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 چکیده
 

تفکننا او دننادخ َ اُدمارآمننذخ معبمننان زتننان اوگبیسننی در  در ایننه ملاهعننًت ات ننذات راتلننً میننان 
آمُزضنگاي ٌناخ زتنان منُرد تارسننی رناار پافنن. سنابت ودننص سناتدً خ تنذریب در تُاونایی تفکننا 
او دادخ معبمان تارسی ضذ. در پایانت راتلً میان سه َ تفکنا او دنادخ معبمنان منُرد ملاهعنً رناار 

اوگبیسی آمُزضگاي ٌاخ مخ بف سلح ضٍا مطنٍذ در  وفا از معبمان زتان 99پافن. تذیه مىظُرت 
َ « پبینرر-آزمُن تفکنا او دنادخ َاتسنُن»پژٌَص حاضا ضامن مادوذ. از آوان اُاس ً ضذ مً تً 

پاسخ دٌىذ. و ا یج تذسن آمنذي از تلبینو َاریناوب ینی سنُیً َ آزمنُن  «مدیاس اُدمارآمذخ معبم»
لً معىا دارخ میان تفکا او دادخ معبمنان زتنان اتٌمثس گی پیاسُن تا رَخ دادي ٌا وطا ن داد مً ر
َجننُد وننذارد.  ننلاَي تننا ایننهت ٌمثسنن گی  0...اوگبیسننی َ اُدمارآمننذخ آوننا ن در سننلح معىننادارخ 

 0...معىننادارخ میننان تفکننا او دننادخ معبمننانت سنناتدً خ تننذریب َ سننه آن ٌننا در سننلح معىننادارخ 
يت پیطىٍاداتی جٍن آمُزش زتان اوگبیسنی اراهنً مطاٌذي وطذ . در پایانت تا تُجً تً و ایج تذسن آمذ

 پادیذ.
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Abstract 

The present study sought to investigate, primarily, the relationship between Iranian EFL teachers‘ 

critical thinking and self-efficacy in language institutes. Secondly, the role of the teachers‘ years of 
teaching experience in their critical thinking ability was examined. Finally, the relationship between the 

teachers‘ age and their critical thinking was studied. To this end, 94 EFL teachers participated from the 

different language institutes in Mashhad. The teachers sat through the ―Watson-Glaser Critical Thinking 
Appraisal‖ and the ―Teachers‘ Sense of Efficacy Scale.‖ The statistical calculations via ANOVA and 

correlation revealed that there was no significant relationship between the teachers‘ critical thinking and 

their self-efficacy. Furthermore, no significant correlation was found between the teachers‘ critical 
thinking, their teaching experience, and age. The discussion and conclusions of the research are further 

presented with reference to earlier findings. 

Keywords: Age; Critical Thinking; Teaching Experience; Self-Efficacy 

1. Introduction  

The proponents of reflective teaching believe that professional growth is 

not merely governed by experience, but is best manifested in the association 

of experience with reflection (Richrads & Nunan, 1990). This notion of 

reflection is closely associated with the concept of criticism, since as 

advocated by Dewey (1933), there is a distinction between critical 

reflection and reflection: ―An individual who is not sufficiently critical may 

reach a hasty conclusion without examining all the possible outcomes‖ 

(Leung & Kember, 2003, cited in Phan, 2007, p. 790). Accordingly, a 
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critically reflective teacher is one who moves beyond the implementation of 

instructional techniques to a search of answers for ―what‖ and ―why‖ 

questions. These questions contribute teachers to enhance their teaching 

effectiveness (Richrads & Nunan, 1990). Ennis (1985, p. 46) defines critical 

thinking (CT) as "reasonable, reflective thinking that is focused on deciding 

what to believe or do" (cited in Yang, Newby, & Bill, 2007). It is apparent 

that these beliefs are not confined to external world. They can refer to one‘s 

internal world as an individual, that is, people‘s internal beliefs such as self- 

acceptance, self-actualization, self-esteem, self-efficacy, and so on. The 

focus of this study is on one of these internal beliefs, that is, self-efficacy.  

Self-efficacy beliefs have been defined as an individual‘s beliefs about 

his or her capabilities in certain areas or certain tasks (Bandura, 1986). In 

the realm of teaching, plethora of studies demonstrated the relationship 

between teachers‘ self-efficacy and their instructional behaviors. Gibson 

and Dembo (1984), for example, indicated a high correlation between 

teachers‘ sense of efficacy and their persistence in the presentation of 

lessons, feedback presentation, and support scaffolding for weaker students. 

In a similar study, Pajares (1992) found a strong relationship between 

teachers‘ educational beliefs and their planning, instructional decisions, 

classroom practices, and subsequent teaching behaviors. He concluded that 

"beliefs are far more influential than knowledge in determining how 

individuals organize and define tasks and problems and are stronger 

predictors of behavior" (Pajares, 1992, p. 311). On the other hand, teachers 

with low level of efficacy have been found to be cynical not only of their 

own abilities, but also of the abilities of their students and colleagues 

(Siebert, 2006). They also tend to undermine students‘ cognitive 

development as well as students‘ judgments of their own capabilities 

(Pajares & Schunk, 2001, cited in Siebert, 2006). In L2 contexts, identical 

results have been reported. For example, Ghanizadeh and Moafian (in 

press) found a positive relationship between teachers‘ sense of self-efficacy 

beliefs and their pedagogical success.  

Consistent with the importance of teachers‘ self-efficacy beliefs in 

effective teaching (Ghanizadeh & Moafian, in press; Pajares, 1992; 

Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998) and in line with the fact 

that the ultimate goal of every educational system is effective teaching and 

learning, exploring the factors which may have some relationships with 

teachers‘ efficacy beliefs is imperative. CT is one of the factors that seems 

to have a significant relationship with teachers‘ self-efficacy beliefs. 
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Mezirov (1998), extending the previously-mentioned work of Dewey 

(1933), argued that any act of critical reflection involves a degree of change 

to personal beliefs. Phan (2007) also contended that ―reflection entails 

active, persistent, and careful consideration of assumptions or beliefs 

grounded in consciousness‖ (p. 4). Furthermore, as evident in the Ennis‘s 

(1985) definition of CT, mentioned above, decision-making is an 

indispensable part of CT ability (Fisher, 2001). Without any doubt, if 

teachers‘ decisions are made discreetly and tactfully, it will plausibly lead 

to the desired outcomes. This achievement, in turn, may enhance teachers‘ 

beliefs about their abilities; in other words, their self-efficacy will be 

boosted. Of course, what was mentioned is all based on logical reasoning 

and no study to date has formally investigated the relationship between 

teachers‘ self-efficacy beliefs and CT. This gap in the field calls for 

investigations to examine the relationship between teachers‘ CT and self-

efficacy. Thus, an attempt is made in the current study to investigate the 

possible relations between these two elements among EFL teachers.  

2. Literature Review 

2.1. Theoretical Foundations of Self-Efficacy 

In Social Foundations of Thought and Action, Bandura (1986) proposed 

a social cognitive theory that emphasized the role of self-referent 

phenomena and adopted an agentic view of personality. According to this 

agentic sociocognitive perspective, the underlying features of personal 

agency include intentionality, forethought, self-reactiveness, and self-

reflectiveness. Bandura (2001) describes intention as ―representation of a 

future course of action to be performed‖ (p. 6), that can originate actions for 

given purposes. The manifestation of forward looking plans, nevertheless, 

calls for more than an intentional state. What is needed is the exercise of 

forethought through which individuals are motivated and their actions are 

shaped in anticipation of future events (Bandura, 2001). Successful 

implementation of intentions and plans, of course, entails not only the 

intentional ability to make choices and action plans, but also the ability to 

motivate and regulate the implementation of desired actions. According to 

Bandura (1986), this metacognitive ability is realized through self-

regulatory processes that link thought to action and includes self-

monitoring, performance self-guidance via personal standards, and 

corrective self-reactions. The last distinctive core feature of Bandura‘s 

http://www.amazon.com/exec/obidos/ASIN/013815614X/002-4621830-6164253
http://www.des.emory.edu/mfp/BanduraARP2001r.PDF
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agentic sociocognitive theory pivots on individuals‘ capability to reflect on 

themselves, their thoughts, and actions. For Bandura (1997), perceived self-

efficacy, that is, ―beliefs in one‘s capabilities to organize and execute the 

courses of action required to produce given attainments" (p. 3), is the most 

fundamental and ubiquitous mechanism of personal agency. He also 

asserted how people behave can often be better predicted by the beliefs they 

hold about their own capabilities than by what they are actually capable of 

accomplishing.  

2.2. Definitions of CT 

The literature related to CT reveals that the definition of CT 

encompasses many dimensions. Historically, Dewey (1933) described CT 

from a philosophical perspective whereby education was meant to provide 

conditions to cultivate habits or training of the mind. In his view, aspects of 

CT included inquiry, discrimination, testing beliefs, and considering 

alternatives. Paul (1988) viewed CT as learning how to ask and answer 

questions of analysis, synthesis and evaluation, and ―the ability to reach 

sound conclusions based on observations and information‖ (p. 50). More 

recently, CT has been viewed as more than cognitive skills. Halpern (1998) 

regarded CT as the type of thinking used in problem solving, determining 

probable outcomes, formulating inferences, and making decisions. Simpson 

and Courtney (2003) notes that CT is a complex process rather than a 

method to be learned. It is an orientation of the mind including both 

cognitive and affective domains of reasoning, and attitude is significant in 

influencing an individual‘s abilities to question assumptions. Watson and 

Glaser (2002) associate CT with the following abilities: 

Inferences drawn from factual statements; recognition of 

assumptions in a series of statements; interpreting whether 

conclusions are warranted or not; determine if conclusions follow 

from information in given statements, and evaluating arguments 

as being strong and relevant or weak and irrelevant. (pp. 21-23) 

In sum, CT involves many different types of abilities, such as problem-

solving, intellectual skills, evaluation, and cognitive strategies.  

2.3. Areas of Influence 

The abovementioned definitions of CT ability seemingly demonstrate 

that CT can be influential in every discipline and occupation, due to its 

association with facets such as problem-solving and decision-making. In 

http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6WNX-4KSSW38-1&_user=3438857&_coverDate=07%2F31%2F2007&_alid=696195040&_rdoc=53&_fmt=full&_orig=search&_cdi=6974&_st=13&_docanchor=&view=c&_ct=757&_acct=C000053505&_version=1&_urlVersion=0&_userid=3438857&md5=e1abd5aeed916269ecc249cd9a8eb7b5#bib8
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6VD8-4R8PNC3-1&_user=10&_coverDate=12%2F04%2F2007&_alid=696195040&_rdoc=22&_fmt=full&_orig=search&_cdi=5976&_sort=d&_docanchor=&view=c&_ct=757&_acct=C000050221&_version=1&_urlVersion=0&_userid=10&md5=e068efc3b8084c710f84585abd6688a7#bib34
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6WNX-4KSSW38-1&_user=3438857&_coverDate=07%2F31%2F2007&_alid=696195040&_rdoc=53&_fmt=full&_orig=search&_cdi=6974&_st=13&_docanchor=&view=c&_ct=757&_acct=C000053505&_version=1&_urlVersion=0&_userid=3438857&md5=e1abd5aeed916269ecc249cd9a8eb7b5#bib26
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6WNX-4KSSW38-1&_user=3438857&_coverDate=07%2F31%2F2007&_alid=696195040&_rdoc=53&_fmt=full&_orig=search&_cdi=6974&_st=13&_docanchor=&view=c&_ct=757&_acct=C000053505&_version=1&_urlVersion=0&_userid=3438857&md5=e1abd5aeed916269ecc249cd9a8eb7b5#bib26
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6VD8-4R8PNC3-1&_user=10&_coverDate=12%2F04%2F2007&_alid=696195040&_rdoc=22&_fmt=full&_orig=search&_cdi=5976&_sort=d&_docanchor=&view=c&_ct=757&_acct=C000050221&_version=1&_urlVersion=0&_userid=10&md5=e068efc3b8084c710f84585abd6688a7#bib50
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6VD8-4R8PNC3-1&_user=10&_coverDate=12%2F04%2F2007&_alid=696195040&_rdoc=22&_fmt=full&_orig=search&_cdi=5976&_sort=d&_docanchor=&view=c&_ct=757&_acct=C000050221&_version=1&_urlVersion=0&_userid=10&md5=e068efc3b8084c710f84585abd6688a7#bib50
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educational settings, it is widely accepted that learning to think is one of the 

most important goals of formal schooling. Dewey (1933) stated that the 

central purpose of education is learning to think. As part of that education, 

learners need to develop and learn to apply CT skills to their academic 

studies effectively (Keeley, Holland, & Watson, 2005), to the complex 

problems that they will face in their professions (Yeh, 2004), and to the 

critical choices they will be forced to make as a result of the information 

explosion and other rapid technological changes (Oliver & Utermohlen, 

1995). 

In L2 contexts, it seems that attention to CT deserves the additional 

considerations due to the position of problem-solving, attitudes, self-

regulation, and metacognitive abilities in L2 classes. Besides, as Davidson 

(1998) noted, since ―part of the English teacher‘s task is to prepare learners 

to interact with native speakers who value explicit comment, intelligent 

criticism, and intellectual assertion‖ (p. 121), introducing learners to CT is 

even more essential for L2 teachers than L1 teachers (Davidson, 1998). 

Likewise, more recently, ways in which CT might be interpreted and 

taught have become highly debated questions for L2 learning scholars and 

practitioners (Thompson, 2002). A shift has occurred from viewing learning 

primarily as rote training to conceptualizing learning as a constantly 

evolving process of discovering, questioning, reformulating hypotheses 

(Pennycook, 1994), and thoughtful mentoring (Facione, Facione, & 

Giancarlo, 1997). 

A diverse body of educational research on CT provides support for 

integrating CT skills into L2 educational curriculum (e.g., Dam & Volman, 

2004; Davidson & Dunham, 1997; Frijters, Dam & Rijlaarsdam, 2008; 

MacBride & Bonnette, 1995). 

Similarly, there are different studies in the scope of teacher education 

focusing on CT. Harrington, Quinn-leering, and Hudson (1996) investigated 

the impact of the use of case-based pedagogy on developing CT in future 

teachers. After analyzing the students‘ written analyses of dilemma-based 

cases, they found patterns showing the evidence of open-mindedness, sense 

of professional responsibility, and eagerness among students in their 

approach to teaching. Dinkelman (2000) studied the extent, nature, and 

development of CT in three social studies of preservice teachers. The 

results revealed that teacher educators could be influential factors in 

changing preservice teachers to more critically reflective ones. Considering 

critical reflection as a practical aim of preservice teacher education was also 

http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6VCJ-4NYJRWV-1&_user=3438857&_coverDate=06%2F13%2F2007&_alid=696195040&_rdoc=55&_fmt=full&_orig=search&_cdi=5956&_st=13&_docanchor=&view=c&_ct=757&_acct=C000053505&_version=1&_urlVersion=0&_userid=3438857&md5=f7aa8acfaa573aef0cfca34d8924d51c#bib5
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6VCJ-4NYJRWV-1&_user=3438857&_coverDate=06%2F13%2F2007&_alid=696195040&_rdoc=55&_fmt=full&_orig=search&_cdi=5956&_st=13&_docanchor=&view=c&_ct=757&_acct=C000053505&_version=1&_urlVersion=0&_userid=3438857&md5=f7aa8acfaa573aef0cfca34d8924d51c#bib13
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6VCJ-4NYJRWV-1&_user=3438857&_coverDate=06%2F13%2F2007&_alid=696195040&_rdoc=55&_fmt=full&_orig=search&_cdi=5956&_st=13&_docanchor=&view=c&_ct=757&_acct=C000053505&_version=1&_urlVersion=0&_userid=3438857&md5=f7aa8acfaa573aef0cfca34d8924d51c#bib27
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6VCJ-4NYJRWV-1&_user=3438857&_coverDate=06%2F13%2F2007&_alid=696195040&_rdoc=55&_fmt=full&_orig=search&_cdi=5956&_st=13&_docanchor=&view=c&_ct=757&_acct=C000053505&_version=1&_urlVersion=0&_userid=3438857&md5=f7aa8acfaa573aef0cfca34d8924d51c#bib19
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=B6VCJ-4NYJRWV-1&_user=3438857&_coverDate=06%2F13%2F2007&_alid=696195040&_rdoc=55&_fmt=full&_orig=search&_cdi=5956&_st=13&_docanchor=&view=c&_ct=757&_acct=C000053505&_version=1&_urlVersion=0&_userid=3438857&md5=f7aa8acfaa573aef0cfca34d8924d51c#bib19
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supported by the findings of the study. Yeh (2004) studied the effect of a 

computer simulation program on improving preservice teachers‘ reflective 

teaching. The findings revealed that computer simulation was an effective 

instrument for teaching general CT skills in order to improve preservice 

teachers‘ reflective teaching. In a qualitative study, Yang (2005) argued the 

importance of the role of a critically reflective teacher in language teaching 

and learning processes. She explained that being enthusiastic, creative, and 

informative in L2 teaching and learning are three features that a critically 

reflective teacher should posses. 

Reviewing the literature on CT reveals that none of the CT-related 

studies to date have considered the relationship between teachers‘ CT and 

their sense of self-efficacy beliefs, although there are some reasoning 

indicating that there may be a significant relationship between teachers‘ CT 

and their efficacy beliefs. For example, Bandura (2001) contends that CT 

ability is associated with other cognitive variables such as motivation and 

self-efficacy beliefs. He states individuals assess their motivation, beliefs, 

and values through critical and reflective practices which, in turn, may lead 

to ―verification of soundness of one‘s thinking‖ (p. 10). This metacognitive 

ability, he asserts, contributes to the development of people‘s beliefs in their 

capabilities, that is, their sense of efficacy beliefs. Phan (2010) found 

students‘ academic self-efficacy beliefs were predictive of reflective 

thinking. He believed this would justify the previous findings that self-

efficacious learners are more likely to engage in reflective thinking practice. 

As far as teachers‘ CT and its association with their efficacy beliefs are 

concerned, identical contentions are conveyed. Yang (2005) argues, ―being 

a critically reflective teacher involves the fact that we should integrate our 

teaching beliefs [including teachers‘ sense of efficacy] with our teaching 

activities through which we develop ourselves individually and 

collectively‖ (p.31). Reynolds (1992, p.25, cited in Jenkins & Lloyd, 2001) 

states that ―competent teachers evaluate their own teaching effectiveness by 

reflecting on their own actions and student responses in order to improve 

their practice.‖ It is clear that improvement in teaching practice can enhance 

teachers‘ beliefs about their own abilities. Jenkins and Lloyd (2001) also 

consider teachers‘ thinking critically as a vehicle to facilitate the 

progression from a novice (usually with low-efficacy beliefs) to an 

autonomous (usually with high efficacy beliefs) teacher. So, it appears that 

there may be a relationship between teachers‘ CT and efficacy beliefs. The 

dearth of investigation into the possible relations between teachers‘ CT and 
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their beliefs, in particular the sense of self-efficacy, does echo a clear need 

to undertake a research exploring such a relationship. In summary, the 

present study primarily seeks to investigate the relationship between EFL 

teachers‘ CT and their self-efficacy beliefs. To this end, the following 

research questions were posed and investigated in this study: 

1. Is there any relationship between EFL teachers‘ CT and sense of 

self-efficacy beliefs in language institutes? 

2. Is there any relationship between EFL teachers‘ CT and years of 

teaching experience in language institutes? 

3. Is there any relationship between EFL teachers‘ CT and age in 

language institutes?  

3. Method  
3.1. Participants 

Ninety-four Iranian EFL teachers participated in the study. There were 

65 females and 23 males; six participants did not specify their gender. Their 

age varied from 20 to 54 years old (M = 26.83, SD = 5.93) and their 

teaching experience varied from 1 to 30 years (M = 5.51, SD = 4.71). They 

mostly majored in the different branches of English―English Literature (26 

B.A., 2 M.A.), English Teaching (19 B.A., 13 M.A.), English Translation (8 

B.A.)―and those teachers who didn‘t major in English were duly qualified 

to teach it. 

3.2. Instruments 
3.2.1. Watson-Glaser’s Critical Thinking Appraisal (Form A) 

To evaluate the teachers‘ CT ability, the ―Watson-Glaser Critical 

Thinking Appraisal‖ (CTA; Form A) was employed. This test comprises 80 

items and consists of 5 subtests as follows (Hajjarian, 2008, pp. 87-88): 

Test 1. Inference: Discriminating among degrees of truth or falsity of 

inference drawn from given data. 

Test 2. Recognizing Unstated Assumptions: Recognizing unstated 

assumptions or presuppositions in given statements or assertions. 

Test 3. Deduction: Determining whether certain conclusions necessarily 

follow from information in given statement or premises. 

Test 4. Interpretation: Weighing evidence and deciding if 

generalizations or conclusions based on the given data are 

warranted. 
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Test 5. Evaluation of Arguments: Distinguishing between arguments 

that are strong and relevant and those that are weak or relevant to a 

particular question at issue. 

The reliability of the Watson-Glazer test has been determined in three 

ways: estimates of the test‘s internal consistency, stability of the test scores 

over time, and the correlation between scores on alternate forms. Internal 

consistency was measured by using split-half reliability coefficients. 

Testing stability over time indicated an acceptable level of stability (0.73). 

Regarding validity, the Watson-Glaser test enjoys all areas of face, content, 

criterion, and construction validity (Hajjarian, 2008). 

In this study, the total reliability of the questionnaire was calculated via 

Cronbach‘s alpha, which was found to be 0.83. 

3.2.2. Teachers’ Sense of Efficacy Scale (Long Form) 

Reviewing the existing measures on teacher‘s self-efficacy such as 

Webb Efficacy Scale developed by Ashton, Olejnik, Crocker and 

McAuliffe (1982), Teacher Efficacy Scale by Gibson and Dembo (1984), 

and Bandura‘s Teacher Efficacy Scale (1997), the researchers decided to 

utilize the Teachers’ Sense of Efficacy Scale designed by Tschannen-Moran 

and Woolfolk Hoy, due to its comprehensiveness, integrity, and ease of 

administration. Teachers‘ Sense of Efficacy Scale, also called Ohio State 

Teacher Efficacy Scale (OSTES), encompasses two versions: long form 

(including 24 items) and short form (including 12 items). In the current 

study, the long form was applied, which includes three subscales: 1) 

efficacy in student engagement, 2) efficacy in instructional strategies, and 

3) efficacy in classroom management. Each subscale loads equally on eight 

items, and every item is measured on a 9-point scale anchored with the 

notations: ―nothing, very little, some influence, quite a bit, a great deal.‖ 

This scale seeks to capture the multi-faceted nature of teachers‘ efficacy 

beliefs in a concise manner, without becoming too specific or too general. 

The total reliability and the reliability of each individual 

factor―reported by Tschannen-Moran and Woolfolk Hoy (2001)―are 

depicted in Table 1: 
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             Table 1  

Reliability Reports of OSTES 

 Mean SD Alpha 

OSTES 7.1 .94 .94 

Student Engagement 7.3 1.1 .87 

Instructional Strategies 7.3 1.1 .91 

Classroom Management 6.7 1.1 .90 
 

 In this study, the total reliability of the questionnaire was calculated via 

Cronbach‘s alpha, which was found to be 0.95. 

3.3. Data Collection 

The study was conducted in several private language institutes (Danesh, 

Sohravardi, Golestan, Ariyanpur, Zabansara, Allameh, Marefat, Kish, Kish 

Air, College, Jahad-e-Daneshgahi, and ILI) in Mashhad between September 

2008 and March 2009. The institutes were selected based on credibility and 

feasibility criteria. Besides, because the researchers themselves or their 

colleagues were teaching in the aforementioned institutes, they benefited 

from the voluntary and warm participation and cooperation of the teachers. 

The participants were asked to take the Teachers‘ Sense of Efficacy Scale 

and the Watson-Glaser Critical Thinking Appraisal. They took the 

questionnaires home, filled them in, and submitted them to the researchers 

within a week. Two hundred and fifty four questionnaires (127 CT 

questionnaires and 127 Efficacy questionnaires) were distributed, out of 

which one hundred and eighty eight were returned to the researchers. To 

receive the reliable data, the researchers explained the purpose of 

completing the questionnaires and assured the participants that no one, 

except the researchers, would have access to their answers on the 

questionnaires. In other words, endevor was made to observe the 

confidentiality and anonymity considerations. 

3.4.  Data Analysis 

To ensure the normality of the distribution, descriptive statistics was 

employed. Then, based on Watson-Glaser‘s (2002) classification, the 

participants were divided into three groups: The subjects who scored 35 and 

below comprised the low CT group, those scoring between 36 and 55 were 

placed in the mid CT group, and those who got between 56 and 80 formed 

the high group (see Table 2). To see the difference among the three mean 
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scores on self-efficacy scale, a one-way ANOVA was conducted to the 

data.  

Table 2 

Group Membership Based on the CT Scores 

 N Score 

High CT 14 56-80 

Mid CT 69 36-55 

Low CT 11 0-35 
 

To discover if there was any relationship between any of the five 

different constructs of CT and the teachers‘ self-efficacy scores, Pearson 

product-moment correlation coefficients were run. To examine the 

relationships between the teachers‘ CT, their teaching experience, and age, 

Pearson product-moment correlation coefficients were conducted, as well. 

4. Results 

Table 3 summarizes the descriptive results of the two instruments (i.e., 

CT and Self-Efficacy questionnaires) used in the study (see Table 3): 
  
Table 3 

Descriptive Statistics of CT and Self-Efficacy 

 N Minimum Maximum Mean Std. Deviation 

CT 94 24 66 46.34 8.41 

Self-Efficacy 94 65 210 166.31 24.39 
 

To compare the mean scores of the three groups on the data gathered 

from the second instrument of the study (i.e., the Teachers‘ Sense of 

Efficacy Scale) a one-way ANOVA was run. The F-observed value was 

.059. This amount of F-value at 2 and 91 degrees of freedom was lower that 

the critical value of F, that is, 3.10 (see Table 4): 
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Table 4 

One-Way ANOVA Self-Efficacy by CT 

 Sum of Squares df Mean Square F Sig. 

Between Groups 72.15 2 36.07 .059 .94 

Within Groups 55288.27 91 607.56   

Total 55360.42 93    

Therefore, it can be concluded that there was no significance difference 

between the mean scores of the three groups of teachers on the Sense of 

Efficacy Scale. 

As displayed in Table 5, the result of the Leven‘s test of homogeneity of 

variance revealed that the three groups enjoyed homogenous variance; 

hence, the results of the one-way ANOVA were reliable. The F-value of 

3.07 at 2 and 91 degrees of freedom was lower than the critical value of 

3.10. Thus, the underlying assumption of one-way ANOVA was met, that 

is, there was not any marked difference between the variance of the three 

groups (see Table 5): 

Table 5 

Levene’s Test of Homogeneity of Variance 

Levene‘s Statistic df1 df2 Sig. 

3.07 2 91 .051 
 

The data analysis revealed that there was no significant relationship 

between the teachers‘ CT and the scores they obtained from the self-

efficacy scale. Therefore, the researchers decided to analyze the constructs 

of CT separately to discover if there was any noteworthy relationship 

between any of the five different constructs of CT and the teachers‘ scores 

on efficacy scale. To this end, a Pearson product-moment correlation was 

employed.  

The results of correlation revealed that there was no significant 

correlation between the EFL teachers‘ CT and their scores in self-efficacy. 

All the levels of significance of the correlation coefficients were greater 

than .05 (see Table 6): 
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Table 6 

Correlation Between Components of the Teachers’ CT and Self-Efficacy 

 Self-Efficacy 

Inference -.091 
Recognizing Unstated Assumptions .047 

Deduction -.009 

Interpretation -.037 

Evaluation of Arguments -.109 
 

To determine the role of teaching experience in the teachers‘ CT, a 

Pearson product-moment correlation was run. The findings indicated that 

there was no significant correlation between the teachers‘ years of teaching 

experience and the total scores of CT at the level of .05. No significant 

relationship was also found between the teachers‘ teaching experience and 

the five constructs that compose the total CT (see Table 7):  

Table 7 

Correlation Between the Teachers’ Years of Teaching Experience and CT Scores 

 Years of Teaching Experience 

Inference -.136 
Recognizing Unstated Assumptions -.018 

Deduction .071 

Interpretation .137 

Evaluation of Arguments -.076 

Total CT -.012  

 

To examine the relationship between the teachers‘ CT and age, a 

Pearson product-moment correlation was employed. The results showed 

that, at the level of .05, there was no significant correlation between the 

teachers‘ age and their CT. The correlation between the teachers‘ age and 

the components of CT was not significant as well (see Table 8):  
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Table 8 

Correlation Between the Teachers’ Age and CT Scores  

 Age 

Inference -.039 
Recognizing Unstated Assumptions -.073 
Deduction .037 

Interpretation -.014 

Evaluation of Arguments -.058 

Total CT -.046 

5. Discussion  

The first objective of the study was to investigate the relationship 

between the teachers‘ CT and sense of self-efficacy beliefs. According to 

Nunan and Lamb (1999, p. 202, cited in Yang, 2005): 

Reflective teachers are ones who are capable of monitoring, 

critiquing and defending their actions in planning, implementing 

and evaluating language programs. They are sensitive to a range 

of learner needs and able to use these as a basis for selecting and 

organizing goals, objectives, content, and learning experiences 

of language programs; they are able to analyze and critique their 

own classroom behavior and the behavior of their learners; they 

are able to encourage learners to self-monitor and self-assess and 

evaluate the effectiveness of teaching. 

As Nunan and Lamb (1999) argued, critically reflective teachers respond 

thoughtfully to the stimuli they receive from educational environments. 

They think about whatever they are going to act and choose, evaluate the 

results of their actions in teaching and learning processes and through these 

continual assessments, they choose the best choice in order to achieve the 

goal. Thus, they are exact and considerate in selecting and arranging their 

activities. Through these well-considered practices, the teachers increase 

the percentage of their effectiveness and success in their profession. It can 

be contended that this, in turn, may enhance teachers‘ sense of efficacy 

beliefs, because as Bandura (1997) postulated, the most prevailing and 

powerful influence on efficacy is mastery experience through which 

successfully performing a behavior increases self-efficacy for that behavior. 

In other words, the perception that a performance has been successful 

enhances perceived self-efficacy and ensures future proficiency and 

success. Furthermore, critically reflective teachers are sensitive to the 
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judgments they receive about themselves from their students and 

colleagues. They reflect carefully and critically about what they hear and 

try to enhance the positive points and remove the negative ones or modify 

them to the positive points in themselves. As a result, their self-efficacy is 

boosted.  

On the other part, reconsidering the proposed definitions of CT would 

reveal that a trace of efficacy beliefs is discernible in almost most recent 

definitions of CT. Giancarlo and Facione (2001) characterized CT as a 

purposeful and self-regulatory judgment about one‘s beliefs. They noted 

that a person engaged in CT used a set of cognitive skills to form that 

judgment and to monitor and improve the quality of that judgment. Huitt 

(1998) believed that a sound model of CT must include some component of 

beliefs. Accordingly, he defined CT as the disciplined mental activity of 

evaluating arguments or propositions based on which people make 

judgments and these judgments can guide the development of their beliefs 

and action taking.  

Based on these logical reasoning, the researchers of this study presumed 

that there might be a relationship between teachers CT and sense of self-

efficacy beliefs. Nevertheless, the results did not support this hypothesis. 

The findings indicated that there is no significant relationship between 

teachers‘ CT and self-efficacy. The results of the present study confirm the 

findings of Phan (2007) that among the components of reflective thinking, 

CT is not associated significantly with learners‘ self-efficacy, although the 

other components (habitual action, understanding, and reflection) were 

found to relate positively to self-efficacy. Phan (2010) himself deemed the 

lack of bivariate association between CT and self-efficacy perplexing and 

called for more research on this area of enquiry. The current study revealed 

that the same also goes for EFL teachers. This finding, nevertheless, is in 

contrast with what was hypothesized in this study based on the 

aforementioned theoretical contentions. Contemplating the possible reasons 

for such an unexpected outcome, the researchers came across the following 

main reason: In this study, there was not much variation among CT scores, 

and the scores were mostly close to each other. This lack of variation may 

be a possible reason for not finding any possible relationship between the 

teachers‘ CT and efficacy beliefs, because correlational studies require a 

variety of levels to reveal accurate results. As Bachman (1995) states, when 

there is little variation among scores, investigating the relationship between 

the two set of scores will show a very low estimate of correlation. 
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Regarding the second research question which inquired whether there 

was any significant relationship between teachers‘ CT and teaching 

experience, the results indicated that there was no significant relationship 

between teachers‘ CT and teaching experience. In other words, the teachers 

who enjoyed high levels of CT were not necessarily the ones who had many 

years of teaching experience.  

Scholars in the field of CT believe that the ability to think critically and 

reflectively is a function of one‘s experience as well as one‘s intellect 

(Dewey, 1933). It has been also argued that prior knowledge and life 

experiences are prerequisites for the ability to analyze life situations 

reflectively (Kurland, 2000). Glaser (1941) contends that the ability to think 

critically involves three things, one of which is the ability to consider the 

problems and subjects in a reflective way. He believes that this ability is 

influenced by one‘s range of experiences. Contrary to the expectation, the 

results of the present study revealed that teaching experience was not 

correlated with teachers‘ CT ability, that is, novice and experienced 

teachers did not display any significant difference in their ability to think 

critically. This can be explained in the view of the fact that in the post-

method era of EFL teaching with its emphasis on reflectivity and 

divergence, teachers from the very beginning of teaching practices must 

equip themselves with the ability to evaluate and think critically. It can also 

be argued that the setting of this study (language institutes) might have 

contributed to this unexpected result. In Iranian institutional contexts, all 

teachers who are supposed to start teaching in English institutes are 

required to pass a teacher training course. Through such courses, teachers 

are encouraged to integrate aspects of critical theory into their classes in 

order to benefit from reflecting on their own teaching practices and 

outcomes, and developing competence in self-assessment. 

Furthermore, the complexity of modern life necessitates developing and 

applying CT abilities. Complicated situations cannot be solved by simple 

thinking; they need higher-order intellectual or cognitive abilities including 

complex critical kind of thinking as Wright (2002) put it. These abilities 

underpin our perceptions of the world and the subsequent decisions we 

make, irrespective of the profession we have and the amount of time we 

have engaged in that job. 

Regarding the third research question which intended to examine 

whether there was any relationship between the teachers‘ CT and age, the 

http://en.wikipedia.org/w/index.php?title=Edward_Glaser&action=edit&redlink=1
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results revealed that there was no significant relationship between the 

teachers‘ CT and age.  

CT has been viewed as a skill that may be improved in everyone, and 

does not necessarily develop with maturity and so can be taught to all ages 

(Walsh & Paul, 1988). For example, Lipmann (1988) found that the mean 

scores of college freshmen on the New Jersey Test of Reasoning Skills did 

not differ significantly from those of six graders.  

Viewing from everyday life perspective, it is apparent that the world is 

changing rapidly and that the new issues arise and the old ones are 

revisited. According to Wright (2002), we should respond to these by 

making reflective and reasonable decisions that will affect our lives. He 

believed that this ability should not be restricted to any particular age or 

gender group, especially if we want children to become independent 

decision makers. 

This finding of the present study may also be attributed to the fact that 

CT (whether regarded as a skill or disposition) is under the influence of 

wide array of other factors and aspects such as truth-seeking, open-

mindedness, analyticity, systematicity, inquisitiveness, and cognitive 

maturity (Facione, Giancarlo, Facione, & Gainen, 1995), cultural 

background and social context (Atkinson, 1997), family and educational 

settings and the degree of exposure to CT training and nurturing (Wright, 

2002). Thus, it can be argued that in this study factors and features other 

than age might have had more determining roles in shaping the teachers‘ 

CT abilities.  

6. Conclusion and Limitations  

On the basis of this study, it was revealed that there was no significant 

relationship between Iranian EFL teachers‘ CT and their sense of self-

efficacy beliefs. Furthermore, it was found that there was no significant 

correlation between teachers‘ CT, teaching experience, and age. The 

findings of the present study have some implications for EFL teachers, 

practitioners, and materials developers. The teachers who are older and 

have higher years of teaching experience should not be biased towards their 

age and teaching experience. They should be flexible towards the helpful 

and valuable views they receive. Every constructive and effective ideas 

about teaching profession should be welcomed by all teachers without 

considering the age and teaching experience of the ones who express these 

views. EFL practitioners and materials developers should arrange some 
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friendly meetings where teachers with different ages and varying range of 

teaching experience participate and through which they can properly exploit 

the potentials of teachers with higher CT ability in improving and choosing 

instructional materials, teaching practices, and evaluation processes. 

The findings lead to several recommendations for further research. To 

the researchers‘ knowledge, no studies examined the relationship between 

EFL teachers‘ CT and self-efficacy and this is the first attempt to explore 

the relationship between these two variables among EFL teachers; 

therefore, the study should be replicated to find out whether similar results 

can be obtained. In this research, the participants were selected according to 

available sampling. The study should be replicated using procedures that 

allow a higher degree of randomization and ultimately more 

generalizability. Furthermore, teachers‘ gender was not considered. In terms 

of the relationship between EFL teachers‘ CT and self-efficacy with respect 

to their gender, the research should be done with sufficient numbers of 

participants in each sex. Because this study was conducted only in private 

language institutes, further research is needed to be carried out at high 

schools in order to compare the results. 
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