they weren’t working together not to put them together. That was a huge strategy to 

help the diversity”. Olivia supported this view with example from her class that a communicative 

activity might lead to unexpected event:  

 What was the right time to put people together and because it is because it is good 

 have changed a little bit with the L1 in the classroom but obviously you want those 

 communicative exercises to be primarily in English, of course. 

For Viola, on the other hand, the context was quite different as she taught LINC classes at a 

college where majority of the students take ESL classes for academic purposes, therefore, have 

uniformed needs and goals. She was aware of her learner’s “learning preferences” and would plan 

varieties of activities “to cover” all kinds of preferences. Apart from that, through collaborative 

learning, she provided opportunities for leaners to share perspectives and work towards the 

differences. 

 Teachers’ pedagogical content knowledge in LINC classrooms, is built on the foundation 

of CLB guidelines and subjective to participants utilization of individual approach and method. In 

the process of building blocks of students’ knowledge of the language, teachers’ knowledge of 

the contents and other languages have significant impacts in their instructional approaches. Also, 



 

 

 

50 

knowledge of their learners’ varied demands has been helpful in their adapting and implementing 

certain strategies to make the learning successful. 

2) What is LINC teachers’ knowledge of metacognition? 

The three themes that emerged from the data related to the main construct knowledge of 

metacognition were organized in relation to the deductive categories of this construct. Table 4 

represents the themes in the first column which had emerged from the inductive categories from 

respective deductive categories – declarative knowledge, procedural knowledge and conditional 

knowledge.  

Table 4 

Knowledge of Metacognition 

Inductive themes Inductive categories Deductive 

categories 

Construct 

 

 

 

 

Knowledge of self 

o Knowledge of own 

thoughts 

o Knowledge of 

learning process 

o Realize strengths 

and limitations 

o Relationships 

among 

metacognition, self 

regulation, setting 

goals, student-

reflection, and 

problem solving 

o Ability to reflect or 

regulate 

 

 

 

Declarative 

knowledge 

 

 

 

 

 

 

 

 

 

 

 

Knowledge 

of 

Metacognition 

 

Applying 

knowledge of self 

o Importance of 

metacognition 
o Knowledge of self 

exercised in daily 

activities 

o L1 learning supports 

metacognition in L2 

learning, differences 

in analytical skills 

 

Procedural 

knowledge 
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Intuitive nature of self-

knowledge 

o Conscious or 

subconscious use of 

metacognition 

o Age and 

metacognition 

o Motivation 

o Activities to practice 

intuitive nature of 

metacognition (e.g. 

self-reflection, 

problem-solving, 

learning goals) 

 

Conditional 

knowledge 

 

Declarative Knowledge  

In this deductive category of knowledge of metacognition, the questions were related to 

participants’ understanding of the term ‘metacognition’ and provision of examples of 

metacognitive activities. Knowledge of self is the theme that emerged from participants’ answers 

in which participants defined metacognition as being aware of one’s “own thought processes” and 

“learning process”. Some described it as “realizing limitations”, and some identified that it 

involved “breaking down the patterns of our learning” in order “to understand your own 

personality”. Adriana defined it as “the ability to understand things, to relate things to our 

circumstances, to be able to control our thinking”. For metacognitive activities, she talked about 

how she dealt with her problem of  “remembering people's names” and for that when she met 

someone for the first time, she would “try to link the name to something or I try to repeat the 

name a couple of times so that next time when I meet the same person I would remember the 

name”. Helena implied another approach to a similar problem where someone could use their 

knowledge of remembering faces when unable to remember names. Olivia stated teachers’ ‘self-

reflection’ as a metacognitive activity “as a way to think about how you go about doing 

something and I think as teachers we do that a lot, usually we beat ourselves up actually. Like, 

what happened there! That was a disaster”. Viola described strategy teaching as an example of 



 

 

 

52 

metacognitive activity “learning strategy, note taking strategies, identifying the main point in 

discourse”. Orlando gave example of L1 translation process as learners’ metacognitive activity:  

Sometime people are trying, have trouble explaining themselves, kind of they can't quite 

 explain what they are looking for and they know how to do it in their first language, but 

 you can see that there’s time to process and they're not going directly, it is going to their 

 L1 first and then translating it back to the English, and that slows them down. But I can 

 see that, I see that as reflective, be able to think about the process. It's not, I guess, not 

 reflecting on how to translate but it's reflecting on the language and culture that they have 

 grown up with, and applying that to a Canadian context.  

However, Orlando believed “self-awareness is something a lot of people don't have” and Portia 

described this ability to be subjective, “for someone to be metacognitive could mean understand 

their own way of thinking, if they were able to process the way that they interpret information”. 

In direct contrast, Bianca believed that adults are naturally prone to be aware of their learning 

processes.  

Some participants acknowledged their limitations about their definition of metacognition 

and were open to clarifying their understanding (“I am definitely not an expert” – Helena said). 

Therefore, apart from a general definition of the term ‘metacognition’, to generate more 

responses, participants were prompted to establish connections among the terms ‘metacognition’, 

‘self regulation’, ‘setting goals’, ‘student-reflection’, and ‘problem solving’. Their answers were 

in line with the general definitions provided earlier. Helena and Viola stated the terms to be 

interrelated as ‘a cycle’ or ‘a circle’. Olivia emphasized the terms having their “own nuances”, so 

had Helena who, while teaching, would try to “close the circle”. She explained: 

You start somewhere; you start thinking about what you want to learn and why you need 

 to learn this. Then you go through the learning process. You have some challenges. 

 Maybe you overcome them or maybe not all of them. And then at the end you reflect and 
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 think about what was helpful and what was difficult then maybe it will help you. To even 

 understand yourself, to understand how you think and what is difficult for you what is 

 easy for you on the other hand. 

The participants provided definitions of the terms while explaining connections among 

them, in classroom contexts.  Olivia defined self-regulation as “task shifting” for herself because 

of her curious nature. Problem solving, she explained, was done all the time in the classrooms 

where the teacher had to help her students “achieve the goals that you set up for the class because 

not one size fits all in our world”. Orlando perceived self-regulation as “spontaneously learn to 

self-correct” in writing tasks and “in speaking I noticed some people will notice the mistake and 

correct themselves”. Miranda defined self-reflection as a step towards satisfying goals “reflect on 

your performance” and goal setting “for your learning objectives and learning purposes”. 

Procedural Knowledge  

While discussing about how someone can use their knowledge of metacognition in 

procedural knowledge category, awareness of one’s knowledge of goals and skills was 

highlighted as the first step by participants besides the proper use of that knowledge in any 

learning context. The theme of applying knowledge of self emerged from this category. 

In the theme applying knowledge of self, Helena mentioned an awareness of 

“competencies and limitations” and Adriana stated that “if you don’t understand where you are 

lagging behind, if you're not even aware of your knowledge, you will never move forward and 

find out what is something that you're lagging behind?”. Portia underlined how the process of 

one’s thinking about their strengths could result in solve problems “more efficiently and more 

definitely”, also helped in setting goals.    

Participants gave accounts of their own experiences of understanding and utilizing the 

procedural knowledge of metacognition. Portia gave an example of taking a personality test to 

explore how she processed information. She noted that the result helped to identify her growing 



 

 

 

54 

awareness of that she is “more of a feeler then a thinker” and this knowledge would help her “to 

not make too big decisions” in the future. Orlando stated how the knowledge of metacognition 

“helps us to problem solve, to take more responsibility for our own learning and you know 

certainly in developing habits”. He gave example of “keystone habits” in this regard “that 

someone has the keys to habit of stop smoking and this led to a kind of a series of other smaller 

habits, that developed out of this choice. So they were exercising more, they went for a walk 

every day instead of smoking”. He shared his vision of students’ benefits of it: 

So a person has a habit of being punctual and this means that they develop the skills to 

 read the bus schedule, they develop skills to manage their time, to set some alarm on 

 the phone, you know, various other things, other skills and habits that will support this 

 larger goal. And after they become more punctual, then this, they can carry this over into, 

 you know, appointments, into job interviews and into workplace. So this habit, wants 

 me, kind of developed into, other skills and other habits. In the original environment but 

 also in other environments outside of that more generalized to a specific. 

Viola included knowledge of strategies in this awareness of metacognition that she had 

applied while she was taking an online course. At the beginning, the course seemed like “a 

knowledge fog” because the information was completely new to her. She thereby, adopted a new 

way of learning to resolve the problem “like going researching on the internet, looking for videos, 

I was looking for podcasts or anything that would give me a little bit of contexts about it and then 

go back to what I had to do”. Olivia drew attention to working in a dynamic environment “where 

you can think about your process and then this would be better if it is done in a slightly different 

way”. She said: 

I would not have the slightest interest in working with people who weren't able to  
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step outside of their own process and sort of reflect on how it is evolving, how can we 

 do a better job, how can we help more, how have our students changed in order to do that 

 grammar exercise.  

Participants also focused on developing metacognitive skills in students, as Adriana was 

aware of her abilities to use three languages simultaneously because of her metacognitive skills. 

She stated, “when I taught the literacy students, I realized that they lack the support of first 

language and also need to develop metacognitive skills if they wanted to make progress in 

language acquisition”. Miranda had also noticed the differences in her students’ thought 

processes and analytical skills of L1 and English. She wanted to link these differences to 

metacognition and made students notice them. Bianca brought attention to practice language 

skills of her students outside the classroom “that constantly being aware of their needs and their 

goals and work and reflect on that outside the classroom as well”. Miranda stated: 

I think if a person is knowledgeable about metacognition, he could improve the way he 

 studies, for example, the output of his study or of his work, he could do better, for 

 example exams, tests, answering questions, so if he is aware of metacognition, he 

 would do better in life. Be aware, analyze his performance, try to do better, try to solve 

 his problems using his awareness of metacognition.  

Conditional Knowledge 

 The questions related to conditional knowledge in knowledge of metacognition category 

contained the when and why attributes of metacognition. The theme of intuitive nature of self-

knowledge emerged from the conditional knowledge category of metacognition. In this theme, the 

participants shared their beliefs that the knowledge of self could be utilized automatically or 

intuitively all the time. Adriana stated:  

  I am very weak at following direction and maps. Since I'm aware of that, even before I 

 leave home, I go through the map to make it easy to follow GPS. So generally, I'm 



 

 

 

56 

always  teaching myself things because I'm aware of my weaknesses, so that if the need arises, I 

 don't need anybody's help. I think I need metacognition in every situation.  

Olivia identified that “if you are built that way then you're constantly, you're reflecting I 

mean obviously you reflect after class and you reflect after a cohort”. According to Helena, the 

awareness of strengths and limitations would not start at very early age, however the process of 

adopting strategies to problem solving would begin at that time. On the other hand, Viola 

believed quite the opposite: 

 I don't think it comes naturally. I mean maybe it does to a certain extent but again 

 I think of my own experience, for something it took me a while to understand what is my 

 thing then what's not my thing and what to do about it so I really don't think it comes 

 naturally. It needs some sort of instruction; I think this is a teachable skill.  

Similarly, Portia thought one could train to be more aware which would eventually 

“influence your behavior”, although this training would not be physically possible to do “all the 

time… it’s kind of overthink and exhaust yourself”. She pointed out how the knowledge of 

metacognition could be used in “moments when it matters”, for example, when interacting with 

people.  

In classrooms, teachers suggested types of activities which might be helpful for students 

to practice the intuitive nature of metacognition. Bianca and Viola noted practice of self-

reflection (on language sills) as examples when students become aware of their errors, also reflect 

to improve the errors. Viola pointed out problem solving during which students could also use 

their knowledge of metacognition. Orlando believed that the knowledge could be used while 

working towards learning goals when “taking active developments in our own learning”. He 

suggested: 

 That students will complain, teacher you know, please I really need this,  I need this to 

 get my citizenship, and it's all the teacher's responsibility, you know, so you need 
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 confidence strategies would more put it on students, well you know what can I do to 

 make this goal faster, to make sure I pass my tests, to do everything I need. So it's part of 

 all of the skills to manage to self-regulation, problem solving are based on this habit of 

 reflection and goal setting.  

Contrarily, Olivia believed using the knowledge of metacognition as “an intellectual 

activity” was subjective to learner’s background and was “something very cultural.” She 

mentioned that students often were not aware of their mistakes while they communicated. 

Therefore, the teacher initiated an activity where they had to record themselves and reflect on 

their language to find the mistakes. However, students needed to have “willingness to go down 

that road”. She stated: 

 I think, so if we step outside of language itself and just sort of focus on the learner 

 in all of their contexts, that there, they have to live in a world where, I think those 

 who don't use metacognition are probably going to be stuck a little bit more…I think 

 metacognition can be really beneficial for a language learner, but it can also be 

 detrimental if they don’t have it. 

Metacognition which has been defined mostly as ‘self-awareness’ by participants, is 

delineated to be interrelated with self-regulation, setting goals, student-reflection, and problem 

solving. The benefits of being metacognitive were acknowledged within examples related to 

participants own learning experiences, with the knowledge of oneself as the first condition to be 

fulfilled for exploiting those benefits. The intuitive nature of metacognition was supported by 

some of the participants, however, the teachers also suggested possible ways for utilizing 

metacognition in classroom contexts.  
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3) How do LINC teachers’ pedagogical content knowledge and knowledge of metacognition 

influence their teaching of metacognition?  

The participants provided different accounts of their practices of teaching metacognition 

in their classrooms. Some of the participants acknowledged that their understanding of 

metacognition became more comprehensible through the discussion of it and they could articulate 

precisely whether the practice of metacognition was present in their teaching. For example, the 

practice of self-reflection, needs and goal assessments, students’ awareness of their weakness and 

strengths were mentioned by Helena and Viola as examples of their teaching of metacognition. 

On the other hand, Orlando stated he might have taught metacognition, also Miranda said “I'm 

not aware if I already incorporated this idea or this methodology into my teaching. Maybe I did it 

naturally without knowing, like being aware of what metacognition was”. On the other hand, 

Bianca believed students’ practice of metacognition would have been individual’s ability of doing 

it and she didn’t “teach this awareness I guess because they are adults”. Olivia stated she would 

not have taught it directly as it would have been hard for the students. She added: 

 If you had a communicative activity where you were comparing different cultures, 

 you know how did you learn when you were in primary school or high school ‘Oh 

 we learned with the teacher’ you know standing in front, very teacher –centered and the 

 teacher was very strict, then you could start getting them thinking about what was their 

 role in that but that's sort of I don't know if that's like, really I mean it's getting them to 

 think more about their experience, I don't know if it's getting them to think about their 

 thinking. When you talk about metacognition, you can get into this puzzled way of 

 talking.  

Three themes emerged from the construct teaching of metacognition, which are 

represented in Table 5 with the inductive categories. The three themes are purpose and results of 
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teaching metacognitive activities, techniques of teaching metacognitive activities and sources of 

knowledge in teaching metacognition. 

Table 5 

Teaching of Metacognition 

Inductive themes Inductive categories Construct 

 

Purpose and results 

of teaching 

metacognitive 

activities 

o Approaches to teach 

metacognition 

o Teachers’ role in students’ 

self-reflection and goal-setting 

process 

o Teachers’ reflection 

 

 

 

 

 

 

 

 

 

 

Teaching of 

metacognition 

 

 

Techniques of 

teaching 

metacognitive 

activities 

o Teaching metacognitive 

strategies within tasks 

o Teaching self-reflection and 

goal-setting procedures 

o Challenges for students to 

reflect - language barriers in 

lower levels 

o Challenges for students to 

reflect – in general 

o Strategies to help students’ 

overcome challenges in 

metacognition 

 

Sources of knowledge 

in teaching metacognition 

o Teaching experience and 

professional trainings 

o Teachers’ reflection on L1/L2 

learning 

o CLB guidelines – not explicit 

o PLBA – ‘an open guideline’ 

o Institutional guidelines 

 

In the theme purpose and results of teaching metacognitive activities, participants talked 

about approaches related to teaching of metacognition. Bianca explained asking her students to 

self-reflect in the practice and production stages of “Present-Practice-production” (PPP) approach 

to “give the students a chance to reflect on their learning and knowledge”. To elaborate, she gave 

an example of speaking tasks where lower level students would work in pairs or groups of three 
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practicing everyday languages. She believed during the production stage of fluency of that 

particular speaking task, students “should be reflecting on their errors, speaking errors and how 

they can improve”. Portia believed reflecting on strengths or weaknesses was part of the language 

learning process and to help students to succeed, teachers should “try to help learners understand 

themselves, understand what they want, how they're going to get there and when they're doing it 

what do they need, what was challenging, what wasn’t successful”. Olivia thought self-reflection 

was “really important” too, however, added students were not able to show depth in self-

reflections because “it's hard for everyone to do self-reflection”. She could relate to her 

experience from her master’s program when on her online portfolio, which contained self-

reflection pieces, she got feedback from her professors to “go deeper” in her work. She gave 

examples where the same characteristic of self-reflection was apparent in her classrooms: 

 So when I ask students to do self-reflection activities, I don't usually get deep self- 

 reflection…Because it's almost like when you do an activity, where you're asked to think 

 about okay we're coming to the end of the course, everyone can do a short 

 Powerpoint, even when you set it up directly, what were your learning goals, how 

 do we achieve them, what is your reflection on your learning, you get back 

 interesting presentations that don't really answer the question. So, I don't know it as far as 

 self -reflection goes.  

Apart from self-reflection, practicing goal-setting was mentioned as the other way to 

develop metacognitive skills in the classroom. Orlando elaborated the point, which referred back 

to “keystone habits” mentioned by him earlier as an example of utilizing the knowledge of 

metacognition: 

 I think goal-setting is the best way to develop that, but so at the beginning of the term we 

 do some self-assessments and needs analysis, and engagement purposes we have students 

 to tell some of their goals, learning goals, and so at the end of term we also go back and 
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 reflect so what goals have you accomplished, what you need to work on the future, so I 

 think, that's the time to use metacognitive skills as a way to having the keystone habits, to 

 develop the other habits from that. 

In the theme techniques of teaching metacognitive activities, the participants highlighted 

using communicative activities to engage students’ knowledge of metacognition. The real-world 

tasks preceded by the practice stages of unpredictable situations requires students to use 

metacognitive knowledge which, according to Adriana, “is basically being aware of one’s skills, 

strengths and weaknesses, hence the unpredictable tasks and situations challenge them to use 

those skills”. Olivia provided an example of a communicative activity called ‘Caribbean island’ 

in this regard. The activity involved students coming to group consensus about ordering a list of 

activities and items. She believed this activity engaged collaboration skills along with self-

reflection on communication skills. She stated: 

 So yes, it's a communication activity, you have a goal, you have a task which is to put 

 things in order individually and you have to reach consensus within a group. But at the 

 end it was an amazing opportunity to reflect on you know why some people or how some 

 people are more certain than other people? How people got really passionate about 

 something or how they came to the resolution or how someone may have given up trying 

 to get their priority in the group consensus. So something like that is very interesting for 

 learners to think about their own metacognition. Now I think I'm leaving a question 

 behind you, I think. Just before we go, I would name the process and I would probably  

 take a moment out to talk about if I felt that there was resistance to that, to that  

 process. 

Viola mentioned students’ utilizing strategies as an example of completing these 

unpredictable, in other words, problem-solving tasks in reading. She elaborated the point within a 

reading task where students were taught strategies to guess meaning from contexts:  
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 It helps a lot to break it down to steps and just demonstrate those steps with one word and 

 go into the explanations of why and how and all of those questions that you can ask 

 yourself and then let the students read by themselves as opposed to you know just give 

 them a brief description and then let them do it, right? I find it really works and I find 

 that in reading they feel a little bit more independent readers, they feel stronger reading 

 after and after they practice that.  

To help students self-regulate and focus on their tasks, Orlando mentioned utilizing 

rubrics for presentations or assessments. During presentations, he believed the rubrics helped 

students concentrate on the requirements to complete the task rather than “not just kind of just 

talk, for some students they love to talk but they don't really think through and the grammar 

doesn't improve very much, it just kind of turn the engine on and there you go”. Similar to a 

rubric, Viola would integrate checkpoints in the activities “on how to do a particular kind of 

activity” and “try to have as many demonstrations before the students have to do it themselves”.  

For long-term goal setting, Portia encouraged students to write autobiographies which 

“usually included something about their goals and so we would kind of get them to think forward 

into couple of years” about their citizenships or jobs or other things. She also incorporated 

grammar practices in these writing practices. 

The use of metacognition in notetaking can help students to be strategic in building up 

their skills and improve their abilities to evaluate the outcome of their works. To elaborate this 

point, Viola talked about helping students to develop “strategies for the strategy”, identify and 

write down main points of the note. The process involved teaching the recognition of key words, 

intonation, stress, repetition in the content, “then you teach the main parts of a discourse so they 

kind of break down discourse into elements, then you teach them those parts, how to recognize 

them and that would be a strategy shaping up”. Students should be able to evaluate the quality of 

their finished work to decide whether or not they were successful in their work. She stated: 



 

 

 

63 

 How do you know you are taking good notes?  Well, you review in the end. When 

 you review your note, and what you read helps you remember. You have a clear picture 

 of what you have recorded, then you have been successful in taking notes, you always 

 have to review what you're doing to check and kind of compare and if you can, evaluate 

 the outcome of your work. You also talk about the purpose of taking notes, right? If the 

 purpose is taking notes for yourself then maybe the outcome will be different from when 

 you take notes to share with someone else, or when you take notes to be assessed. I guess 

 you need to do evaluation and you know if you can apply, if you can use the outcome of 

 your work after. 

Participants provided accounts of integrating metacognition in everyday instruction 

which did not take place in the same amount by all the participants. Helena didn’t think one 

should “have the concept in the learning necessarily every single time”, although she pointed out 

that “the needs assessments at the beginning of the topic, and self- reflection when you finish 

with something, maybe feedback, evaluations” could be termed as the practice of metacognitive 

activities in the classrooms. She also mentioned students’ identifying their own learning styles as 

one the examples practiced in everyday classroom environment. Making students aware of their 

thinking process can be practiced within any activity and during feedback. Bianca explained:  

 Yes I mean I guess in any activity, in any time a student uhhuh like, as I said if they 

 identify their needs, they want to improve reading or writing, they work on the skills, 

 aware of, it seems like a big part of metacognition from what I understand now if 

 students being aware of their learning process, again whether it's mistakes in writing 

 often students have subject verb agreement errors, errors with verbs tense, so it's them 

 being aware of that.  
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As mentioned earlier, she didn’t “really teach this awareness I guess because they are 

adults”, however, she would prompt her level 4/5 students to become aware of their errors. She 

would convey this instruction during feedback “at the end of the task”. 

Portia would often “casually sorting” the self-reflection activities or “actually put it in the 

plan at the end of the day”. The PBLA system includes the “metacognition process” and “it was 

the part of the program for them to reflect on their abilities”. She talked about open-ended 

questions, which were asked at the end of a speaking or writing assessment or a task-based 

assessment, or close-ended questions or a chart. She had done these tasks in different frequency, 

stating “I would do it on a weekly basis, sometimes I would do more like task basis, about a day, 

about a week”, and that she took different approaches for different levels and classes. To make 

students think about their strengths and weaknesses, Portia would casually ask questions like, 

“what was challenging about today? What was good about today? And trying to get them to think 

about what they did well, what they need to work on”. The downside of this practice she noticed 

was their failure to self-reflect: 

 At the end of the day I think they were supposed to be able to determine whether  or not 

 they were successful, not the task. If they were able to understand about themselves, 

 what they needed to improve for next time, with the current extra help they would need. 

The real-world tasks, which were practiced within listening and speaking activities, 

vocabulary and grammar points were recycled in those activities; the tasks provided opportunities 

for students to practice their knowledge of metacognition. According to Adriana: 

 Whenever I teach them vocabulary, they always get an activity where they have to 

 use the vocabulary, for example in a cloze passage, then in a listening and 

 speaking activity. So whenever they learn something different, something new, there are 

 lots of activities related to the newly learned vocabulary to help them use that in a real 

 life situation…All grammar points after being taught and practiced in class are later used 
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 in conversations or reading/writing activities with some challenge to what was originally 

 taught, to help them use their metacognitive skills to use the knowledge in a different 

 context. 

Teaching of metacognition could be challenging due to students’ inability to self-reflect 

and for lack of awareness. Portia pointed out students’ inability to self-reflect in her lower-level 

class (CLB level 2), where students were given checklists to reflect on their tasks. Most of the 

time her students were not able to complete their self-assessments properly, “I would get 80% of 

them reference back all checking yes, yes, yes, and I said, ok, that didn’t work. So how do I get 

them to think about that this thing, this editing point to get them before and end of an 

assessment…that was challenging”. Sometimes even they were able to complete the self-

assessment tasks properly, they could not answer open-ended questions like “how are we doing 

this topic? What do we need help with?”. Either the students would not answer those questions or 

they would ask for “more of the grammar”. She found, “they weren't able to identify and connect 

the dots between what do I need, what do I do well, and like what the teacher is telling me and 

what do I know about myself”. The existence of a language barrier is cited as a main reason for 

students’ inability to produce self-reflective pieces. Helena believed even though all students 

might not be competent in identifying what types of learners they were, they should at least have 

the ability to determine “what was hard for them, what was easy for them”. However, her 

students from the lower level could not reflect on their works even using “one sentence, two 

sentences” because “they know what they want to say, but they cannot say it in English”. Adriana 

added personal problems or “ego problems” might “hinders their focusing skills” for which 

students needed help to relate, “what they learn in the class to the real world outside”.  

One of the challenges Viola pointed out relates to individual differences in thinking. She 

referred to her teaching learning strategies to students who might not comply with learning. She 

said, “So I will have students who are frustrated, and they will just tell me you know what why 
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don't you just teach me language, don't tell me how to think”. She perceived this hindrance as 

“just individual or sometimes it has cultural dimensions”. On the same note, Olivia discussed 

when the students might find thinking about “how they learn culturally can cause them distress” 

because of the differences in learning environments. Olivia explained:  

 So if you talk about how did you learn and they say ‘I had a teacher and instructor 

 in front of me, you know, he/she was the boss and they didn't really involve us’ as 

 sort of quote unquote “equals”. 

Her students also had difficulties when she wanted to practice leadership qualities, as they were 

not accustomed to the practice. The students were unable to comply, she stated: 

 Like it's not my job to do that, so getting them at that moment to reflect on and how they 

 proceed that learning activity, like the way that learning worked is that the teacher 

 standing in front makes all the decisions and the learners follow as opposed to, well, now 

I have an opportunity doesn't mean that the teacher is not in charge or doesn't know what 

 she's doing. She knows what she's doing or maybe that's their process of how they learn, 

 right? But maybe they would murmur like does this person know what she’s doing?  It’s 

 not our job to put the other students in a group. 

The participants mentioned different strategies to overcome the challenges they had faced 

while teaching metacognition in their classrooms. Repetition was mentioned as one of the ways to 

solve learning or retention problems, which would be to recycle the same vocabulary or grammar 

points in new contexts. According to Adriana: 

 I try to focus on quality rather than quantity to help them move forward at a slow  and 

 steady pace. Whatever topics I cover, I help them to use the topics for other 

 metacognitive strategies to apply the knowledge that they have learned to 

 something different. 
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Olivia would talk her students through the process of collaborative working and 

occasionally taking leadership role as it’s “it’s something really helpful for them to reflect on”. 

She believed this “enhanced language learning situation” involved thinking of themselves as “not 

just the person who has the title of manager or director, anyone can be a leader in the workplace”.  

Orlando acknowledged students’ difficulty to comprehend the goal setting process, 

therefore, had decided to provide a model in the future, which would include different people 

talking about their examples of setting goals. He also thought of a think-aloud protocol as being 

helpful in this process before students wrote about their goals, stating that “they can spell it out 

and reflect in a verbal and oral context”. He would then have a discussion among groups of 

students to gather guidelines about the process. He gave an example of helping students to reflect 

and work on their goal-setting process.  He had compiled a series of holistic purposes from CLB 

4/5 listening and reading tasks and put them on the wall for students to comprehend the general 

purpose of the given task. He stated: 

 And I have called for testing, I've asked students choose one of these purposes and 

 explain why it's true in this case, for this narrative, for this text whatever. Just asking for 

 purpose, people seem to be very confused on what I was asking for. Some people are 

 successful, some weren’t. But I decided to focus the purpose specifically on the CLBs. 

Viola acknowledged that the way she had organized her instructions might not be clear to 

her students “because it may not match the matrix of someone else's way of thinking”. This 

recognition of the differences in thinking resulted from student feedback, consequently she 

adapted her instructional strategies according to the demands of situations. She reflected on this 

flexibility stating:  

I have to take a step back and think about, okay how can I explain this in a different way 

 or what kind of plan B should I have in case I see confused faces when I bring some 

 activities or when I talk about stuff…It works, I feel more comfortable now because I've 
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 been able to adjust you know strategies here and there and now I can I kind of know what 

 to expect sometimes. So I give a little bit more explanation though I hate to be the, you 

 know, talking teacher- talk, talk, talk, but sometimes you kind of have to explain to, a 

 little bit like the background, get the background and the purpose more, you have a 

 chance of aligning you know your mind in the back of the student. It's working better 

 now. 

In the theme sources of knowledge in teaching metacognition, participants mentioned 

firstly, building knowledge on their teaching experiences. Adriana, for example, relied on her 

own learning background, “As a child I was dyslexic and a slow learner, I had come up with 

learning strategies which I pass on to my students”. Bianca mentioned teacher’s reflection and 

knowledge from her TESL program as the source of the knowledge of teaching metacognition. 

To this, Viola credited her own studying about metacognition, observing her peers and adjusting 

teaching methods had helped mostly. The academic settings of her work with a homogenous 

population of students also benefitted her practice of teaching metacognition. Helena, on the other 

hand, stated not following “any metacognition guidelines or textbooks or exercises per se”. Olivia 

was uncertain about teaching metacognition “explicitly”, therefore, did not refer to any specific 

guideline for teaching of it.  

The knowledge of a second language has significant influences on participants teaching 

of metacognition. Through her own language (Urdu, Gujrati and English) learning experiences, 

Adriana “became aware of the fact that those who have learned one language well, have the 

transferable skills to use that knowledge to learn something different”. While reflecting on her 

learning, she mentioned repetition, for example, “would read a chapter and then write it in my 

own words, to retain the main points”. She believed this strategy had helped as she “was really 

slow in learning” and she integrated this practice in her instructions, too. A similar strategy was 

exercised by Bianca in her learning of French as the other language she had knowledge of. She 
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was “very aware” of her weakness, she would keep a list of newly learned vocabulary. She stated, 

“I don’t think it’s part of metacognition but I guess in a sense it was a way of me myself that I 

know what I reflected on okay these are new words I need to know and write them down”. 

Similarly, she had taught this strategy to her students and to help further, she had reviewed 

vocabulary frequently with her level 1/2 class, as “they are very low level and they forget, and a 

lot of them are seniors well that's another level of difficulty, so I find I have to review the 

grammar and vocabulary quite often”. If Helena, who speaks English as her second language, 

couldn’t recall the actual word in any given situation, she would use other words to communicate 

her message in an attempt to solve the problem. She explained: 

 You know as I said and as you can hear I'm not a native speaker and it happens to 

 me every single day that I can’t remember a word and I have to find a way how to 

 deal with that right? I can’t be just quiet for 5 minutes and run for my cell phone and 

 Google it. So I'm trying to teach my students the same thing. 

In her lower level classes, she would encourage her students to try to utilize their “maybe, 

500 words knowledge” to describe a situation instead of “trying to translate from their language”. 

She had found students learned faster once they understood the concept of not to translate exactly 

but “as long as you can get them meaning across, it's fine”. Orlando, who speaks English as first 

language and has moderate knowledge of Chinese and French, reflected on this habit of L1 

translation in a humorous way: 

 When I speak Chinese, I don't think English first, I would never have. Now I have 

 noticed that when I try to speak French, I just think of Chinese now. (laughing - I 

 think that’s metacognitive! the frustration) But, yeah, so Chinese has been more recently 

 related, so, now I just get more confused. 

The practice of self-reflection had helped Portia, who speaks English as her first 

language, to improve her communication skills in Spanish. All through her academic life, she was 



 

 

 

70 

“super reflective” and “very self-aware of what I was doing, what I needed, what I was doing 

well”. She noted that self-reflection would not be easy in language learning “because you don't 

know what you're doing wrong”. This awareness of self, made her to work harder on her speaking 

skill, as she stated “I could speak Spanish, but I need to work on pronunciation I because I had 

experience and I realize I'm not as good as it should be”. However, she found it difficult “to get 

students to be able to either think in that way or to be able to correct that. I don't really know what 

it is that we're missing. I am not sure”. 

Because of age differences in learning English as a second language, Viola did not find 

any common ground of her learning experience with her adult students. She learned the language 

when she was a kid, on the other hand, her “students are adults who are learning it now if it's 

completely different than my experience”. She recognized that her metacognitive skills were 

different than her present students’ skills because she learned it at an early age. However, she had 

found her experience as an immigrant to be similar with her students and the way she developed 

her language. 

The participants discussed using CLB guidelines for teaching of metacognition. Helena 

mentioned goal-settings, assessments, self-reflection and feedback - all of these activities could 

be found “in the guidelines pretty much”. She also highlighted teacher’s individual method of 

approaching these activities and “this is the biggest part where the metacognition is included”. 

Olivia pointed out the can-do statements for rubrics because students “like to see things spelled 

out, something they're moving towards, so maybe setting goals in planning”. This point has been 

further elaborated by Orlando as he had simplified the rubrics and the purpose system because he 

found that “CLB is for the teachers”. He emphasized rubrics as helpful tools to communicate 

students’ goal-setting, especially long-term goals. The short-term goals, which he defined as 

“reflection for each unit” were not practiced by him. He explained:  
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 In terms of self-correction, I don't really know how to teach that skill. I thought some 

 people were just more introspective than others, they have natural ability  but just like 

 some people can play sports better everyone can learn to play it with some ability, just 

 not that some people will know how it will come easier so on the skill of reflection 

 into introspection can be learned by everyone. Just but so it kind of how much and how 

 well may vary. But I see that the CLB is a helpful tool for developing that. 

Miranda pointed out that “learners needs, frameworks for learners to progress” in CLB 

would help her to teach metacognition which she had not have opportunities to practice to date. 

The examples of activities in the guidelines, according to Adriana, were helpful because she 

could develop more activities from the examples. The profiles of abilities were also considered 

useful as they helped the teachers to plan lessons accordingly. She stated, “Whatever we teach, 

we try to help them relate it to something unexpected and something they would encounter 

outside the classroom”. On the other hand, Viola concluded that the guidelines were “a good 

foundation”, but they were not primarily helpful in teaching metacognition. As the guidelines did 

not provide details, she had to improvise in “this process of going back and forth and adapting 

and you know adding, improving all the time”. She identified intermediate and advanced level 

students’ self-reflections had benefitted in her process of improvisation. 

Apart from CLB guidelines, Portfolio-Based Language Assessment (PBLA) in LINC 

programs was referred by participants for teaching of metacognition. Although sometimes 

participants were unsure whether the metacognitive activity they were referring to was from CLB 

guidelines or PBLA. Bianca was able to make a connection between students taking part in their 

learning in PBLA and metacognition, and she referred to PBLA as “more recent thing”. She 

described its function as, “it's a portfolio with a collection of their work so they can review it and 

realize if they have progressed or not”. In this portfolio, primarily students had to decide their 

learning goals. Bianca provided an example of her students’ practice of identifying needs: 
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 So as I mentioned with the first step with the lower level students, I give them needs and 

 it's very easy, just pictures so that the lower level students understand, they will circle, it 

 says what they want to learn English for so that would be something a way of doing it 

 with lower level students. They just circle what areas of need, why somebody needs an 

 English, for education, for going to the doctor. 

The feedback that was provided after summative assessments twice a year, she believed gave 

students opportunities for self-reflection. She mentioned “action-oriented feedback” in this 

regard, which was to give specific feedback on the errors instead of general ones. She explained, 

“rather than just saying I guess work on grammar and not to general, of course you have to say 

you know work on using the present simple tense when necessary rather than the present 

progressive”. Portia assumed “metacognition process is actually embedded in PBLA system” 

although it was an open guideline and not “overly specific”. Within the PBLA, making students’ 

setting goals and reflections on those goals was challenging, she stated, “I'm not convinced that it 

worked, right?”. However, the guidelines helped her to be consistent in addressing students’ self-

reflection and goal-setting process and forced her “to keep evaluating my method of trying to get 

that self-reflection thing”.   

 Interviews with participants revealed a number of themes related to LINC teachers’ 

pedagogical content knowledge, knowledge of metacognition, and teaching of metacognition. 

Participants emphasized a focus on teaching strategies related to language acquisition, as well as 

noting their attention to how they delivered content to students, and how their students responded 

to the content and delivery. Relating to their knowledge of the content, participants also shared 

about their attention to and focus on the important skills for acquiring the target language, as well 

as their attention to the influence of both their translingual and cross-cultural knowledge. 

Participants spoke about their deep knowledge of the curriculum of LINC programming, and they 
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shared numerous accounts of when they had engaged in responsive teaching based on the 

individual differences of their students.  

 Questions related to participants’ knowledge of metacognition prompted them to share 

about their knowledge of their own self as a learner, and how they used this knowledge of their 

own learning habits and processes. Many participants also shared examples of how they relied on 

intuition to inform when metacognition should be exercised to support learning. In terms of the 

teaching of metacognition as influenced by both pedagogical content knowledge and knowledge 

of metacognition, many participants spoke about their intentions for teaching metacognition, how 

they actually taught it, how they organized the activities they used to teach it, and the strategies 

that they used to instruct students. In the next section, these results will be discussed in more 

depth in relation to both theory and existing literature.  
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Chapter 5 

Discussions and Conclusions 

In this chapter, I will discuss the findings from the previous chapter in relation to the 

conceptual frameworks that informed this study, as well as the studies included in the literature 

review. Next, I will discuss the implications of the findings for both research and practice and 

limitations of this study.  

Pedagogical Content Knowledge 

The first research question of this study addressed LINC teachers’ pedagogical content 

knowledge; the interview questions were developed based on a conceptual framework of 

teachers’ knowledge base categories. Shulman (1987) argued that teachers’ pedagogical content 

knowledge is built on several sources of knowledge, i.e., pedagogical knowledge, content 

knowledge, knowledge of curriculum and knowledge of learners. LINC teachers in the present 

study spoke about their knowledge in each of the four areas, suggesting that a similar structural 

base was found in the present study echoing teachers’ pedagogical content knowledge with four 

distinct areas of knowledge laid out in Shulman (1987) more than 30 years ago. However, the 

LINC teachers’ pedagogical content knowledge as reflected in the present study suggests that 

these four distinct areas are in fact intricately related structures that overlap and connect. For 

example, while answering interview questions related to pedagogical knowledge, Olivia 

explained her adoption of certain teaching approaches in teaching writing which also reflected her 

knowledge of content and knowledge of learners embedded in that approach: 

 So that's my approach has developed more in that way and so instead of this is the 

 right way and this is the wrong way, teaching students themselves to think like 

 linguists, an understanding that we're constantly analyzing language, we do it all the time 

 in our first, second, third language. It's not just as intuitive in English but  if I can get 
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 them thinking more in checklists so I think my approach has moved more in that 

 direction. 

Similarly, Viola described adopting a particular approach which integrated her pedagogical 

knowledge, content knowledge and knowledge of learners in her response: 

 So they have some education, most of them have higher education, they have some 

 professional experience. The only thing that they need to proceed with in 

 continuing their education or building a career is language. So my approach to 

 teaching is to take the curriculum, teach it more or less formally but always make 

 a connection with every activity, with every chance I get make a connection to a real life 

 situation, in the life of a newcomer. A new comer in their age group that would be 

 relevant and I find that it helps my students be motivated to listen and to  make a goal to 

 work on it, when they know what they're doing. 

In the same way, Bianca’s answer regarding her knowledge of the curriculum is the embodiment 

of her pedagogical knowledge and knowledge of learners: 

So the task that I give to them as a kind of the summative assessment, those are directly 

 from the CLB to ensure that they can meet the required level and then throughout the 

 year. 

In this study, the findings demonstrate LINC teachers’ pedagogical knowledge, content 

knowledge and knowledge of learners built within and around the curricular knowledge, i.e., the 

CLB guidelines. For example, the real-world tasks in the CLB guidelines measure a learner’s 

language abilities “through the performance and comprehension” of the tasks along with “texts 

reflecting authentic communication” (PBLA Practice Guidelines: Key Elements, 2019, p. 3). Ellis 

(2012) described these tasks as the organizational unit of ‘Task-Based Language Teaching’ 

(TBLT), and delivering these tasks in the LINC classrooms provided opportunities for practicing 

communicative approach for teachers, at the same time this task-based language teaching had 
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influenced their individual perspective towards methods of delivery of the tasks. This 

characteristic of the CLB guidelines demonstrates the interrelatedness of the knowledge of the 

curriculum with LINC teacher participants’ knowledge of pedagogy and content.  

The interrelatedness and patterns across pedagogical content knowledge of the 

participants are also similar to the results found in earlier studies on pedagogical knowledge (Atai 

& Shafiee, 2017; Gatbonton, 2008; Moradkhani, Akbari, Samar, & Kinay, 2013). The themes 

related to pedagogical knowledge of this study - focus on strategy, focus on content delivery, 

focus on students are however not limited to L2 teachers’ general pedagogical knowledge domain 

as described in Shulman’s knowledge base categories, “general pedagogical knowledge, with 

special reference to those broad principles and strategies of classroom management and 

organization that appear to transcend subject matter” (Shulman, 1987, p. 8). The interrelatedness 

of other categories of the knowledge base (e.g., content knowledge and knowledge of learners) 

has been a predominant feature in the themes of the present study. This finding is consistent with 

the findings from studies of Gatboton (2008), Moradkhani, Akbari, Samar, and Kinay (2013), and 

Atai and Shafiee’s (2017) in which L2 teachers’ knowledge base encompassed knowledge of 

language and knowledge of students as core categories. 

 It is noteworthy to identify that although Moradkhani, Akbari, Samar and Kinay (2013) 

mapped L2 teacher educators’ and university teachers’ pedagogical knowledge base while the 

present study mapped the pedagogical knowledge pattern of LINC teachers, the findings of the 

present study do not inform any significant differences with the previous mentioned study 

findings. Further, in the studies conducted by Gatbonton (2008) and Atai and Shafiee (2017), 

participants were pre-service teachers who received training prior to the studies whereas the 

participants of the present study were in-service teachers who did not receive any training prior to 

this study. Despite the differences in participants’ professional backgrounds and study contexts, 

the similarity in the interrelatedness across the categories in participants’ pedagogical content 
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knowledge base of the present study and the above-mentioned studies reveals the depth and width 

of disciplinary literacy which Gatbonton (2008) described as a particular pedagogical culture 

belonging to ESL teachers. In addition to the interconnectedness among pedagogical content 

knowledge areas that other scholars have found, similar themes have also emerged through 

examinations of the specific knowledge areas. 

 The themes that have emerged from content knowledge, knowledge of learners and 

curriculum knowledge categories are also consistent with the findings of past literature focused 

on these categories. The themes skills and aspects valued in language and influence of L2 

learning experiences in the content knowledge category provide evidence of LINC teachers’ 

awareness and sensitivity towards the learning challenges of L2 learners through their own 

language learning experiences. This insight affects their instructional decisions and practices that 

are demonstrated in the pedagogical knowledge category. It is important to note that Aalto and 

Tarnanen (2015) in their findings identified student teachers’ lack of knowledge in L2 acquisition 

as they were not exposed to SL learning experience, resulting in their inability to acknowledge L2 

learners’ challenges. The theme orientation towards curriculum in knowledge of curriculum 

category describes teachers’ professional personal knowledge shaping their interpretations and 

co-construction of the contents of the curriculum materials with their students, which is similar to 

Aguilar’s (2011) findings on language teachers’ knowledge of the curriculum. Aligned with 

Hutchinson’s (2013) and Edward’s (2014) studies, the responsive teaching theme in the 

knowledge of learner category shows LINC teacher participants’ analysis and address of students’ 

diversity and evolving instructional strategies according to their needs. This similarity 

interestingly once again interprets the global characteristics of LINC teacher knowledge despite 

the differences of their ESL teaching contexts with ELL’s in the earlier mentioned studies. 
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Knowledge of Metacognition 

The second research question of this study addressed LINC teachers’ knowledge of 

metacognition; the interview questions in this category were based on Paris et al.’s (1983) 

conceptual framework on knowledge of metacognition which was consisted of three components 

- declarative, procedural and conditional knowledge. LINC teachers’ knowledge of metacognition 

was found to be centered mostly around the declarative knowledge category. Although the 

participants answered questions in each category, the findings demonstrated their distinct 

understanding only in the declarative knowledge (what is metacognitive awareness and skills) of 

metacognition. Their answers related to procedural (how to perform metacognitive skills) and 

conditional (when to perform those skills) categories were not explicit enough to demonstrate a 

thorough understanding of those components. Participants’ answers to those categories were often 

related to their declarative knowledge of metacognition. For example, while talking about 

procedural knowledge, Helena said awareness of self “definitely helps you realize your 

competencies and limitations” or the intuitive theme of conditional knowledge actually featured 

participants’ declarative knowledge of metacognition. This fragmented understanding was also 

evident in exercising knowledge of self-awareness theme in procedural knowledge category. The 

participants provided accounts of procedures to strategic actions, which was different from their 

understanding of procedural knowledge as it was ‘second order knowledge’, according to Paris et 

al. (1983), “current work on metacognition emphasizes the same second-order relationship and 

reinforces the distinction between being able to perform an action and understanding the 

procedures of the action itself” (p. 303).  

The findings also highlighted participants’ more pronounced understanding of how to 

regulate cognition than what cognition actually is. In the theme knowledge of self in declarative 

category, participants’ examples related to metacognitive activities resonates with Scraw and 

Moshman’s (1995) description of “metacognitive control processes”, the use of knowledge of 
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cognition to regulate cognition (p. 352). Conversely, Scraw and Moshman (1995) identified the 

interrelatedness nature of knowledge of cognition and regulation of cognition in that article. This 

connectedness of the knowledge domains can be found in Viola’s description of practice of 

instructional strategy in the knowledge of self theme. She stated:  

Learning strategy, note taking strategies, identifying the main point in discourse, in any 

 type of discourse, organizing, outlining when you take notes, organizing your information 

 in a way that will help you remember, using stuff like word association, when you try to 

 memorize something that doesn't really have a flow of ideas, using acronyms, for 

 information again that needs to be memorized.  

This interrelatedness of knowledge of cognition and regulation of cognition was also 

evident in the pre service teacher participants’ understanding of metacognition in Wilson and 

Bai’s (2010) study.  It should be noted here that the present study’s context incorporated 

experienced teachers’ knowledge of metacognition in LINC program as opposed to the pre 

service participants in Wilson and Bai’s study who had ESL teaching experience in elementary 

educational context. This interconnected nature of knowledge of cognition and regulation of 

cognition suggests that, while the knowledge of metacognition for LINC teachers in the present 

study may seem to be lacking in certain areas (e.g., conditional, procedural), participants’ 

inclinations to report about their regulation of cognition may represent latent metacognitive 

knowledge across all three areas. 

Participants in this study expanded their knowledge of metacognition on terms which 

were given during the questions in declarative knowledge category. The teachers were not just 

able to elaborate the definitions of the terms but also established connections between and among 

the terms without prompting, which suggests that they know the concepts, perhaps not the terms. 

This implied, on the contrary, that LINC teachers’ do possess knowledge of metacognition, 

however, they may not have language to articulate the declarative, conditional and procedural 
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domains, or that the domains do not have distinct patterns. Despite the difference in contexts 

(LINC program teachers vs. junior high school Science teachers), the participants in Zohar’s 

(1998) study also were not able to verbalize their knowledge although they were able to solve 

problems related to higher order thinking skills. In their theories of cognition, Scraw and 

Moshman (1995) termed this elemental notion of metacognitive awareness as an “informal” 

theory. According to Scraw and Moshman (1995), “Informal theories often are fragmentary in 

that individuals are aware of some of their beliefs and assumptions regarding a phenomenon, but 

have not yet constructed an explicit theoretical structure that integrates and justifies these beliefs” 

(p. 359). The emerging recognition of the constructive process of metacognitive awareness of this 

theory could also be denoted in participants’ preliminary acknowledgement of limitations of the 

knowledge of the term ‘metacognition’ to their gradual elaboration of answers based on practices. 

LINC Teachers’ knowledge of metacognition included ability as one of the prerequisites 

to become metacognitively aware of self. In the themes knowledge of self and intuition, findings 

suggested participants’ perception of self-awareness was subjective to individual expertise and 

that “it’s a teachable skill”. Similarly, the results of van Velzen’s (2012) study suggested that 

teacher participants assume a necessity for specific student characteristics in order to support 

particular learning activities, in other words, construct metacognitive knowledge.  

The other prerequisite of metacognitive awareness included motivation; LINC teachers’ 

in this study implied that a person’s interest was required to grow knowledge of metacognition in 

order to apply that knowledge in learning context, as Olivia stated, “willingness to go down that 

road”. Paris et al. (1983) described individuals’ ability and motivation as “skill and will” which 

shape their strategies, “this preamble about the nature of cognitive strategies reinforces the idea 

that learners not actions are strategic because it is their decisions, purposes, and efforts that 

determine their behavior in large measure” (p. 298). However, LINC teachers’ reporting on the 
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intentionality of activating strategic behaviour contradicts their notion of utilizing knowledge of 

metacognition automatically or intuitively all the time.  

The findings also suggested that LINC teachers’ emphasized memory as the other 

imperative element to metacognitive awareness which Scarw and Moshman (1995) found as 

evidence to differentiate between a good and a poor learner; the former having more knowledge 

of their memory would use that knowledge more frequently than the latter. In the present study, 

Adriana cited an example from her learning new vocabularies for which she would “associate 

words and situations and contexts to memorize”, and Helena pointed out the strategy to retain 

facial features in memory when someone was aware of their tendency to forget names.  

Teaching of Metacognition  

The third research question of this study addressed the influence of LINC teachers’ 

pedagogical content knowledge and knowledge of metacognition to their teaching of 

metacognition. To answer the third question, I analyzed and organized data to look into the nature 

of ESL teachers’ teaching of metacognition, in other words, their documented attributes related to 

the process. The exploratory analysis of this question resulted in themes, which along with 

themes from previous questions, were then compared and contrasted against the frameworks and 

the existing literature to find an explanatory answer to this question. In other words, I aimed to 

find the interactions among the constructs (pedagogical knowledge, knowledge of metacognition, 

teaching of metacognition) and the way both types of knowledge had been translated into 

practice. In Figure 2, these interactions among the constructs have been pointed out by the purple 

arrows. 
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Figure 2 – Interactions among Pedagogical Content Knowledge, Knowledge of Metacognition  
      and Teaching of Metacognition 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teaching of metacognition 

Intuitive 

nature of 

self-

knowledge 

Applying 

knowledge 

of self 

Knowledge 

of self 

Orientation 

towards 

CLB 

Influence of 

L2 learning 

experiences 

Focus on 

students 

Construct Construct 

Pedagogical Content Knowledge  Knowledge of Metacognition 

Pedagogical Knowledge 

Content Knowledge 

Knowledge of curriculums 

Knowledge of learners 

Deductive 

Categories 

Inductive 

themes 

Declarative Knowledge 

Procedural Knowledge 

Conditional Knowledge 

Deductive 

Categories 

Inductive 

themes 

Purpose and 

results of teaching 

metacognitive 

activities 

Techniques of 

teaching 

metacognitive 

activities 

Inductive themes 

Sources of 

knowledge in 

teaching 

metacognition 

Focus on 

content 

delivery 

Focus on  

teaching 

strategy 

Skills and 

aspects 

valued in 

language 

Responsive 

teaching 

Construct 



 

 

 

83 

 All three themes within the teaching of metacognition category provide evidence of 

LINC teachers’ integration of their knowledge of metacognition within the scope of their 

pedagogical content knowledge. For example, in the purpose and results of teaching 

metacognitive activities theme, participants reported using certain metacognitive activities 

embedded in their approaches. In this study, Bianca utilized “Present-Practice-production” (PPP) 

approach for teaching self-reflection, which other participants also perceived as a metacognitive 

activity. Portia believed self-reflection helped her students become aware of their strengths and 

weaknesses, and this belief also signifies her knowledge about her learners. To translate that 

knowledge into practice, she had “try to help learners understand themselves, understand what 

they want, how they're going to get there and when they're doing it what do they need, what was 

challenging, what wasn’t successful”.  The participants defined real-world tasks as learning 

scopes for students to practice knowledge of metacognition; the knowledge of these tasks was 

highlighted in the pedagogical knowledge category.  Adriana and Olivia explained how the tasks 

demanded students’ practice of real-life situations using self-regulation and self-reflection skills. 

Portia practiced students’ metacognitive skills building (i.e., self-reflection) on their existing 

knowledge of the language through these tasks as “the end of the day I think they were supposed 

to be able to determine whether or not they were successful, not the task”. In addition to that, 

Viola provided examples of students exercising problem solving metacognitive strategies situated 

within reading or listening tasks. She explained that students “need strategies for the strategy, 

how do you identify what's important to write down when you take notes and what's not, how do 

you identify keywords”.  For that purpose, she would: 

Teach this concept of a key word, you teach intonation, you teach stress and then you 

 teach repetition, that's related to keywords, you hear them… then you teach the main 

 parts of a discourse so they kind of break down discourse into elements, then you teach 

 them those parts, how to recognize them and that would be a strategy shaping up. 
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It should be noted here that generally participants’ citing examples of integrating  metacognition 

in real-word tasks of pedagogical content knowledge were related to their declarative knowledge 

of metacognition, however, Helena and Bianca’s given examples can be interpreted as their 

partial understandings of conditional knowledge of metacognition. Helena stated, “the needs 

assessments at the beginning of the topic, and self- reflection when you finish with something, 

maybe feedback, evaluations” and Bianca said, “tell them to focus on specific errors…at the end 

of the task”.  

 Within the techniques of teaching metacognitive activities theme of teaching of 

metacognition category, the combination of LINC teachers’ content knowledge of pedagogical 

content knowledge and knowledge of metacognition were noticeable in their examples of 

teaching metacognition. Portia practiced goal-setting within autobiography writings, which would 

incorporate not just the practice of grammar but also students’ thinking forward to setting their 

long-term goals.  

In the techniques of teaching metacognitive activities theme, LINC teachers’ knowledge 

of the learners (within pedagogical content knowledge) and knowledge of metacognition were 

also noticeable in their reports of challenges that were encountered during their teaching of 

metacognition. They cited examples of lower level students’ inability or motivation to self-reflect 

or self-asses; Helena said, “they know what they want to say, but they cannot say it in English” 

and Viola identified the lack of interest as “just individual or sometimes it has cultural 

dimensions”. These examples indicate LINC teachers’ integration of metacognitive knowledge 

(ability and motivation) within both the areas of content knowledge and knowledge of learners. 

To overcome the difficulties of self-assessment and goal-setting process, Orlando therefore, 

decided to model the process for students and employ think-aloud protocols to facilitate self-

reflection. 
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The incorporation of both knowledge domains (i.e., pedagogical content knowledge and 

knowledge of metacognition) is also evident in sources of knowledge in teaching metacognition 

theme in teaching of metacognition category. In this theme, LINC teachers provided accounts of 

their personal experiences of learning a second language and associated learning strategies and 

metacognitive thinking; these instances can be regarded as their methods of translating content 

knowledge and knowledge of metacognition into their instruction. For example, LINC teachers’ 

identified learners’ abilities to interchange their metacognitive skills within different language 

learning domains. They were knowledgeable about their strengths and weaknesses, and therefore, 

formulated personalized strategies to overcome the hindrances and also had taught their students 

to use the strategies.  For that, during her own learning of other languages, Adriana would “read a 

chapter and then write it in my own words, to retain the main points”, and her students had learnt 

to utilize this strategy, too.  

The sources of knowledge of teaching of metacognition category also includes LINC 

teachers’ translation of knowledge into practice (i.e., knowledge of curriculum and knowledge of 

metacognition). The participants did not find that the guidelines explicitly clarified teaching of 

metacognition, however, they were aware of metacognitive concepts (i.e., self-reflection, goal-

setting) in different segments of the guidelines. The identification of metacognition in the 

guidelines was quite analogous in their descriptions, although Helena believed the practice of it 

was subjective to individual teachers’ interpretations and approaches. For example, Orlando 

described CLB as a helpful tool to practice teaching of metacognition. To help students to reflect 

and set goals, he had simplified the language of the holistic purpose determiners in CLB 

guidelines and directed students to understand specific tasks purposes by comparing them with 

those holistic purposes. He explained although these can-do statements were more 

comprehensible by the teachers and guided their practice, the simplified forms helped his students 

to comprehend and articulate task purposes and reflect on their tasks which otherwise would not 



 

 

 

86 

be possible. In addition to that, Helena perceived that the concept of teaching metacognition was 

not necessarily integrated in every activity in the LINC classrooms, but that students had scopes 

to practice metacognitive activities (i.e., self-reflect) during formative and summative 

assessments. This practice of self-reflection in the Portfolio-Based Language Assessment (PBLA) 

system in LINC programs was recognized as the other source for teachers to practice teaching of 

metacognition. Portia and Adriana found the PBLA system includes the “metacognition process” 

and “it was the part of the program for them to reflect on their abilities” although Adriana 

described it as not “overly specific”.  

From the above discussion, it can be inferred that LINC teachers did not explicitly teach 

metacognition, and that their knowledge of teaching of metacognition was more related to 

regulation of metacognitive activity to acquire metacognitive skills than teaching the knowledge 

of metacognition. According to Hammerness et al. (2005), metacognitive regulation signifies the 

ability “to define learning goals and monitoring one’s progress in achieving them” (p. 376). 

Pintrich (2002) concluded knowledge of metacognitive regulation belonging to metacognitive 

knowledge categories but not the execution of those activities. However, Veenman et al. (2006) 

argued that the domains of metacognitive knowledge and cognitive activities work in a circular 

process which could not be disentangle, the former controlled and worked within the latter 

domain. He added that students’ might not be accurate about their knowledge of metacognition or 

unwilling to change their knowledge of metacognition. Contrarily, the “feedback mechanism 

built-in” feature of metacognitive skills regulation represent precise developments of those skills 

and lack of those skills might restore awareness of knowledge of self and learning process, in 

other words, build new knowledge of metacognition (p. 5). A similar conclusion can be reached 

to justify LINC teachers’ conceptualization of metacognitive knowledge and its adaptation into 

their practice. Although the participants had precisely articulated metacognitive activities of self-

reflection or goal-settings in their practices, they were not so definitive about teaching the process 
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of metacognitive activities or the requirements associated to execute those activities. Thus, the 

dominance of declarative knowledge among other metacognitive knowledge (i.e., procedural 

knowledge and conditional knowledge) in the teaching of metacognition supports LINC teachers’ 

teaching “propositional beliefs about the existence of task characteristics and personal abilities” 

(Paris et. al., 1983, p. 303), in other words, their inclination towards teaching more metacognitive 

activities than metacognitive knowledge. 

It is interesting to note that during the interview, LINC teachers continued to report their 

knowledge of metacognition in teaching contexts at first in the metacognitive knowledge 

category, even though they were prompted to cite examples from outside of classroom contexts. 

This dominance of contextual conditions on L2 teachers’ decisions and thoughts was also 

reported in Hiver and Whitehead’s (2018) study on L2 teachers’ who did not demonstrate their 

metacognitive knowledge as “a hard-assembled mechanism that existed off-line in some form of 

context-independent performance”, rather the knowledge was situated in the immediate “L2 

teaching situations, decisions, and tasks” (p. 254). This particular study’s findings also included 

that L2 teachers’ metacognition was being shaped by their types of instruction, tasks and 

curricular objectives; these reports can also be implied in the present study’s findings of LINC 

teachers’ teaching of metacognition determined by their pedagogical content knowledge. The 

real-world tasks in LINC classrooms, for example, demands learners’ activation of language 

knowledge, task knowledge and knowledge of metacognition for completion of the tasks. The 

successful completion of these tasks requires teachers’ intervention into students’ overall 

comprehensibility of ‘task specifics’ in relation to ‘task consequences’ (van Velzen, 2016). LINC 

teachers’ awareness of task-demands and integration of it into their practice hereby confirms their 

creation of a learning environment to encourage students’ metacognition, a finding which Wilson 

and Bai (2010) were unable to determine in their study on L2 teachers’ pedagogical content 

knowledge and metacognitive knowledge. This construction of an ideal learning environment also 
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includes LINC teachers’ teaching metacognitive strategies that were accumulated from their L2 

learning experiences. The teaching of personal language learning strategies to build students’ 

knowledge structures hence supports Bandura’s (1999) social cognitive theory of structuring 

knowledge in the classrooms that is “formed from the styles of thinking and behaviour that are 

modeled, from the outcomes of exploratory activities, verbal instruction, and innovative cognitive 

synthesis of acquired knowledge”. The modeled behaviours were profoundly rooted in LINC 

teachers’ cognitive and metacognitive thinking and were perfected through various amounts of 

metacognitive processes of trials and errors, thereby providing a valuable example of their 

translating pedagogical content knowledge and knowledge of metacognition into their teaching 

practices. 

Implications  

Metacognition includes knowledge of the strategy, person and the task (Flavell, 1979); 

according to Pintrich (2002), knowledge of general strategies that are related to learning, thinking 

and problem solving, can be utilized across different tasks and disciplines. To accomplish proper 

utilization of strategies, knowledge of the complex tasks (e.g., decision-making, problem-solving, 

setting goals) involve ‘integration and reorganization of information’ from different sources 

which can be difficult for adult learners who have deficit in working memory (Glisky, 2007, p. 3). 

Teaching knowledge of metacognition, especially procedural knowledge, will increase ESL adult 

learners’ analytical ability to process information from different sources in chunks (as opposed to 

holistic understanding of components by young learners) and make up for any working memory 

deficits. This development in their analytical ability will also help adult learners to articulate the 

process of knowledge of general strategies use in their 1st language and improve skills to 

transform the usages in a 2nd language. 

 The participants of this study generally acknowledged their limitations while 

responding to questions about metacognition and teaching of metacognition. However, 

unanimously they affirmed the importance of metacognition in language learning. This 
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information implies the significance of language teachers’ awareness of developing 

metacognitive knowledge and translating that knowledge into their practices. The importance of 

growing awareness of knowledge of metacognition among ESL teachers (i.e., LINC program 

teachers) has implications for practice in adult ESL teacher training programs. A goal of 

education in general is to equip teachers with tools to teach not just the basic skills but higher 

order thinking as well (Darling-Hammond, 2001). Apart from LINC classrooms in Canada, 

teaching higher order thinking skills is equally important for the federally funded Enhanced 

Language Training (ELT) programs for foreign trained professionals who are in the higher end of 

the CLB levels. However, the present study findings clearly indicate a gap in LINC teachers’ 

overall understanding of knowledge of metacognition to teach metacognition in classrooms. The 

findings point out participants’ elemental notion of metacognitive awareness or ‘informal theory’ 

(Schraw and Moshman, 1995); this implicit awareness becomes explicitly structured when the 

individual possesses good understanding of his/her metacognitive knowledge or build a ‘formal 

theory’. Schraw and Moshman (1995) argued even skilled teachers do not always have formal 

theories of their metacognitions but when they do, they ‘exert a profound impact on performance 

and on the understanding of performance’ (p. 361). The authors proposed building instructional 

programs, which helps individual to understand structure of metacognitive theories with rationale 

and examples of constructing those theories and then use that knowledge for his/her own 

development of metacognitive activities (e.g. self-regulation). This concept of structuring 

metacognitive theories can be implemented in ESL teachers’ pre-service and in-service training 

programs where teacher educators can model building metacognitive theories through verbal or 

non-verbal processes. This process can also help teacher participants’ transform their ‘informal 

theory’ of metacognitive knowledge towards building a ‘formal theory’ of metacognition. Apart 

from teacher training programs, the professional organizations for ESL teachers in Canada (i.e., 

TESL Ontario and TESL Canada) can organize conferences and publish articles in designated 
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journals (i.e., Contact and TESL Canada Journal) to provide opportunities for ESL teachers to 

develop their knowledge in metacognition. 

The interrelation among the ESL teachers’ pedagogical content knowledge categories 

(pedagogical knowledge, content knowledge, curriculum knowledge and knowledge of learners) 

found in this study should be taken into consideration while implementing metacognitive theory-

building concepts in other context-related teacher education programs as well. Because of this 

interconnection among the knowledge categories, the teacher participants’ responses to questions 

about their knowledge of metacognition evolved around and integrated into their classroom 

practices, or in this case, in their pedagogical content knowledge. Therefore, teacher education 

programs in general should be able to integrate metacognitive theory-building components in 

their curriculums for the development of teacher candidates’ pedagogical content knowledge. For 

example, adult literacy program teachers or teachers who work in sector-specific language 

training programs can also develop knowledge in metacognition if teacher training programs 

provide scopes to build teacher trainees’ knowledge in metacognition. For that, teacher educators 

need to design tasks accordingly which will help trainees to demonstrate and utilize 

transformations of their knowledge of metacognition. 

The findings of the study include LINC teachers’ perceptions of learners’ abilities and 

motivations to nurture knowledge of metacognition. Language training programs should thus 

inform classroom teachers about these differences in learners’ acquiring metacognitive skills 

while incorporating appropriate teaching materials and instructional guidance in the curriculums 

to teach knowledge of metacognition. As noted earlier, the CLB guidelines addresses teaching 

metacognitive strategies to the students, for example, self-monitoring and/or reflection on 

student’s practice through self-assessment (Integrating CLB Assessment, 2016). Nevertheless, the 

participants of this study generally didn’t mention CLB guidelines as their source of their 

knowledge of metacognition. This indicates the necessity of precisely directing LINC program 
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teachers to teach metacognition in classrooms. This knowledge enhancement can be provided 

through descriptive scenarios that integrate teaching declarative, procedural and conditional 

knowledge of metacognition within metacognitive skills building. 

Limitations and recommendations for future research 

 Due to the limited scope of this study, I collected data only through one 60-minute, semi-

structured interviews with each participant, future researches on teachers’ knowledge of 

metacognition can include classroom observations as well as teachers’ reflective journals for 

constant comparisons of data analysis across different sources. 

 Though I chose participants of this study through purposeful sampling method, due to the 

limited number of responses of participants (n=8), I could not collect data from teachers who 

taught LINC level 4. Some of the participants in this study pointed out lower level students’ 

inability to reflect as a result of their inadequate knowledge of the language. This limitation can 

be eliminated in future research by collecting data from a bigger sample size of participants in the 

form of questionnaires employing mix-methods data collection and analysis. 

 Although I collected data from participants from different backgrounds with second 

language knowledge learning experiences, the data did not yield enough information to reach any 

conclusions about participants’ knowledge of metacognition in relation to their cultural, 

educational or professional backgrounds. These differences in participants’ backgrounds and their 

effects on their knowledge of metacognition can be explored more to learn about individuals’ 

theories of constructing metacognitive knowledge. Also, the context of this study focuses on 

LINC programs and CLB guidelines; in the absence of a structured guideline (i.e., CLB 

guidelines), the nature of teaching metacognition in an ESL classroom may provide contrasting 

picture of language teachers’ pedagogical content knowledge and knowledge of metacognition. 
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Conclusion 

I conducted this study with the aim to explore the influence of ESL teachers’ pedagogical content 

knowledge and knowledge of metacognition into their teaching of metacognition in LINC 

classrooms. The significance of exploring the nature of teachers’ knowledge of metacognition is 

noteworthy in this regard as that information provided a link to the future direction of ESL 

teachers’ growing awareness and building theories towards teaching of metacognition in their 

classrooms. Through the rich experiences of the eight teachers, the findings of this study therefore 

established the importance of building teachers’ explicit knowledge in the areas of teaching 

knowledge of metacognition to their adult students. 
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Appendix A 

Interview questions with prompts 

 

1. What is your educational background? How did you decide to become an ESL teacher? 

Do you have any professional training/accreditation? How has your journey as an ESL 

teacher been so far? 

2. Are you currently working in a Language instruction for newcomers in Canada (LINC) 

program? If not, when did you work in a LINC program? How long did you work there? 

Which level of students did you teach?  

3. If you are not working in a LINC program now, what kind of ESL program are you 

working in? Can you tell me more about the nature of the job? How is it different from 

teaching in a LINC program? 

4. Can you tell me a bit about your approach to teaching, and why do you take that 

approach? Do you have any examples? 

5. What is your general style of instruction? 

6. What are the most important aspects and skills of English language students need to 

learn? 

7. Can you think of any ways that your experience of learning ESL has influenced the way 

you teach it? 

8. How do you accommodate the diverse learning needs and styles in your classroom? Any 

examples? 

9. How much do you know about the Canadian Language Benchmarks (CLB) guidelines? 

Can you tell me how you integrate the CLB guidelines in your classrooms?  

10. Can you describe the term metacognition? Can you give examples of metacognitive 

activities? 

Or 

What do you know about the following terms: 

Metacognition 

Self-regulation 

Setting goals 

Student reflection 

Problem solving 

Do you think they are connected? 

 

11. How do you think one can use his/her knowledge of metacognition? 

12. When should one use his/her knowledge of metacognition? 
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13. Which approach to teaching do you find facilitate teaching of metacogntoin? Can you 

give me examples?  

Probing question – Earlier you mentioned adopting _____approach in teaching ESL. 

How does that approach help to teach metacognition? 

 

 

14. How do you integrate metacognition in the content of your lesson? 

Probing question – Earlier you mentioned ______aspects and _____skills are important 

for students to learn. How do you integrate metacognition teaching those aspects and 

skills? 

 

15. Have you experienced any challenges while teaching metacognition to your adult 

learners, and if so, can you tell me about them? 

Probing question – How do you teach metacognition to your diverse learners? 

 

16. Do you follow any specific guideline to teach metacognition? In what ways do you feel 

LINC guidelines helped you to teach metacognition?  

 

 

• Scenarios for knowledge of metacognition  

1. Student reflection /Problem solving/ Self-regulation - Mr. A’s CLB 3 students have 

completed a matching words task (matching words from column A to column B). He has 

checked answers with his students.  Now he is asking them questions about their ways of 

selecting specific answers (right vs. wrong). What questions can he ask regarding their 

ways of selecting specific answers? Why does he need to ask these questions?  Though I 

mentioned earlier that he is asking them after completion of the task, which other times 

these questions can help their learning? 

 

2. Setting goals – Mr. A is planning to ask his CLB 5 students about their long-term and  

short-term goals. What are the ways his students can communicate about their goals to  

him? What can they communicate and when? 
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Appendix B 

Recruitment Letter 

 

Dear Teacher, 

 

My name is Shamina Shaheen and I am a master’s student in the Faculty of Education, at 

the Queen’s University, working under the supervision of Dr. Ian Matheson. I am writing to 

invite you to participate in my research study about examining English as a Second Language 

Teacher’s pedagogical content knowledge and knowledge of metacognition in relation to their 

practice of teaching metacognition to adult students in Language Instruction for Newcomers to 

Canada (LINC) classrooms. The study will provide information about the process of teaching 

metacognition within pedagogical practice and add further knowledge to the field of language 

teaching. 

If you decide to participate in this study, you will be interviewed for 60 minutes. During the 

interview, I will ask you questions related to general pedagogical methodology, approaches and 

teaching of metacognition. I will audio record your responses and the information will be used for 

writing my master’s thesis. 

Participation in the study is completely voluntary.  You will receive a $25 Tim Hortons gift card 

for taking part in the study. If you would like to participate or have any questions about the study, 

please email or contact me at 17ss86@queensu.ca or 647-962-8444. 

 

Thank you. 

 

Sincerely, 

 

Shamina Shaheen 
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Appendix C 

Letter of Information/Consent Form 

 

Study Title: The Interaction between Language Teachers’ Pedagogical Content Knowledge and 

Knowledge of Metacognition and Their Impacts on Teaching Metacognition 

 

Name of Student Researcher: Shamina Shaheen, Faculty of Education, Queen’s University 

 

Name of Supervisor: Ian Matheson, Queen’s University 

 

I am Shamina Shaheen, a master’s student in the Faculty of Education, working under the 

supervision of Dr. Ian Matheson. I am asking English as a second Language (ESL) teachers in 

Language Instruction for Newcomers to Canada (LINC) programs to take part in a research study 

examining their pedagogical content knowledge and knowledge of metacognition in relation to 

their practice of teaching metacognition to adult students in LINC classrooms. The study will 

provide information about the process of teaching metacognition within pedagogical practice and 

add further knowledge to the field of language teaching.  

 

If you agree to take part, I will interview you for one hour at a public location of your choosing. 

The interview will be audio-recorded and later transcribed. There are no known risks for taking 

part in this study. While there are no direct benefits to you as a participant, study results will help 

to add further knowledge to the field of language teaching. 

 

There is no obligation for you to say yes to take part in this study. You don’t have to answer any 

questions you don’t want to. You can stop participating at any time without penalty. You may 

withdraw from the study up until September 31, 2020 by contacting me at 17ss86@queensu.ca. 

 

I will keep your data securely for at least five years. Your confidentiality will be protected to the 

extent possible by replacing your name with a pseudonym for all data and in all publications. The 

code list linking real names with pseudonyms will be stored separately and securely from the data. 

I will also not use any of your personally identifiable information without your consent. 

 

mailto:17ss86@queensu.ca
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I hope to publish the results of this study in my master’s thesis and academic journals and present 

them at conferences. I will include quotes from some of the interviews when presenting my 

findings. However, I will never include any real names with quotes, ad I will do my best to make 

sure quotes do not include information that could indirectly identify participants. During the 

interview, please let me know if you say anything you do not want me to quote. 

 

For taking part in this research, you will receive a $25 Tim Hortons gift card. 

 

If you ahev any ethics concerns please contact the General Research Ethics Board (GREB) at 1-

844-535-2988 (Toll free in North America) or chair.GREB@queensu.ca. 

If you have any questions about the research, please contact me, Shamina Shaheen, at 

17ss86@queensu.ca or my supervisor, Dr. Liying Cheng, at liying.cheng@queensu.ca or 613-533-

6000 ext. 77431. 

 

This letter of information provides you with the details to help you make an informed choice. All 

your questions should be answered to your satisfaction before you decide whether or not to 

participate in this research study. 

 

Keep one copy of the Letter of Information for your records and return one copy to the researcher, 

Shamina Shaheen. 

By signing below, I am verifying that: I have read the Letter of Information and all my questions 

have been answered. 

 

____________________________ ______________________

 _________________ 

Signature of Participant/Guardian/ PRINTED NAME Date 

Substitute Decision-Maker 

 

____________________________ ______________________

 _________________ 

Signature of Person Conducting  PRINTED NAME & ROLE Date 

the Consent Discussion 

 

 

mailto:chair.GREB@queensu.ca
mailto:17ss86@queensu.ca
mailto:liying.cheng@queensu.ca
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Appendix D 

Ethical Clearance from Queen’s University 

 

 
September 13, 2019 

 

Shamina Shaheen 

Master’s Student 

Faculty of Education 

Queen's University 

Duncan McArthur Hall 

511 Union Street West 

Kingston, ON, K7M 5R7 

 

GREB Ref #: GEDUC-964-19; TRAQ # 6027359 

Title: "GEDUC-964-19 Interactions among language teachers’ pedagogical content knowledge, 

knowledge of metacognition, and their impacts on teaching metacognition" 

 

Dear Shaheen: 

 

The General Research Ethics Board (GREB), by means of a delegated board review, has cleared your 

proposal entitled "GEDUC-964-19 Interactions among language teachers’ pedagogical content 

knowledge, knowledge of metacognition, and their impacts on teaching metacognition" for ethical 

compliance with the Tri-Council Guidelines (TCPS 2 (2014)) and Queen's ethics policies. In accordance 

with the Tri-Council Guidelines (Article 6.14) and Standard Operating Procedures (405.001), your project 

has been cleared for one year. You are reminded of your obligation to submit an annual renewal form prior 

to the annual renewal due date (access this form at http://www.queensu.ca/traq/signon.html/; click on 

"Events;" under "Create New Event" click on "General Research Ethics Board Annual Renewal/Closure 

Form for Cleared Studies").  Please note that when your research project is completed, you need to submit 

an Annual Renewal/Closure Form in Romeo/traq indicating that the project is 'completed' so that the file 

can be closed. This should be submitted at the time of completion; there is no need to wait until the annual 

renewal due date.   

 

You are reminded of your obligation to advise the GREB of any adverse event(s) that occur during this 

one-year period (access this form at http://www.queensu.ca/traq/signon.html/; click on "Events;" under 

"Create New Event" click on "General Research Ethics Board Adverse Event Form"). An adverse event 

includes, but is not limited to, a complaint, a change or unexpected event that alters the level of risk for the 

researcher or participants or situation that requires a substantial change in approach to a participant(s). You 

are also advised that all adverse events must be reported to the GREB within 48 hours. 

 

You are also reminded that all changes that might affect human participants must be cleared by the GREB. 

For example, you must report changes to the level of risk, applicant characteristics, and implementation of 

new procedures. To submit an amendment form, access the application by 

at http://www.queensu.ca/traq/signon.html; click on "Events;" under "Create New Event" click on "General 

Research Ethics Board Request for the Amendment of Approved Studies." Once submitted, these changes 

will automatically be sent to the Ethics Coordinator, Ms. Gail Irving, at University Research Services for 

further review and clearance by the GREB or Chair, GREB.  

http://www.queensu.ca/traq/signon.html/
http://www.queensu.ca/traq/signon.html
https://eservices.queensu.ca/ROMEO.Researcher.Admin/
http://www.queensu.ca/traq/signon.html
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On behalf of the General Research Ethics Board, I wish you continued success in your research. 

  

Sincerely, 

 
Chair, General Research Ethics Board (GREB) 

Professor Dean A. Tripp, PhD 

Departments of Psychology, Anesthesiology & Urology Queen’s University 

 

c:  Dr. Ian Matheson, Supervisor  

 Dr. Pamela Beach, Chair, Unit REB  

 Haven Jerreat-Poole, Dept. Admin. 
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Appendix E 

Interview transcripts 

Participant: Bianca 

 

My first question -  what is your educational background? and how did you decide to become an 

ESL teacher? 

 

Yeah so for me it wasn't really a straight forward path. I studied at Queen's actually as well. I 

studied Biology and Psychology and then after that actually studied Law. I wanted to be an 

English teacher specifically to teach ESL to adults, so after my degrees at Queen’s I completed 

my one year TESL certificate at Algonquin college in Ottawa. Also I decided to do this for 6 

years. I was volunteering at a center who were dealing with low income immigrants and I was 

helping a family learn to read in English and I just felt it sounded very fulfilling and I've always 

liked English and working with people from other cultures so it seems like a natural fit for me.  

 

Okay, do you have any professional training or accreditation? 

 

You mean in teaching? 

 

Yes. 

 

I guess it’s the TESL certificate, it was a one year post graduate certificate I completed at 

Algonquin college.  

 

How has your journey as an ESL teacher been so far?  

 

Yeah, it's been interesting. I've been teaching for four and a half years, tutoring for 5 years. It's 

been very interesting because I taught, I know this interview is about LINC but I also taught in 

the EAP program at all different levels and students from all different cultures to, you know, 

some are refugees, who are not literate in the first language and then some are international 

students who have very advanced language skills so it's been very interesting and I've learned a 

lot about not just the teaching of English and English language itself but also other cultures.  
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Okay we'll get that back to that point in a minute, I have questions about that, too. So I guess you 

are currently working in a LINC program, how long have you been working there and what does 

your job responsibility include? 

  

I've been working at this particular LINC job. I've been working there since September 2016, 

over 3 years but I have been supplying there, supply teaching for 4 years and what does my 

responsibility include, it includes preparing lessons, the LINC uses guidelines for the curriculum, 

but the teachers have to prepare lesson plans and specific materials, so the preparation, obviously 

delivering lessons and then twice a year the students are evaluated. There is Canadian language 

benchmarks, the CLB, so I have to evaluate the students on all 4 skills twice a year.  

 

Now I will go to more questions about your teaching. Can you tell me a bit about your approach 

to teaching and why do you take that approach and if you can give me an example that would be 

really great. 

 

Before I go to answer which approach I take, I want to summarize an approach because a lot of it 

is being flexible, depending on the student's needs and interests. I find there's not just one 

approach that works but in terms of the soft skills definitely are those flexible, patience, 

enthusiastic, uhm, supportive. In terms of, with the teaching approach, so I teach LINC level 1 an 

2, and it’s primarily I'm not sure about it’s about teaching but I follow the PPP approach, the 

present practice and then produce the language because these students like a structured approach, 

yeah. 

 

okay yeah. 

 

okay did that answer the question?  

 

 That's okay I probably will be asking the same thing later so it's all right. So what is your general 

style of instruction?  

 

yeah so I guess yeah that probably will be my generally, go with because I teach in the LINC  

program at the lower levels I teach beginners and low intermediate okay so I generally of course 

teach all 4 language skills so I generally I do follow that PPP approach uhhuh but also can and 

now it's important that the teaching is more modern though with more student centered and 
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communicative right yeah so I definitely ensure that, that is implemented in the classroom. 

 

What are the most important aspects and skills of English language you think your students need 

to learn? 

 

Yeah so again in the LINC program because it would be different than the EAP because I been 

teaching in both, so LINC is very important for everyday language I would say specifically the 

speaking okay you know, because it's not about writing essays it's about being able to, they're 

new to Canada, the newcomers to Canada need to be able to speak in everyday situations, as they 

are at the doctor, the bank, shopping so I try to make the language as authentic as possible so that 

the students are prepared for that the real world task, and the real world tasks and what’s essential 

for them. So in a sense, it’s survival English. 

 

Do you speak a second language? 

 

No, I speak some French. I have experience with in terms of because I had difficulty to learn 

because I didn’t learn it as a child. As an adult I can understand how difficult it is to learn a 

language and I recently started learning a bit of Spanish but I don't unfortunately I don't I'm not 

fluent in other languages.  

 

How long have you been learning these languages? 

 

French, yes well I mean I guess in elementary school. But it was not in an immersion program.  

 

Can you think of any ways that your experience of learning a second language has influenced the 

way you teach ESL? 

 

Yeah I mean I know few years ago I took a French course and I improved my language and then I 

don't speak French stated that I don't need to so of course I kind of, I don't want to say it got 

worse but I guess I did I it's not easy for me to speak anymore so I know from that experience I 

always tell my students you have to speak English outside the class, not just in the class because 

they'll forget it and they should be immersed obviously it’s easier because they're here in Ottawa 

so they are immersed in the language but to watch English movies, listen to music, yeah so that's 

important.
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