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ABSTRACT

EFFECTS OF SCAFFOLDING STRATEGIES EMBEDDED WITHIN
WEB-BASED PEER EVALUATION SYSTEM ON PRE-SERVICE
TEACHERS’ REFLECTIVE THINKING AND SELF-EFFICACY

Yildiz, ismail
Ph.D., Department of Computer Education and Instructional Technology
Supervisor : Assist. Prof. Dr. S.Tugba Bulu

Co-Supervisor : Prof. Dr. Soner Yildirim

February 2012, 155 pages

The educational community is increasingly concerned about the limitations
of traditional teacher education programs to support teachers” professional
development. Beside the theoretical knowledge, the importance of the
experience cannot be debated. The main problem of the teacher education
institutions is that they fail to close the gap between the theoretical
principles taught in the faculties of education and the experiences of
teachers in the classrooms. Microteaching is the most popular method to
prepare the PSTs for real-world teaching profession. However, literature
showed that there are some barriers that PSTs face during the microteaching
process, including limited and unreflective peer-feedback (Huang, 2001). In
order to facilitate PSTs’ peer-interaction and reflective thinking during their
microteaching process, a web-based video analysis environment was

designed.



In addition, in teacher education observation has a critical place. The
purpose of this study is to examine the effects of question prompts
embedded within this environment on PSTs’ reflective thinking and self-
efficacy levels. For this purpose, a true experimental study was designed
and applied. 55 pre-service teachers were enrolled in this study. First
finding of this study is that the use of question prompts embedded in a
web-based video analysis system have a positive significant effect on pre-
service teachers' reflective thinking level. Second finding of this study is that
the use of question prompts embedded in a web-based video analysis
system did not have a significant effect on pre-service teachers' self-efficacy.
However, there was a significant linear trend indication for all types of self-
efficacy factors for both control and experimental group over the time. For
both groups this linear trend showed that self-efficacy scores of
instructional strategies, classroom management, and student engagement

developed over the time.

Keywords: Question Prompts, Scaffolding, Microteaching, Web Based Peer

Evaluation Tool, Peer Feedback, Self-etficacy, Observation



Oz

WEB TABANLI AKRAN DEGERLENDIRME SiSTEMINE
YERLESTIRILMIS YONLENDIRICi YARDIM STRATEJILERININ
HiZMET ONCESi OGRETMENLERIN YANSITICI DUSUNME VE

OGRETMEN OZYETERLILIKLERI UZERINDEKI ETKISi

Yildiz, Ismail
Doktora, Bilgisayar ve Ogretim Teknolojileri Egitimi Boliimii
Tez Yoneticisi : Yrd. Dog. Dr. S.Tugba Bulu

Ortak Tez YOneticisi : Prof. Dr. Soner Yildirim

Subat 2012, 155 sayfa

Egitim toplumu Ogretmenlerin mesleki gelisimlerini desteklemek igin
geleneksel Ogretmen egitim programlarmim simmrhiliklar1 hakkinda kaygi
duymaktadir. Teorik bilginin yaninda tecrubenin Onemi kesinlikle
tartigilamaz. Ogretmen egitim kurumlarinin temel sorunlarindan bir tanesi
de sinif icideki 6gretmenlerin deneyimleri ile egitim fakiiltelerinde okutulan
teorik ilkeler arasindaki boslugu kapatmadaki eksikligidir. Mikroogretim
metodu hizmet Oncesi 0gretmelerin gercek smif ortamindaki 6gretmenlik
meslegine hazirlanmasinda kullanilan en yaygin metoddur. Bunula birlikte,
literatiir ~ mikroogretim  siirecinde  hizmet Oncesi Ogretmenlerin
karsilastiklari, sinirli ve diislince iirtinii olmayan akran geri bildirimi gibi
bazi problemler odugunu gostermistir (Huang, 2001). Hizmet oOncesi

ogretmenlerinin mikrodgretim siirecinde akran-etkilesimi, yansitict
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diisiinme eglemlerinin kolaylastirilmasi i¢in web tabanli bir video analiz

ortami tasarlanmistir.

Ayrica, 6gretmen egitiminde gozlem, kritik bir yere sahiptir. Bu ¢alismanin
amaci, bu ortam igine yerlestirilmis soru promptlarinin hizmet Oncesi
ogretmenlerin yasitic1 diistinme ve ogretmen Ozyeterlilik seviyeleri tizerine
etkilerini ~aragtirmaktir. Bu sebeple, tam deneysel bir c¢alisma
gerceklestirilmistir. Bu c¢alismaya 55 servis Oncesi 0gretmen katilmistir.
Calismanin ilk bulgusu, ag tabanl video analiz sistemine yerlestirilmis soru
uyaranlarmin servis oncesi 0gretmenlerin yansitici diistinme seviyelerine
olumlu yénde anlaml bir etkisi oldugunu gdstermistir. Tkinci bulgusu da,
ag tabanli video analiz sistemine yerlestirilmis soru uyaranlarmin servis
oncesi Ogretmenlerin Oz-yeterliliklerine anlamli bir etkisi olmadigim
gostermistir. Fakat her iki grupta da 6z-yeterlilik alt faktorleri zaman iginde
anlamli bir artis egilimi gostermistir. Her iki grup i¢in de bu dogrusal artis
oz-yeterlilik alt faktorleri olan 6gretim stratejileri, sinif yonetimi ve 6grenci

katilimi zaman iginde gelismistir.
Anahtar Kelimeler: Yonlendirici Soru Sorma, Destekleyici, Mikroogrenme,

Web Tabanli Video Degerlendirme Araci, Akran geribildirimi, Ozyeterlilik,

Gozlem
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CHAPTER 1

INTRODUCTION

In this part, background of the study, problem statement, purpose of the
study, significance of the study, and definitions of terms will be explained

in a detailed way.
1.1 Background of the Study

Teachers are one of the most important components of the educational
systems. The effects of the teachers on developing new generations is
undisbutable. Therefore, teacher education programs where teachers are
prepared for the profession should be structured carefully. They should be
equiped with requirements of the conditions of changing world. In this
sense teacher training institutions have a vital responsibility for preparing
highly qualified prospective teachers. However, one of the greatest
challenges teacher educators have is how to help preservice teachers to
implement theoretical knowledge taught in the university into the real

world of teaching.

In almost all of the educational training programs, PSTs engage in field
experiences. Especially they have a chance of teaching experiences once or
twice. As stated by Greene (2003), for a variety of reasons, it is often difficult
to find placements for teacher candidates in local schools for field

1



experiences (Greene, 2003, p. 22). Also, student teachers have little
opportunity to observe effective teaching in actual classroom (Gayle, 2002).
As Paker (2000) stated “Student teachers have not been exposed to various
teachers' teaching styles” (p.115), there are still several problems pertaining
to these school experience courses. In a study, Yapici & Yapici (2004)
mentioned about following problems that number of the student teachers
per university advisor guiding PST is high and in order to train the PST for

the professional life, it is required to use some new aproaches.

Along with the theoretical knowledge, the importance of the experience is
not debatable. The educational community is increasingly concerned about
the limitations of traditional teacher education programs to support
teachers” professional development. Therefore, in teacher education
programs, microteaching technique as a way of providing real life
experience has been used for many years, all over the world it is widely in
use for different ELT Masters, in teaching assistant training, and FLE
teacher education settings. Microteaching technique plays an important
role on determining the inadequate and absent sides of the pre-service
teaching related with their teaching profession (Kuran, 2009). This
technique was used for training of the PSTs in the cotrolled classroom in a
simplified way. The first aim of this technique was to train the PST in a
rappid way in order to close the gap between practice and theory (Tochon,

2008). The intended aim is to prepare the PSTs to professional development.

During the microteaching process peers obseve the performer. Observation
is an important process for the microteaching technique. For observation
PSTs spent very large amount of time in order to gain teaching experience.

Bandura (1969,1977,1986) claims that, in teacher education observation is



important because most of the individuals learn by observation through
modeling and it is important while learning to teach (Young et. al., 2011). By
watching the others’ performances can generate expectations from the
reviewers’ side it means, others’ performance encourages them and they
feel they could achieve improvement in their self-performance (Bandura &
Barab, 1973). By this way observation triggers the activation of self-efficacy
(Bandura, 1977). In the literature, two types of observation technique were
used as guided and unguided observatin (Anderson et. al., 2005). Anderson
et. al. (2005) explain that in unguided observation, pre-service teachers are
not or little guided by the direction in what to observe, while in guided as
called focused observation the observers are directed to behaviors of
teacher. Anderson et al. (2005) also add that guided observation may limit
the range of observation behaviors. On the other hand Waxman (1988)
stated that guided observation support helps preservice teachers become
more aware of the social reality of teaching. PSTs in unguided observation
can see anything interesting in the classroom setting or they may look at the
teaching from a general foci (Anderson et. al., 2005). So guiding the PSTs by
specific questions which focus on the important points of a lesson or
allowing the PSTs free to observe others’ teaching can make different

contributions on the PTS’ self-efficacy levels.

In teacher training programs, PSTs can take a limited feedback from the
superviser teacher(Rorrison, 2005). However, it is known that divergent and
multiple perspective feedbacks are really beneficial for PSTs" professional
development (Huang, 2001). In recent years the importance of the reflective
practice (Schon, 1983; 1987) has taken attention in preparing the individuals

for professional environment. Dealing with the difficulties have positive



effects of the critical thinking in classroom setting (Dewey, 1933; Schon,

1987; Hulfish&Smith, 1961; Van Manen, 1977).

The importance of reflective thinking in teacher education programs have
been emphasized by significant educational researchers (Dewey, 1933;
Schon, 1987; Shulman, 1987). As an important skills of the changing world,
reflective thinking skill acquisition should be integrated in these programs.
Thinking on the teaching and learning process in deep way helps them to
improve the teaching professional skills. Reflection during the PSTs’
professional development gives chances to teachers to think on their work,
and understanding view of what the students and they do and by the way
they can improve the teaching and learning quality (A’Dhahab & Region,
2009; Akbari, 2007).

In previous years, microteaching sessions were conducted in Teaching
Methods and Computer Education course at METU and in these sessions
paper based peer evaluation forms had been used. In these forms, PSTs
were expected to complete checklist and give written feedbacks. It was
expected from the peers to write down reflections on the paper-based forms
while watching the microteaching performance It was realized that
although, PSTs completed the checklist, most of them did not provide
written feedback or they only reported what they see without making
higher order thinking. Huang (2001) was conducted a study in order to
explore the PSTs' reflective practice during the microteaching peer feedback
session. The findings of the study shows that reflective level of the
participants were at the reporting level, and explains what had been done

instead analyzing the related issues. In the conclusion author discover that



reflection contents and the reflective thinking issues needed to

improvement.

According to observation of the researcher, this problem can arise because
of a number of possible reasons. The first possible reason is that they had to
complete these peer feedbacks during the microteaching sessions which was
about only twenty minutes for each performer. The second one is that they
had to give feedbacks while they were watching microteaching
performance. In addition to peer side problems, administration of the paper

based system was very problematical for the instructor.

In order to overcome these types of problems, it is necessary to use
technology based solutions to enhance learning enviroments. In order to
improve the microteaching technique and consequently, enhance the
teaching experiences of PSTs, some new approaches can be adopted into
these environments. By promoting the reflective thinking level of the PSTs,
they can make more reflective peer feedbacks. In addition, it is aimed to
refine reflection quality and quantity of peer evaluation. Also, guiding the
microteaching observation process may effect the PSTs’ self-efficacy levels.
In this point, combining microteaching videos of PSTs and technological
opportunities can be seen as one of the alternative to overcome mentioned
problems. Because of all these problematical issues about the paper-based
system, a Web-based Peer Evaluation System (WBPES) developed by the
researchers specifically for this study. This supporting tool was designed in
order to use for observation and peer evaluation of the microteaching
sessions to facilitate the management workload and peer feedback process.

In addition to technical support, PSTs are needed to be trained in order to



be critical and reflective thinking teachers. In this environment PSTs can be

forced to be more reflective by using different techniques.

In the WBPES, question prompts as a scaffold has been used in order to
enhence the reflective thinking level of the PSTs and guided them while
observing the peers. In order to acquire much more experience, with the
help of the technological adoptations, PSTs can be supported to be more
reflective thinkers and observers. Question prompts are used to trigger the
learner’s response by using different question types for different cognitive
levels. (Wandberg & Rohwer, 2010) These cognitive levels as defined by
Bloom’s taxonomic levels (1956) could be supported by using different
question prompts. In promoting the higher levels of reflection, prompts and
questioning as scaffolding strategy has been most widely in use(Lai, 2008).
Question promps were embedded in this WBPES in order to support the
PSTs during the peer evaluation process. In the literature technology based
tools have been used to enhance the learners during the cognitive and
metacognitive processes. As Sharma and Hannafin (2007) claimed that in
order to direct and enhance the learning via the use of the computers the
technology-based scaffolds can be used. Metacognitive scaffolds guide the
learners while learning in terms of how to think by modeling cognitive
strategies and self-regulatory processes. To support the learners’ reflective
skills on the process of planing, monitoring, and evaluation technology
based tools have been used. These tools have been used to help the leaners
to see their thinking and learning process explicitly (Lin, Hmelo, Kinzer,
and Secules, 1999). Technology based scaffolds have been used to prepare
the learners for the learning environment by giving guidances and making
connections to existing ones and personal experiences. For instance Edelson

et al. (1999) designed “staging activities” used for sequences of structured



investigations and used the “bridging activities” which is a type of
visualization method have been used to articulate the learners’ initial
conceptions. Kolodner et al. (2003) used a tool named “messin about” which
enables the learners to design and build an initial model depend on their

prior knowledge.

1.2 Purpose of the Study

The main purpose of this study is to examine the effects of question
prompts (QPs) as scaffolding tools embedded within web-based video
analysis system on PSTs’ reflective thinking. In addition to this, how the use
of QPs embedded in a web-based video analysis system have an effect on

PSTs' self-efficacy levels is another aim of the present study.
1.2.1 Research Questions

The main focus of this study is to investigate whether QPs as scaffold
improve the reflective thinking levels of the PSTs and effects of reflective
thinking on the self-efficacy levels of the PSTs. In this sense, research
questions can be categorized under two main topics, reflective thinking
level and self-efficacy of PSTs. First research question investigates the
effects of the QPs on PSTs’ reflective thinking level by analyzing peer
feedbacks. The second research question is about the effects of the QPs on

PSTs’ self-efficacy levels.

Research Question 1: Does the use of question prompts embedded in a
web-based video analysis system have an effect on pre-service teachers'

reflective thinking level over the peer assessment sessions?



Ho = There is no statistically significant difference between the pre-
service teachers’ reflective thinking levels before and after the use of

question prompts embedded in a web-based video analysis system.

Research Question 2: Does the use of question prompts embedded in a
web-based video analysis system have an effect on pre-service teachers'
PSTs' self-efficacy levels?
Ho = There is no statistically significant difference between the pre-
service teachers’ self-efficacy levels before and after the use of

question prompts embedded in a web-based video analysis system.
1.3 Significance of the Study

In microteaching environment PSTs have a valuable opportunity, because
they have a chance of receiving comments from the peers. By practicing
how on learning to teach, they could learn about how teaching occurs
(Darling-Hammond, 2006). The simulated micro-teaching environment
provides an opportunity of closing the gap between learning and practice
before they step into the real classroom setting (So, 2009). In this
environment reflective thinking is very important because asking questions,
critiquing, and evaluating knowledge help the learners close the gap

between their beliefs and relatives of teaching (Lee, 2008).

Reflective thinking helps the learner reach the higher order thinking level
and help develop higher order reflective thinking skills (Song et. al, 2005).
In literature there are studies about the effects of the QPs on reflective
thinking. In promoting the higher levels of reflection, prompts and
questioning as scaffolding strategy has been most widely used (Lai, 2008).
However in literature, it is little known how the reflection promotes the

learner best (Davis, 2003). In some cases learners who received generic
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prompts develop more coherent understandings than do peers who receive
directed prompts (Davis, 2003). However, Jonassen (2010, p.303) claims that
“students under the guided questioning treatment gave significant more
explanations than the students who are not guided with questions”. There
are some evidences about the effects of the question prompts on self-
monitoring and reflection process (Lin & Lehman, 1999). In a study
conducted by Davis (2003) in order to investigate the ways of prompting
students for reflection, researchers tried to find answer to the question “Do
students merely need to be prompted to reflect, or do they need guidance in
reflecting productively?” In that study generic and directed question
prompts were contrasted. The results showed that students in the generic
prompt condition developed more coherent understandings, also students

reflected unproductively to the generic question than the directed prompts.

This study was conducted to understand whether providing guidence with
QPs increases reflective level of PSTs during peer assesment sessions. In
addition to this, it was also investigated whether use of QPs embedded in a
web-based video analysis system have an effect on PSTs' self-efficacy. This
study is important because, the results of this study may help to enlighten

this disscusion.

For this study WBPES (Web-Based Peer Evaluation System) was developed.
This tool has contributed valuable facilities into peer observation and
evaluation processes. PSTs conducted the peer observation and evaluation
anywhere and anytime. They found chance to receive their feedbacks to the
peers. They could watch the microteaching videos by synchronously

nvestigating the lesson plan, teaching materials and evaluation forms. From



the instructor side, WBPES reduced the workload and gave chance to

manage the peer evaluation and self-evaluation parts of the microteaching.

This study was rooted from a real problem encountered in the CEIT382
course, at METU. In this course the peers were supposed to write down
reflections on the paper-based forms while watching the microteaching
performance, but it was realized that PSTs only completed the checklist and
most of them did not provide written feedbacks or they only reported what
they see without making higher order thinking. In order to solve this
problem, a scaffold strategy of question prompts were used with the help of
this WBPES. The findings of the study showed that the QPs embedded in a
WBPES have a possitive effect on the PSTs reflective thinkling level. This
study is important because the study find a solution to the low level of
refletive thinking problem of the CEIT382 students. It is also important
because a solution method was suggested to the literature in order to

enhance the reflective thinking level of PSTs during peer evaluation.

The results of this research could be used in the teacher educatiin programs
in order to promote reflective thinking while preparing the PSTs for real
classroom setting. In general scope, becaming more reflective in peer
evaluation brings benefits for both reviewer and performer. When we look
the reviewer side, while making peer evaluation reviewers try to make
more reflective evaluations and they try to criticize important points of
being a good teacher, and try to make justifications about their cliams and
also try to look from multiple perspective by providing reasions. These
higher order thinking processes may result in valuable experiences for
becoming an experienced teacher. On the other hand receiving meaningful

and evidence based feedbacks, help the performers to see and evaluate
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themself from the others’ eyes and also gain valuable experiences about the

teaching profession.

1.4 Definition of Terms

Reflective Thinking (RT): Reflective thinking is as a kind of better way of
thinking that consists in turning a subject over in the mind by giving it

serious and consecutive consideration (Dewey, 1933).

Preservice Teacher (PST): Preservice teachers are the who enrolled in the
Computer Education Teaching Methods Course at Department of Computer
Education and Instructional Technology at METU during 2009-2010 spring

semester.

Self Efficay (SE): Beliefs of one’s capacity to organize and execute the people
manner in a high sense of courses of action required to produce given

attainments” (Bandura, 1997, p. 3).

Peer Evaluation: For this study peer evaluation is a process of giving

feedback to the video of the microteaching performer.

Microteaching: Microteaching is a different teaching situation in terms of
time and number of students which changes from 5 to 20 minutes in where
one of the pre-service students act as a teacher and the others act as
students. Microteaching consists of two main components of teaching a

lesson and feedback sessions.
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Scaffolding: Scaffolding is a metaphor for a structure which is putted in a
place in order to help learners reach their goals in educational environment

and removed time by time until no need to its existance (Dennen, 2004).
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CHAPTER 2

LITERATURE REVIEW

In order to reach a deep understanding of the place of scaffolding in
reflective thinking and their effects on the teacher education and self
efficacy, this chapter provides an exhausting explanations and relations
about the microteaching, self-efficacy(SE), reflective thinking (RT), and

scaffolding issues.
2.1 Microteaching

Microteaching developed and firstly used at Standford University in 1963 in
order to find out a new and effective training method for PSTs (Allen &
Cooper, 1970). This environment serves a very convenient environment to
PSTs in order to gain experiences on teaching skills in controlled classroom
environment. In this environment the real classroom difficulties are reduced
for the practitioners and the teacher candidates receives great deal of

feedbacks (Allen, and Ryan,1969).

All over the world microteaching technique is widely in use for different
ELT Masters, in teaching assistant training, and FLE teacher education
settings. In the UK, for example, it is currently used at Bristol, Cambridge,
Edinburgh, Indiana, Lancaster, London, Nottingham, Oxford, Roehampton,

and Wales. In the US, ESL, SLA and FLE microteaching programs exist in
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universities such as Boston University; Ball State University; Cleveland
State University; Colorado State University; California State University,
Chico; California State University, Fresno; George Washington University;
University of lowa; New York University; Seattle Pacific University; St. Olaf
College; University of California, Los Angeles; University of Minnesota;
University of Massachusetts; University of Pennsylvania; University of
Wisconsin-Madison, University of Wisconsin-Milwaukee, Winston Salem
State University, and so on. Other institutions provide microteaching
among many other SLA and FLE settings that may not advertise it or may
use variations with other names. We find ESL, FLS, TESL/TEFL/TESOL,
SLA, FLE/WLE microteaching in Canada (e.g., Dalhousie University,
Concordia University, and Lakehead University), in Australia (e.g.,
University of Southern Queensland, Charles Sturt University, and Monash
University), in Japan (e.g., Kanda University) as well as France (e.g.,
Institute for Applied Language), Netherlands (University of Amsterdam),
Turkey (e.g., Eastern Mediterranean University, Hacettepe University and
Anadolu University), and in numerous other places (e.g., National

University of Lesotho; City University of Hong-Kong, etc.) (Tochon, 2008).

Microteaching is a different teaching situation in terms of time and number
of students from the macroteaching. Macroteaching lesson time period is
generally 40 minutes; on the other hand in microteaching this period
changes from 5 to 20 minutes. (Sadker, M., Cooper, ].M., 1972 Cooper, ].M.,
Allen, D.W., 1970). The microteaching period is limited 5 to 20 minutes
because of eliminating the difficulties and complexities of the teaching
situation; by the way PST can concentrate on the selected skills (Sadker, M.,
Cooper, ].M., 1972). One of the pre-service students act as a teacher and the

others act as students. Microteaching consists of teaching a lesson and
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feedback. For feedback acquisition video or audio tape recordings were
used by supervisors, colleagues, pupils, and teachers (Cooper, ].M., Allen,

D.W., 1970).

Microteaching technique plays an important role on determining the
inadequate and absent sides of the pre-service teaching related with their
teaching profession (Kuran, 2009). This technique was used for training of
the PSTs in the classroom in a simplified way by using video technology.
The first aim of this technique was to train the PST in a rappid way in order

to close the gap between practice and theory (Tochon, 2008).

Microteaching has been used for many studies, especially for the PSTs'
training. Allen & Cooper (1970, p. 6) synthesized several rationales for
microteaching as a teacher training technique, and these rationales are

typed here:

o The fact that microteaching is real teaching, albeit constructed in the
sense that teacher and students work together in a practice situation,
is a point made by several authors (Allen and Ryan,1969; Allen and
Clark, 1967).

e Microteaching reduces the complexity of normal classroom teaching,
thus allowing the teacher to concentrate on the acquisition of a

teaching skill. (Cooper, 1967; Allen and Ryan, 1969; Bush, 1966 ).

e Knowledge and information about performance aid the learner (in
this case the teacher) to acquire a teaching skill. The immediate
feedback from videotape records, supervisors, pupils, and colleagues
provides a critique of the lesson which will help the teacher
constructively modify his behavior (Meier, summer 1968).
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Microteaching considers the trainee’s capacities by allowing him to
select the content of the lesson from the area of his greatest

competence (Meier, Summer 1968).

Microteaching permits greater control over the trainee’s with the
regard to students, methods of feedback, supervision, and many other

manipulatable variables (Allen and Ryan, 1969).

Microteaching provides a low threat situation in which to practice
teaching skills, a situation which should be more conductive to
learning than the high anxiety level exhibited by many beginning
teachers when practicing in actual classrooms (Allen and Clark,

1967).

Microteaaching is a low risk situation for both teacher and pupils.
Microteaching is not part of the pupils’ regular curriculum;
therefore, their learning is not endangered. Similarly, the teacher
need not fear failure for precisely the same reason (Allen and Clark,

1967).

Since active participation by the trainee is preferred, and meaningful
materials and tasks desirable for optimal learning to occur, the
microteaching setting allows the student to perfect certain skills that
he will subsequently be expected to perform in the reqular classroom

(Meier, Summer 1968).

Microteaching allows for the repetitive practice necessary to
overlearn skills which will be used during regular reaching (Meier,

Summer 1968).
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A study conducted Kupper (2001) and he assessed the students’
perspectives about the their microteaching experiences. Survey rating
results indicate that microteaching application appreciated by most of the

students and they find the microteaching application method very effective.

In another study Kuran (2009) investigated the effects of the microteaching
on the acquisition of knowledge and technique about the teaching
profession. 50 students participated to the study. Participants conducted
microteaching twice. Researcher compared these two microteaching scores

and 93% of the students found the microteaching technique effective.

Cakir (2000) conducted a study at three universities’ teacher education
department in Turkey context. She investigated the existing position and
the perceptions of the instructor to the microteaching technique. She
conducted a survey on 41 faculty members. All of the participants thought

that the microteaching technique should be used.

Microteaching consists of four main parts. These are planning, teaching,

feedback, and re-planning.

Plan: In the planning sessions PSTs supposed to prepare microteaching
lesson plans. This step is very important because PST as a microteaching
performer determines lesson topic, objectives, the teaching methods,

evaluation criteria, required instructional materials etc.

Teach: At the next step, PST performs microteaching. Microteaching
environment gives chance to the PSTs to practice teaching situations and

improve their reflective thinking skills, so they are supposed to give their
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attention on the processes in order to advance the teaching and learning

understandings (Huang, 2001).

Feedback: The other step is the feedback part. In this part except the
microteaching performer, other PSTs evaluate the microteaching
performer's teaching performance. Shulman (1986) claims that in some
situations the teaching capacity is considered for evaluating teacher on the
other hand, assessment could be considered as the criteria for teacher
evaluation and the following points were proposed for the teachers' review
and evaluation (p. 5). This step is explained under the caption of “Peer

Evaluation” in this part.

Re-Plan: After the feedback session, PSTs will prepare the microteaching
lesson plan again by correcting the improper parts of the instructional plan.
The evidence based meaningful self-evaluation and peer-evaluation are the
most important parts of the microteaching, because these findings will be

beneficial for PSTs' teaching skill improvement.

Microteaching environmenst allows the PST to gain experience on the
teaching skills and to cultivate the reflective thinking.(Huang, 2001). In
microteaching sessions PSTs can learn many useful new things, especially
they can learn the application of the teaching skills in the classroom
environment. For instance fluency in asking questions, probing questions,
higher order questions, divergent questions, reinforcement, recognizing
attention behavior, silence and nonverbal cues, closure, lecturing, use of
examples, planned repetition, completeness of communication (Allen and

Cooper, 1970).
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2.1.1 Peer Evaluation

In order to increase the understanding of teaching and learning PSTs are
expected to give careful and thoughtful deliberation to microteaching
environments (Huang, 2001). Especially the feedback part is important in
microteaching process, because in the feedback part microteaching
performers could find the chance of how their performance qualified in the
evaluators’ side. Evaluators give feedback by making reflection while
watching the performers” video. Reflection is used for PSTs both consider
their own learning and encountered problems; in addition reflection is

considered the main component of peer evaluation (Roberts, 2006).

Zink (2010), claims that reflection is a key part of the teaching process
because making reflection, students talk on which experince is meaningful
and how this learning can be applied in the future. In the microteaching
session, besides importance of performing microteaching, feedback session
part bring in valuable results both performer and evaluator. In this way,
peer evaluation is important because, while peer is watching the
microteaching video s/he can model the successful sides of the performer's
act and they can take the positive and useful vicarious experiences and
refuse the useless ones. In addititon, by making peer evaluation, peers give
feedback. Feedback step comes after the teaching part and the PSTs give this
feedback by answering different questions which are attached to the related
parts of the microteaching (Baird, Belt, Webb, 1967). A study was conducted
by Huang (2001) aimed to the explore the PSTs' reflective practice. The
reflection of the PSTs' focus on the following eight points: teacher
characteristics (82%), delivery of instruction (78%), classroom interaction
(40%), subject content knowledge (25%), questioning techniques (23%),
instructional aids (15%), students (9%), and general education issues (4%).
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About the reflections, the findings of the study shows that the reflective
level of the participants are at the reporting level, and explains what had
been done instead analyzing the related issues. In the conclusion author
discover that reflection contents and the reflective thinking issues was
needful to improvement. To supply meaningful reflection support systems
in this context recommended. In literature some research results claim that
evaluation criteria is needed while generating feedback for microteaching
sessions (Subramaniam, 2006). Benton-Kupper (2001) claims that instead of
general nature, feedback would be in a detailed way (Subramaniam, 2006,
p.667). In order to get evidence based and meaningful feedback, it is
required to support the peer evaluators in order to reach them higher order
thinking levels, by higher order questions can not be answered directly
from the memory or simply and in this point, critical thinking questions
prompt the students in order to use ideas instead of remember them

(Cooper, ].M., Allen, D.W., 1970).

Reflective thoughts constructs base for the next reflective thought and
reflective thought could be considered as a chain (Dewey,1933), so the peer
evaluation questions could be asked logical arrangement. Using the
cognitive skills and strategies increases the probability of intended learning
outcome and the focus of reflective thinking is these learning outcomes.

(Halpern, 1996).
2.2 Leraning From Experience

Experince has an important place in learning. In literature, it is mostly
claimed that individual can learn from the experinces (Kolb, 1984; Shulman,
1987). Kolb (1987) within the experiential learning theory defines learning

as;
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“the process whereby knowledge is created through the transformation of
experience. Knowledge results from the combination of grasping and

transforming experience”(Kolb 1984, p. 41)

Concrete
Experience

Testing in new Reflection

stuation Observation

abstracts
conceptualization

Figure 1 Kolb's Experiential Learning Cycle

Figure 1 illustrates two grasping experience modes of Concrete experience
and apstract concepts and two trasforming experince of reflective
observation and active experientation. In summary theory shows that the

concreate experince forms base for the observation and reflection. The result
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of the observation and reflection creates abstract concepts. By the way
actively testing this new sutuation can result in creating new experiences.
Reflecition is a process in which a professional learns from experiences
(Boud & Walker, 1990; Kolb, 1984; Shulman, 1987). Also Bandura (1977,
1981) cliams that from the experinces people developes a universal hope
and beliefs in order to compete with the different situations, as called self-

efficacy.
2.2.1 Self Efficacy

Self-efficacy notion was rooted from the Bandura” Social Cognitive Theory
(1977). Bandura defined the self-efficacy as ““beliefs in one’s capacity to
organize and execute the people manner in a high sense of courses of action
required to produce given attainments” (Bandura, 1997, p. 3). Bandura
(1997) define an integrative theoretical framework to explain and to predict
psychological changes achieved by different modes of treatment. In this
theory it was stated that no matter in what form, psychological procedures
changes the level and the strength of self-efficacy. In this model
expectations of personal efficacy were derived from following four mode of
information sources; performance accomplishments, vicarious experience,
verbal persuasion, and physiological states. Bandura (1977) stated that the
self-efficacy not stand on only the individuals’ experienced masteries, also
vicarious experiences have a great effect on the self-efficacy. By watching
the others performances can generate expectations from the reviewers’ side.
Others’ performance encourages them and they feel they could achieve
improvement in their self-performance (Bandura & Barab, 1973). While peer
is watching the microteaching video s/he can model the successful sides of
the performer's act. As Wang et al. sited (2004) Neck and Manz (1992) stated

that, mentally to rehearse a task then they are exposed the positive effect of
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the task, and this means learn through vicarious experiences. From this
looking side it is expected that the PSTs while watching the performer's
microteaching, can take the positive and useful vicarious experiences and

refuse the useless ones.
2.2.2 Unguided Vs. Ungided Observation of Teaching Experience

Observation is an important process for in teacher. For observation teacher
candidates spent very large amount of time in order to gain teaching
experience. Bandura (1977,1986) claims that, in teacher education
observation is important because most of the individuals learn by
observation through modeling. Also, observation is important while
learning to teach (Young et. al., 2011). By watching the others’ performances
can generate expectations from the reviewers’ side it means, others’
performance encourages them and they feel they could achieve
improvement in their self-performance (Bandura & Barab, 1973). By the way
observation triggers the activation of self-efficacy (Bandura, 1977). In
literature, two types of observation technique were used as guided and
unguided observatin (Anderson et. al, 2005). Anderson et. al. (2005)
explains that in unguided observation, pre-service teachers are not or little
guided by the direction in what to observe, on the other hand, in guided as
called focused observation, observer is directed on specific points of teacher
and pupil behaviors. Anderson et. al. (2005) claimed that guided
observation may limit the ranage of behaviors observation, on the other
hand Waxman (1988) stated that guided observation support helps
preservice teachers become more aware of the social reality of teaching.
However, PSTs in unguided observation can see anythink interesting the
classroom setting or they may look to the teaching from a general foci

(Anderson et. al., 2005). So guiding the PSTs by specific questions which

23



focus on the important points of a lesson or allowing the PSTs free to

observe can make different contributions on the PTS’ self-efficacy levels.
2.3 Reflective Thinking

Reflection has a widespread usage area in educational settings. Dewey
focused the attentions on the reflective thinking concept with the book of
“How We Think”. Then many researcher worked on the reflective thinking
issue from different perspectives. Also, Shon, improved the popularity of
the reflective thinking concept. There are so many claims in literature on the
importance of the reflection while the individual’s learning (Bloom, 1956;
Dewey, 1933; Rodhkopf, 1966). Dewey (1933) defined the reflective thinking
as a kind of better way of thinking that consists in turning a subject over in
the mind by giving it serious and consecutive consideration. Shon (1983),
explained a connection between reflection and action. He defined this issue
in two types of reflection as reflection-in-action and reflection-on-action.
According to Schon(1983), reflection in action occures during the event
while evaluating and making changes consciously. On the other hand,
refleciton-on-action accures before or after the action take place (Freese,
1999). Schon claims that “some of the most interesting examples of
reflection in action occur in the midst of a performance”(Shon, 1983, p.54).
From this approach, it can be assumed that while teaching process thinking
on the existing action and reaction may result in teaching (Freese, 1999).
Zeichner and Liston (1996) arguied that while bringing the understanding
to the complex situations in the calssroom, reflection plays an important
role, in addition, Munby and Russell (1990) think that, by reflective practice,
teachers can find the chance of reframing and reinterpreting their

experiences from a different looking side. Like this, in most of the studies
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researchers claimed the crucial role of the reflection while teaching and

leraning processes.

Taggart and Wilson (2005) reflected the prominent reflective thinking

definitions:

o Reflective learning is a problem raising and problem solving. Fact-
gathering is combined with deductive processes to construct,

elaborate and test hypothesis (Bigge and Shermis, 1992).

o [Reflective thinking is] our attempts to understand and make sense

of the world (Brubacher, Case, and Reagan,1994, p. 36).

o [Reflective thinking is] active, persistent, and careful consideration
of a belief or supposed form of knowledge in the light of the grounds
that support it and the further conclusions to which it tents (Dewey,

1933, p. 9).

o Reflection... refers to the capacity of a teacher to think creatively,
imaginatively and at times, self-critically about classroom practice

(Lasley, 1992, p. 24).

o [Reflective thinking is] a disciplined inquiry into the movies,
methods, materials and consequences of education practice. It enables
practitioners to thoughtfully examine conditions and attributes
which impede or enhance student achievement (Norton, 1914, p.

139).

o [Reflective thinking is] a way of thinking about educational matters
that involves the ability to make rational choices and to assume

responsibility for those choices (Ross, 1989, p22).
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e [Reflective thinking is] a process involving decision-making in a
social political context, identification of problems, a search for
satisfactory answers, and investigation of social problems realized in

living (Foss and Hannay, 1986).

o [t [the cycle of inquiry] is initiated by the perception of something
troubling or promising, and it is determined by the production of
changes one finds on the whole of satisfactory or by the discovery of
new features which give the situation new meaning and change the

nature of question to be explored (Schon, 1983, p. 151).

Reflection is important for PSTs” professional development. It gives chances
to teachers to think on their work, and understanding view of what the
students and they do and by the way they can improve the teaching and
learning quality. (A’Dhahab & Region, 2009)(Akbari, 2007). By asking
questions, making critics, evaluating learners construct their own
knowledge in the situation of perfective thinking help them to construct a
bridge between the belief and relatives of teaching (Lee, 2008). By linking
the theory and practice reflective thinking helps to make mental activities

on the educational issues. (Taggart, & Wilson, 2005).

Although it is known the reflective thinking in learning is very important,
but how it can lead to learning is very little known (Resnik, 1987). Also how
it can be best promoted in the classroom needs to be investigated (Davis,
2003). Reflection orient can depend on the learners’ own thinking and
reflection helps learners set goals and improve the understanding (Davis,
2003) and it is a very crutial comonent for teachers’ professional

development (Dewey, 1933; Schon, 1987; Shulman, 1987).
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2.3.1 Questioning

Taggart and Wilson (2005, p.12) sited Heathcoat (1980) stated that by asking
effective questions, helps the learner to meet several golas. These
questioning approaches listed below:

e Bring focus to an activity

e Cause group members to reflect on alternatives not otherwise

discussed

e Promote identification of issues in more depth

e Control the direction of mood of practitioners

e Promote beliefs and values clarification

e Deepen insight of practitioners.

In addition Taggart and Wilson (2005, p.15) sited Heathcoat (1980) stated
that real questions must be asked to the practitioners in order to help them
to focus on where they are, what and why they are doing it. Also these are
the some kinds of effective questions:

¢ Information seeking questions

¢ Questions that encourage research

¢ Questioning that support information

* Questioning that require group decision making

e C(lass-controlling questions

¢ Questions that establish mood and feeling

¢ Questions that foster beliefs and values

¢ Questions that foster insight
2.3.2 Level of Reflective Thinking

There are different rubrics in literature used in order to determine the
reflective thinking levels of the practitioners developed by the scholars

depended on the requirements of the contexts. Taggard and Wilson claimed
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that the scholars have not been in agreement on the hierarchical nature of
reflective thinking, and by considering the different researchers approaches,
they clasified the reflection into three modes or levels as technical,

contextual, and dialectical and it is illustrated at Figure 2.

Dialectical

Level

Contextual Level

Technical Level

Figure 2 Reflective Thinking Pyramid (Taggart&Wilson, 2005)

Technical Level: Preference past experience; teacher competency towards
meeting outcomes; focus on behavior/content/skill; simple, theoretical

description.
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Contextual Level: Looks at alternative practices; choices based on knowledge
and value commitments; content related to context/student needs; analysis,

clarification; validation of principles.

Dialectical Level: Addresses moral, ethical, or sociopolitical issues;

disciplined inquiry; individual autonomy; self-undenstanding

To systematically assess the reflective thinking little studies has been
conducted (Taggart and Wilson, 2005). Thinking under this scope some

different classifications of reflective thinking level approaces listed below.

Grimmett et al. (1990) defined the levels of reflection in three levels as
technical, deliberative and dialectical. Mezirow (1981) defined the reflecitve
thinking in five levels of non-reflective action, habitual action, thoughtful
action, introspection, and reflective aciton Lasley (1992) and Taggart (1996)
defined the reflective thinking in three levels of technical, contectual, and
dialectical. Bain et al.(1999) divided the reflecion into five levels and these
levels are reporting, responding, relating, reasoning, reconstructing. Ward
and McCotter (2004) served reflective thinking in four levels of routine,
technical, dialogic, and trasnformative. Hattan and Smith (1994, 1995)
divided the reflection in to four levels. These are descriptive wiriting,
descriptive reflection, dialogic reflection and critical reflection. It is possible

to give more rubric on reflective thinking levels.
24 Scaffolding

The phase of scaffold was first coined by Wood, Bruner and Ross in 1976
(Holton and Clarke, 2006). Wood, Bruner and Ross worked on the
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scaffolding. They used and developed this idea. They defined the

scaffolding as:

“Discussion of problem or skill acquisition are usually premised on the
assumption that the assumption that the learner is alone and unassisted. If
the social context is taken into account, it is usually treated as an instance of
modeling and imitation. But the intervention of a tutor may involve much
more than this. More often than not, it involves a kind of “scaffolding”
process that enables a child or novice to solve a problem, carry out a task or
achieve a goal which would be beyond his unassisted efforts.” (Wood, Bruner

and Ross, 1976, p.90)

One of the important point of scaffolding is the supporting of the learner by
an expert or a tutor until s/he could perform independently (Puntambekar
& Hubscher, 2005). Scaffolding both assists the lerning while working on a
complex task and creates an environment for leaning from experience

(Reiser, 2004).

Concept of the scaffolding was rooted by the Vygotsky with the idea of
Zone of Proximal Development (ZPD). Vygotsky, defined the ZPD as;

“The distance between the actual development level a determined by
independent problem solving and the levedl of potential development as
determined through problem solving under adult gquidance or in

collaboration with more capable peers.” (Vygotsky, 1978, p.86)

Dennen (2004), defined the scaffolding as a metaphor for a structure which
is putted in a place in order to help learners reach their goals in educational
environment and removed time by time until no need to its existance. In the

educational setting structures can be construted by the achiving the
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required learning tasks. According to Sharma and Hannafin (2007), while
selecting the learning tasks for individuals the ZPD provides a conceptual
framework, on the other hand to support the specific learning scaffolding
provides a strategic framework while selecting and implementing the
strategies. For this strategies depend on the specifications, different
scaffolds can be used depend on their functions. In 1976 Wood at all stated
and Holton and Clarke (2006) cited the six key functions of the scaffolding

as;

recruitment: engaging the child in an interesting and meaningful

activity;
o reduction: developing the activity around manageable components;

e maintenance: ensuring that the child is on-task and on-task for a

solution;
e marking: accentuating the main parts of the activity;
e control: reducing the frustration level of the activity;

e demonstration: providing a model of the solution method for the

child.
2.4.1 Purpose of the Scaffolds

Scaffolds have been used for different purposes including reflection and
inquiring. The key question here is the what to scaffold. This question is
used in order to focus the leaner on the topic or domain or on the learning
process which are the metacognitive processes like problem solving and self
regulatory processes (Azevedo & Jacobson, 2008). In literature scaffolding

can be used for different aims depend on their functions and mechanisms.
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Hannafin, Land, and Oliver (1999) expressed the types of scaffolds and their
functions in four types. They called these scaffold types as conceptual,
metacognitive, procedural, and strategic. To support the learners in
technology based environments these four types of scaffolds have potential

usage areas.

Conceptual scaffolds are used to guide the learner when solving a problem
in terms of what to consider. This approach can be achived by using of
certain tools for particular strategies or providing needed hints and

prompts, and also giving stracture maps and content trees.

Metacognitive scaffolds guide the learner while learning in terms of how to
think by modeling cognitive strategies and self-regulatory processes. This
type of scaffold also reminds learners for reflection about the goals of the
instruction and prompts the learner in order to direct for using the

resources.

Procedural scaffolds are used how to utilize the available recourses and
tools. This scaffolding type is used in order to aid the learner in the open
lerning environment by orienting the system features and functions. By the

way learner can be returned to a desired location.

Strategic scaffolds emphasizes alternative approaches in order to support
analysis, planning, strategy and tactical decisions in the open ended
learning environment. It rovides alternative approach in order to identify
and select the needed information, and also for evaluating available
resources and making connection with the existing knowledge to new one

and experince. This type of scaffold uses the start-up questions to triger the
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learners in order to provide an explicit strategic clue for the learners who

need a place to begin.
2.4.1.1 Cognitive-metacognitive Scaffolds

For cognitive and metacognitive purposes scaffolding has a widerange of
usage. In order to scaffold the learner in the positions of “what to”, “when”
and “how to”, cognitive and metacognitive scaffolds can be used. (Azevedo
and Jacobson, 2008). The effect of the scaffolds differs among the different
learners, depens on their the exisiting cognitive and metacognitive skills so
while determing the type of the scaffold, the learner characteristic becomes
very important. Reseach suggests that lack of prior knowledge learner
needs both content and process scaffold on the other hand high prior
knowledge learners may need process scaffolds more than content
(Azevedo, Jacobson, 2008). In this scope, domain-general and domain

specific scaffolds have a widely usage area for supporting the different

cognitive and metacognite levels of the learners.

Hattan and Smith (1994) cited that Gore and Zeichner (1991) and Pugach
(1990) emphasised the importance of links between metacognition and
critical reflection in interpreting their findings and they claimed to that in
scope of teacher education programs the literature of critical reflection must
be included. Also Hattan and Smith (1994) cited and Palinscar (1986) stated
that in teacher education programs scaffolded interaction is needed to
develop in terms of modelling the skills of self-monitoring which is needed

to critical reflection.

In a study, McNeill and Krajcik (2006) investigated whether provided context-

specific or generic written curricular scaffolds best support the middle
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school students while they are writing scientific explanation. Results
revealed that the context-specific scaffolds resulted in greater student
improvement on the students’ scientific explanations and understanding

level of their science content.

In another study Bell and Davis (2000) claims that using generic prompts
allow or force the learner to reflect in their own ways, in addition help the
students to understand their weaknesses in their existing knowledge and

they could find more opporunities to integrate their knowledge.
2.4.2 Types of the Scaffolds

After the scaffolding concepts were coined, by the years new scaffolding
types have been introduced. In literature the first version of the scaffolding
mostly focus on the parent interaction with the children and then focus
shifted to teacher-student interaction in the classroom which is called by
Saye and Brush (2002) as “soft scaffold”. It can be seen on the last studies,
with the opportunities of the technological development, in technology
supported learning environment scaffolding has not restricted to individual
interaction form, and can be used in the mutimaedia and hypermedia
embedded environments. Saye and Brush (2002) called this types of
scaffolds as “hard scaffolds”. In literature there has been different types of
scaffolds defined and used. By Bereiter and Scardamalia (1987) two types of
scaffold, procedural facilitation and substantive facilitation, have been

defined.
2.4.2.1 Technology-Based Scaffolds

Technology based scaffolds are used for variety of environments in the

educational settings and there has been so many studies conducted about
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this issue. As Sharma and Hannafin (2007) claimed that in order to direct
and enhance the learning via the use of the computers the technology-based

scaffolds can be used.

Different types of scaffolds have been adopted in technology enhanced
learning environments (TELEs). TELEs are different from the traditional
learning environments in terms of usage of computers to direct and enhance
learning (Sharma and Hannafin, 2007). In computer-madiated learning
environment, Ping and Swe (2004) made a categorization on the exsting
scaffolding startegies as orienting strategies, peer interaction, prompts, and

modeling.

Technology based scaffolds have been used to prepare the learners for the
learning environment by giving guidances and making connections to
existing ones and personal experiences. For instance Edelson et al. (1999)
designed “staging activities” used for sequences of structured investigations
and used the “bridging activities” which is a type of visualization method
used to articulate the learners’ initial conceptions. Kolodner et al. (2003)
used a tool named “messing about” which enables the learners to design

and buld an initial model depend on their prior knowledge.

Technology based tools have been used to help the learners to understand a
task, decompise a problems, and gain strategies by displaing dicipninary
strategies (Edelson et al., 1999, Quintana et al., 2004). Tehnology is a general
concept and this concept includes especially computers supported learning
environments. Jonassen (1999) called these computer based learning
environments as Mindtools and claims that Mindtools are used in order to

engage the leaners in constructive, higer-order thinking and critical thinking
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on the studying subjects. Midtools for scaffolding are used to assist the
students while they are interpreting and organizing their personal

knowledge within a complex content (Hwang, Shi and Chu, 2011).

To support the learners’ reflective skills on the process of planing,
monitoring, and evaluation technology based tools have been used. These
tools have been used to help the leaners to see their thinking and learning

process explicitly (Lin, Hmelo, Kinzer, and Secules, 1999).

In literature, video-based teacher education pedagogy can be collect on teo
topics of learning from exemplars, and self-reflection (Lee and Wu, 2006).
With the help of watching video PSTs could analyze, evaluate, and improve
their teaching performance (Lee and Wu, 2006). And in the online
environment reviewing the peers videos gives an opportunity of receiving

teaching tips from their peers (So, 2009).

In addititon, embedded computer-based scaffolds have been used to enhace
the PSTs’ reflective practice. In order to support the PSTs reflection, Lin at
al. (1999) declared four types of computer based scaffolding strategies. First
one is the process prompts which were used to help the PSTs to track and
understand their process by reveailing appropriate questions. The second
one is the process displays which were used to make the tacit learning
process explicit and overt. The third one is the process modelling which is
used to make focus the leaner on the process that an expert would use in
order to think about or solve specific problem. The last and the fourth one is
the reflective social discourse which is used for creating community-based
discourse in order to provide multible perspective and feedback for making

reflection.
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2.4.2.2 Prompt Scaffolds

Prompt scaffolds have been used in different environment for different
purposes. For instance used in softwares enable the learner to track and
understand their learning process. In specific, prompts are important for the
learners in the situation of problem solving task (Lin at al., 1999). In
literature prompts have been used in the forms of hints, reminders, sentence

starters and questions.

To support the scientific explanation and argumentation, prompts have
been used (Bell and Davis, 2000). Sandoval provided the prompts in
BGulLE environment by using Explanation Constructor software
(1998;2003). Research gave hints to learners about what they could include

in their explanations.

Lee and Songer (2004) conducted a study on the prompts in the forms of
exemplars, questions, and sentence starters provided to forty-eight students
in two fifth and sixth combined classes. Analysis of pre-post tests, written
explanations, and post interview transcripts of selected students showed
that diversity knowledge of the students and their explanation ability to

match given evidence to a claim become stronger.

Question prompts are used to trigger the learner’s response by using
different question types for different cognitive levels. (Wandberg &
Rohwer, 2010) These cognitive levels as defined by Bloom’s taxonomic
levels (1956) could be supported by using different question prompts. In
promoting the higher levels of reflection, prompts and questioning as
scaffolding strategy has been most widely in used (Lai, 2008). Lin et al.
defined the aim of the questions as;
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“Questions prompt students to articulate the steps they have taken and
decisions they have made, facilitating their understanding of the reasons

behind actions” (Linn el al., 1999, p.49).

To facilitate the construction of the knowledge for the leaner, the open

questions have been in usage (Holton and Clarke, 2002).

A study was conducted by Xie and Bradshaw (2008) to investigate the
effects of the question prompts and online peer collaboration on solving ill-
structured problems. In to this experimental study sixty undergraduate
students were assigned into four groups named collaboration with question
prompts, individual with question prompts, collaboration without question

prompts, and individual without question prompts. In the study they were
asked to solve real world ill-structured problems and the results revealed
significant effects of question prompts in ill-structured problem solving at

both overall and univariate levels.

In another study conducted by Chen and Bradshow (2007), question
prompts were used to examine the effects of question prompts, knowledge
integration prompts, and problem solving prompts, embedded in a Web-
based learning environment in scaffolding preservice teachers' conceptual
understanding and problem solving in an ill-structured domain. From the
quantitative analysis, results showed that that in overall problem solving
performance, students received knowledge integration prompts had
significantly higher scores, on the other hand the same was not true for

prompts focused on conceptual knowledge.
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2.4.2.3 Peer and Teacher Based Scaffolds

For fostering cognitive and metacognitive thinking peer interaction has
been come into prominence in the literature. It was claimed that to promote
reflective and develop thinking, the peers could give effective scaffolds
(Tudge, 2000). King conducted studies on peer questioning and put forth
that information, explanations, and feedbacks given by the peers create
valuable results for the learners in terms of activation prior knowledge and
enhancing learning (1991; 1992; 1994). Greene and Land (2000) found the
effective side of the peer interaction if suggested groups members were

ready to negotiate ideas and share their experiences.

On the other hand teachers are the important factors while arranging of
learning elements and included values of psychology, pedagogy,
technology in the learning environment (Hannafin et al., 1999; Saye and
Brush, 2002). Through the investigation teacher can scaffold the learners by
using conceptual modeling tools, closing the content knowledge gaps, and
giving reminders for investigations (Fretz et al., 2001). Teachers can prompt

the learners to make reflections by asking questions.
2.4.3 Format of the Scaffolds

In literature scaffolds were used in different forms. Timing of the scaffold
and their durations are important. For instance White and Frederiksen
(1998), used the prompts after each activity, on the other hand, Davis (2003)
gave some prompts before the activity and some of the others after the
activity and also she found that the students were more reflective to the
prompts when the directed prompts were given before the activity. In this
part scaffolds will be explained in three main forms of soft-hard,
continuous-faided and guided-unguided.
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In literature the first version of the scaffolding mostly focus on the parent
interaction with the children and then focus shifted to teacher-student
interaction in the classroom which is called bye Saye and Brush (2002) as
“soft scaffold”. It can be seen on the last studies, with the opportunities of
the technological development, in technology supported learning
environment scaffolding has not restricted to individual interaction form,
and can be used in the mutimedia and hypermedia embedded
environments. Saye and Brush (2002) called this stypes of scaffolds as “hard

scaffolds”.

In other words soft scaffolds can be called as dynamic scaffolds. Dynamic
scaffold has a flexible structure that can adapt to a dynamic environment.
They are used in divergent situations depends on the learner’s existing
background knowledge and responses, on the other hand static scaffold
have not carry a flexible structure. In all positions static scaffolds make the

same effect to the learning environment.

Although Saye (2002) classified the technology based scaffolds “hard” and
others “soft”, in technology based environments soft scaffolds can be used
by adoptive approaches. In addition, a teacher without any technology
enhancement can use a hard scaffold as statically in the classroom

environment.

After the learner reached the intended learning level, it is expected that
learners could continue their way without any support so by fading the
scaffold, its effect removes form the learning environment gradually. By
fading the scaffold, control of the learning environment could transfer to the

learner’s responsibility (Puntambekar & Hubscher, 2005; Stone, 1998; Wood
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et al., 1976; Vygotsky, 1978). Via the cognitive scaffolding, learner could
reach a place where they could not achieve to reach by stimulating the
learner actively in the zone of proximal development and after the learner
reached to intended learning outcomes, the scaffold can be removed from
the environment, however, the ‘memory” of the scaffolding may still remain

(Holton and Clarke, 2006).

After the learner gains independence, and no longer needs to complete the
desired task, so this form fading of scaffolds occure (Dennen, 2004). As
Sharma & Hannafin (2007) cited Leper, Dake O'Donnell-Johnson (1997)
stated that after the scaffolding removed from the environment, without
support structure stands on and they explained the scaffolding interaction

in three points:

a) For the achievement of the related task the scaffolding supports the
learner beyond the unassisted capacity of the learners.

b) After the support removed from the environment the learners can
continue on the process their own.

c) There is no change on learning of functioning after the scaffold removed,

on the contrary, they can function on the process.

In literature there were studies found different result on which the
researches compared the continuous and the fading approaches. Lee and
Songer (2004) compare the continuous and fading prompts in the domain
specific support condition. Results showed that the both groups learners
represent knowledge gain, but in the writing scientific explanations
continous domain-specific support group members were bether than the
fading domain-specific support group members. On the other hand NcNeil

el al. (2006) conducted conducted a study compared the effect of the fading
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and continuous prompts on domain-general and domain specific
environments and the results showed that the faded group learners were
better than the continuous supported group in terms of learning of scientific

explanations.

On the other hand, in order to construct the learning, guidance is an
important approach in the TELEs. Learning is a complex issue and includes
so different mental processes. Peer analyzing, peer assessment, decision
making are requires more cognitive processing, critical thinking, and
decision making processes (King, 2002). For promoting the different kinds
of the cognitive processing is needed to ask different sort of questions, so
engaging in these types of processes strengthens the understanding (king,
2002). In order to direct the learner on the specific point about to reach the
appropriate leaning goals, question prompts are used as scaffolds.

(Azevedo and Hadwin, 2005)

Ge and Land (2003) conducted a study on the effects of the question
prompts and peer interaction in an ill structured task in problem
presentation. They found that the significant effect of the question prompts

in a positive way on students’ problem solving performance.

In one study, King (1991) compared the 3 groups of 5" grade students.
Groups are guided group, unguided group, and control group. While
guiding the group peer questioning strategy was used. The guided group
students asked more strategic questions, and they were better than the
unguided questioners and control group students on problem solving and
novel computer test. Using guided questioning promts the students to

create their own questions in higher order level. By asking and receiving
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these types of questions helped the students to construct the knowledge in

long term memory.

Davis (2003) conducted a study in order to investigate the way of
prompting students for reflection. She investigated the research question of
“Do students merely need to be prompted to reflect, or do they need
guidance in reflecting productively?” In the study two types of scaffolds,
generic and directed, were contrasted. The results of the study show that
the directed group students reflected unproductively responded to the
prompts than the generic group. Also, the generic prompt students

developed more coherent understandings than the directed group students.

At the suggestions part of the article for the future researches Chin and
Osborne (2008) claims that in recent years studies on the students' questions
drawing an increase diagram, and add that the conditions requirea< to the
using of the question prompts so findings take us to investigate the

following question:

“How can questioning scaffolds (such as question prompts, curiosity-
provoking stimuli and computer-based supports) be used to foster students’
questions in a variety of specific science learning contexts?” (Chin and

Osborne, 2008, p. 32 ).

These studies shows that in this situation using scaffolds is required. It is a
really hard work to evaluate someone, so in this situation it is required to
scaffold the peers in order to help to think higher order thinking level and
by the way they can make valuable and evidence based critical thinking
while evaluating the peers. The reflection process could give chance of to
monitor their own knowledge construction and make a connection with

new ideas to the existing ones and generates new ones for self-reflection
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and evaluation. Most of the studies in literature are on the effects of the
scaffolds on the problem solving skills and science learning there was not
enough studies looked at how question prompts can be used to foster
reflective thinking while pre-service teachers are giving feedback to their

peers.
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CHAPTER 3

METHOD

In this chapter, research method and design of the study for investigating
the effects of question prompts on preservice teachers’ (PSTs) reflective
thinking levels and self-efficacy is explained in a detailed way. In addition
the research design, setting of the WBPES, data collection procedures,

analysis procedures, and data collection instruments are described.
3.1 Research Design

The aim of this study is to explore the effects of the web-based video
embedded question prompts on PSTs” reflective thinking and the self-
efficacy levels. For this purpose, a true experimental study was designed

and applied.

Fraenkel and Wallen (2006) claimed that the experimental study is the one
of the most powerful research method for researchers and they also stated
that in order to establish cause and effect relationship among the variables
the experiment was the best way. This method allows researchers make
observation under a controlled environment about the effects of
systematical change on one or more variables by manipulating the

independent variables (Johnson & Christensen, 2004). Because of these
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active manipulation properties, experimental design best suited

requirements of this study.

Since the amount of the change over the time was assessed in the study, it is
necessary to use pretest-posttest design (Fraenkel & Wallen, 2006). As
shown on Table 1, the randomized pretest-posttest control-group design
was constructed for this study. In this research design two subject groups
were used as treatment group and control group. Participants were
randomly assigned to each group and both groups were measured before
and after the study for dependent variables of reflective thinking and self-

efficacy.

Table 1 Design of the Study

The Randomized Pretest-Posttest Control Group Design

Treatment Group R @) X @)

Control Group R O C O

3.1.1 Research Questions

This study investigated the following research questions:
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Research Question 1: Does the use of question prompts embedded in a
web-based video analysis system have an effect on pre-service teachers'

(PSTs) reflective thinking level over the peer assessment sessions?

Ho = There is no statistically significant difference between the pre-
service teachers’ (PSTs’) reflective thinking levels before and after the
use of question prompts embedded in a web-based video analysis

system.

Research Question 2: Does the use of question prompts embedded in a
web-based video analysis system have an effect on pre-service teachers'

(PSTs') self-efficacy levels?

Ho = There is no statistically significant difference between the pre-
service teachers’ (PSTs’) self-efficacy levels before and after the use of

question prompts embedded in a web-based video analysis system.

In Table 2, research questions, instrumentations, and analysis methods are

summarized for each research question.
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3.2 Sample

Participants included 55 PSTs enrolled in the Computer Education Teaching
Methods Course at Department of Computer Education and Instructional
Technology at METU during 2009-2010 spring semester. Computer
Education Teaching Methods course is a must course and aim to provide

applications of the teaching methods and techniques in the classroom.

There are 45 male and 10 female students, aged between 21 to 27 years old.
Because of the researchers” accessibility to the subjects, convenience
sampling was used in this study. Participants were randomly assigned to
control and treatment group . Table 3 shows the distribution of PSTs in

terms of groups and gender.

Table 3 The Distribution of the PSTs in Control and Experimental Groups

by Gender
Groups
Gender Control Group Experimental Total
(%) Group (%)
Female 7 (25.9) 3(10.7) 10 (18.2)
Male 20 (74.1) 25 (89.3) 45 (81.8)
Total 27 (100) 28 (100) 55 (100)

Participants had not been trained on instructional planning since they took

courses about preparation of lesson plan in the previous semester at the
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CEIT department. Participants were not also given any training about

reflective thinking, but they were familiar writing reflection.
3.3 Setting (Web-based Peer Evaluation System)

This study was conducted in Computer Education and Teaching Methods II
(CEIT 382) course at Middle East Technical University during spring 2010.
This course has been offered to the junior PSTs. The aim of this course is to
teach the PSTs on teaching and learning process and instructional strategies

in computer education and instructional technology.

In previous year, the CEIT 382 course microteaching sessions had been
conducted, and in these sessions paper based peer evaluation forms had
been used. It was expected from the peers to write down peer reflections on
the paper-based forms, but it was realized that PSTs did not provide
reflective feedbacks which means that they only reported what they see
without making higher order thinking. According to observation of the
researcher, this problem can be arised because of a number of possible
reasons. The first possible reason is that they had to complete these peer
feedbacks during the microteaching sessions which was about only twenty
minutes for each performer. The second one is that they had to give
feedbacks while they were watching microteaching performance. In
addition to peer side problems, administration of the paper based system

was very problematical for the instructor.

Because of all these problematical issues about the paper-based system, this
Web-based Peer Evaluation System (WBPES) developed by the researchers
specifically for this study. In addition to helping PSTs evaluate peers’

microteaching videos, the system was used as a data collection environment
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thoughout the study. The web address of the online system is

http://www.micro-teaching.net.

WBPES includes four sections. These are Login Page, Peer Reviewer’s Main
Page, Peer Evaluation Page and Admin Control Panel. Details of the WBPES

is described in the next section with screenshots.
3.3.1 Login Page

WBPES is an online platform that users can access after an authorization
control. Specific userid and password was assigned to each participant

(Figure 3).

USER LOGIN SCREEN

UYARI : "Caps Lock" should be off...

Session ID:532840880

Figure 3 WBPES Login Page
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3.3.2 Peer Reviewer’s Main Page

After participants log in the system, they are directed to the WBPES Main
Page where they can see the list of the videos that were assigned for peer
revision for that week. Every week each participant were supposed to
watch three microteaching videos and make reflections. Participants
completed these videos anytime and anywhere in five days period. During
this period they had a chance of editing their reflections. On this page, they
could see the parts they had completed, labeled with green, and the parts
had been missing , labeled with the red notifications (Hata! Basvuru

kaynag1 bulunamada.).
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3.3.3 Peer Evaluation Page

After participants selected the video to evaluate on the WBPES Main Page,
they were directed to the Peer Evaluation Page. Peer Evaluation Pages were
designed for participants to give feedbacks on their peers’ microteaching
videos by writing down reflections on the reserved text areas.
Microteaching videos were stored on the video server of VIMEO ©, they
were protected with a password. This password was given to all

participants.

Evaluation pages for both control and experimental groups included
microteaching video, materials for the video (lesson plan, activity papers,
and evaluation sheets), and reflection text areas. However, there are some
differences between two group’s Evaluation Pages, including the

presentation of the video and the reflection text areas.

For the experimental group, video was divided into three parts, including
introduction, main activities, and closure-evaluation. However, for the
control group, microteaching video was presented as a whole. Both

groupsgraded microteaching videos out of 10.

Reflection text areas for the control and experimental groups were also
different. For the control group, three text boxes were provided only with
headings as the introduction part, the main activities part, the closure-
evaluation without question prompts (Figure 5). On the other hand, for the
experimental group, participants were provided with twelve questions
prompts, three for the introduction part, six for the main activities part, and

three for the closure-evaluation part (Figure 6, Figure 7, and Figure 8).
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3.3.4 Self-Reflection

Self-reflection pages consist of three steps, Step 1, Step 2, and Step 3 which
are explained in a detailed way below. Both control and experimental

groups completed all three steps.
3.3.4.1 Self-Reflection: Step-1

At the first step, participants had a chance of watching their own
microteaching performance video. In this step, it was expected from them to
write down their most important strong aspects and the most important
weak aspects about their microteaching videos. Participants were not

allowed to turn back to Step 1 after completing (Figure 9).
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STEP-1: SELF ASSESSMENT

Private Video

Enter

If you have permission to watch this
video, please type in your password.

1-Introduction Part ofthe Vidso

2-Mzin Activitizs Part of the Video

E’-Closura Evalustion Part of the Vidzos
— —

Plazss, watch yous microtszching performence vidao and describs:
(You can wita your ralaction in Turkish or English)

1. Describe the strong aspacts of vour microtezching Plazss 2dd only one aspact for ezch time Click 2dd more!

+ 204 morz!

S1niE hakimivet, ozgiven ve 2min harsket ve tavirlar yeterli olguids olmugtur. Bunz ok olarzk 323 tonu,

ferzsinda savilzbilis

1|tonlzmz va heyecanin mzkul olguds olup rzhatsiz adici bir stkizinin bulunmamast oluamly ozallikler EDITIDEL

2bexs sirzzinda kullzntlzn znlztim dili ve SErencilerle kurulzn ikili ilighiler zavet etkili ve dizzindis. [EDITIDEL)

2. Describs the waszk zspacts of vous microtazching. Plezse 2dd only ons zspact for exch time Click 2dd mors!

+2dd more!
2r3in sunulugy sirzsindz kullzntlzn powsrpoint slayt ok etkili ve gorsel zgidan 2enzin olzn bir eoioEL
sunum olmzmistys. Gorsel actdan daha zengin ve etkili bis sunum olzbilisdi

A fter vou click to "NEXT STEP", you will not able to find a chance to change your reflections for STEP-1, so
icomplete your work and then click "NEXT STEP".

NEXT STEP

{[f you want you can logout and continue later.

| LOGOUT

Figure 9 Self-Reflection Step 1
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3.3.4.2 Self-Reflection: Step-2

After completing the Step 1, participants were directed to the next step. In
step 2 the peer feedbacks made by peers were given to the participants.
They criticized the feedbacks and they wrote down answers to these claims

from the vision of weak and strong aspects (Figure 10).
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SELF REFLECTION: STEP-2

D: 2138216

Revizw the fzadbacks from your classmatas about your microteaching performance. Based on thoss feadbacks, writz
“strong and weak aspects” of your performancs and your rasponsas by filling out the table below.

You can write vour raflection in Turkish or English.)

EICK for "PEER FEEDBACKS"

4. Strong aspacts:
+ 244 more! 2
Ofratmen dersi anfatirken konugma bigimi
orancilers karst oldukea sicakdsr. Ogratmen s2s 5
tonuny cok tyt kullannustir va darst anlatirken 3
ozrencileri ile sohbat 2der zibi sakin ve
anlaslie bir bieimde anlatmustie. Ofrstmen dersi
anlatirken 6Zrencilerin derse karst aktsf olmalant bl
cin onlara bazt sorular voneltmustsr. Dersi \vica bahsettisi direnci iskileri,
tirkan soru cavap teknizin kullannuster, : e
Oetimen deial anfabrinh brcalani dnlanly  [-DLroian analea icimil v aee Joow konsiaringa
s i e bk Ve 2 kendimi bazarih bulvyorum. Ikili iligkilerde [EDIT|DEL
anlatimina katmustie. Buda b konunun anlasdse g‘mm:l‘m.”‘“fm‘f‘eﬁf’m‘m“
olmast 1c1n cok atkulzyict olmustur. Ogratmenin . e
B, Weak aspects:
+ 2dd more! {52
v konuda arkadaslarima hak veriyorum. Bir
aki ders i3lenzcek konudan bahsatme va 6dav
"Qiratmen bir sonraki dersden hig bahsstmemisti ;r:fl::nm iﬁ&ﬁmtﬁam £
1jdzrzini test vaptiktan sonra hemen bitiemigtic v |~ 2 hzzulamazmzz baslyorum, Sireli bi EDITIDEL
PEencilers Oy e B i ey v L s bl elbotte ki i Bacaki v
i konularin anlatums, hatirlatilmast ve =
ddzvier gok daha planl iglenacektir.
urada arkadagim vyzulamanin kadit izerinds
I il de bilgisayar bagtndaki bir vygulama
Ozratmen kafit izerinda bir tast vapmalanm labilzcegindzn bahsatmistir. Belki bu vontam
istemistir Ofrencilerden. Ama bu test darsin enebilirdi ancak bilzisayar bagindaki 5
You can turn to this step and can change your reflections.
NEXT STEP

Figure 10 Self-Reflection Step 2
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3.3.4.3 Self-Reflection: Step-3

In step 3, participants were provided with 3 questions. General questions
were asked. In the first question they were asked in order to improve your
teaching performance, how they would design and present their
instructional planning and microteaching respectively in terms of the active
learning strategies, teaching methods, materials, assessment, and general
communication skills. At the second question they were asked to define the
similarities and differences between their intentions and actual
implementation in their microteaching. At the third and the last questions
they were asked think on the effect of this microteaching experience on their
future lessons and wanted to write their new learning, discoveries, and

insights (Figure 11).
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SELF REFLECTION: STEP-3

E138216

Anzwer the r2lated quastions.

You can writs vous reflaction in Turkish or Englizh)

1) Ifthe goal, objectives, tarzst zudisnce, and clzssroom environmant wers the szms for vour microteaching, in ordar to
ismprove vour taaching performance, how would you design and prasent vour instructionz! planning and microtezching
rzspactively? Plezsz explzin in datzils by considering the active l2aming stratzgies, tzaching methods, materials,
fss2ssment, and zenscal communication skills.

Plaass write your seflection znd save!

4

) What ware the similaritizs 2nd diferences batwezn vour intentions and actuz! implementation in vour microtzaching?

Plazsz writs vour raflzction 2nd save!
|

3) What will b2 the efict of this microtzaching sxparizncs on vour foturs l2zsons? Write vour naw lezming, discoverizs,
fnd inzights

Plezse writs your reflction and save!

You can turn to this step and can change your reflections.

COMPLETE

Figure 11 Self-Reflection Step 3
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3.3.5 Admin Control Panel

Researchers controlled pretests, posttests, and peer evaluation sessions from
this panel. Every week microteaching videos uploaded and these videos
were assigned to the related groups. By the help of this pannel it is possible
to reach to all data related with the PSTs, videos, materials, and

peerfeedback (Figure 12).
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3.3.6 Preparation of Materials for WBPES

Video Editing: Each student’s microteaching performance was recorded in
video format. These videos were edited by using Corel Video Studio Pro
X3® software. In video editing process, name of the microteaching
performer, objectives of the lesson were inserted to beginning of the
microteaching video. In contrast to control group videos, the experimental
group videos were divided into three parts and sequentially labeled as
introduction part, main activities part, and closure-evaluation part. By
dividing the videos, a static scaffold environemnt was prepared for the
treatment group PSTs. For this process each video watched by the
researcher and according to flow of lesson plan the cut points were
determined and by the help of the software videos were divided into three

slices.

Course Materials: In addition to video editing, prepared course materials
were converted into digital format. These materials composed of lesson plan
sheet, activity sheets, interactive programs, motivation videos, and
evaluation sheets. For both control and the experimental groups, all these

materials were attached into the WBPPES.
3.3.7 Pilot Test of the WBPES

In order to test the WBPES was working in an intended way, a pilot test was
conducted with three experts who were experienced on usability on human
computer interaction. Experts used the WBPES and passed all over the steps
within the system. In order to assess the web-based system observation,
interview and thinking aloud procedure was conducted. The necessary

revisions were made on the system based on the result of the pilot study.
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3.4 Data Collection Instruments

The nature of the experimental study require data collection at specific
times with different instruments. shows the usage time, group and

aim of the instruments.

Instruments used during the study
e Unguided Web-based Video Embedded Peer Evaluation Form: to
collect data from the control group PSTs.
e Guided Web-based Video Embedded Peer Evaluation Form: to

collect data from the control group PSTs.

Instruments used as pretest and posttest
e Unguided Web-based Video Embedded Peer Evaluation Form: to
collect data from the
e Turkish version of Teachers’ Sense of Efficacy Scale(TTSES): to

measure the progress of self-efficacy levels.

Follow-up Data Collection:
e Interview protocol: to support the findings of the experimental study.

e Open-ended Question

Rubric:
o Reflective Thinking Evaluation Rubric: to measure the progress of

reflective thinking levels of PSTs.

In this section these instruments described in a detailed way.

For this study several data collection instruments were used. First one is
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3.4.1 Unguided Web-based Video Embedded Peer Evaluation Form

Aim of the Instrument: The aim of this instrument is to collect peer feedbacks

of the PSTs under an unguided WBPES.

Structure of the Instrument: This instrument consists of three parts, labeled as
introduction, main activities, and closure-evaluation (See APPENDIX B).
Participants reflected on these three parts without any scaffold, they wrote
down reflections in to the text boxes which were only captioned by the
name of the part as introduction part, main activities part, closure-
evaluation part (see Figure 5). This form was used inside the WBPES. On
this system PSTs made reflections by watching the microteaching
performer’s video. System also gives chance to evaluators to check out the

materials used during the microteaching performance.

Administration Time and Groups of the Instrument: This instrument was
designed to use several times for the study. First of all, the instrument was
used for pretest of control and experimental group. Then, it was used by
control group, while they were reflecting their peers’ microteaching
performance on the WBPES. Finally, the instrument was used for posttest of
both groups. Table 2 summarizes data collection instruments’ usage aim,

group, time.

3.4.2 Guided with Question Prompts Web-based Video Embedded Peer

Evaluation Form

Aim of the Instrument: The aim of this instrument is to collect peer feedbacks
of the PSTs under an guided with QPs in WBPES. QPs were used as a
scaffold to direct the learner on the specific point about to reach the
appropriate leaning goals (Azevedo & Hadwin, 2005).
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In order to guidace the treatment group, domain-specific QPs were asked.

QPs were prepared based on the aspects of a lesson plan.

Structure of the Instrument: This instrument consists of three main parts.
These are introduction, main activities and closure-evaluation parts (see
APPENDIX A). On this system PSTs made reflections by watching the
microteaching performer’s video. The microteaching video was divided into
three parts as named introduction, main activities, and closure-evaluation.
By dividing the video slices, it was aimed to make easier finding the
answers for QPs. System gives chance to evaluators to check out the
materials used during the microteaching performance by the microteaching

performer.

In the introduction part three QPs were asked. Fist QP is about the
instructional goals and objective; the second QP is about the motivation of
the students; the third and the last QP is about the recall of the prior
knowledge. In the main activities part six QPs were asked. The fist one is
about the consistancy of the content with the instructional goal, objectives,
and the target audience, the second RQs is about the appropriateness of the
used method and technique, the third RQ is about the appropriateness of
the instructional matrials. The forth QP is about the appropriateness of the
used examples. The fith RQ is about keeping the participants active. The
sixth and the last quesiton in this part is about appropriateness of the given
feedbacks. In the closure-evaluation part three QP is asked. The first RQ is
about the appropriatesness of the assessment strategies. The second RQ is
about the summarizing strategies. The third and the last QP in this part is

about combination of the lesson to the next one.
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Administration Time and Groups of the Instrument: This instrument was only
used by experimental group, while they were reflecting their peers’

microteaching performance in the guided WBPES.
3.4.3 Teachers Sense of Efficacy Scale Test

Aim of the Instrument: In order to assess the self-efficacy levels of the PSTs,
the test of “Turkish version of the teachers” sense of efficacy scale (TTSES)
developed by Capa et. al (2005) was used before and after the

implementation of the study.

Structure of the Instrument: This test was translated from English into
Turkish and reviewed by the qualified researchers. This scale consists of 24
items and these items composed of three subscales. The subscales and
related items were grouped below:
e Efficacy in Student Engagement
o Items1,2,4,609 12, 14,22
e Efficacy in Instructional Strategies
o Items?7,10,11,17, 18, 20,23, 24
e Efficacy in Classroom Management

o Items 3,5, 8,13, 15, 16,19, 21

Validity and reliability issues: For the Turkish version of Teachers’ sense of
Efficacy Scale, content validity and reliability issues were successfully
managed by the developers of the scale. Capa et. al (2005) stated that the
scale translated in to Turkish by the qualified translators by the experienced
researchers on teacher efficacy topic. Clarity of the statements was field-
tested by four high-school teachers and minimal changes were conducted

on the scale based on the feedbacks. The scale was tested with 97 PSTs in
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Turkey. Through the use of confirmatory factor analysis and Rash
measurement, the construct validity of three-factor subscale scores were
conducted with on 628 PSTs from six different universities which were
located on different four cities. For the Turkish preservice teachers, the
coefficient alpha values were .82 for SE, .86 for IS, and .84 for CM. The
reliability of the whole scale efficacy scores was .93. All items were
contributing to the reliability with high item-total correlations (See
APPENDIX D). In order to use the TTSES test, the permisson was taken

from the researcher (Capa, Cakiroglu, & Sarikaya, 2005).

Administration Time and Groups of the Instrument: This instrument was used
for pretest and posttest of control and experimental group.

summarizes data collection instruments” usage aim, groups, and time.
3.4.4 Follow up Interview Protocol

Aim of the Instrument: This instrument was designed to collect qualitative

data to support the experimental results of the study.

Structure of the Instrument: Interview protocol consists of three open ended
main questions. These are web-based video evaluation system,
microteaching, and school experience. All questions have sub-questions and

prompts questions (See APPENDIX C).

Administration Time and Groups of the Instrument: This protocol was used
after the study conducted with two PSTs from both groups. These four PSTs
were selected from participants who have the highest and lowest reflective

thinking score.
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3.4.5 Follow up Open-ended Question

Aim of the Instrument: This instrument was designed to collect qualitative
data to support the experimental results of the research question 2 which is

related with the self-efficacy level.

Structure of the Instrument: This instrument includes only one open ended

question. (See APPENDIXI).

Administration Time and Groups of the Instrument: This open-ended question

was given to all participants of the study.
3.5 Data Collection Procedures

Before the study started, PSTs had randomly assigned into two sections. In
recitation times, each group came together in classroom every week. Every
week during the recitation hours in each section, three PSTs performed
microteaching. Before the microteaching session, PSTs were supposed to
prepare a twenty minutes microteaching lesson plan. With the guidance of

these lesson plans they conducted the microteaching sessions.

Table 4 shows the data collection instruments and the specific usage times.
Also on Figure 13all steps of the study were illustrated.
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Table 4 Data Collection Calendar

Weeks Date Data collection Parts Name of Explanation
Instrumentation
1 1-5.03.2010 Pretest (Self-Efficacy =~ Teachers’ Sense of
Scale) Self-Efficacy Scale
2 1-5.03.2010 Pretest (Reflective Unguided
Thinking) microteaching
video analysis
3 8-12.03.2010  Plan Instructional
Planning
4 15-19.032010 | Teach Peer Evaluation Each week 6
Feedback Questionnaire PSTs
5 22-26.03.2010  Teach Peer Evaluation IHFIIIVId‘;aHY
Feedback Questionnaire Wl. per orI.n
microteaching
6 29-2.04.2010 | Teach Peer Evaluation lesson.
Feedback Questionnaire
7 5-9.04.2010 Teach Peer Evaluation
Feedback Questionnaire
8 12-16.04.2010  Teach Peer Evaluation Except the
Feedback Questionnaire microteaching
9 19-23.04.2010 | Teach Peer Evaluation pe;forlr)ner' al_lu
Feedback Questionnaire other PSTs wi
evaluate
10 26-30.04.2010 |Teach Peer Evaluation performers at
Feedback Questionnaire the web-based
11 3-7.05.2010 Teach Peer Evaluation environment.
Feedback Questionnaire
12 10-14.05.2010 | Teach Peer Evaluation
Feedback Questionnaire
13 17-21.05.2010 |- - -
14 24-28.05.2010  Self-Reflection Self-Reflection
questionnaire
(Open ended
question included)
15 31-4.06.2010  Re-plan Instructional
Planning
16 7-11.06.2010 | Posttest (Reflective Unguided Individually
Thinking) microteaching evaluate a
video analysis microteaching
video

14-18.06.2010

Posttest (Self-Efficacy
Scale)

Teachers’ Sense of
Self-Efficacy Scale
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Figure 13 Flow Chart of the Study
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3.5.1 Administration of Teachers’ Sense of Efficacy Scale Test

After the groups were formed, Teacher’ Sense of Efficacy Scale were
administrated to all PSTs online by using WBPES. There were 24 items in
this scale and it took about ten minutes to complete. To complete the scale,
all PSTs were given two days and in this period they were logged in the

WBPES and they were automatically redirected to the scale.
3.5.2 Unguided Microteaching Video Evaluation Process

The pretest were performed in order to determine PSTs initial reflective
thinking levels before the study. This test was also integrated in the
WBPES. In this environment all of the PSTs made their reflections without
any scaffold. Both groups’ login to WBPES and they watched the given
sample microteaching video. They were able to see the lesson plan, used
materials, and evaluation form attached to microteaching video. By using
unguided web-based video evaluation form, all PSTs write down reflections
about the sample microteaching video. This test was used before the
microteaching sessions begin and after the microteaching session

completed.
3.5.3 Microteaching Framework

Microteaching provides convenient environment to PSTs in order to gain
experiences on teaching skills in a classroom setting. In this environment,
the real classroom difficulties are reduced for the practitioners and teacher
candidates receives great deal of feedbacks (Allen & Ryan, 1969). So in the

scope of this course, microteaching method was used.

As seen on Figure 14, microteaching part consists of four main parts. These
are planning, teaching, feedback, and re-plan. All students were supposed
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to pass over these steps. These steps were explained at the microteaching

flow chart below.
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Plan

*Step 1: For microteaching session PSTs supposed to prepare an
instructional plan individually depended on the curriculoum of MEB.

*Step 2: Microteaching lesson plans were uploaded on the WBPES.

Teach

*Step 4: In a 9 week period each week 6 PSTs made microteaching. Their
microteaching performances were recorded in video format.

*Step 5: Video records editted and uploaded to WBPES by the
researcher.

Feedback

*Step 6: Other PSTs logged on the WBPES. Depend on their groups, they
conducted the peer evaluation part.

Re-plan

*Step 8: Depends on feedback PSTs revise their microteaching plans and
submited again.

Figure 14 Microteaching Flow Chart
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3.5.3.1 Plan: Microteaching Lesson Plan Preparation

At the beginning of the study, all PSTs selected objectives for their
microteaching session from the curriculum of primary school which is
prepared by Ministry of National Education (MEB). Without any guidance
all PSTsprepared their microteaching lesson plans and required lesson plan
materials. They performed the microteaching in the light of this plan. On
the WBPES, peers were able to access these lesson plans while they were
providing feedbacks to related microteaching performance . Both section
members had submitted these documents before the first microteaching

sessions started.
3.5.3.2 Teach: Microteaching sessions:

In both sections, all PSTs individually conducted a microteaching
performance in the classroom environment. Before the microteaching
performance, classroom was designed according to requirements of the
microteaching to be conducted. In order to give a feeling of real classroom,
chairs were designed for 6 students. Inside from the related groups, six
volunteer PSTs were performed like the students of this classroom. They
tried to act as a primary school student, depends on requirements of the
class levels of the microteaching classroom. Camera was settled down to
record the microteaching lesson. Microteaching performer’s get dressed
depends on the requirements of the MEB clothing regulations. In twenty
minutes period they conducted the microteaching performance in this
classroom setting with the guidance of their lesson plans. The other class

mates watched this performance.

The video recorded microteaching video was edited by the researcher and
uploaded along with the lesson plan and used course materials to the
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WBPES. Except the microteaching performers, all PSTs gave peer feedbacks
by using this WBPES. This system was explained in the “Setting (Web-based

Peer Evaluation System)” part in detailed.
3.5.3.3 Feedback: Microteaching feedback session
3.5.3.3.1 Peer-Evaluator:

After the microteaching videos uploaded on the web-based peer evaluation
system, except that the microteaching performers, all PSTs evaluated the
microteaching performers' microteaching video. They were not given any
instruction about peer evaluation. They made the reflections in the guidance

of the WBPES.
3.5.3.3.2 Peer-Evaluation

Peer evaluation is the assessment part of the microteaching sessions. In this
part, PSTs gave feedbacks to microteaching performer. The experimental
and the control group completed this part in different designed conditions.
Treatment group gave feedbacks under the use of question prompts
embedded in a WBPES on the other hand control group PSTs made the peer
feedback session under the use of unguided environment embedded in the

WBPES.

3.5.3.3.3 Guided vs. Unguided Web-based Video Embedded Peer Evaluation

Process:

Peer evaluation is the assessment part of the microteaching sessions. In this
part, PSTs gave feedbacks to microteaching performer. The experimental
and the control group completed this part in different designed conditions.
Treatment group gave feedbacks under the use of question prompts
embedded in a WBPES on the other hand control group PSTs made the peer
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feedback session under the use of unguided environment embedded in the

WBPES.
3.5.3.4 Follow-up Open-ended Question:

After all the nine weeks microteaching and peer evaluation period, all PSTs
took the follow up open ended question. This question integrated in

WBPES. Question was about the effects of this microteaching experiences on

their future lessons (See APPENDIX ).
3.5.3.5 Re-Plan:

When the microteaching sessions completed and all PSTs conducted the
self-reflection step, it is expected PSTs to make revisions on the
microteaching lesson plan. The aim of this step is to investigate their

reflection of changing habits on the microteaching lesson plan.
3.5.4 Post-Tests:

After these procedures completed two posttests, Unguided Microteaching
Video Evaluation and Teachers’ Sense of Efficacy Scale, were applied to

both groups of PSTs. Date of the each test was represented on the Table 4.
3.5.5 Follow up Interview

PSTs took this CEIT382 course on their third year of undergraduate
education and following year they took the school experience course, so
after they completed the school experience course four PSTs selected for the
follow up interview. These four PSTs were selected depends on their
reflective thinking level scores. From both group, the highest and lowest
score owners selected and they were asked these follow up interview

questions (See APPENDIX C). The aim of the follow up study is depends on
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three main points of web-based online peer evaluation system,
microteaching, and self-efficacy issue. Students were asked questions about

CEIT382 course and their reflections on school experience course.

Each interview was conducted in a silent and empty room and recorded
with a voice recorder. Because after a one year later the follow up interview
conducted, they answered the questions without any pressure of grading
for this interview related with the course. After the general questions, they
were asked more specific prompts questions. Interview durations changed
between 25 to 35 minutes so for four participants about 120 minutes of

interview records were recorded.

3.6 Data Analysis

In this study, to answer the research questions, quantitative data analysis
methods were used. To support the quantitative results, a follow up
interview was conducted and an open-ended question was asked. Before
analyzing the data, first of all, missing values were detected for pretest and
posttest scores. Because of self-efficacy survey was conducted online and
results directly transferred into SPSS, there was not any outlier for this
instrument. If one of the test scores for any participant was missing, this
data was removed from the data set. After data cleaning, descriptive
statistics of data were declared by using IBM SPSS software 20. One way
ANOVA was conducted to answer the first research question. Answering
the second research question, doubly MANOVA was performed. For

analysis interview transcript content analysis method was utilized.
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3.6.1 Analysis of RQ1

In order to address the first research question about effects of the question
prompts embedded within WBPES on PSTs’ reflective thinking level, one
way analysis of variance (ANOVA) was conducted. PSTs" pretest and
posttest results were treated as dependent variables. Scores of 48 PSTs, who
were completed both pretest-posttest, were included to analysis. All peer
feedbacks, given during the pretest and posttest of “Unguided
Microteaching Video Evaluation Form”, were analyzed and scored by using
“Reflective Thinking Evaluation Rubric” by the researcher. Incompleted
pretest and posttest scores were removed so for control group 22
participants’ results and for experimental group 26 participants’ results

were included into the analysis.
3.6.1.1 Reflective Thinking Evaluation Rubric

In order to analysis the reflective thinking levels of the PSTs, different
reflective thinking level evaluation rubrics were investigated. For this study
to assess the reflective thinking levels of PSTs, a four scale rubric developed
by Hatton and Smith’s (1992, 1994, 1995) named “Criteria for the
Recognition of Evidence for Different Types of Reflective Writing” was
used. This scale consisted of four levels which are descriptive writing,
descriptive reflection, dialogic reflection, and critical reflection. They
categorized these levels according to characteritics of the reflecter’s writing.
The first level is descriptive writing. This level is not considered as a
reflection, but just reporting or describing events occurred. In this level
individual does not have any attempt to provide reasons or justifications.
The second level is the descriptive reflection. In this level, individual not
only make a description of events, but also makes some attempt to provide
reason for events or actions but still in a reportive or descriptive way. As a
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third level, dialogic reflection, individual thinks on the events and makes
qualities of judgement and possible alternatives for explaining and
hypothesing by exploring the experience, events and actions. The forth and
the last level is critical reflection. In this level, individual demonstrates an
awareness of events and actions and can looks from the multiple

perspectives (See APPENDIX H).

For this study levels of the rubric was gradually score from 1 to 4. The
lowest reflective thinking level was scored as 1 and the highest reflective
thinking level was scored as 4. Scores given gradually, but PST whose score
is 4 does not twice reflecter than the PSTs whoes score is 2. These sorec were

given to the levels of the rubric.

3.6.1.1.1 Validity an Reliabilty of The Reflective Thinking Evaluation Rubric

As explained at the reflective thinking evaluation rubric topic, this rubric
was developed by the researchers of Hattan and Smith (1992). Without any
changes, Hattan & Smith’s “Criteria for the Recognition of Evidence for
Different Types of Reflective Writing” rubric was used for this study. This
rubric was used for different studies in literature. With the guidance of this
rubric the data were analyzed by two researchers, who have PhD degree in
Computer Education and Instructional Technology field. An inter-rater
realiability analysis was conducted and the reliability score of alpha=.89

which means good level of agreement was obtained.
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3.6.2 Internal Validity Threats

As it is an experimental study, there are two groups of experimental and
control groups. In literature there are threats widely discussed in

experimental designs.

Resentful Demoralization: This threat is occurs when the control group
members feel themselves less important because of receiving less treatment
than the experimental group (Creswell, 2012). In this study, researcher did
not realize any problem about this threat. Control group PSTs were not
complained from their situation, because the control group supposed to
reflect in the unguided question prompts, their workload was very low than
the experimental group PSTs so In this case it is assumed this threat has not

been effected the results of the experimental study.

3.6.2.1 Assumptions of ANOVA

In order to control the data whether it is ready for running one-way
ANOVA, the required assumptions of independent observation, normality,
and homogeneity of variance were checked and they were explained in

detailed below.

It is not possible to practically test the independent observation assumption,
which tests whether data are collected independent of each other.
According to Gravetter and Wallnau (2004), independent observation
assumption is not violated if data are randomly selected from the
population. In our case the data were randomly selected from the

population, so independent observation assumption were provided.
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It is expected that the dependent variable is normally distributed for each of
the level of the independent variable. In order to check normality
assumption, Skewness and Kurtosis values were examined and their values
should not exceed +2.00 and -2.00 to provide normality assumption
(Fouladi, 1998). Our values do not exceed +2.00 and -2.00. In addition, for
pretest and posttest, the histogram checked with normal curves, so

normality assumption was not violated.

In order to provide homogeneity of variances, it is expected that Levene’s
Test value was not significant. Since Levene’s Test is not significant, F (1, 46)
=1.639, p > .05, homogeneity of variance assumption is provided as well. It
indicates that differences among two groups’ variances are not significantly

different.

Design, instruments, data analysis techniques, and the validity and

reliability issues were illustrated on
3.6.3 Analysis of RQ2

In order to address the second research question about the effects of the
questions prompts on PSTs’ self-efficacy levels, repeated measure
multivariate analysis of variance (MANOVA) was conducted. This analysis
also known as doubly multivariate repeated measure is used when the same
subjects measured at multiple times on the same variables (Kerr, Hall &
Kozub, 2002; Stevens, 2002). In this study PSTs were measured on three
dependent variables including instructional strategies, student engagement,
and classroom management for each of the two groups in time. Fourty nine
pre-service students were completed both pretest and posttest and were

included in the analysis.
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3.6.3.1 Assumptions of MANOVA

As it can be seen on Table 7 sample size was enough for running repeated
MAVOVA. Tabachnick and Fidell (1996) claims that at least twenty samples
in each group makes the data robustness. In addition to that, univariate
normality was checked within each group by using Skewness and Kurtosis
values, and histograms. According to these values and histograms, it can be

said that normality assumption was not violated.

The critical value determined by using critical values of Chi-square table,
with the number of dependent variables. So maximum value obtained from
the output should not be larger than 16.27. In this situation maximum value
of Mahal. Distance was 16.92. Because it is not too high, this PST’s score was

left in the data file.

The plots were investigated and did not see any evidence of non-linearity,
therefore it can be said that our assumption of linearity is satisfied. In this
case Box’s M sig. value is .078, therefore we have not violated the
homogeneity of variance-covariance matrices assumption. Descriptive
results on  Table 7 shows that the numbers of subject in each groups were
seen enough to overcome the problems related with the normality or
equality of variance. By looking to Levene’s Test of Equality of Error
Variance for all dependent variables not recorded any significant value, so

that it can be assumed variances are equal to each other.
3.6.4 Analysis of the Interviews

Follow up interviews conducted with four PSTs. This data was analyzed
with the content analysis method. As Yildirim and Simsek (2008) explained
the stages of the content analysis, data coded, themes developed, these
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themes and codes organized, and the findings and interpretations defined

and described.
3.6.5 Ethical Consideration

Before the study began, from the Research Center for Applied Ethics at
Middle East Technical University an official permission was taken for the
application, data collection instruments, and consent forms. (SEE
APPENDIX D) The Ethic Committee investigated documents and approved
them in order to use for this study. Before the study begins, all participants
informed about this study. By this consent form they were informed about
the study and their liberties were explained. Volunteer ones signed hard
copy of the consent form and they were become the participants of this

study.
3.7 Researcher’s Role

In this study researcher was at the same time teaching assistant of the CEIT
382 course. For seven years he has been working as a research and teaching
assistant at the department of computer education and instructional
technology. For last four years he had been the teaching assistant of this
course. Also the videos of microteaching sessions were recorded by the

researcher.
3.8 Assumptions

e The participants were assumed to response accurately to all measure.

e The data would be accurately recorded and analyzed.

e The researcher assumed that the reading ability of participants was
adequate for comprehending and responding to all written

instructions provided in this study.
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e The reflections written by the PSTs are an accurate indicator of

student thinking.
3.9 Delimitations and Limitations of the Study

Every study has some delimitations and limitations. This study confines
itself to data collection by the online instrument for reflective thinking and
self-efficacy, questioning, and interviewing the junior PSTs at the
department of the Computer Education and Instructional Technology at the

Middle East Technical University.

Convenience sampling was used for this study, so the results of this study

can be generalized for the same studies.

89



CHAPTER 4

RESULTS

The purpose of this study is to examine the effects of different scaffolding
strategies, embedded within a web-based video analysis environment, on
PSTs" reflective thinking and teachers’ self-efficacy levels. This chapter
consists of both qualitative and quantitative results. The data collection
instruments were explained in the chapter three. The quantitative data was
derived from online peer feedbacks and questionnaires while qualitative
data was collected by the interview procedures. In this chapter description
of the participants and the results of the study will be presented according
to the research questions. Firstly descriptive statistics regarding both control
group and the experimental group students’ reflective thinking level scores

will be given.
41 Question Prompts and Reflective Thinking

Research Question 1 : Does the use of question prompts embedded in a web-based
video analysis system have an effect on pre-service computer education teachers’

reflective thinking level over the peer assessment sessions?

By this research question, it is aimed to investigate the effects of the
question prompts on the PSTs’ reflective thinking level. For the analysis of
variables one-way ANOVA was administrated. The independent variable is
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group and the dependent variable is mean difference of pretest and the

posttest.
Number of the items, mean, standard deviation, minimum and maximum

values of reflective thinking levels about pretest and posttest scores were

computed and displayed in Table 5.

Table 5 Group Statistics of PTSs” on RTLs

Group n M SD Min  Max
Control 79 248 60 1.67 3.67
Group

Pretest E . t
xperimenta 219 69 1.00 3.67
1 Group
Control 29 280 73 1.00 4.00
Group

Posttest Experi t
perimenta 2 3.12 60 1.67 4.00
1 Group

Descriptive statistics indicated that for the pretest the mean scores of PSTs’
reflective thinking levels for control group (M = 2.48) and experimental (M =
2.19) group are approximate to each other. The variations for control group
(SD = .60) and experimental group (SD = .69) pretest have approximately the

same.

When the posttest scores investigated, the experimental group’s mean score
(M = 3.12) is a bit greater than the control group’s one (M = 2.80). The
variations for control group (SD = .73) and experimental group (SD = .60)

posttest have approximately the same.
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A one-way ANOVA was conducted to compare the effect of the use of
question prompts embedded in a web-based video analysis system have an
effect on PSTs' reflective thinking level. Our dependent variable is reflective
thinking level of PSTs. The means and standard deviations for PSTs’
reflective thinking level related with pretest and posttest are presented in
Table 5. The ANOVA results indicates a significant difference between the
experimental group and the control group, F (1, 46) =12.401, p = .001. The
strength of the relationship between the guided and unguided group, as
assessed by partial n? = 0.21, which in Cohen’s (1988) terms would be
considered a large effect size. This result suggests that differences in the
mean across time depended on the scaffolding conditions. Result shows that
group under the use of question prompts embedded in a web-based video
analysis system let to a greater improvement in PSTs’ reflective thinking
levels from pretest to posttest than the group under the use of unguided

environment embedded in a web-based video analysis system.

Table 6 Anova Table of PSTs” RTLs

Sum of daf Mean F  Sig.
Squares Square
Between 4360 1 4360 12401 .001
Groups
Within 16174 46 352
Groups
Total 20.535 47
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4.2 Self-efficacy and Reflective Thinking

Research Question 2: Does the use of question prompts embedded in a web-based

video analysis system have an effect on pre-service computer education teachers’

PSTs’ self-efficacy levels?

A doubly multivariate analysis was conducted to examine the effects of the
web-based video embedded scaffolding strategies on the PSTs’ self-efficacy
levels including instructional strategies, student engagement, and classroom
management over the time. Forty-eight PSTs randomly assigned into each
groups. The sample size for each group was equal. Table 7 summarizes the
descriptive statistics of pretest and the posttest scores. The independent
variables include between subject variables (timel and time2) and with-in
subject variables (Experimental and Control). PSTs scores on SE, IS, and CM

were the dependent variables.

Table 7 Descriptive Statistics of PSTs' Self-efficacy Levels

Pretest Posttest
Factors Groups M SD n M SD n
Experimental Group 623 127 24 741 83 24
Student
Engagement

Control Group 6.69 89 24 762 70 24

. Experimental Group 655 137 24 742 83 24
Instructional

Strategies
Control Group 6.88 93 24 773 59 24
Experimental Group 635 144 24 754 94 24
Classroom
Management

Control Group 6.86 98 24 7172 59 24
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As illustrated on the Table 8 Multivariate Test Results for the Doubly
MANOVA, a doubly multivariate analysis was conducted to assess if there
was a difference between PSTs in the experimental group and PSTs in the
control group in the amount of change in their self-efficacy scores on the
three outcome measures. Significant multivariate effects were not found for
the main effects of group F(3, 44) = .707, p > .55, partial n? =.046 on the other
hand for during time F(3,44) = 24,11, p < .00, partial n? =.622 there was a
significant differences but there was not a significant interaction between
group and time, F(3,44) = .756, p = .525, partial n? =.049. Because there was
not interaction effect between the experimental and control group, this
means that on the linear combination three dependent variables were not
significantly different between at pretest then it is at posttest. The
examination of the means suggest that this is because groups do not differ
on either dependent variable at the time of pretest and posttest. For both
groups, the change from pretest to posttest was significant for the three
dependent variables. For IS, F(1,46) = 45.29 , p < .00, partial 12 =.496 for CM
F(1,46) =62.26, p <.00, partial n* =575 and for SE, F(1,46) = 68.09, p <.00,
partial n* =.597 but on the other hand the change of any dependent variable
was not statistically significant from each other (IS F(1,46) =421, p =52,
partial n?=.009, CM F(1,46) =1,616, p =.210, partial n?> =.034, SE F(1,46) =1,033,
p =315, partial n?=.022). After the examination of means it could be said that
the change among the dependent variables are not significantly different

from each other.
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Table 8 Multivariate Test Results for the Doubly MANOVA

Effect Wilks’ F Hypothesis  Error df Sig. Partial Observed
Lamda df Eta Power
Squared
Group 954 707 3 44 .553 .046 .188
Time 378 24113 3 44 .000 622 1.000
Time* 951 756 3 44 525 .049 198
Group

The results indicated that self-efficacy levels of the PSTs on instructional
strategies, classroom management, and student engagement were changed
from pretest to posttest over time. Table 9 represents the results of within-
subject contrasts of all dependent variables. Also Figure 15, Figure 16, and

Figure 17 illustrates the profile plots of self-efficacy levels on three factors.

The change tendency of self-efficacy scores illustrated on the Table 9 Tests
of Within-Subjects Contrasts that there was a significant linear trend
indication for all types of self-efficacy factors for both control and
experimental group over the time. For both groups this linear trend showed
that self-efficacy scores of instructional strategies, classroom management,
and student engagement developed over the time. Also it can be seen on the
profile plots of each self-efficacy factor indicates a linear increasement trend
over the time. In addition even though both group scores were increased
over the time significantly, there was not a significant interaction between

group and time.
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Table 9 Tests of Within-Subjects Contrasts

Source Measure  time df F Sig. Partial Eta
Squared
IS Linear 1 45,289  ,000 ,496
time CM Linear 1 62,258  ,000 575
SE Linear 1 68,094  ,000 ,597
IS Linear 1 421 520 ,009
time * Group CM Linear 1 1,616  ,210 ,034
SE Linear 1 1,033 315 ,022
IS Linear 46
Error(time) CM Linear 46
SE Linear 46
Estimated Marginal Means of IS
7,80 Group
— Control Group

7,60

7,40

7,209

7,00

Estimated Marginal Means

5,80

6,607

time

— Experimental Group

Figure 15 Estimated Marginal Means of IS
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Estimated Marginal Means of CM
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Figure 16 Estimated Marginal Means of Cm

Estimated Marginal Means of SE

Group

— Control Group
— Experimental Group

7,50

7,00

Estimated Marginal Means

6,50

time

Figure 17 Estimated Marginal Means of SE
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4.3 Open-Ended Question Results

After the study completed, PSTs are asked an open-ended question, which
is aimed to investigate the effects of this microteaching experience on their
future lessons in terms of their new learning outcomes, discoveries, and
insights. It is aimed to investigate which components have affected the PSTs

self-efficacy levels.

Table 10 Frequency Table of Themes for Open-ended Question

Themes Frequency
Planning of the lesson 22
Experience 17
Effects of the teaching methods 10

Appearance-Diction-Oratory

Self-Exploring

Theory — practice difference

Self-confidence

Importance of Motivation

Timing management

W W| W| W[ | | ©

Classroom-management

Most of the PSTs expressed that they learned the importance of planning of
the lesson. They claimed that without a lesson plan it is not possible to
complete the lesson through the intended way and reach the students
intended learning outcomes. As one of the PSTs said that

Bence iyi bir tecriibe oldu biz dgretmen adaylar: icin. Her ne kadar gercek

ogrencilerle etkilesim icinde olmasak da, belli bir plan 1s1$imda ders anlatmak
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gercekten cok giizeldi. Belirlediginiz plandan ders icerisinde ¢ok az sapmalar
yapmaniz. Dersin sonunda istediginiz verimi anlamanmizi sagliyor. Bu
aradan sunu kesfettim diyebilirim, planli bir sekilde ders anlatildiginda
istenilen sonug bir sekilde elde ediliyor, ayrica gelecekteki dersler icin, derse
girmeden once iyi hazirlanmamiz gerektigi kanisina vardim. Yani tamamen

dogaclama yapilarak dersin anlatilamayacagini anladim. OEQ-1D24

As a teacher candidate, it was very good experience. Even though we did not
interact with the real students, it was very good to teach with the guidance
of a lesson plan. Very little deviations from the plan provided to get the
intended performance. I explored that, when give a lesson in a planned way,
in a manner you get the intended result. Also, I realized that for the future
lessons it is required to be prepared hard. In other words, I understand it is

not possible to give lesson in an improvised manner. OEQ-ID24

Another finding indicated that most of the PSTs stated that they got
valuable experience from this environment. They expressed that they were

feeling more experienced for the future real classroom lessons. One of the

PSTs stated that;

Ilk olarak, yapmis oldugum bu micro-teaching gretmenlik icin iyi bir
deneyim oldu. Ciinkii ortam gercegine cok yakindi. Gergek bir ders gibi
ciddiye aldim ve ona gore davrandim. Micro-teaching in gelecek derslerime
etkisi olacagimi diisiiniiyorum. Bu sayede heyecanim yenmis oldum ve

aslinda ¢ok zevkli bir is oldugunu fark ettim. OEQ-1D26
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This first time microteaching was become a good experience for me, because
the environment was very near to real one. As a real lesson, I took the
microteaching seriously and behaved. I think microteaching will make an
effect on my future lessons. By the way I have suppressed my excitement

and I realized that it was very pleasant job. OEQ-ID26

The analysis showed that most of PSTs understood the importance of the

teaching methods. For example one PST stated;

Bu micro-teaching deneyimi bana bir seyi 0gretmek icin birden ¢ok ve daha
etkili yontemlerin oldugunu 63retti. Arkadaslarimdan aldi§im geri doniitler
ve kendimin ¢ikarimlar: sonucunda dersimi nasil daha etkili isleyebilecegim
ve ogrencilerimi nasil daha aktif tutabilecegim konusunda yeni fikirler

edindim. OEQ-ID44

This microteaching experience teach me in order to teaching one think there
can more effective and different methods more than one. At the result of
getting the feedbacks from my peers and my inferences from this experience,
I had new ideas on how I can conduct the lesson more effective and how I

can keep active the students. OEQ-ID44

Several PSTs mention about the importance of the appearance, dictation and
oratory. One of the PSTs confessed that “Aslinda en onemli 6grendigim sey ise
ileride 0Ogretmenlik yaparsam ciddi manada bir diksiyon kursuna gitmem
gerektigi”OEQ-ID60. Also another PSTs expressed that “dgrencilerin
karsisinda nasil bir goriiniime sahip olunmas: gerektigi (sag-sakal tasindan, giyim-

kusam ve konusma-mimiklere kadar)”OEQ-1D96.

Several PSTs realized that microteaching helped them in order to explore

themselves about the teaching profession. One of them stated that “those
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who want to be an instructor in the future are able to see their level of teaching
methods, classroom management skills, communication skills with this micro-

teaching education”.OEQ-ID-37

Some of the PSTs expressed the importance of the motivation in the
classroom setting especially at the beginning of the lesson. One of PST
claimed that depended on the interest of the students by using different

materials students could be motivated.

Some other students expressed the importance of the time and classroom
management skills. About the time management one of the students

expressed that

Zaman diledigin gibi yonetemediginde mutlaka bir seyler yapman
gerektigini  6grendim. Ders esnasinda karsina ¢ikabilecek sorunlari
diisiinerek daha Onceden derste kullanacagin materyalleri (video, animasyon

internet vs.) kontrol edilmesi gerektigini 6grendim. OEQ-ID150

I learned that when you could not manage the time, it is required to do
something. Also I learned to control the required materials related with the
lesson before the lesson, by thinking the possible problems which can be

occurred during the lesson. OEQ-ID150

An another PST stated about the effects of the classroom management issue

as

Ancak kontrolii saglanan bir simifta 6grenmenin de en iist diizeyde
gerceklesebilecegini  diisiiniiyorum. Gelecek icin biiyiik bir deneyim

oldugunu soyleyebilirim. OEQ-ID-157

101



Highest level of learning can occur, when the control of the classroom was

provided. I can say it was a very big experience for the future. OEQ-ID-157
4.4 Follow-Up Interview Results

After the study PSTs were asked the related interview questions. In order to
support the findings of the quantitative results, the interpretations were

given in this section.

First of all PSTs were asked whether analyzing the videos of peers and
making peer feedbacks with the help of the question prompts were
beneficial for them or not. Students claimed the quantity of the questions.
They did not want to complete so many detailed questions very week. One
of the suggested that questions could be changed week by week. One of the
PSTs stated that;

Sorularin sayist bence ¢ok fazlaydi bence...Bir sure sonar yazdi§iniz sey de
aymlasmaya  bashyor.  Belki  sayist  biraz  azaltilabiliv  diye
diisiiniiyorum...Bir siire sonra artik ne yapt§imiz otomatiklesmeye

baglad:...Sorular degistirilmeli belki belli bir sure sonra. Tint01

I think there were so many questions...After a while, I started to write the
same things. I think the number of the questions can be reduced. After a
period, what I did was become automatic...Maybe after a period questions

may be change. Tint01

An another PST responded to the interview question of effect of the
unguided questions on his reflection, and did he prefer to answer to the
guided questions, and he responded that the advantage and disadvantages
of both method and made a suggestion of using mix method which includes
guided and unguided prompts. He said that;
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Genel sorular oldugu zaman aklimda cok fazla yazacak birsey olmuyor.
Spesifik sorularda o soruyu diisiiniiyorsunuz. Cok daha ozel yorumlar
yapabiliyorsunuz. Genel olunca ¢ok daha kisa olsun istiyorsunuz. Belki oyle
bir dezavantaji olmus olabilir. Ama soyle bir avantaji olabilir. O sorulara
bagly olmadan akliniza gelen seyleri de ifade edebiliyorsunuz. Genel soru
olmast biraz daha iyi oluyor. Biz 0grenciler kisa tutmaya calistigimiz icin.
Ama yonlendirme olsa ok daha fazla feedback verebiliriz. Ikisinin de aslinda
avataj ve dez avantajlart var ama belki ikisinin de bir arada oldugu birsey
olabilir, once sorulan sorular sonra ayrica genel eklemek istediginiz seyler

olabilir.

I do not have so much things to write to the general questions. In specific
questions you thinkg on that question. You can do more specific comments.
In general you give shorter answers. Maybe it can be disadvantage. Not
depend on that question, you can express what come to your mind. General
questions may be better. Because as a student, we tend to give shorter
answers. But with guidance we can give more feedback. Both of them have
advantages and disadvantages, maybe both of them can be given together.

Fist the specific questions than general questions.

One year later, students were enrolled to school experience course and they

went to the real classrooms. PST were asked how they feel themselfs when

they conducted the fist time real teaching experience in the real classroom

setting and how the microteaching effected their real classroom experience.

One of the PSTs, explained the differences of the microteaching

environment ansd real classroom setting. In microteaching setting they did

not encpuntered any problem out of their plan, because it was an controlled

environment, but in the real classroom setting may be the main problem

was the classroom management, but it was not most frequently expressed
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by the PSTs in the open-ended question, also an another PST’s oppinions

support this claim as:

Ben gercek sinif ortamina girdigimde d3renciler birden bagirip cagirmaya
bagladilar birbirlerine. O ¢ok biiyiik bir eksiklik bence, ¢iinkii gercek sinifta
hi¢ boyle olmuyor c¢ocuklar. Bilgisayarlar bozuluyor, cocukalr: baska
bilgisayarlara oturtmanmiz gerekiyor, aktivite yiiriimiiyor, ve birseyler
caligmuyor...Microteaching bu gibi seylerin eksiklikleri vardi, ama deneyim

oldu en azindan. Cint04

When I entered in to the real classroom setting, students suddenly started to
scream one to another. was really a deficiency, because in the real
claassroom students are not in thi manner. Sometimes computers can give
errors, and in this possitions it is needed to sit the student to an another
place, so the activity can not complete and somethink does not work. In

microteaching includes similar problems but it was an experience. Cint04

PSTs also were sked the effects of the various microteaching video
observation and analysis on their teaching experience acquisition. All of
them were found the it very benefical while preparing for their professional

life. One of the PSTs expressed that

Tabi ki, daha ¢ok yapamayanlardan ziyade sunumu iyi yapan arkadaslari, o
sunumu yaparken ki teknikleri, kullandiklar: teknikler falan, onlart mutlaka
not aliyordum bir tarafa veya kafama not ediyordum. Ders verirken ben de
bunlar: kullanabilirim diyordum. Bazi arkadaslar gercekten ok iyi sunum
yapti. Bazilarimin  konusmas: c¢ok iyiydi, bazilarimin materyalleri ¢ok
giizeldi...dersin gidisatinda verdikleri ornekleri falan farkli farkl ozellikleri

kafamda yer ettirdim.Tint02

104



Of course, more than the bad ones, I took notes about the techniques of the
good presenters. I thought I can use these techniques when 1 giving my
lessons. Some of the friends conducted really good presentations. Some of
them had good diction, and some of them had good materials...Some of the

examples and different properties impressed me. Tint02

PSTs were asked the effects of the microteaching on their self-efficacy

feeling about being a teacher. One of the PST

Ben ¢ok kaygilamirim diye diisiiniiyordum ama kendime ama biraz da
kendime giiven vardi. Bu dersten dolay: kendime giiven vardi, ¢iinkii ne
yapacagmm biliyordum. Ama hep sey diisiinmiistiim, dersi anlatirken
elektrik kesilirse ne yaparim diye diisiindiim. Sey dedim sonra elektrik
kesilirse, gelinceye kadar soyle desem dedim. ‘Arkadasalar elektrik kesildi,
bilgisayar elektrikle calisan bir alet’ Hemen bir sekilde dersi dagitmadan,
ogrencilerin dagilmasina izin vermeden bir sekilde dersi cevirip kendi dogru

yonlendirmeyi diisiindiim ...Cint03

I thought, I could become worried but I trusted myself. I have a self-efficacy
because of this course, because I was aware I would I do. But, always 1
think, what I do if the power cut. Than I thought I could say “Hey all,
power has just cut, so computer is a device which works with power”.
Without disturbing the students’ attention, I thought to turn their

attention to the aims of the lesson. Cint03

One of the PST indicate that “Ogretmenlik icin en énemli etkenlerin kendine
gliven, ogrencilerle iletisim ve ders materyalleri iizerinde yeterli sekilde calismak

oldugunu o6grendim” .(ID1)
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Almost all PSTs expressed that microteaching experience has a positive
effect on their future lessons. One of the PSTs expressed the effects of the

micro-teaching on their future professions as;

The implementation of the course CEIT382 and microteaching are really
effective. Those who want to be an instructor in the future are able to see
their level of teaching methods, classroom management skills,

communication skills with this micro-teaching. (ID6)
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CHAPTER 5

DISCUSSION

Fist finding of this study is that the use of question prompts embedded in a
web-based video analysis system have an signiticant effect on pre-service
teachers' reflective thinking level. That is, PSTs, guided with questions
prompts which were used for directing the learner on the specific point to
reach the appropriate leaning goals, gave more critical and reflective
feedbacks to their peers’ microteaching videos than those who did not

guided with these question prompts.

The second finding of this study is that the use of question prompts
embedded in a web-based video analysis system did not have a signiticant
effect on pre-service teachers' self-efficacy levels. However, there was a
significant linear trend indication for all types of self-efficacy factors for
both control and experimental group over the time. For both groups this
linear trend showed that self-efficacy scores of instructional strategies,

classroom management, and student engagement developed over the time.
5.1 Effects of Question Prompts and Reflective Thinking

Improvement the affordance of to prepare qualified teacher candidates with
highly critical thinking capacity is an active debate (Lai, 2008). It is claimed
that the preservice teachers did not have a chance of long-term classroom
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teaching experinces and problems about improving their metacoginitive
skills, affecting the improvement of PSTs reflcetive thinking skills
(Rudduck, 1989). In the preparation of the teachers, early field experiences
acts an important role (Gutton & McIntyre, 1990). In these field experinces,
teacher education programs have been widely using the microteaching
technique in order to prepare the PSTs for the real classroom setting.
Microteaching environments serve a very convenient environment to PSTs
in order to gain experiences on teaching skills in the classroom
environment. In this environment the real classroom difficulties are reduced
for the practitioners and the teacher candidates receives great deal of
feedbacks (Allen & Ryan, 1969). These environments allow the PST to gain
experience on the teaching skills and to cultivate the reflective thinking
(Huang, 2001). Reflective thinking is important for professional
development (Schon, 1987). With the help of the cognitive scaffolds, learners
could reach places that they could not achieve without it (Holton and
Clarke, 2002). After the learner reach to intended point then it is expected
the learner may represent the specifications gained with the help of
scaffolds (Holton and Clarke, 2002). In the teaching process reflection takes
a key part and the learner need to think on the means of each experiences to
them and how this acquisition can be applied in the future positions (Zink,
2010). While watching the microteaching videos, PSTs spends many times.
Anderson et al. (2005) claimed that a few research focused on the PSTs
observation of teaching. For professional development, observation of
teaching plays an important role (Dewey, 1974). While observing the
microteaching videos, PSTs can give feedback to the peers. In this
environment, by icreasing the reflective thinking level of the PSTs would

result in the more qualified feedbacks. So in this study, it is aimed to
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investigate the effects of the QPs on the PSTs reflective thinking levels,

while they are observing their peers’ microteaching videos at WBPES.

Overall findings of this study indicates that in both experimental and the
control group, PSTs’ reflective thinking levels have increased. Despite the
overall learning gain, the results suggested that the group under the use of
question prompts embedded in a web-based video analysis system could
better assist PSTs in learning and integrating knowledge compared to the

group under the use of unguided reflection environment embedded in a

WBPES.

In litearture different studies were conducted on the guidance of the learner
while thinking cognitively and metaconitivly. Some studies resulted that
guidance improves the reflective thinking level and learning on the orher
hand some other studies advocated that minimal or lack of guidance of
learner result in more reflective thinking level. Jonassen, 2010 claimed that
questions are effective for eliciting metacognition activities such as planning
and reflection. In this study, with regard to scaffolded PSTs, peer feedbacks
showed that they are more succesful on explaining the actions and events.
Some of them could achieve to look action and events from multible
perspective and they are more succesful than the unguied PSTs on prividing
reasons and making justification about the events or actions. But it is
possible to say that some of the unguied PSTs were represented high
reflective thinking level, but in this group most of the PSTs are at the
discirptive writing or discriptive refleclection level which are the fist and
the second level of the “Criteria for the Recognition of Evidence for

Different Types of Reflective Writing” rubric.
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Findings of this study about the effects of the QPs on reflective thinking was
supported by different studies in literature. In their study, NcNeill and
Krajcik (2006) contrasted the effects of domain-specific and domain-generic
scaffolds and they found that domain-specific scaffolds are more effective
than the domain generic scaffolds in terms of understanding the content.
Also in another study it was found that domain specific scaffolds can achive
to start the knowledge integration process but they are not capable in

knowledge fostering alone (Bell & Davis, 2000; Kyza & Edelson, 2003).

By scaffold the experimental group with question prompts could force them
to find out an answer to question prompts from the video parts and the
related materials, on the other hand, in control group because the PSTs were
free to answer the general questions without any stress of finding specific
answers, they wrote down what they saw in the video. So this feeling could
make unwillingness for making reflection. From the interview results, it can
be interpreted that the question prompts forced the PSTs reflect on the
specific points. One of the PST in the treatment group confessed that after
the couple of weeks, he did not need to read the questions, but
automatically answered the question relevantly. After the learner gains
independence, and no longer needs to complete the desired task, so this
form fading of scaffolds occure (Dennen, 2004). By the time individual
gradually faded the scaffold byself, and does not feel any requirement to it.
This finding is also important for this study, because gaining the PSTs, the
ability of reflective thinking, is a desired behavior change. The results also

prove this hypothesis.

As Albrecht and Carnes (2006) sited Dunkin, Precians, & Nettle (1994)

stated that studies in which the PSTs involve in reflective inquiry point out
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significant effect on the cognitive development of the PSTs. As
Subramaniam (2006) cited Danielson and McGreal (2000) stated that for
teaching actions, the initial role of the evaluation criteria is supply evidence
and determining which evidence is relevant for the evaluation criteria is the
the evaluator's skill. After the microteaching session conducted at the peer
evaluation process, it is expected from the evaluator to make meaningful
and evidence based evaluation, so that the microteaching performer could

take the optimum benefit from the evaluation.

As mentioned, this study is intended to gain a reflective thinking skill to
the PSTs. It is expected that the PSTs think on the teaching skills, evaluation
processes, classroom environment, student interaction, classroom
management, etc. After the scaffolding removed from the environment,
their functionality on these process were evaluated. In scaffolding learner's
success depends on the adaptation of the learner centered strategies on the
learner's needs (Dennen, 2004). Learner effected scaffolding both cognitively
and emotionally, in explanation it is not only impact learner skills and
knowledge but also learner motivation and confidence (Dennen, 2004).

Question prompts are used for scaffold the learners in different situations.

For the novice learners, guided instructional approaches are more effecteive
than the unguided or minimal guided ones (Kirschner et. al., 2006). All the
participants of the study were the novice PSTs. Also, the results of the study
showed that novice PSTs needed to guieded instructional aproaches. But
after they learned how to deal with the obstacles they automatically remove

the guidance, in other words they unintentionally faded the scaffolds.
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King (2002) argues that for promoting the different kinds of cognitive
processing, it is necessary to ask different sort of questions. Therefore,
engaging in these cognitive processes strengthen the understanding (King,
2002). In the literature there were some studies, claimed that “People can
sometimes learn very well through unguided exploration, and can also
learn by listening passively to lectures or stories or by being directly
instructed” (Mercer, 1995). Bu in this context guided PST performed more

reflective results than the unguided group.
5.2 Self-Efficacy and Guided and Unguided Observation

In this study question prompts were used to guide the PSTs while they were
observing their peers. In literature there are divergent approaches among
the researchers about the effects of guided and unguided observation

technique.

Observation is an important process for the microteaching technique. For
observation PSTs spent very large amount of time in order to gain teaching
experience. Bandura (1977,1986) claims that, in teacher education
observation is important because most of the individuals learn by
observation through modeling. Observation is important while learning to
teach (Young et. al, 2011). By watching the others’ performances can
generate expectations from the reviewers’ side it means, others’
performance encourages them and they feel they could achieve
improvement in their self-performance (Bandura & Barab, 1973). By the way
observation triggers the activation of self-efficacy (Bandura, 1977). In
literature, two types of observation technique were used as guided and
unguided observatin (Anderson et. al, 2005). Anderson et. al. (2005)

explains that in unguided observation, pre-service teachers are not or little
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guided by the direction in what to observe, on the other hand, in guided as
called focused observation the directed points of teacher of pupil behaviors
adds that guided observation may limit the ranage of behaviors
observation, on the other hand Waxman (1988) stated that guided
observation support helps preservice teachers become more aware of the
social reality of teaching. PSTs in unguided observation can see anythink
interesting the classroom setting or they may look to the teaching from a
general foci (Anderson et. al., 2005). So guiding the PSTs by specific
questions which focus on the important points of a lesson or allowing the
PSTs free to observe can make different contributions on the PTS" self-
efficacy levels. The results of the study showed that the use of question
prompts embedded in a WBPES did not have a signiticant effect on pre-

service teachers' self-efficacy levels.

As the results of the study showed that the use of question prompts
embedded in a web-based video analysis system did not have a signiticant
effect on pre-service teachers' self-efficacy levels. However, there was a
significant linear trend indication for all types of self-efficacy factors for
both control and experimental group over the time. The reason could be
based on the micorteaching experineces. Because both of the groups
conducted the microteaching session and both PSTs observed the
microteaching videos. In microteaching environment, while PSTs watching
their peers microteaching performance, they can get valuable experinces.
Bandura (1977) stated that the self-efficacy not stand on only the
individuals” experienced masteries, also vicarious experiences have a great
effect on the self-efficacy. By watching the others’” performances can
generate expectations from the reviewers’ side it means, others’

performance encourages them and they feel they could achieve
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improvement in their self-performance (Bandura & Barab, 1973). While peer
is watching the microteaching video s/he can model the successful sides of
the performer's act. As Wang et al. sited (2004) Neck and Manz (1992) stated
that, mentally to rehearse a task then they are exposed the positive effect of
the task, and this means learn through vicarious experiences. From this
looking side it is expected that the PSTs while watching the microteaching
performer, they can take the positive and useful vicarious experiences and
refuse the useless ones. The related results from the intewiew data supports
the effects of the watching microetaching videos and performing

microteaching on the PSTs self-efficacy levels.

A student was asked that the watching the online videos and writing
feedbacks did have an posisitve effect from your side and she answered

that;

Interviewee: Oldu hocam. Ben en son anlatilan haftadaydim. Onlara[peer
microteaching wvideos] yorum yaptim. Direk peer evaluation yaptik
birbirimize. Agiklar1 gordiik. Kendim ben olsam nasil yapardim dedim ilk
basta ben yorum yaparken, arkadasin ders planlarini inceliyordum, daha
sonra  arkadasi  izliyordum  uygun  oldumu  ders  plamina

bakiyordum...Cint03

Yes, sir. My microteaching turn was last week. I gave feedback to the peer’s
microteaching videos. Directly we made peer evaluation one to another.
While I was giving peer feedback I though If I were him, what would I do?
While evaluation the microteaching, I investigate the lesson plan and then 1
watch the microteaching video by the way I could have chance whether it
was consistent with the lesson plan.
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This answer shows that microetaching videos effected the peer. Cint03 put
himself place of the microetaching performer and thought on the specific
acitions by the way this interaction could gain valuable experiecens about

the teaching profession.

In another question PST asked did your microteaching experience effect
your real classroom teaching experience, he explained the positive effects of

the miroteaching as;

Interviewee: Tamamen bu tecriibelerime (microteaching) dayanarak
anlattim diyebilirim size. Bes donem[He took this course in his sixth term]
boyunca biz teorik olarak gordiik ders anlatmayi. Hicbir zaman uygulamaya
gecmemistik. Bu dersin de bana en biiyiik artis1 bunu uygulamaya gecirmek
oldu. Tam olarak orada[microteaching] ne yaptiysam simifta da aymisin
yaptim. Teknik olarak aymisini kullandim. .. Arkadaglarimla konustum onlar
da bu derste 63rendiklerini aynen uygulayacaklarini séylediler. Bu dersin

yarari ¢ok oldu.(Cint4)

I can say that I gave my lecture deped on my experiences(microteaching).
We have been trained about lecturing on the theoric knowledge for five
terms. We could not have a chance to make practice. It was the biggest
advantage of this course is getting into practice. Exactly what I do at
microteaching, 1 did the same in the classroom. I use the same
techniques...Also my friends expressed that they will use that they have

learned from this course. This course has many benefits.

As the interview and open ended question results show that the
microteaching experince has an powerful positive effect on the PSTs self-
efficacy levels. Because both groups PSTs were conducted the
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microteaching, and watched their peer microteaching videos, self-efficacy

test did not found any significant differences between the gorups.

Self-efficacy has three dimentions as student engagement (SE), instructional
strategies (IS), and classroom management (CM). For both groups, the
change from pretest to posttest was significant for the three dependent
variables but on the other hand the change of any dependent variable was
not statistically significant from each other. After the examination of means
it could be said that the change among the dependent variables are not
significantly different from each other. It can be said that all PSTs
experienced about each dependent variables while conducting the
microteaching and peer evaluation sessions. In microteaching environment,
they lectured to their friends who made role of real students, so practicing
on this environment may help them to improve their self efficacy about the
student engagement issue. Each of the PSTs prepared lesson plan before the
microteaching application and they conducted the microteaching with the
guidace of these plans so they could have a chance to apply the planned
instructional strategies in the microteaching classroom setting. By the way
they could see effects of the instructional strategies during lecturing and
these experiences may effect their self efficacy about the IS. Up to this
course, they had not been any chance of lecturing. In microteaching setting
they could have chance to manage a classroom. In addition while they were
watching the peer videos they exposed to different classroom managent
samples. So these experience may effect their self efficacy about the

classroom management.
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5.3 Concluson and Recommendations

The result of this study gives clues to the instructional designers, educators,
and teachers about effects of scaffolds in order to facilitate the peer
evaluation and improve the reflective thinking process. However scaffolds
can be used in different learning environments, the result of this study is
concentrate on the reflective thinking process. The result of the study shows
that the guiding the learner with QP as a scaffold enhances the reflective

thinking and results in greater knowledge acquisition.

From the interview results, it was understood that PSTs did not want to
evaluate more than one microteaching video every week, so like these
environment in order not to make PST bored, one peer can be adequate for

peer evaluation.

It can be recommended that rather than the static scaffolds, dynamic
scaffolds can be used in order to facilitate the peer feedback process by
using adoptive systems. By the way PST do not guess which type of QP will
be assessed and thus they can concentrate to the different points in their

every peer evaluation.

It is interpreted from the interview data, some of the students think that
both guided and unduided question prompts could best suits the
requirements of the WBPES. Because after giving specific answers to the
guided question prompts, they some times wanted to make reflections
about an unlisted topic, but in the guided environmet they could not find a
chance in this WBPES, so it is recommended while designing similar

systems this detail might be considered.
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From the interview data, some PSTs expressed that, watching the other
PSTs microteaching videos, especially the good examples gave them
valuable clues about gaining experience about the teaching profession. This
finding shows that the good examples are more benefical than the bad ones,
because the PSTs are tent to learn from the god examples. They are looking
for the specific applications of teaching methods in the classroom setting, so
in this area conducting new studies can be more benefical while preparing

them for the professional teaching life.
5.4 Implications for the Futher Researches

It is clearly known that preservice teachers need to be supported for being
reflective practitipners. In order to gain more experience about the teaching
profession, teacher education programs should encourage and give more
opportunities to the pre-service teachers. Because the reflection and
reflective practice and observation are the very improtant components for
teacher training programs, it is needed to make more qualitative and
quantitative studies to enlighten which different dependent components

that effects the teachers during the reflection and observation process.

Technology developing so quickly. By adapting these developments to
teacher training environments, can make it possible to prevent deficiencies
orginated from lack of time and lack of opportunity for making more

practice and observation in order to gain experience.

While training the teachers individuals may not be at the same cognitive
level, so at this point individaul requirement may chance from the
individual to individual, so individaul differences should be considered

while training the teachers for being more reflective teachers. For this
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positions, rather than the static scaffolds adaptive systems can be used for
supporting the pre-service teachers in order to make more reflective
practitioners. Adaptive systems give more opportunities to manipulate
different components while supporting the individual needs of the
participants, so new studies can focus on the individual requirements by the

help fo the technology.
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APPENDIX A

GUIDED WEB-BASED VIDEO EMBEDED PEER EVALUATION
FORM

Watch the video and evaluate the performance of the PST for the phases
of the lesson including introduction, main activities, conclusion &
assessment. Do not forget to click to SAVE button once you enter your
comment/reflection. (You can write your reflection in Turkish or English.)

INTRODUCTION

1. How did the PST inform the students about the instructional
goal and objectives? Do you think the way of the presentation
of goal and objectives was effective? Why or why not?

2. How did the PST motivate students? Do you think the
students were eager to learn the topic? Why or why not?

3. How did the PST stimulate the students to recall the prior
knowledge? Do you think the given prior knowledge was
helpful and adequate for the students? Why or why not?
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MAIN ACTIVITIES

1. Do you think the content was appropriate for the
instructional goal, objectives, and the target audience? Why
or why not?

2. Which teaching method(s) and technique(s) did the PST use?
Do you think the teaching methods and techniques were
appropriate for the instructional goal, objectives, and the
target audience? Why or why not?

3. Which instructional materials (presentation, handout,
visuals, etc.) did the pre-servive teacher use? Do you think
the instructional materials were appropriate for the
instructional goal, objectives, and the target audience? Why
or why not?
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4. Which examples did the PST use? Do you think the examples
were appropriate for the instructional goal, objectives, and
the target audience? Why or why not?

5. How did the PST keep the active participation of the
students? Do you think it was enough? Why or why not?

6. How did the PST provide feedback to the students? Do you
think the feedback was appropriate for the instructional goal,
objectives, and the target audience? Why or why not?
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CLOSURE / CONCLUSION

1. What kind of assessment strategy(ies) did the PST use? Do
you think the assessment strategies were appropriate for the
instructional goal, objectives, and the target audience? Why
or why not?

2. What kind of summarizing strateg(ies) did the PST use? Do
you think it was effective? Why or why not?

3. How did the PST combine the lesson to the next one?
(homework, explanation, concerns, etc.)
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APPENDIX B

UNGUIDED WEB-BASED VIDEO EMBEDED PEER EVALUATION
FORM

Watch the video and evaluate the performance of the PST for the
phases of the lesson including introduction, main activities,
conclusion & assessment. Do not forget to click to SAVE button
once you enter your comment/reflection. (You can write your
reflection in Turkish or English.)

INTRODUCTION

MAIN ACTIVITIES

CLOSURE & EVALUATION
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APPENDIX C

INTERVIEW QUESTIONS

Goriisiilen Kisi(ler) D e
Goriismeyi Yapan L
Tarih & Saat D [ /2010 & e e,
Goriisme Siiresi

Goriismenin Yapildig: yer

Giris

Her seyden once bu goriisme talebine olumlu yanit verip katildigin igin
tesekkiir ederim. Ceit382 dersinde bir donem boyunca micro-teaching,
video analizi, arkadaslarimiza yorum yazmak ve self-reflection gibi bir
takim uygulamalar gerceklestirdik. Bu baglamda seninle bu dersten
edindigin tecriibeler, karsilastigin problemler ve olasi Onerilerin iizerine
konusmak istiyorum. Verecegin geri doniitler bizim ic¢in ¢ok degerli, bu
konuda tamamen 06zgiir ve samimi cevaplar verebilirsin. Verdigin cevaplar
kisisel kimligin aciklanmadan bilimsel c¢alismalarda kullanilabilir. Tim
goriismeyi ses kayit cihazina kaydedecegim, goriismeden sonra
kullanilmasini istemedigin konusmalarin olursa o kisimlar: sildirebilirsin.
Bu goriisme yaklasik 30dk. stirecek. Eger herhangi bir sorunuz yoksa

sorulara baslayabiliriz.
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Question Prompts

382 dersinde online sistem araciyla video analiz edip, arkadaslarma yorum

yazmanin sana faydasi oldugunu diisiiniiyor musun?

% Evet

» Ne acgidan faydali oldu?

» Ornek verebilir misin?

% Hayir

> Neden faydas1 olmadigini diistiniiyorsun?

Streaming Video:

Yorum yazarken videoyu izlemenin sana ne gibi katkilar1 oldu?
Sistemde videosunu izledigin arkadasinin kullandig1 materyallerin sana
verilmesinin bir faydasi oldu mu?

o Evet

* Ne ac¢idan faydali oldu?
o Hayrr
= Neden faydasiz oldugunu diisiintiyorsun?
Video analizi yaptigin online sistemde sana bazi yonlendirmeler verildi ve
sorular soruldu. O yonlendirmeler ve sorular video analizi sirasinda sana
yardimci oldu mu? (Experimental Gruba Sorulacak Soru)

o Genel sorularin sorulmasi yorum yazman sirasinda sende
kisitlanmadan her tiirlii yorumu yapabilecegin izlenimi verdi mi?

Video analizi yaparken sana sorular soruldu, bu sana yorum yazmanda
yardimc1 oldu mu?

o Sorulari ¢cok detayli olmasi sana yorum yaparken herhangi bir
kisitlama getirdi mi?

o Size videolar, sorulan sorulara gére 3 parga halinde verildi,
videolarin bu sekilde verilmesi yorum yazarken fayda sagladi m1?
(Hatirlatmak i¢in, WBPES goster.)

= Video i¢indeki cevaba ulagsmanda fayda sagladi m1?
e Evet
o Ne gibi faydalar sagladi? (cevaba hizli
ulagmak, zaman kazanmak...)
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SELF REFLECTION
Self Reflection:

e Arkadaslarinin senin i¢in yazdiklar1 yorumlarin olumlu ve olumsuz yonlerini
gormende faydali oldugunu diigiiniiyor musun?
o Evet: Ne agidan faydali oldu?
» Sana katki sagladigini diisiiniiyor musun?
* Bagka neler yapilabilirdi?
o Hayir: Nedenini agiklar misin?
» Faydali olmasi i¢in farkli ne yapilabilirdi?

e Tahmin etmedigin veya kendinde bir eksiklik olarak gérmedin konular1
iceren yorumlar aldin m1?

o Evet: Birkag¢ 6rnek verir misin?

e Once kendi olumlu ve olumsuz ydnlerini yazdiktan sonra smiflan gelen
yorumlar1 okudugunda kendin hakkinda diisiinmedigin olumlu/olumsuz
noktalarin oldugunu fark ettin mi?

e Okul deneyimi dersi (staj dersi) i¢in gercek sinif ortaminda ders anlatma
sansin oldu mu?

o Evet:
»  Gergek smif ortaminda 382 dersinde edindigin tecriibelerin
sana faydasini oldu mu?
o FEvet
o Ne gibi faydalari oldu, agiklar misin?
= Sence arkadaglarindan aldigin
yorumlarinda bu tecrubeye katkis1 var
mi1? Agiklar misin?
e Hayir
o Neden faydasi olmadigin diigiiniiyorsun?

Micro-Teaching:

e Micro-teaching uygulamalar sirasinda izledigin videolarin 6gretmenlik
deneyiminde sana faydasi oldu mu? Ag¢iklar misin?

o Arkadaglarinin yaptig1 micro-teaching uygulamalarda gordiigiin
ornek olaylardan etkilenerek gergek sinif ortamina adapte ettigin
seyler oldu mu?

o lzledigin videolardaki arkadaslarinin uygulamalari, gergek sinif
ortaminda uygulayabilecegin 6rnekler olarak aklina gelenler oldu
mu?
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SELF EFFICACY & ANXIETY

e Kendini gercek sinif ortamina girdiginde nasil hissettin? A¢iklar misin?
e Micro-teaching uygulamasinin ger¢ek okul ortaminda uygulama yapma
konusundaki kaygini durumunu nasil etkiledi?
o Evet: Hangi agidan faydasi oldu agiklar misin?
=  Ornek verebilir misin?
o Hayir: Nedenini agiklar misin?
e Micro-teaching uygulamasindan sonra kendini 6gretmen olma konusundaki
0z giivenine etkisi nasil oldu?
o Evet: Ornek vererek aciklar misin?
o Hayir: Nedenini agiklar misin?
e Bu dersi aldiktan sonra 6gretmenlik meslegi konusundaki fikirlerinde ne
gibi degismeler oldu mu?
o Evet
*  Olumlu/olumsuz ne yonde?
e Sebebini agiklar misin?
e Gergek sinif ortamina girdiginde beklentilerin ile karsilastiklarin arasinda
nasil bir fark/benzerlik vard1?
o Ornek vererek agiklar misin
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APPENDIX D

TURKISH VERSION OF THE TEACHERS’ SENSE OF EFFICACY
SCALE (TTSES)

s 3

o . . sl = |8l -

OGRETMEN OZYETERLIiLiK OLCEGi N e = =
2 1§ |3 g B
T
> o o =) o

1. Cal 08 il 1

Ca 1§r.r1.a151. 29r ogrencilere ulasmay1 ne kadar L bhBusE7 80

basarabilirsiniz?

2. UOgrenc.:l.Ier.m.ele§t1re1 diisiinmelerini ne kadar 1 hBub6 780

saglayabilirsiniz?

3. Smifta dersi olumsuz yonde etkileyen

davranislar: kontrol etmeyi ne kadar 1234567809

saglayabilirsiniz?

4. Derslere az ilgi gosteren 6grencileri motive
etmeyi ne kadar saglayabilirsiniz?

5. Ogrenci davramslariyla ilgili beklentilerinizi ne
kadar acik ortaya koyabilirsiniz?

6. Ogrencileri okulda basarili olabileceklerine
inandirmay1 ne kadar saglayabilirsiniz?

7. Ogrencilerin zor sorularma ne kadar iyi cevap
verebilirsiniz?

8. Smufta yapilan etkinliklerin diizenli ytirtimesini
ne kadar iyi saglayabilirsiniz?

9. Ogrencilerin 6grenmeye deger vermelerini ne
kadar saglayabilirsiniz?

10. Ogrettiklerinizin 6grenciler tarafindan
kavranip kavranmadigini ne kadar iyi 123456789
degerlendirebilirsiniz?

11. Ogrencilerinizi iyi bir sekilde

degerlendirmesine olanak saglayacak sorularine 1 2 3 4 56 7 8 9
Olctide hazirlayabilirsiniz?

12. Ogrencilerin yaraticiliginin gelismesine ne
kadar yardimcr olabilirsiniz?
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13. Ogrencilerin sinif kurallarina uymalarini ne
kadar saglayabilirsiniz?

14. Basarisiz bir 6grencinin dersi daha iyi
anlamasini ne kadar saglayabilirsiniz?

15. Dersi olumsuz yonde etkileyen ya da derste
gliriiltii yapan 6grencileri ne kadar 123456789
yatigtirabilirsiniz?

16. Farkli 6grenci gruplarina uygun sinif yonetim
sistemi ne kadar iyi olusturabilirsiniz?

17. Derslerin her bir 6grencinin seviyesine uygun
olmasini ne kadar saglayabilirsiniz?

18. Farkl1 degerlendirme yontemlerini ne kadar
kullanabilirsiniz?

19. Birkag problemli 6grencinin derse zarar
vermesini ne kadar iyi engelleyebilirsiniz?

20. Ogrencilerin kafasi karistiginda ne kadar
alternatif agiklama ya da 6rnek saglayabilirsiniz?
21. Sizi hige sayan davranislar gosteren
ogrencilerle ne kadar iyi bas edebilirsiniz?

22. Cocuklarinin okulda basarili olmalarma
yardimci olmalari igin ailelere ne kadar destek 1234567829
olabilirsiniz?

23. Siifta farkli 6gretim yontemlerini ne kadar iyi "
uygulayabilirsiniz?

24. Cok yetenekli 6grencilere uygun 6grenme
ortamini ne kadar sagliyabilirsiniz?

KAY DET
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APPENDIX E

INFORMED CONSENT FORM

Gonilli Katilim Formu

Calismanin amaci, web tabanl video analiz sisteminde, 6grencinin kendi
akranini degerlendirirken verdigi geri doniitlerin yansitic1 diigtinme
seviyelerine ve bu siirecin 6grencilerin 6gretim planlama becerilerine
etkisini 0lgmektir. Calismaya katilim tamamiyla goniilliiliik temelinde
olmalidir. Ankette, sizden kimlik belirleyici hicbir bilgi istenmemektedir.
Cevaplarimiz tamamiyla gizli tutulacak ve sadece arastirmacilar tarafindan
degerlendirilecektir; elde edilecek bilgiler bilimsel yayimlarda
kullanilacaktr.

Anket, genel olarak kisisel rahatsizlik verecek sorular1 icermemektedir.
Ancak, katilim sirasinda sorulardan ya da herhangi bagka bir nedenden
ottirti kendinizi rahatsiz hissederseniz cevaplama isini yarida birakip
citkmakta serbestsiniz. Boyle bir durumda anketi uygulayan kisiye, anketi
tamamlamadiginizi soylemek yeterli olacaktir. Anket sonunda, bu
calismayla ilgili sorularmiz cevaplanacaktir. Bu ¢alismaya katildigimiz icin
simdiden tesekkiir ederiz. Calisma hakkinda daha fazla bilgi almak icin
Bilgisayar ve Ogretim Teknolojileri Boliimii 6gretim iiyelerinden Yard.Dog.
Dr. S. Tugba Bulu (Oda: C114; Tel: 210 7520; E-posta: stugba@metu.edu.tr)
ya da arastirma gorevlisi Ismail Yildiz (Oda: C105; Tel: 210 4183; E-posta:
ismaily@metu.edu.tr) ile iletisim kurabilirsiniz.

Bu ¢alismaya tamamen géniillii olarak katiliyorum ve istedigim zaman
yarida kesip ¢ikabilecegimi biliyorum. Verdigim bilgilerin bilimsel amach
yayimlarda kullanilmasini kabul ediyorum. (Formu doldurup imzaladiktan
sonra uygulayiciya geri veriniz).

Isim Soyadi Tarih
Imza
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APPENDIX F

SCREENSHOT FROM AN EXAMPLE OF THE GUIDED WEB-

BASED VIDEO EMBEDED VIDEO EVALUATIN SYSTEM
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APPENDIX G

SCREENSHOOT FROM AN EXAMPLE OF THE UNGUIDED WEB-

BASED VIDEO EMBEDED VIDEO EVALUATIN SYSTEM
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APPENDIX H

CRITERIA FOR THE RECOGNITION OF EVIDENCE FOR
DIFFERENT TYPES OF REFLECTIVE WRITING

Table 11 Criteria for the Recognition of Evidence for Different Types of

Reflective Writing
1p | Descriptive - Not reflective.
. - Description of events that occurred/report of
writing )
literature.
- No attempt to provide reasons/justification for
events.
2p | Descriptive - Reflective, not only a description of events but
. some attempt to provide reason/justification for
reflection

events or actions but in a reportive or
descriptive way.

eg, 'l chose this problem solving activity because
I believe that students should be active rather
than passive leaners'.

Recognition of alternate viewpoints in the
research and literature which are reported.

eg, “Tyler (1949), because of the assumptions on
which his approach rests suggests that the
curriculum process should begin with objectives.
Yinger (1979), on the other hand argues that the
'task’ is the starting point.”

Two forms:-

Reflection based generally on one
perspective/factor as rationale.

Reflection is based on the recognition of multiple
factors and perspectives.
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Table 11 Criteria for the Recognition of Evidence for Different Types of
Reflective Writing (Continue)

3p | Dialogic - Demonstrates a “stepping back” from the
events/actions leading to a different level of
mulling about, discourse with self and exploring
the experience, events and actions using qualities
of judgement and possible alternatives for
explaining and hypothesising.

- Such reflection is analytical or/and integrative of
factors and perspectives and may recognise
inconsistencies in attempting to provide
rationales and critique, eg, '‘While I had planned
to use mainly written text materials I became
aware very quickly that a number of students
did not respond to these. Thinking about this
now there may have been several reasons for
this. A number of the students, while reasonably
proficient in English, even though they had been

reflection

NESB learners, may still have lacked some
confidence in handling the level of language in
the text. Alternatively a number of students may
have been visual and tactile learners. In any case
I found that I had to employ more concrete
activities in my teaching.'

- Two forms, as in (a) and (b) above

4p | Critical - Demonstrates an awareness that actions and
events are not only located in, and explicable by,
reference to multiple perspectives but are located
in, and influenced by, multiple historical, and
socio-political contexts, eg, 'What must be
recognised, however, is that the issues of student
management experienced with this class can
only be understood within the wider structural
locations of power relationships established
between teachers and students in schools as
social institutions based upon the principle of
control'.

reflection

Hattan &
Smith
(1994)
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APPENDIX I

OPEN-ENDED QUESTION

User_id
Answer the related questions.

(You can write your reflection in Turkish or English.)

3) What will be the effect of this microteaching experience on your

future lessons? Write your new learning, discoveries, and insights.

You can turn to this step and can change your reflection.

COMPLETE
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APPENDIX]

SELF REFLECTION STEP-I

Please watch your microteaching performance and describe:

(You can write your reflection in Turkish of English)

1. Describe the strong aspects of your microteaching. Please add only

one aspect for each time. Click, add more!

2. Describe the weak aspects of your microteaching. Please add only

one aspect for each time. Click, add more!

After you click the “NEXT STEP”, you will not able to find a chance to
change your reflections for STEP-I, so complete your work and clik “NEXT
STEP”.

If you want you can logout and continue later.
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APPENDIX K

SELF REFLECTION STEP-II

Review the feedbacks from your classmates about your microteaching
performance. Based onthose feedback, write down “Strong and Weak
Aspects” of your performance and your responses by filling out the table
below.

(You can write your reflection in Turkish of English)

A. Strong Aspects

B. Weak Aspects

You can turn to this step and can chance your reflections.
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APPENDIX L

SELF REFLECTION STEP-III

o If the goal, objectives, target audience, and classroom environment
were the same for your microteaching, in order to improve your
teaching performance, how would you design and present your
instructional planning and microteaching respectively? Please,
explain in details by considering the active learning strategies,
teaching  methods,  materials, assessment, and  general

communication skills.

e What were the similarities and differences between your intentions

and actual implementation in your microteaching?

e What will be the effect of this microteaching experience on your

future lessons? Write your new learning, discoveries, and insights.
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