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ABSTRACT

A CASE STUDY ON PRE-SERVICE ENGLISH LANGUAGE TEACHERS’
COGNITIONS AND PRACTICES REGARDING MOST COMMONLY
EXPERIENCED IN-CLASS CHALLENGES

CIMEN, Seyda Selen
Ph.D., Department of Foreign Language Education
Supervisor: Prof. Dr. Aysegiil DALOGLU
May 2017, 244 pages

This study explores cognitions and practices of pre-service English language teachers
in relation to dealing with most commonly experienced in-class challenges in foreign
language teaching, the influences that shape their cognitions and practices, and the
relationship between their cognitions and practices. Adopting qualitative research
design, a case study was conducted to provide an account of pre-service English

language teachers’ cognitions and practices.

Data for this study were collected in two main stages. The first stage involves
collection of the base-line data through an open-ended questionnaire with a view to
identifying in-class challenges experienced by English language teachers. The
second stage aims to collect data on the cognitions and actions of pre-service
teachers. Data collection activities in this stage include scenario-based interviews,
collection of field notes during classroom observations, and stimulated-recall
sessions that were carried out after the practice teaching hours. Twenty English
language teachers working at public secondary schools and six pre-service English

language teachers at a state university make up the participants of this case study.



Results of the study reveal that (1) pre-service teachers generated various strategies
in their pre-practicum cognitions, practices, and post-practicum cognitions; (2)
courses in teacher education program, their own learning experiences, classroom
observations at the host school, their practice teaching experiences, and mentor
teacher’s recommendations emerged as influences that shape their cognitions and
practices in dealing with those challenges; and (3) pre-service teachers generated
more strategies that have one-to-one correspondence in their cognitions and practices

to deal with resource-related challenges than learner-related challenges.

Keywords: Teacher cognition and practice, pre-service English language teacher, in-

class challenges, practicum, English Language teaching.
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HiZMET ONCESI INGILIZCE OGRETMENLERININ SIK KARSILASILAN
SINIF iCi ZORLUKLARA iLISKiN BILIS VE EYLEMLERI UZERINE BIR
DURUM CALISMASI

CIMEN, Seyda Selen
Doktora, Yabanci Diller Ogretimi Béliimii

Tez Yoneticisi: Prof. Dr. Aysegiil Daloglu
Mayis 2017, 244 sayfa

Bu calisma hizmet 6ncesi Ingilizce &gretmenlerinin yabanci dil dgretiminde sik
karsilagilan sinif i¢i zorluklarla basa ¢ikmalarina iligkin bilis ve eylemlerini, bilis ve
eylemlerini sekillendiren unsurlar1 ve bilis ve eylemleri arasindaki iliskiyi
arastirmaktadir. Nitel arastirma deseni benimsenmis ve hizmet 6ncesi Ingilizce
O0gretmenlerinin bilis ve eylemlerine agiklama getirebilmek icin bir durum ¢aligmasi

yuriitilmistir.

Bu calisma igin gerekli veri iki ana asama halinde toplanmustir. Ilk asamada,
Ingilizce 6gretmenlerinin deneyimledigi sinif igi zorluklarin saptanmasi amaglanarak
acik uclu bir sormaca ile temel veri toplanmistir. Ikinci asamada ise hizmet oncesi
O0gretmenlerin bilis ve eylemleri hakkinda veri toplanmasi amaclanmistir. Bu
asamadaki ¢oklu veri toplama c¢aligmalar1 seneryo tabanli goriismeler, sinif
gozlemleri esnasinda toplanan saha notlar1 ve dgretmenlik uygulamasi derslerinden
sonra gergeklestirilen ¢agrisim teknigine dayali gériismelerden olugmaktadir. Devlet
ortaokullarinda calisan yirmi Ingilizce dgretmeni ve alti hizmet &ncesi Ingilizce

Ogretmeni bu ¢aligmanin katilimcilarint olusturmaktadir. Verinin ¢oziimlenmesinde

Vi



sistematikligi saglamak i¢in, Miles ve Huberman’in ortaya koydugu c¢erceve
(verilerin azaltilmasi, verilerin gosterimi ve sonuglar1 ortaya koyma /dogrulama)

izlenmistir.

Sonuglar (1) hizmet Oncesi Ogretmenlerin bilislerinde ve eylemlerinde smif igi
zorluklarla bas etmek icin c¢esitli yontemler iirettiklerini; (2) 6gretmen yetistirme
programindaki dersler, kendi 6grenme deneyimleri, staj okulundaki sinif gézlemleri,
stajdaki 6gretmenlik deneyimleri ve mentor 6gretmenin Onerileri bu zorluklarla basa
cikmaya iligkin bilislerini ve eylemlerini etkileyen unsurlar olarak ortaya ¢iktigini ve
(3) hizmet Oncesi 6gretmenlerin miifredata bagl zorluklarla basa ¢ikmada 6grenciye
bagli zorluklara gore bilis ve eylemlerinde daha cok birebir uyumlu basa ¢ikma

yontemi iirettiklerini ortaya koymustur.

Anahtar kelimeler: Ogretmen bilisi ve eylemleri, hizmet ncesi Ingilizce 6gretmenti,

simf ici zorluklar, staj, ingiliz Dili 6gretimi.
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CHAPTER 1

INTRODUCTION

1.1. Overview of the Chapter

This chapter consists of an introduction to the topic, background to the study,
purpose of the study, research questions addressed, problem statement, significance

and the limitations to the study.

1.2. Introduction

Teacher cognition research, “the investigation of the hidden side of teaching to
illuminate teaching behaviors and classroom processes” became a focus of
educational research in the late 1960s and early 1970s, whereas studies of teacher
cognition in the field of second/foreign language teaching began in the early 1990s
(Tsui, 2011, p. 25). With this focus of investigation into teachers’ psychological
processes on which they establish their classroom practices, teaching started to be
viewed as thoughtful behavior, rather than only behaviors; and in parallel, teachers as
active, thinking decision-makers, not mechanical implementers of external
prescriptions (Borg, 2006). It is apparently observed that the body of research in
teacher cognition has also brought a “paradigm shift in teacher education from the
identification of effective teaching behaviors to an understanding of the unobservable
aspects of teaching from the participant’s perspective rather than from the

researcher’s perspective” (Tsui, 2011, p. 25).

Borg’s (2003) review of literature indicated that teacher cognition research has

addressed the following key questions:



(a) What do teachers have cognitions about?

(b) How do these cognitions develop?

(c) How do they interact with teacher learning?

(d) How do they interact with classroom practice? (p. 81).
The present study, which is based on teacher cognition research, tries to address three
of the key questions listed above —(a), (b), and (d)- with a focus on pre-service
English language teachers. For question (a), what cognitions pre-service English
language teachers have in relation to overcoming most commonly experienced in-
class challenges were sought for; for (b), the development of pre-service English
language teachers’ cognitions was explored in a continuum of school-based
practicum; and for (d), the relationship between their cognitions and actual classroom
practices was observed. Question (c), on the other hand, is beyond the scope of this
study since it requires a longer period of data collection with a greater number of

observations of practicing teachers.

1.3. Background to the Study

Language teacher education, as observed by Crandall (2000), has been affected by
the trends in general teacher education and undergone some major changes. Crandall
(2000) asserts that those changes include (a) a shift from transmission, product-
oriented theories to constructivist, process-oriented theories of learning, teaching,
and teacher learning; (b) from decontextualized theory to a focus on situated teacher
cognition and practice; (c) moving towards a growing recognition of the role of
teachers’ prior learning experiences and the importance of self-observation and
reflection on practice; and (d) a growing concern for viewing teaching as profession.
In parallel, Johnson (2006) makes reference to the noticeable change in teacher
education over the past 40 years, and furthermore states the importance of teacher

cognition research for the field with the following words:

Many factors have advanced the field’s understanding of L2 teachers’
work, but none is more significant than the emergence of a substantial
body of research now referred to as teacher cognition. This research has
helped capture the complexities of who teachers are, what they know and
believe, how they learn to teach, and how they carry out their work in
diverse contexts throughout their careers (p. 236).



Teacher cognition research has been based on a key assumption that teachers and
teaching cannot be properly understood without understanding the influence of
teachers’ thoughts, knowledge, and beliefs on what they do (Borg, 2009). This
required “an understanding of teachers’ mental lives rather than an exclusive focus
on observable behaviors, (...) in a more holistic and qualitative manner” (Borg,
2006, p. 6). Therefore, researchers have studied different aspects of teaching in
differing contexts of pre-service and in-service teachers under the title of teacher
cognition research. Among those aspects are teachers’ decisions making strategies
(Bailey, 1996; Richards, 1996; Woods, 1996), their cognitions and classroom
practices on the teaching of grammar (Farrell, 1999; Farrell and Patricia, 2005; Borg,
1998; Borg, 1999; Phipps and Borg, 2009), teachers’ metalinguistic awareness
(Andrews, 2007; Borg, 2005).

1.4. Purpose of the Study

The purpose of this study is to find out (a) what cognitions pre-service English
language teachers have in relation to dealing with most commonly experienced in-
class challenges in foreign language teaching before and after practicum, (b) what
pre-service English language teachers do to deal with those challenges when they
encounter them in teaching practices throughout practicum, (c) the influences that
shape pre-service English language teachers’ cognitions and practices, and (d)

whether there is a relationship between their cognitions and practices.

An additional purpose of this study is to provide important information for foreign
language teacher education programs in Turkey by putting different types of real in-
class challenges experienced by practitioners forth and raising consciousness about
those challenges that will probably be encountered by pre-service English language
teachers when they start formal teaching after graduation. What the results of this
study show may also be offered as course content in which those real in-class
challenges can be worked on for possible, theory informed choices of solutions by
pre-service teachers and teacher educators together with a case-based approach to
foreign language teacher education.



1.5. Research Questions

With the above mentioned purposes, this study attempts to address the following

research questions:

(1) What are pre-service English language teachers’ cognitions in relation to
dealing with most commonly experienced in-class challenges in foreign
language teaching prior to and after practicum?

(2) What do pre-service English language teachers do to deal with the most
commonly experienced in-class challenges in foreign language teaching in their
classroom practices throughout practicum?

(3) What are the influences that shape pre-service English language teachers’
cognitions and practices in relation to dealing with most commonly experienced
in-class challenges?

(4) Is there a relationship between pre-service English language teachers’ pre-
practicum cognitions, classroom practices, and post-practicum cognitions in
relation to dealing with most commonly experienced in-class challenges in

foreign language teaching?

1.6. Statement of the Problem

Teacher cognition research has focused on different aspects of teaching process both
in general education and second/foreign language education literature, such as
teachers’ decision making strategies (Woods, 1996; Richards, 1998; Bailey, 1996),
teacher cognition in grammar teaching (Borg, 1998, 1999; Farrell, 1999) and in
reading instruction (Grisham, 2000), teachers’ pedagogical knowledge (Golombek,
1998; Gatbonton, 1999). However, there is a lack of research into teacher cognition
regarding in-class challenges in foreign language teaching and dealing with them.
Therefore, this study aims to contribute existing literature in teacher cognition by
shedding light on English language teachers’ perceived challenges in foreign
language teaching and pre-service English language teachers’ cognitions and their

classroom practices in relation to dealing with those challenges.



1.7. Significance of the Study

The present study, investigating pre-service English language teachers’ cognitions in
relation to dealing with most commonly experienced challenges in foreign language
teaching and their classroom practices throughout school-based practicum, attempts
to shed light on how pre-service English language teachers’ cognitions emerge and
develop before, during, and after school-based practicum. Additionally, this study, by
directing attention to actual challenges as experienced by practicing English
language teachers may raise awareness of different stakeholders taking part in every
kind of foreign language teaching business such as administrators, Ministry and
Higher Education Council authorities, program development and evaluation

specialists, teachers trainers, and teacher educators.

Furthermore, in line with Borg’s (2003, p. 106) call for “making actual data from the
body of research into teacher cognition and practices available to trainees and
teachers as the basis of teacher education activities”, this study may be beneficial to

foreign language teacher education programs in Turkey.

1.8. Limitations of the Study

This study is designed to explore the case of pre-service English language teachers’
cognitions and practices to deal with in-class challenges. One issue that might be
limiting the study is about time and space. The study is bounded by space and
therefore limited to secondary school teachers in Mugla area and pre-service teachers
at the English Language Teaching Department of Mugla Sitki Kogman University. In
addition, the study is also bounded by time, and limited to 2014-1015 academic year,
fall semester. However, the exploratory nature of this study, the nature of qualitative
case study research, which is defined as “in-depth description and analysis of a
bounded system” and the particularistic feature of case studies, which means that
“case studies focus on a particular situation, event, program or phenomenon”

(Merriam, 2009, p. 43) already explain the phenomenon of boundedness.

Second, the sample size of the study, which consists of twenty English language

teachers and one group of pre-service English language teachers might seem as
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another limitation. However, what matters for qualitative research is the concept of
transferability rather than generalizability. And, as Mackey and Gass (2005) suggest,
“for transferability in qualitative research, the research context is seen as integral
(...) and the extent to which the findings may be transferred depends on the
similarity of the context” (p. 180). Therefore, it can be said that similar results can
be reached in other groups of pre-service teachers taking practice teaching courses
offered by different foreign language teacher education departments in Turkey due to
the similarity of the contexts. Moreover, using thick desriptions in reporting the
research context, participants, and the researcher’s role in the research context can be

seen as strength in determining the similarity of context.

1.9. Definition of Terms

In-class challenges in foreign language teaching: A problematic situation that
causes difficulty in the classroom environment during language teaching practices of
English language teachers.

Pre-practicum Cognition of Pre-service English Language Teachers: Pre-
practicum cognition is pre-service teachers’ beliefs, assumptions, and knowledge
(related to an aspect of language teaching) before they are engaged in instructional

practices in a host school for the practicum course.

Post-practicum Cognitions of Pre-service English Language Teachers: Post-
practicum cognition is pre-service teachers’ beliefs, assumptions, and knowledge
(related to an aspect of language teaching) after they are engaged in instructional

practices and completed their practicum in a host school.

Pre-service Teacher: Borg’s (2006, pp. 50-51) definition of pre-service teacher as
“those engaged in initial teacher education programmes and who typically have no
formal language teaching experience” is adopted in this study. The terms ‘pre-service
teacher’ and ‘student-teacher’ are used interchangeably throughout the study to refer
to senior year students of a four-year foreign language teacher education program

who are taking their practicum.



Teacher Cognition: In this study, Borg’s (2003, p. 81) definition of the term teacher
cognition as “the unobservable cognitive dimension of teaching — what teachers

know, believe, and think™ is adopted.

Teachers’ mental lives, Teachers’ thought processes: The terms that are used

interchangibly to refer to the concept of teacher cognition.

Pre-service Teacher: Borg’s (2006, pp. 50-51) definition of pre-service teacher as
“those engaged in initial teacher education programmes and who typically have no
formal language teaching experience” is adopted in this study. The terms ‘pre-service
teacher’ and ‘student-teacher’ are used interchangeably throughout the study to refer
to senior year students of a four-year foreign language teacher education program

who are taking their practicum.



CHAPTER 2

LITERATURE REVIEW

2.1. Overview of the Chapter

In this chapter, the theoretical framework of language teacher cognition and practices
with a focus on pre-service and in-service teachers of English is covered. The
development of teacher cognition research, methodological issues, and studies
carried out in the field are presented.

2.2. Research on Language Teacher Cognition

1990s was the time when research on language teacher cognition gained a
momentum and continued to gather pace (Borg, 2003). Clark and Peterson (1984)

summarize the aim in studying teacher cognition:

The ultimate goal of research on teachers’ thought processes is to
construct a portrayal of cognitive psychology of teaching for use by
educational theorists, researchers, policy makers, curriculum designers,
teacher educators, school administrators, and teachers themselves ...
[and] to increase understanding of how and why the process of teaching
looks and works as it does (pp. 2-7).
In his 2003 review of research on language teacher cognition, Borg concluded that
the study of teacher cognition “provided valuable insights into the mental lives of
language teachers” (p. 81). The fundamental assumption of research into mainstream
teacher thinking is that “teacher behavior is substantially influenced and even

determined by teachers’ thought processes” (Clark and Peterson, 1984, p. 1).
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Exploring teacher cognition, namely the unobservable dimension of teaching, is
noteworthy in order to account for the observable teacher behavior. The three main
constructs scrutinized by the researchers studying language teacher cognition had
been what language teachers think, know, and believe. However, the ‘belief” aspect
of language teacher cognition has been the one that gained more attention by the
researchers. The study of teacher belief has produced a great amount of research
literature as a result of this attention. Studies of teacher belief focused on “beliefs
about learners and learning, beliefs about teaching, beliefs about subject, beliefs
about learning to teach, and beliefs about self and the teaching role” (Oztiirk, 2014,
p. 22). Skott (2015) discussed the problem of a lack of consensus on conceptualizing
teacher beliefs and suggested a common core to the concept in the literature that

consists of four key aspects. They are:

(1) Beliefs are generally used to describe individual mental constructs, which are
subjectively true for the person in question.

(2) There are cognitive as well as affective aspects to beliefs.

(3) Beliefs are generally considered temporarily and contextually stable
reifications that are likely to change only as a result of substantial
engagement in relevant social practices.

(4) Beliefs are expected to significantly influence the ways in which teachers

interpret and engage in problems of practice (pp. 18-19).

Later, Borg (2012) included teachers’ attitudes, identities and emotions as aspects of
the unobservable dimension of teaching since he thinks that “our learning and actions
as professionals are shaped by our emotional responses to our experiences” (p. 12).
Metaphors teachers use have also been used as a means to investigate teachers’
thinking and conceptualizations about teaching. Bullough (1991) used metaphor
analysis to examine three pre-service teachers’ conceptions of teaching throughout
their student-teaching when they confront the realities of classroom teaching.
Seferoglu, Korkmazgil, and Olg¢ii (2009), with metaphor elicitation method,
investigated pre-service and in-service English Language teachers’ images of
‘teachers’ and differences between the participants based on the experience. McGrath
(2006) is another researcher who used metaphors used by language teachers to gain
insights into their views and beliefs about English Language course books. Saban,



Kogbeker, and Saban (2006), Sakui and Gaies (2003), Oxford et. al. (1998) are
among other metaphor studies.

As for the methodology used in researching language teacher cognition and practice,
Borg’s (2012) methodological analysis of the twenty-five contemporary studies
revealed that the field is international in scope, uses non-probability samples,
involves non-native English speaking teachers, is modest in scale, uses mixed
method or qualitative methods in either cross-sectional or longitudinal design, and is
multi-method in nature. He also made a critical commentary and called for the need
for greater specificity in the selection of participants, more concrete detail about how
data are collected and analyzed. In his previous review, Borg (2006) divided data
collection strategies of language teacher cognition studies into four broad groups:
self-report instruments, verbal commentaries, observation, and reflective writing.
Clark and Peterson (1984), stating that research on thought processes heavily
depends on various forms of self-report by teachers, highlighted the methodological
problem of “how to elicit and interpret valid and reliable self-reports about cognitive

processes” (p. 14).

Moreover, Borg’s (2003) review indicated that there is a lack of sense of unity in the
cognition research terminology, in that “the study of teacher cognition is
characterized by a multiplicity of labels (...) and a proliferation of terms [which] has
led to a definitional confusion (p. 83). Breen et.al. (2001) highlighted the wide range
of terms which are “diverse, sometimes overlapping or distinctive” in teacher
cognition research (p. 472). Pajares (1992) also mentioned “a variety of meanings” in
defining theoretical constructs in the field. Borg (2006) warned the field researchers
about the consistent use of a shared set of concepts and definitions for the continuing
development of the field. Some of the terms that have been used in language teacher
cognition research so far are BAK —Beliefs, Assumptions, and Knowledge- (Wood,
1996), PPK —personal practical knowledge- (Golombek, 1998; 2009), practical
knowledge (Meijer, Verloop, and Beijard, 1999; Gholami and Husu, 2010),
epistemological beliefs (Flores, 2001), theories for practice (Burns, 1996), KAL —
Knowledge About Language (Bartels, 2009; and Borg, 2005), folklinguistic theories
(Warford and Reeves, 2003), and teachers’ maxims in language teaching (Richards,
1996).
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Studies on language teacher thinking have been centered on a number of issues such
as teachers’ and pre-service teachers’ decision making processes, their cognitions on
specific domains like grammar teaching and teaching reading, cognitions of novice
teachers in the induction year, the influences that shape teacher cognition and
practices, and the relationship between teachers’ cognitions and instructional
practices. The literature reviewed in this chapter will be limited to the scope of this
dissertation, namely the influences that shape language teacher cognition and
practices and the relationship between their cognitions and practices. Therefore under
the title of the influences on teachers’ cognition and practices, literature on the
issues related to the impact of teachers’ own experiences as students, whether teacher
education program creates a change on teacher thinking and the effect of field
experience as practicum on pre-service teacher thinking will be reviewed; and under
the title of the relationship between cognitions and practices, existing literature on
whether the cognitions and practices of language teachers correspond to each other

and the extent to which they correspond will be presented.

2.2.1. The Influences that Shape Language Teacher Cognition and Practices

The influence of different entities in teachers’ lives on their thought processes and
instructional practices has been the subject of educational research since research
into teacher cognition gained popularity. Borg (2003) reflects findings from the
studies he reviewed and concludes that “a wide range of interacting and often
conflicting factors shape language teachers’ cognitions and instructional practices”
(p. 91). He puts teacher cognition in the center of teaching and conceptualizes the
influences that shape teachers’ lives by the following model. According to the model,
teachers’ beliefs, knowledge, theories, etc. make up cognitions about teaching,
teachers, leaning, subject matter, etc. There is a two way relationship between
teacher cognition and professional coursework, and teacher cognition and classroom
practice, that they influence each other. On the other hand, schooling has an
influence on teachers’ cognition and also on their engagement with the professional
coursework in the teacher education program. Because, early cognitions constructed
through previous schooling, as suggested by Bruner (1996) and Joram and Gabriele
(1998), act as filters against newly introduced knowledge in the teacher education
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program. Finally, contextual factors are shown to influence both teacher cognition
and the classroom practice on the model, because both the act of teaching and

thought about it are modified by the attributes of the context.

Extensive experience of classrooms, May affect exizting cognitions
which defines early cognitions and shapes although especially when unecknowledged,
tzachers’ perceptions of itizl traming, these may limit its impect.

A 4

[ Schooling ]—) [ Professional Coursework ]
Belisfz, Imowledge,
thepries, assumptions,

images, metaphors,

conceptions perspectives

About teaching, teachers, leaming,
students, subject matter,

icula, materizls, mstructionzl
activities, self.

TEACHER
COGNITION

Classroom Practice
[ Contextual Factors I‘ > [ Indudine practice teachine ]

v
4
Influsnce practice either by modifying Defined by the mteraction of cognitions and contextnal
cognitions of else directly, i which case  factors. In temn, classroom experience nfluences
meongrusnce betwesn cognition and cognitions unconsciously and'er through conscious
practice may result reflection.

Figure 2.1. Teacher cognition, schooling, professional education, and classroom
practice (Borg 1997, cited in Borg, 2003)
In line with Borg’s model, Farrel (2008) regards learning teaching as a complex
process and lists some influences that have impact on first year teachers. He accepts
the influence of previous schooling that incudes long hours of watching their
teachers and developing images, and teacher education program they have graduated
from; and adds the influence of first year socialization into an established school
culture to the existing list. In parallel, Urmston’s (2003) longitudinal study results
revealed that pre-service English language teachers own experiences as students and
the time they pass in classrooms for practice teaching strongly influence their beliefs

and knowledge about teaching English.

There are studies that found out the influence of teachers’ own language learning

experiences on their instructional practices. Starting from the point of view that “we
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teach as we have been taught”, Bailey et al. (1996, p. 11) examined the
apprenticeship of observation with seven teacher-learners and one teacher educator
through autobiography assignments and journal entries. They found traces of
apprenticeship of observation in four aspects of teaching: teaching behaviors and
beliefs, maintaining motivation, and affect and atmosphere. Numrich (1996) is
another researcher who examined twenty-six novice teachers’ diary entries and
proposed that “the effect of learning an L2 is often carried over to the teaching of an
L2” either by replicating or rejecting techniques used by previous teachers (p. 137).
In her study, Numrich concluded that the teachers tend to avoid techniques used by
previous teachers if they had caused a negative learning experience on them while
they tend to use the techniques that had caused positive learning experience. For
instance, teachers in her study avoided error correction since it had inhibited them
from speaking and caused humiliation when they were students while they tended to
integrate culture into the language lesson since it had created a positive atmosphere.
Pajares (1992) blames educational beliefs of pre-service teachers that are unexplored
for “the perpetuation of antiquated and ineffectual teaching practices” (p. 328). In the
same line, Borg (2006) stated that “prospective teachers’ prior language learning
experiences establish cognitions about learning and language learning which form
the basis of their initial conceptualization of second language teaching during teacher

education” (p. 54).

Another study made a distinction between native and nonnative English speaking
teachers. Warford and Reeves (2003), in their study with nine novice teachers of
English, reported a difference between native and nonnative teachers in terms of
falling back on their own language learning experiences, “folklinguistic theories”
with their term, in their instructional practices. They found the evidence of
“apprenticeship of observation” (Lortie, 1975) among nonnative teachers while
native teachers couldn’t have access to their language learning experiences in detail.
They attributed the reason for this distinction to the fact that the nonnative teachers

are still having language learning experience.

The influence of teacher education programs on teachers’ cognition and practices and
the extent of this influence have also been investigated but the results are
controversial. There are studies claiming that teacher education has a limited or weak
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impact on teachers’ cognitions and practices. Richards and Pennington’s (1998)
study revealed interesting results regarding the reflection of teacher education
program on teachers’ teaching practices. Results of the study in which they studied
with five M.A. students in their first year of teaching in Hong Kong suggested that
the teachers mostly ignored and abandoned the principles they had been taught in
their teacher preparation program. They commented on the possible causes of this
phenomenon and listed “their prior experience as students in the Hong Kong school
system” (p. 187) among other factors like varied cultural backgrounds of teachers,
the influence of significant others (the panel chair who was guiding and monitoring
new teachers’ performance), and their inexperience in teaching. They referred to
Lortie’s (1975) assertion that teachers’ own experience as students strongly affect
their ways of teaching and concluded that the teacher preparation program could not
make changes in the teachers’ schema against cultural classroom tradition. In
another study carried out again in Hong Kong, Pennington and Urmston (1998)
concluded that “graduating English language teachers were not greatly affected by
the coursework in the teacher preparation program” (p. 34) and they highlighted “the
need for teacher education course planners to become more attuned where not only
the language but also the culture of teaching is foreign” (p. 35). Similarly, Urmston
(2003) expressed that “they [teachers’ beliefs and knowledge about teaching] are
changed relatively less by the training that they receive in their BA courses” (p. 112).
Hobbs’ (2007) dissertation results indicated that the short-term ELT teacher
education program he studied needs a focus on behavioral change of the trainees
since the participants underwent little change in behavior and beliefs, but developed
in confidence and procedural knowledge about teaching. Kunt and Ozdemir (2010),
in a questionnaire study, found that pre-service teachers’ engagement in
methodology courses seems to have a little impact on the improvement of their
beliefs on language learning.

In contrast, there are studies that reported strong influence of teacher education
programs and courses on pre-service teachers’ cognitions and practices. Gomez
(1999) concluded that features of the teacher education program, together with a set
of interrelated features of the school context, alter or challenge teachers’ beliefs.
Grisham (2000) looked at the influence of the teacher education program on pre-

service teachers’ cognitions regarding reading instruction and concluded that the
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program has an impact on the pre-service teachers since they get more constructivist
throughout the program. Richards, Ho, and Giblin (1996) traced changes in five
trainee teachers’ cognitive and behavioral activity in terms of their conceptions of
their role as teachers, developing professional talk about teaching, problematic
dimensions of teaching, and perspectives on successful lessons. Tiizel and Akcan’s
(2009) study investigating pre-service English language teachers’ challenges in using
the target language in their classroom practices during practicum revealed that “the
language awareness training had a positive impact on the target language use” (p.
271). Tilemma’s (1998) study revealed contradictory results that while beliefs of
student-teachers hardly changed at the group level between the pre-test and post-test
during the program, a considerable rate of student-teachers were found to change
their position at the individual level, although not in one direction. This result was
interpreted as ‘“the program did change the student-teacher thinking but not

necessarily in line with the program’s intentions” (p. 219).

Comparing the influence of teacher education program and teachers’ previous
learning experiences on classroom practices, Williams and Burden (1997) claimed
that previous experiences and deep-rooted beliefs about language learning might be
more influential than a particular methodology learnt in a teacher education program.
A more complex picture emerged in Almarza’s (1996) study that student-teachers
organized the teaching of subject matter during practice teaching as they were taught
in the teacher education courses, which shows the influential role teacher education
plays. However, pre-training knowledge of the student-teachers formed the basis for
the discussions of their instructional activities. Almarza (1996) commented on the
result that “student-teachers’ development during pre-service programme cannot be
attributed to one single influence. It is important to find out what particular
experiences contribute, so that the learning process can be enhanced rather than
hampered” (p. 72). And, she emphasized the need for more research to explore the

influences on student-teachers’ practice.
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2.2.2. Relationship between Language Teachers’ Cognitions and Instructional

Practices

Studies on teacher cognition and practices are distinguished as “the cognitions and
reported practices of in-service language teachers” and “the cognitions and actual
practices of in-service language teachers” (Borg, 2006 p. 75). This dissertation study
addressed (1) the cognitions and (2) actual practices of pre-service English language
teachers and also (3) their thinking behind their actual practices, that is, why they did
what they did.

In a methodological review of the studies on the relationship between teachers’
beliefs and practices between 1966 and 1976, Hook and Rosenshine (1979)
concluded that most of the studies employed paper-and-pencil questionnaires as
instruments to research beliefs and self-reported practices. With a parallel point of
view, Hoffman and Kugle (1982) aroused the problem of measurement and brought
“the notion that we can validly assess beliefs through a paper-pencil type task” to
question and called for the use of “systematic observations of teachers engaged in
situational teaching, complemented by focused interviews” (p. 6). Then, as the
teacher cognition research developed, the measurement issue in this field of research
evolved and the researchers started to combine questionnaires and observations of
classroom practices together with interviews. The study by Richardson, Andrews,
Tidwell and Lloyd (1991), in which they used interviews to determine thirty-nine
teachers’ beliefs on teaching reading comprehension and classroom observations to
understand the match and mismatch between their beliefs and practices, can be set as

an example here.

The relationship between cognitions and practices are regarded as interactive and
influencing one another as a result of teachers’ testing out what they do in the
classroom and in turn its reflection on their cognitions (Breen et.al, 2001). Clark and
Peterson (1984) state that there is a reciprocal relationship between the domains of
teacher thought and action. They explain that “teachers’ actions are in a large part
caused by teachers’ thought processes, which in turn affect teachers’ actions” (p. 13).
Foss and Kleinsasser (1996) used the term “symbiotic relationship” to explain the

relationship between pre-service teachers’ conceptions and their instructional actions
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(p. 441). On the other hand, Borg (2006) regards the relationship between cognition

and practice as “neither linear nor unidirectional.” He further explains that:

It is not linear because cognitions and practices may not always concur,
due to the mediating influence of contextual factors; and it is nor
unidirectional because teachers’ cognitions themselves are shaped in
response to what happens in the classroom. Language teaching, than, can
be seen as a process which is defined by dynamic interactions among
cognition, context and experience (p. 275).
Borg (2006) warns that an isolated study of the relationship between cognition and
practices from the contexts, namely the social, institutional, instructional and

physical settings in which teachers work, may lead to superficial interpretations.

In their early state-of-the-art article, Clark and Peterson (1984) called for the research
that bring the two domains, teachers’ thoughts and actions, together and examine
their relation to one another in order to fully understand the process of teaching.
Later research on the relationship between teacher cognition and practices evolved in
this direction and produced different results. Flores (2001), in an exploratory survey
study with 176 bilingual teachers, found that there is an underlying belief behind a
teacher behavior; and professional experiences and the teacher preparation
background lie behind the formation of those epistemological beliefs of bilingual
teachers. Similarly, Oztiirk (2014) found patterns of connections between EFL
instructors’ cognitions and actions; and concluded that EFL instructors who are in
favor of competence-oriented approach and an executive learner profile adhere to
traditional pedagogy and diverge from communicative practices in planning and
error correction. In an ESL literacy study, Johnson (1992) suggested that ESL
teachers, who can clearly define their theoretical beliefs, instructionally perform in
consistence with their theoretical orientation. Therefore, she concluded that the study
is in line with “the notion that ESL teachers teach in accordance with their theoretical
beliefs and that differences in theoretical beliefs may result in differences in the

nature of literacy instruction” (p. 101).

On the contrary, Pearson (1985) found incongruency between two teachers’
described beliefs and classroom behavior. However, “an apparent reason for this
discrepancy” was also revealed by the study results, in that “the teachers’ classroom

performance reflected their desire to teach ... rather than have a total consistency
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between behavior and belief (p. 142). The connections between student-teachers’
beliefs and practices in literacy assessment during a yearlong coursework was
investigated by Powers, Zippay, and Butley (2006). The results indicated that
“teacher beliefs and their classroom instruction are often inconsistent due to a variety
of variables such as the pressure to conform to a particular school philosophy and/or
government mandates” (p. 121). Phipps and Borg’s (2009) study revealed that the
three teachers’ beliefs in teaching grammar were not always aligned with their
practices; tensions emerged between teachers’ beliefs and practices in inductive and
contextualized presentation of grammar, meaningful practice and oral group-work.
One step further, they explained the factors causing tensions between their beliefs
and practices primarily as “student expectation and preferences, and classroom
management concerns” (p. 387). The study by Ustiinel (2008) showed that the
trainee teachers had more than one view on dealing with three kinds of discipline
problems, but they could reflect only one of their views in their classroom practices.

Skott (2015) comments that incongruence between teachers’ beliefs and practices
may carry connotations of the teacher being inconsistent. However, citing
Schoenfeld (2011), Skott (2015) interprets the situation as “depend[ing] on
classroom contingencies and subsequently on changing relationships between the
orientations, resources, and goals brought to the classroom by the teacher and goals
that arise in the situation” (p. 22). Basturkmen (2012) reviewed the literature to find
out what the research suggests for the question why teacher beliefs and practices do
not necessarily correspond. Research revealed that the beliefs and practices may not
correspond due to the role played by situational constraints, a possible change
process in teachers’ beliefs, the existence of multiple belief systems, or due to
research methods. The review also revealed that experienced language teachers’
beliefs and practices are more in congruence when compared to less experienced
language teachers and pre-service language teachers. It is suggested that pre-service
teachers’ beliefs may still be in the forming process and less experienced teachers
may be undergoing a change process that is not yet reflected in practice. Similarly,
Ogan-Bekiroglu and Akkog¢ (2009) found that the pre-service teachers who have
transitional beliefs (which was operationalized as a mix of constructivist and
traditional beliefs) displayed inconsistency between their beliefs and practices. It can

be said that “when teachers’ beliefs are in flux, they may not necessarily align with
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observed practice” (Buehl and Beck, 2015, p. 72). Buehl and Beck (2015) identified
various factors as supports or hindrances to teachers’ implementing their beliefs in
their review of studies from 2008 to 2012. They made a distinction between factors
that are internal and external. Internal beliefs are the ones within the teacher’s self
and are listed as knowledge, experience, and teacher’s levels of self-reflection and
awareness. External factors are the ones residing in the environment and are listed as
classroom-context factors (such as student ability, attitudes, class size etc.), school-
context factors (such as administration, available resources, etc.), and national-state-

and district level factors (such as education policies, curricular standards, etc.).

Reviewing the aforementioned literature in the field of language teacher cognition
and practices, it is possible to say that language teacher cognition and practices in
relation to dealing with in-class challenges has not been referred to by the studies
conducted in the field. Therefore, it is thought that the present study can contribute
the literature by providing information on pre-service English language teachers’
cognitions and practices in relation to dealing with in-class challenges and drawing
conclusions with regard to the influences on their cognitions and practices and the
relationship between them.
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CHAPTER 3

METHODOLOGY

3.1. Overview of the Chapter

This chapter presents the design of the study and gives information about case study
research. The chapter continues with thick description of the research context, role of
the researcher in the study, data collection procedures, and instruments. It ends with
detailed information about the analysis of the data and trustworthiness of the study.

3.2. Reseach Design

This study adopts qualitative research design to provide an account of pre-service
English language teachers’ cognitions and practices in relation to dealing with most
commonly experienced in-class challenges. Creswell (2007) gives an inclusive
definition of the qualitative research that brings together all the aspects of it
mentioned in other definitions for instance by Denzin and Lincoln, 2005; Dornyei,
2007; Ely et. al., 1991; Miles and Huberman, 1994; Seggie and Bayyurt, 2015; etc.
Creswell’s (2007) definition is as follows:

Qualitative research begins with assumptions, a worldview, the possible
use of theoretical lenses, and the study of research problems inquiring
into the meaning individuals or groups ascribe to a social or human
problem. To study this problem, qualitative researchers use an emerging
qualitative approach to inquiry, the collection of data in a natural setting
sensitive to the people and places under study, and data analysis that is
inductive and establishes patterns or themes. The final written report or
presentation includes the voices of participants, the reflexivity of the
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researcher, and a complex description and interpretation of the problem,

and it extends the literature or signal a call for action (p. 37).
In his explanation, he puts the emphasis on the process of the research by touching
upon the approach to inquiry, data collection, data analysis and reporting of the
results. Furthermore, he presents key characteristics of the qualitative research,
which include natural setting, researcher as key instrument, multiple sources of data,
inductive data analysis, participants’ meanings, emergent design, theoretical lens,

interpretive inquiry, and holistic account (pp. 37-39).

Dornyei (2007), on the other hand, lists some issues as weaknesses of qualitative
design, such as sample size and generalizability, researcher role, time consumed and

intensive labour it requires.

This study adopts qualitative research design due to a number of reasons, such as the
suitability of the research topic to this design, characteristics of qualitative research,
and the convenience of those characteristics in addressing the research questions.
Therefore, a case study was conducted to provide an account of pre-service English
language teachers’ cognitions and practices in relation to dealing with most

commonly experienced in-class challenges.

3.2.1. Case Study

Case study research is defined, in general, as “a form of qualitative research that
endeavors to discover meaning, to investigate processes, and to gain insight into and
in-depth understanding of an individual, group, or situation” (Lodico, Spaulding, and
Voegtle, 2007, p. 269). Some research methodologists (Stake (2005), Creswell
(2007), and Chapelle and Duff (2003) among others) define the case in case study
research as a “bounded system” or “multiple bounded systems” to be explored over
time in a holistic manner through detailed, in-depth data collection involving
multiple sources of information. Therefore, the orientation of case study researcher
involves attempts to identify important patterns and themes in the data, rather than

attempts to test a priori hypotheses (Chapelle and Duff, 2003).
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In this case study, the case is specified as pre-service English language teachers’

cognitions prior to and after school-based practicum and their practices in relation to

overcoming most commonly encountered in-class challenges. The case here is

bounded by space and time due to the limited data collection period and size of the

informants who participated in the study. The present study attempts to explore the

above mentioned case by addressing the following research questions.

3.2.2. Research Questions

Based on the qualitative research design and cased study methodology, this

dissertation study addresses the following research questions:

1)

()

(3)

(4)

What are pre-service English language teachers’ cognitions in relation to
dealing with most commonly experienced in-class challenges in foreign
language teaching prior to and after practicum?

What do pre-service English language teachers do to deal with the most
commonly experienced in-class challenges in foreign language teaching in their
classroom practices throughout practicum?

What are the influences that shape pre-service English language teachers’
cognitions and practices in relation to dealing with most commonly experienced
in-class challenges?

Is there a relationship between between pre-service English language teachers’
pre-practicum cognitions, classroom practices, and post-practicum cognitions in
relation to dealing with most commonly experienced in-class challenges in

foreign language teaching?

A table that incorporates the research questions, data collection techniques, data

sources, and the rationale behind their use is presented below to demonstrate the

relationship between the data and the research questions:
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Table 3.1.The relationship between the research questions, and the data collection techniques, data sources, rationale behind their use

Research Questions

Data Collection Techniques

Data Sources

Rationale

0. Base-line Data Question: What are the most
commonly experienced challenges in foreign
language teaching by English language teachers
working at secondary schools in Turkey?

1. What are pre-service English language teachers’
cognitions in relation to dealing with most
commonly experienced in-class challenges in foreign
language teaching prior to and after practicum?

2. What do pre-service English language teachers do to
deal with the most commonly experienced in-class
challenges in foreign language teaching in their
classroom practices throughout practicum?

Questionnaire for Determining
In-class Challenges

Scenario-based interviews (pre
and post interviews for each
ST)

(a) Classroom observations
(field notes)

(b) Stimulated recall
interviews (three recall
interviews with each ST)

English language
teachers working at
public secondary
schools

Six student-teachers
before and after they
completed school-based
practicum

Six student-teachers
throughout the school-
based practicum

- to obtain base-line data on real in-class
challenges upon which case scenarios
were created,

- to save time both on the side of the
researcher and the informants,

- to reach more informants in a limited
time.

- to get STs to think over real in-class
challenges

- to obtain information on STs’ pre and
post-practicum cognitions in relation to
overcoming in-class challenges

(a)-to form a basis to develop stimulated
recall interview questions

-to obtain information on what is
happening and how

(b)-to learn about the insights of STs, their
thought processes about overcoming the
in-class challenges

-to obtain information on why things are
happening as they are
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Table 3.1 The relationship between the research questions, and the data collection techniques, data sources, rationale behind their use

(cont’d)

Research Questions

Data Collection Technigues

Data Sources

Rationale

3. What are the influences that shape pre-service
English language teachers’ cognitions and practices
in relation to dealing with most commonly
experienced in-class challenges?

4. s there a relationship between between pre-service
English language teachers’ pre-practicum cognitions,
actual classroom practices, and post-practicum
cognitions in relation to overcoming most commonly
encountered in-class challenges in foreign language
teaching?

Questions in the scenario-
based interviews and
stimulated recall interviews

Already collected qualitative
data

Six student-teachers

Six student-teachers

-to understand what STs refer to as a basis
of their ways of thinking while generating
strategies to deal with in-class challenges

in their cognitions and practices

Abstraction of the results for theory
building about the relationship between
STs’ cognitions and practices in relation to
dealing with most commonly encountered
in-class challenges




In the table, data collection techniques and research questions seem to match one-to-
one. Nevertheless, all the data gathered through different techniques were combined

to address the research questions.

3.3. Research Context

In this part, the context in which this study was conducted will be explained under
the titles of participants and sampling, setting, data collection procedures, and data
collection instruments. Then, the researcher’s approach to analysis of the data will be

explained in detail.

3.3.1. Participants and Sampling

In-service EFL (English as a Foreign Language) teachers working at public
secondary schools in Mugla and pre-service EFL teachers enrolled in a four-year
language teacher education program at a state university make up the participants of

this case study.

As for the sampling strategy, two types of strategies were used in this study. In-
service EFL teachers were reached through snowball sampling. To reach “a
principled list of key respondents” (Dornyei, 2007, p. 129), who were EFL teachers
working at public secondary schools, was the starting point of this type of sampling
in this study. Therefore, school visits were planned and made to collect data from the
in-service EFL teachers and then e-mailing was used to recruit further respondents
with the help of teachers met at the school visits. Next, this study employed
purposive sampling for the group of pre-service EFL teachers. In purposive
sampling, participants are selected by the researcher “because they can purposefully
inform an understanding of the research problem and central phenomenon in the
study” (Cresswell, 2007, p. 125). That is, to reach a complete understanding of the
process investigated in this study, the researcher consulted with the board of the
department of foreign languages teaching at a state university to be admitted in a
group of pre-service EFL teachers’ practicum practices. As a result, the researcher

was admitted to conduct observations and interviews in a group of six student-
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teachers who were carrying out their school-based practicum at a public secondary

school. Specifications of the participants are presented below.

3.3.1.1. In-service English Language Teachers

Respondents who provided the base-line data for the study were twenty EFL teachers

working at seven different public secondary schools in the city center of Mugla.

They were asked to give written responses to ‘Questionnaire to Determine the In-

class Challenges’ (Appendix A). What was expected from them was to provide three

in-class challenges that they most commonly experience while teaching English.

They took part in the study on a voluntary basis. The table below summarizes the

characteristics of the respondent teachers.

Table 3.2. Characteristics of in-service English language teachers (N=20)

Teacher I.D. Gender Year of Experience Degree Department

1 F 20+ B.A. E.L.T.

2 F 11-15 B.A. E.L.T.

3 F 11-15 B.A Philology
4 M 11-15 B.A. E.L.T.

5 F 11-15 B.A. ELT.

6 F 16-20 B.A Philology
7 F 0-5 B.A. E.L.T.

8 F 11-15 B.A. Philology
9 F 11-15 B.A E.L.T.
10 M 6-10 B.A. E.L.T.
11 M 11-15 B.A. E.L.T.
12 M 16-20 B.A E.L.T.
13 M 16-20 B.A. Philology
14 M 11-15 B.A. E.L.T.
15 F 20+ B.A E.L.T.
16 M 6-10 M.A. E.L.T.
17 M 6-10 B.A. English Linguistics
18 M 11-15 B.A. ELT.
19 M 16-20 B.A. E.L.T.
20 M 11-15 M.A. E.L.T.

As seen on the table, distribution of the categories of gender, year of experience and

graduation among participants shows that there is a variety among the respondents.

That is, it can be said that we have voices of EFL teachers of different characteristics

as informants for the base-line data.
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3.3.1.2. Pre-service EFL Teachers

With the aim of “find[ing] individuals who can provide rich and varied insights into
the phenomenon under investigation” (Ddrnyei, 2007, p. 126), main participants of
this study were specified as pre-service EFL teachers enrolled in a four year language
teacher education program at a state university in Turkey. Borg (2006, p. 50) defines
pre-service teachers as “those engaged in initial teacher education programmes (...)
who typically have no formal language teaching experience.” Parallel to this
definition, pre-service EFL teachers in this study consisted of six senior students who
have not had any formal teaching experience before. Six of them together made a
group of student-teachers who attended the same secondary school in the city center.
They were the mentees of one mentor teacher at the host school and were instructed
by one instructor at the faculty. The average of their ages was 21.5 and their GPAs
ranged from 2.90 to 3.51. Five of the six student-teachers were females, and one was
male. The researcher did not intervene in the formation of this group. The group was
assigned to the instructor automatically by the student affairs system. After the
admission of the researcher into this group, their consent was taken to participate in
this study and they agreed to allocate time and energy for providing information for
the research.

Table 3.3. Characteristics of pre-service English language teachers (N=6)

Pre-service Teacher I.D. Gender Age G.P.A Type of Highschool
STA M 22 2,68 Teacher training high school
STB F 21 3,08 FL intensive highschool
STC F 21 3,51 FL intensive highschool
STG F 21 3,16 FL intensive highschool
STN F 22 3,30 FL intensive highschool
ST S F 22 2,90 Teacher training high school
3.3.2. Setting

The study was conducted at Mugla Sitki Kogman University Department of Foreign
Languages Education and at public secondary schools in the city center of Mugla
Province. For the first step of the study, the setting was seven different public
secondary schools in Mugla in which the baseline data were collected from EFL
teachers. The second and the fourth steps, collection of data related to pre-practicum
and post-practicum cognitions, were carried out with pre-service EFL teachers at the
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department. The third step, observations of pre-service EFL teachers’ actual
classroom practices, proceeded at a secondary school in Mugla, whereas the
stimulated recall interviews with the pre-service teachers were carried out at the
department. Therefore, data collection setting was natural. Below is presented
information on the four-year language teacher education program and the course

‘school experience.’

3.3.3. Language Teacher Education Program

The language teacher education program at Mugla Sitki Kogman University is a
four-year teacher preparation program. The main components of the program, (as set
by the Council of Higher Education) consist of (a) Methodology (involving courses
such as Approaches and Methods in English Language Teaching, Teaching
Language Skills, Teaching English to Young Learners, etc.), (b) Linguistics
(involving courses such as Linguistics | & Il, Sociolinguistics, Pedagogical
Grammar, etc.), and (c) Pedagogy (involving courses such as Introduction to
Educational Sciences, Educational Psychology, Instructional Technologies and
Material Design, etc.) (d) Literature (involving courses such as English Literature,
Selections from the Contemporary American Literature, etc.) together with (e)
Practicum (involving the courses School Experience and School-based Practicum).
Graduates of the program are qualified to teach English as a foreign language at

primary, secondary and tertiary levels of education.

3.3.4. School Experience

Pre-service EFL teachers go to actual schools, observe EFL teachers and students in
actual classrooms, write down reports of observations, and carry out teaching tasks in
actual classrooms to complete requirements for the school-based practicum. They are
evaluated both for their task reports and teaching practices by their mentor teacher at
the host school and the instructor at the faculty. This course is offered both in the fall
and spring terms of the fourth year in the program. The one offered in the fall
semester is called ‘School Experience’ and the other one is called ‘Practicum’. Due

to the fact that “there is no certain course outline offered by the Council of Higher

28



Education (1998)” (Rakiciogli-Séylemez, 2012), different programs at different
universities design the content of the courses the way they find beneficial for their
students. Therefore, the program in which this study was conducted has designed
both courses in the same way and the student-teachers carry out both observations
and practice teaching sessions at the secondary schools (four hours per week) for the
fall term and at the high schools (six hours per week) for the spring term.
Additionally, each week the student-teachers meet their instructors for the seminar
hour (for one-hour period during the fall term and for two-hour period during the
spring term) at the department. They share their experiences, discuss various topics
and express their opinions on the topics that arise.

3.4. Role of the Researcher

To clarify possible questions related to the researcher’s position in the study, some
information will be given in this part. | have been working as a research assistant at
the department in which this research study is being conducted. | have a detailed
understanding of the program because of several reasons. First, | am a graduate of
the program. Second, | have been involved in departmental duties such as
preparation of schedules, proctoring of the exams, attending departmental meetings,
etc. since | started to work here. Third, | have taught some courses in the program as
a substitute when needed and as an instructor. Therefore, my position may be
counted as an insider. On the other hand, | may be counted as a partial outsider, since
it was not me who taught the seminar for practicum to the pre-service teacher group.
My position was only an observer, an interviewer, and a research assistant at the
department for the pre-service teachers. Hence, they did not have any pressure to
take part in my study. In addition, there was not a power relationship between me
and the student-teachers since | was neither an instructor nor an evaluator for them.
Furthermore, they stated to be happy being involved in the stimulated recall
interviews to have a reflection on their own teaching practices and also in cognition
interviews before and after the practicum to become familiar with real classroom
situations. As a final word, my position both as an insider and outsider may balance

possible risks of each position to the study.
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3.5. Data Collection Procedures

For this qualitative case study, data were obtained through multiple activities, as
suggested by Lodico et.al (2007) for triangulation and validity purposes. Hence,
sources of data included written statements, oral responses to case scenarios,

classroom observations, field notes, and stimulated recall interviews.

In this study, along with the qualitative research traditions, data collection procedure
was iterative in nature, “moving back and forth between data collection and analysis”
(Dornyei, 2007, p. 126). By this way, it was thought that, analysis of a previous set
of data would open up new areas to be considered and shape the collection of a
following set of data. The cyclical process of the data collection activities is

displayed in the figure below.

Collection of the
base-line data from
in-service teachers
through
"Questionnaire for
Determining In-class
Challenges

7

Analysis of the

Analysis of the

data data

Collection of data
from pre-service
teachers through
case scenarios
(post-practicum
cognitions)

Collection of data
from pre-service
teachers through
case scenarios
(prior cognitions)

Analysis of the

data

Collection of data
trough classroom
observations and
stimulated recall
interviews

Analysis of the
data

Figure 3.1.The cyclical process of data collection
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Data for this study were collected in two main stages. The first stage involves
collection of the base-line data. In this study, base-line data is regarded as the initial
step of data collection to identify in-class challenges experienced by in-service EFL
teachers, which served as a basis for creating case scenarios. A questionnaire with an
open-ended item was developed to elicit in-class challenges encountered by in-
service EFL teachers working at public secondary schools in Mugla. Each informant
teacher provided three in-class challenges and the researcher obtained descriptions of
approximately sixty in-class challenges, which were used as case scenarios for the
next step of the data collection. At the second stage of data collection, there were
multiple activities for collecting data. First, pre-service EFL teachers were
interviewed in order to obtain information on their pre-practicum cognitions in
relation to overcoming most commonly encountered challenges in EFL teaching.
Case scenarios of in-class challenges were used for the interviews, which took place
before the pre-service teachers begin school-based practicum. Second, classroom
observations of student-teachers’ instructional practices at the host school took place
with the aim of seeing how they react to and overcome in-class problems they
encounter while teaching. Their practice teaching sessions were video-recorded, field
notes were taken, and stimulated-recall interviews were carried out with the student-
teachers after the sessions. This set of data was collected three times for each of the
six student-teachers. Third, student-teachers, having completed their practicum, were
interviewed for the second time for obtaining information on their post-practicum
cognitions in relation to overcoming most commonly experienced challenges in EFL
teaching. This time, parallel case scenarios of in-class challenges were used for the
interviews. The stages and the steps of data collection process are shown by the

figure below.
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Stage |  Stagell

|_| Prior-cognition

Base-line data data

N —

—

= Practice data

N —

—

|_| Post-practicum
cognition data

N —

Figure 3.2. The stages and the steps of data collection

In this study, data collection period was planned to last for two semesters, which
started in 2013-2014 Spring semester, and ended at the end of 2014-2015 Fall

semester. The table below shows the timeline of data collection activities for this

study.

Table 3.4. Timeline of Data Collection

Date Data collection activity
February 2014 Preparing ‘Questionnaire for Determining In-class Challenges’ to obtain
base-line data
March 2014 Piloting the questionnaire
April 2014 Refining the questionnaire
May 2014 Distributing and Collecting the questionnaire
September 2014 Writing down the Case Scenarios (both for pre-practicum cognitions and
post-practicum cognitions)
Studying on the case scenarios for validity purposes
Pilot interviews using case scenarios
October 2014 Interviews for pre-practicum cognitions
November 2014 First practice teaching sessions
(Classroom observations + Field notes + Stimulated-recall interviews)
December 2014 Second practice teaching sessions
(Classroom observations + Field notes + Stimulated-recall interviews)
January 2015 Third practice teaching sessions
(Classroom observations + Field notes + Stimulated-recall interviews)
February 2015 Interviews for post-practicum cognitions

The next section describes each of the data collection instruments in detail.

3.6. Data Collection Instruments

The data for this study were obtained through Questionnaire for Determining In-

class Challenges (Appendix A), case scenarios for the cognition data, and classroom
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observations together with stimulated recall interviews. It is important to note here
that, the language used in the data collection techniques in this study was Turkish,
since it is thought that individuals can best convey the meaning in their native

languages.

3.6.1. Questionnaire for Determining In-class Challenges

Questionnaire for Determining In-class Challenges (Appendix A) was first designed
using pre-determined categories adapted from Wright (2005), and the teachers were
expected to write in-class challenges they experience according to the categories
related to the aspects of classroom management, which are time and space,
engagement, and classroom participation. With the categories, definitions of aspects
of classroom management and examples of challenges were provided for teachers.
However, when the questionnaire was piloted with a group of ten teachers, it was
observed that informant teachers were influenced by the examples provided in the
questionnaire and explained similar challenges. Then, a new version of the
questionnaire was written in order to obtain real challenges as experienced by
teachers, and the questionnaire was designed with no pre-existing categories in order
not to limit teachers. In the new version of the questionnaire (without pre-determined
categories of in-class problems), teachers were free to describe 3 in-class challenges
they mostly experience while teaching English. By this way, approximately sixty
descriptions of in-class challenges were obtained for later use in developing

scenarios of in-class challenges.

The questionnaire has two sections. In the first section, teachers are expected to think
of in-class challenges they experience while teaching English and describe three of
the challenges they most commonly encounter in detail. An example case is also
provided for them. In the second section, there is a background information form that
asks about their year of experience, graduate degree, type of B.A. program they

graduated from, gender, and contact information.
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3.6.2. Scenario-based Interviews

For this study, scenarios can be operationalized as “brief descriptions of typical
instructional situations” and scenario-based interviews as “semi-structured interviews
that participants are invited to respond to orally through a series of prompts” (Borg,
2006, p. 192). The base-line data —in-class challenges English language teachers
experience while teaching- served as a basis to create case scenarios for the
collection of data on student-teachers’ pre-practicum and post-practicum cognitions.
After the descriptions of in-class challenges were analyzed and classified,
frequencies were calculated. The in-class challenges with four and more frequency
were transformed into case scenarios, which made nine case scenarios in total. Four
of the case scenarios exemplified learner-related challenges, four exemplified
resource-related challenges, and one exemplified educational policy related
challenges. The case scenarios were the contextualized versions of in-service English
language teachers’ descriptions of challenges they experience. (Please see
Appendices B & C for the scenarios). Therefore, the scenarios included concrete
contextual detail of the events, such as fictitious names of teachers and students,
grade levels, topics that are taught together with the teaching techniques and activity
types. Namely, events representing specific types of in-class challenges were
described in detail. Standards for scenario writing suggested by Santoro and Allard
(2008) were taken into consideration while creating the scenarios. They suggest that
scenarios (a) “should be ‘realistic’ and reflective of situations that practitioners are
likely to encounter in their particular fields, (b) “must be sufficiently ‘removed’ from
the participants’ personal contexts (...) so that they can reflect upon and interrogate
their own beliefs and practices with minimum threat to their personal integrity”, (c)
“must resonate with a range of participants on an individual level [and] incorporate
multiple perspectives which participants can draw upon in relation to themselves” (p.
174). Two sets of case scenarios were created: one set of nine case scenarios to
collect data on student-teachers pre-practicum cognitions in relation to overcoming
in-class challenges, and one set of parallel case scenarios to collect data on their post-
practicum cognitions. For validation purposes, views of experts were taken. Three
departmental instructors at the faculty and three English language teachers were

asked to work through the case scenarios and to give a running commentary on what
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kind of a challenge they think the researcher is trying to exemplify in each case. In
more detail, the experts and the teachers were asked (1) to identify the challenge
experienced by teachers in the cases, and (2) to group the cases in terms of the source
of challenge experienced. The aim in doing so was to find out whether the type and
source of the challenge in each case check out with what is intended to be described
by the researcher. The case scenarios took their final forms after some refinements in
wording; and one pilot interview was carried out with a different ST to see how

much time is required and if a problem occurs in the interview process.

Two interviews for each student-teacher were arranged: first interview prior to the
practicum and the second after they completed the practicum. Namely, twelve
interviews were carried out in total for the cognition data. During the interviews, the
student-teachers were provided with the written versions of case scenarios on
separate pieces of paper. What was expected from them was to read (aloud or
silently, how ever they felt comfortable) the case scenarios one by one and then
answer four questions the researcher asked orally following each of the case

scenarios. The questions were as follows:

1. Please choose the source of in-class challenge experienced by the teacher in
the case scenario you have just read? Then, please specify the reasons for
your choice.

(a) Learner-related
(b) Resource-related
(c) Educational policy related

2. What would you do to overcome this challenge if you were in X teacher’s
shoes?

3. What would you do in order not to meet the challenge again?

4. What is/are the idea(s) behind the way of your thinking?

The first question was asked in order to check if the student-teachers truly
understood the challenge described. The second and the third questions asked for the
student-teachers’ strategies to overcome the challenge. And finally, the basis of their
ways of thinking was asked with the fourth question. The student-teachers were free
to use the time to read and understand the case scenarios and to respond to the

questions. Interviews took place in the researcher’s office and were audio-recorded
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for later use in the analysis process. The average length of one interview for the
cognition data was twenty four minutes, and transcriptions of the interviews took a

hundred and three pages in total.

3.6.3. Classroom Observations, Field Notes and Stimulated-Recall Interviews

Multiple techniques were employed to obtain the practice data for this study. The
first one was classroom observations. Observation is accepted by Borg (2006: 227)
as “an increasingly common data collection strategy in studies of language teacher
cognition.” It is a valuable tool in this area of research since what researchers need is
to account for teachers’ actual practices together with what they think and believe
(Borg, 2003). Therefore, observation has a central role “by providing concrete

descriptive basis in relation to what teachers know, think, and believe” (Borg, 2006:
231).

In this study, classroom observations include the student-teachers’ practice teaching
sessions and the classes were video-recorded. The camera was placed at the back of
the classroom to view the student-teacher. Three classroom observations were carried
out for each of the student-teachers. The first practice teaching session was a twenty-
minute mini lesson for each student-teacher. The second and the third practice
teaching sessions were forty-minute full lessons. The number and length of the
practice teaching sessions were determined by the program. The researcher didn’t
have any manipulations about this. At the time of the observations, field notes
focusing on the student-teachers’ actions when the researcher thought they
encountered an in-class challenge were taken. Borg (2006, p. 247) states that
“observation, in the study of language teacher cognition, is never the sole form of
data, but is commonly combined with interviews.” In the present study, classroom
observations of ST practice teaching sessions were combined with stimulated recall
interviews with the aim of penetrating into STs’ thought processes. Classroom
observations together with the field notes established a basis for the stimulated recall

interview questions and served as stimuli for the recall activities in the interviews.

Stimulated recall is described by Cohen and Macaro (2010) as an event, such as a

teacher’s behavior, that is video-recorded and re-presented to the participants some
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time later and almost always in a different place, in order to stimulate what was
going through their minds at the time of the event. The method was originally used
by Bloom in 1954 to recollect and report on the viewer’s (usually the teacher of the
episode) thoughts and decisions during the teaching episode (Clark and Peterson
(1984). 1t is categorized under introspective research methodology and differs from
think aloud in that “it involves the verbalization of cognition retrospectively rather
than concurrently” (Gass, 2012, p. 145). Borg (2011) presents two conceptualisations
of the video stimulated recall; the first is retrospectively eliciting and cathing
teachers’ interactive thinking during a lesson and the second is facilitating discussion
of the thinking behind teachers’ work. Stimulated recall is most often used to elicit
data on teacher cognition, learner cognition, language processing, and learner

reflection to explore thought processes in performing an action (Gass, 2012).

The researcher, being aware of the criticisms raised about stimulated recall
methodology, followed the principles listed by Gass and Mackey (2000) in their
book entitled ‘Stimulated Recall Methodology in Second Language Research’, and
the recommendations by Mackey and Gass (2005, pp. 78-79), Brown and Rodgers
(2002, p. 55), and Borg (2006, pp. 209-220) related to the issues of memory and
retrieval, timing, and instructions when carrying out the stimulated recall interviews.
Gass and Mackey (2000) report results of Garner’s and Bloom’s early studies related
to stimulated recall methodology which show that 95% accurate recall can be
reached within forty-eight hour time after the original event but fewer cognitive
events are recalled after that time. Therefore, all the stimulated recall interviews in
this study were carried out in twenty-four hours’ time after the practice teaching
sessions to prevent forgetting. Next, Gass and Mackey (2000) emphasize the
importance of instructions to be unambiguous, clear, and detailed. Standardization of
instructions is also regarded as essential for “orienting the participant to the actual
time period under recall” (p. 58). Therefore, the researcher acted in accord with those
recommendations. The instruction given to the student-teachers in the interviews was

as follows:

Now, we are going to watch the video-recording of the class you taught.
Please keep in mind that this activity has no purposes of criticizing or
commenting on your teaching. I am only interested in what you were
thinking at the time you encountered/experienced any kind of a challenge
while you were teaching the class. | can hear and see what you were
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doing by watching the video but I don’t know what you were thinking,
what was in your mind at that time. What is expected from you is to
pause the video any time you wish, and then you can vocalize/describe
anything you want about that moment. | may also pause the recording if |
have a question about what you were thinking at any of your teaching
moments.
In order to gain further insights into what and why they did to overcome in-class
challenges and to explore their mental activities, their thoughts at the time of their
instructional practices were recalled through some questions. The questions were
based on the classroom observations and field notes. Examples of recall questions are

as follows:

e Can you tell me what you thought in this segment of your teaching? Did you
have any aims?

e Did you have any reasons for your behavior? What did you think of while
doing this?

e | see you hesitated/looked confused/raised your voice here? What were you
thinking then?

e Did you think you experienced any challenges at this point?

e Can you remember thinking anything when she did that?

e Do you remember what affected you in deciding to do this?

The researcher paid extra attention during the interview to keep the emphasis on the
thought processes during the event itself and avoided questions focusing on the
current thinking of the student-teachers, as recommended by Gass and Mackey
(2000). The researcher also avoided to give “concrete reactions” to the student-
teachers and preferred only “back channeling” with such expressions like ‘I see,
ok...” in order not to direct their responses (P. 60). As for the issues about the
recording, a shared control of when to stop the recording was adopted during the
interviews. That is both the researcher and the participants had the control.
Additionally, replaying the entire recording during the interviews was aimed.
However, some portions of the recordings involving the segments in which students
were self-studying were skipped. Most of the recall interviews were carried out right
after the practice teaching session, after a thirty to sixty-minute break during which

the researcher and the participants left the host-school and arrived at the department.
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The participants were given some time to relax. Meanwhile, the researcher
transferred the video recordings to a computer to be watched during the interview
and set the audio-recording equipment. Stimulated recall interviews took place in the
researcher’s office and tea/coffee was offered to provide for a comfortable

atmosphere for the student-teachers.

3.7. Analysis of the Data

In the analyses of each set of data, the framework provided by Miles and Huberman
(1994) -that is (a) data reduction, (b) data display, and (c) conclusion
drawing/verification — was followed in order to have systematicity in the analyses.
Miles and Huberman explains that data reduction “refers to the process of selecting,
focusing, simplifying, abstracting, and transforming the data that appear in written-
up field notes or transcriptions” (p. 10). It is not separate from analysis, but a part of
analysis, which continues until a final report is completed. Data display, “an
organized, compressed assembly of information that permits conclusion drawing and
action” (p. 11), enables the analyst to access the data immediately and see what is
happening. The third stream of analysis, conclusion drawing/verification begins at
the start of data collection, during which the analyst decide on what things mean by
noting regularities, patterns, explanations, possible configurations, causal flows, and
propositions. Conclusions are vague at first but then increasingly explicit and
grounded. Miles and Huberman (1994) view data collection and the three types of
analysis activity as an interactive, cyclical process. They represent their view with
the Interactive Model, which is shown below. With this model, Miles and Huberman

emphasize the researcher’s moving among four actions during the study.
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Figure 3.3. Components of Data Analysis: Interactive Model (Miles and Huberman,
1994, p. 12)
In this study, data reduction included transforming the data (from written-up field
notes or audio files to transcriptions) and coding/categorizing. In the coding process
of all sets of data, first, initial coding was carried out and the data were broken down
into discrete parts, they were closely examined, and compared for similarities and
differences (Strauss and Corbin, 1998, cited in Saldana, 2011). Charmaz (2006, p.
46) states that the goal of initial coding is “to remain open to all possible theoretical
directions indicated by your readings of the data.” And, Saldana (2011, p. 81) sees it
as an opportunity for the researchers for reflecting deeply on the contents and
nuances of the data and to begin taking the ownership of your codes. During the
initial coding, different types of codes emerged for the questionnaire data, and the
cognition/practice data. Then, processed data were displayed in the form of tables,
figures, and charts, which then permitted the researcher to draw conclusions and
make assertions. In brief, the analytic progression started from what is happening and
how, and it proceeded to why it is happening, as suggested in Miles and Huberman
(1994). For the analysis of the data in this study, the qualitative data analysis
software, ‘Nvivo 10’ was used. Detailed information on the analysis process of each

set of data is presented in the following parts.

3.7.1. Analysis of the Base-line Data

The base-line data obtained from English language teachers through ‘questionnaire
for determining in-class challenges’ were analyzed through qualitative content
analysis. In the initial coding process of this set of data, descriptive codes were

developed out of the teacher statements of in-class challenges. Descriptive coding is
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summarizing the basic topic of a passage of qualitative data in a word or short phrase
(Saldana, 2011). Descriptive codes “entail little interpretation” (Miles and
Huberman, 1994, p. 57), and are applied to the data when you begin the study with
such a basic question as ‘what is going on here?’ (Saldana, 2011). As the next step in
the analysis of the questionnaire data, a typological analysis was carried out. Cohen,
Manion, and Morrison (2007, p. 473) define typological analysis as “a classificatory
process wherein data are put into groups, subsets, or categories on the basis of some
clear criterion.” In Miles and Huberman’s (1994) terms, it is the process of “second
coding”, and in Saladana’s (2011) terms “second cycle coding”. In this process,
major categories that were grounded in the data were determined, and emergent
codes of in-class challenges were classified on the basis of the underlying reasons for
occurrence. Revising the coded and categorized data, the researcher noticed “clusters
of coded data that merit further refinement into subcategories” (Saldana, 2015, p.
11). Therefore, subcategories consisting of codes that have similarities in terms of
the type of challenges emerged. To illustrate the creation of codes and categories, the

coding process is turned into a hierarchical tree as follows:

Category 1: Learner-related challenges
Code: Off-task behavior
Code: Variety in English Language levels
Code: Difficulty in understanding English-medium T-talk
Code: Limited study at home
Category 2: Resource-related challenges
Code: Lack of instructional aids
Code: Interest value of course book content
Code: Complexity of course book content
Code: Grammar-oriented course book content
Code: Vocabulary size in course book content
Category 3: Educational policy-related challenges
Code: Negative backwash effect of the high school placement exam
Code: Limited weekly course hours
Category 4: Physical environment-related challenges

Code: Over-crowded classes
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As the last step, enumeration was done and frequencies of the codes, namely types of
in-class challenges, were counted. The in-class challenges with four and more
frequency were transformed into case scenarios to collect data on student-teacher

cognitions in relation to overcoming those in-class challenges.

3.7.2. Analysis of the Cognition Data

Cognition data obtained from six pre-service English language teachers through
scenario-based interviews were examined as pre-practicum cognitions and post-
practicum cognitions. Two scenario-based interviews were carried out with each
individual student-teacher, one for the pre-practicum cognitions before they started
practicum and one for the post-practicum cognitions after they completed the
practicum. The audio-recordings of the interviews were transcribed in the form of
tables to be able to study easily on them (Please see Appedix E for a sample

transcribed interview table).

The interview data were dealt with in terms of the types of in-class challenges.
That is, the unit of analysis for the cognition data was the types of in-class
challenges. In the initial coding process, process codes were developed out of the
responses of pre-service teachers in explaining their strategies to overcome in-class
challenges. “Process coding uses gerunds (“-ing” words) exclusively to connote
action in the data” (Charmaz, 2002, cited in Saldana, 2011, p. 77), and it is
“particularly appropriate for qualitative studies that search for ongoing
action/interaction/emotion taken in response to situations, or problems, often with the
purpose of reaching a goal or handling a problem” (Corbin and Strauss, 2008, pp. 96-
97). Process codes can be applied to simple observable activity or general conceptual
action (Saldana, 2011), as the cognition data in this study. Next, the number of
process codes was reduced as a result of the researcher reflection through the
reanalysis of the initial coding work by merging the codes that looked very similar
(e.g. the process codes ‘revising the topic’ and ‘reviewing the topic’ were merged
under the process code of ‘reviewing the topic’). As the last step of analyzing the

cognition data, models of the student-teacher strategies and charts displaying
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comparisons of those strategies by number of reoccurrence were created by running

Nvivo, the qualitative data analysis software.

3.7.3. Analysis of the Practice Data

Practice data were obtained through stimulated recall interviews that were based on
classroom observations of student-teachers’ practice teaching sessions. The audio
recordings of stimulated recall sessions were transcribed in the form of tables
including columns giving information on the recall episode, summary of the video
segment, stimulated recall prompts and the recall activity of the student-teachers.

(Please see Appendix F for a sample transcribed stimulated recall data)

During the initial coding of the practice data, process codes were developed out of
the recall activities of the student-teachers that explain what and why they did to
overcome in-class challenges they encountered at the time of their practice teaching
sessions. Process coding was appropriate also for the practice data for above
mentioned reasons. Next, the codes were refined after the reanalysis of the initial
coding work. And lastly, models displaying student-teachers’ actions for overcoming
challenges and the charts displaying comparisons of those actions by number of

reoccurrence were created by running Nvivo program.

It is significant to note that, a two dimensional analysis — cross-theme analysis and
cross-subject analysis — were carried out in an embedded way, as illustrated in the
figure below. That is, student-teachers’ way of overcoming types of in-class
challenges both in their cognitions and practices were treated/regarded as themes

where student-teachers were treated as the subjects.

Cross-subject
analysis

Figure 3.4. Two dimensional analysis carried out in the study
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Therefore, the results regarding the commonalities and differences in student-
teachers’ ways of overcoming in-class challenges were integrated into the results
regarding what emerged as student-teachers’ ways of overcoming challenges in their

cognitions and practices.

3.8. Trustworthiness of the Study

In consideration of the trustworthiness of this study, a number of principles
suggested by Lincoln and Guba (1985, cited in Cohen, Manion, and Morrison, 2007)
for conducting naturalistic research were followed. To ensure the credibility of the
findings, the researcher, as suggested by Lincoln and Guba (1985), had prolonged
engagement in the research context for getting to know her cases and building
rapport. She also involved in persistent observation in order not to miss any relevant
characteristics for the focus of the research. As explained above, multiple data
sources were used for triangulation. Transcriptions of scenario-based interviews and
stimulated recall sessions were made available to the informants in order to prevent
any possible misunderstandings and the researcher invited the informants for further
comments through member checking. Debriefing sessions, in which the researcher
shared information with peers about the ongoing interpretation of the obtained data,
were arranged at certain intervals. As for the transferability and comparability of the
study, the researcher thought about the sample, aimed for a thick, in-depth
description of the research context and looked for connections in the existing
literature by asking herself the following questions as suggested by Richards (2003,
pp. 289-290):

e |s this situation typical and if so how? Is it exceptional and if so why?

e Is the description sufficiently detailed and richly articulated to allow readers
to respond to it in terms of their own experience?

e Are there connections with other research, other situations, and other cases

that we can usefully point to?

Other important points to be considered for trustworthiness are confirmability and
dependability. For confirmability, the researcher provided transparency of the whole

data and procedures and presented richer representation with participants’ voices.
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Additionally, she created analytic memos, using the software ‘Nvivo’ during the
analysis process and also kept a researcher diary, in which she took notes of any
changes and events that could affect the results of the study in a way. For
dependability, she questioned the research context and methods to collect data and
provided information on how they are combined and analyzed, as suggested by
Richards (2009).

Furthermore, information on the role and the position of the researcher in the study
was also provided as the researcher is the key instrument in qualitative research
(Creswell, 2005). Also, skills required of case study researchers as specified by Yin
(2003, cited in Heigham and Croker, 2009) such as the ability to ask good questions,
the ability to be unbiased by preconceived notions, the ability to be adaptive and

flexible, etc. were taken into consideration since they are shaping the study.
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CHAPTER 4

RESULTS

4.1. Overview of the Chapter

This chapter, first, presents the results of the base-line data, which involves the most
commonly experienced in-class challenges in foreign language teaching at secondary
school context. Next, results addressing the research questions are reported
successively, that consists of pre-practicum and post-practicum cognitions of pre-
service English language teachers and their practices in relation to dealing with those
challenges. The chapter finalizes with the presentation of results regarding the
relationship between pre-service English language teachers’ cognitions and practices

regarding the topic that is investigated.

4.2. Most Commonly Experienced In-class Challenges at Secondary School EFL

Classes

This part reports the results of the base-line data regarding the in-class challenges
experienced by English language teachers at public secondary schools. Before the
analysis, in-class challenges teachers experience were expected to be discipline
related problems and the research was thought to intersect classroom management
literature. However, the data gathered from English language teachers revealed that
the in-class challenges they reported experiencing instructional problems related to,
for instance, learners’ proficiency level or content of the course book. Therefore, the

research topic of this dissertation evolved to be a pre-service language teacher
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cognition and practice study bearing on instructional challenges in foreign language
teaching.

The data obtained from twenty English language teachers through ‘Questionnaire for
Determining In-class Challenges’ were analyzed through qualitative content
analysis. The steps of the analysis were as follows: First, initial coding was done and
descriptive codes were developed out of teacher statements of in-class challenges. In
the second cycle, typological analysis was carried out and in-class challenges were
‘sorted’ (term used by Saldana, 2011) on the basis of underlying reasons for
occurance. Four major categories were developed out of the codes. The major
categories of in-class challenges are learner-related challenges, resource-related
challenges, educational policy related challenges, and physical environment-related
challenges. The table below displays classification and types of in-class challenges
experienced by English language teachers working at secondary schools.

Table 4.1. Classification and types of in-class challenges experienced in public
secondary schools in Mugla and their frequencies®

Classification of in- Types of in-class challenges f
class challenges
Off-task behavior 13
Variety in English Language
7
Learner-related levels
challenges Difficulty in understanding E-
. 7
medium T-talk
Limited study at home 5
Total 32
Lack of instructional aids 8
Resourse-related Interest value of course book 6
challenges content
Complexity of course book 6
content
Grammar oriented course book 4
content
Vocabulary size in course book 3
content
Total 27
SalUsEinerEl pole)- Negative backwash effect of the 7
related challenges hi
igh school placement exam
Limited weekly course hours 7
Total 14
Physical environment- Over-crowded classes
related challenges
Total 3

! The types of in-class challenges are based on how the informant teachers perceive and categorize
them.
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4.2.1. Learner-related Challenges

The data revealed that learner-related challenges are the mostly experienced ones by
English language teachers in this study. This category involves challenges in relation
to off-task behavior, language proficiency, and study habits of learners. The
following types of in-class challenges form this category: off-task behavior, variety
in English Language levels of students, difficulty in understanding English-medium

teacher talk (T-talk), and limited study at home.

English language teachers who experience challenges related to students’ off-task
behavior mention problematic student behaviors such as chatting with class mates,
playing games during the class, watching outside through the window, scratching
something on the paper, etc. Some of them relate this to students’ lack of motivation
and interest in learning English and find the situation demoralizing. Below are given
samples of teacher responses. (Please see Appendix G for all the original and

translated forms of the quoted data).

20One of the in-class challenges that I usually experience is students’ off-
task behavior. Maybe this is a result of lack of interest toward the lesson
and they are distracted easily. Teaching a group of students who look out
of the window or chat with desk mates is really difficult and
demoralizing for me. (Teacher 7)

Students don’t have sufficient level of interest toward English classes.
They play games with their desk mates during the classes, or they chat
with each other. They don’t disturb anyone, they do that silently. This
doesn’t cause discipline problems, they are respectful but they obviously
have no motivation. And, these kinds of students are high in number.
(Teacher 12)
Variety in English Language levels of students is the next type of challenge in this
category. Teachers explain that they have difficulty in establishing the balance
between the students of higher-levels and lower-levels. Most of them complain about
the difficulty of deciding on according to whom to set the pace. Some teachers
believe that English Language levels should be the criteria to place the students in

English classes.

? Before reporting the translated forms, peer checking of the translations was carried out for reliability
purposes.
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Classrooms are crowded and there are students of different levels in one
class. This causes a low level or medium level progress in our classes.
High achievers get bored when we address lower level students. On the
contrary, when we teach according to higher-level students, lower-level
students complain about not understanding. And this situation is a
problem for both the students and me. And | think the only solution for
this is placing students in English classes according to their levels.
(Teacher 8)

One of my problems is the difference between the language levels of
students. This creates a problem for me because | have to go back in the
schedule and repeat the previously taught topics. This slows down the
pace of the class. There is no different program for lower level students,
and it is difficult to help them. Most of the time, they only sit in the class
and don’t or can’t participate in class activities. (Teacher 4)
Another challenge experienced by English language teachers is students’ difficulty in
understanding English-medium teacher talk (T-talk). This situation leads to English

classes dominated by L1 (Turkish) and some teachers are not comfortable with that.

Students are not happy with English-medium classes. They complain
about not understanding and even talk to their families about that. So, |
can’t speak in English all the time during my classes. (Teacher 14)

All the time, | have to translate instructions for activities, or my

questions, or anything I talk into Turkish. When I do this I don’t enjoy

what I do. I don’t feel comfortable. But the students don’t understand or

have difficulty in understading me when | speak in English in the class.

(Teacher 12)
Limited study at home, which includes insufficient study at home, not revising the
topics and not doing homework, is among the in-class challenges faced by teachers
in this study. They regard the situation as a challenge because they state that students
can’t recall the previously taught topics and they have to go back in the schedule and

re-teach them.

(...) They don’t have the habit of revising the topics at home and so they
can’t recall the topics even a short time later they are taught in the class, and |
have to repeat what | taught before. (Teacher 3)

The second category of in-class challenges can be attributed to English curriculum in
the country.
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4.2.2. Resource-related Challenges

Problems due to instructional resources constitute another category of challenges.
Types of challenges considered under this category are lack of instructional aids,
interest value of course book content, complexity of course book content, grammar

oriented course book content, and large vocabulary size in the content.

Lack of instructional aids such as audio-visual materials, CD players, speakers, and
even course book CDs is reported as a challenge by majority of English language

teachers. They believe that students’ listening skill can’t develop due to this problem.

Our classrooms are not adequate in terms of teaching equipments. Even
if we ourselves bring cd players to the class, we can’t carry out listening
activities because the ministry doesn’t send the CDs to schools. Or, they
reach schools at the end of the first semester. For example, teachers
generally read the listening texts from the teachers’ books and what the
students only listen to is their teachers’ voice. Personally, what I do is
that for listening. Some of our collegues don’t carry out listening
activities at all. Because of this, their listening skill can’t develop and
they are unsuccessful in listening activities. (Teacher 8)

Another challenge in this category is related to the interest value of the course book
content, that is both teachers and students find some topics in the course book boring.
Teachers complain that topics and themes are not up-to-date and they don’t appeal to
students’ interest. They also commented on using supplementary resources Yyet
regarded that as inconvenient due to keeping up with the schedule and complying
with the curriculum. Therefore, it can be said that teachers are not comfortable with

using different resources in the class and also they don’t believe in its feasibility.

The course book we have to use in our classes is awfully boring. Students
learn more easily by enjoying. However, the book is so inadequate, the
activities are so boring, and most of the themes and topics are out-of-
date. Even I try to use different materials in my classes, but this book is
compulsory and we have to use it. (Teacherl)

Monotony and flatness of the course book makes the lesson boring. Let
alone the students, even I, myself, get bored. When | plan using extra
materials I can’t catch up with the schedule. Besides this, questions of the
centralized exam (TEOG) are based on the course book, so I have to use
the course book in a way. (Teacher 3)
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In addition, English language teachers find the course book content complicated
since it focuses on more than one topic to be taught in a unit. They believe that the
course book isn’t student friendly. Moreover, they report having difficulty in the
process of decision making over putting the topics to be presented in the class in an
order due to some restrictions of the program like keeping up with the curriculum or
planning joint exams with other teachers.

Course books that are written and provided by the Ministry of Education
is so complex. They are far from being student friendly that students have
difficulty in establishing relationship between the topics. And we, as
teachers, have to follow the course book step by step since we have to
keep up with the curriculum. For example, one unit involves the teaching
of the present continuous tense, the future tense, and the near future.
Think about how complicated it can be for the pupils of that age!
(Teacher 10)

Both the curriculum and content of the course book are very complicated
and they expect the students to comprehend more than one topic at a
time. 1, as a teacher, have trouble in deciding whether to follow the units
in the way they are programmed, or to reorder them according to my
students’ levels and needs. However, this is a fact that we have to
proceed congruent with the curriculum due to the joint exams at school.
(Teacher 2)
Another challenge that is related to the course book is that they contain too much
grammar. Teachers believe that the course book content is incompatible with the

main goal of language learning, which is communicating in that language.

Although the main goal of learning English is speaking and
communicating with foreigners, the course books that have been made
compulsory by the Ministry of Education are very far from this goal.
Because of those books and their content, we have to teach mostly
grammar in our classes. (Teacher 11)
Some of the teachers believe that the vocabulary size of the course book is not
manageable both on the side of the teachers and the learners. They say that they have
to deal with all of the new words in the units because of the tendency of students to
understand the meaning of them. And this leads their classes be dominated by
vocabulary learning in an unnecessary way, which may be waste of energy for both

sides.

Each unit of the course books has a large number of vocabulary items,
and sometimes they are above the students’ level. I don’t expect my
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students to learn all of them, but the curriculum does. Although | don’t
want to focus on all of them, the students have a tendency to ask the
meaning of every single word they see in reading passages or other
activities. And this is why | always have to tell Turkish meaning of
words. I don’t know how to deal with this situation. (Teacher 13)

4.2.3. Educational Policy-Related Challenges

Negative backwash effect of the high school placement exam and limited weekly
course hours are thought to be originating from the educational policy in the country.
These two types of challenges are classified under the category of educational policy
related challenges because they are big scale challenges that stem from the

regulations in the country and teachers cannot possibly manipulate them.

Backwash effect is defined by Prodromou (1995) as “the direct or indirect effect of
examinations on teaching methods” (p. 13). The concept is divided as the positive
and negative backwash effect and, as their names suggest, they affect the teaching
process positively and negatively. Most of the teachers in this study report having
problems stemming from the negative backwash effect of the placement exam.
Teachers believe that the exam influences students’ point of view towards language
learning, which turns out to be equating answering multiple-choice questions to

learning a foreign language.

The fact that students have to sit for a centralized placement exam at the

8" grade results in an exam-oriented language learning approach. Their

main aim is not learning a foreign language but being able to answer

multiple choice questions asked in the English section. (Teacher 4)
Another negative effect of the exam on English classes is that English as a school
subject is undervalued by some of the students compared to other subjects. Teachers
state that, for some students, succeeding in other subjects in the exam is regarded as
more important than their success in English. They think that students’ attitudes
toward the English course negatively affect their motivation and success. Moreover,
they believe that explaining the benefits of learning a foreign language may not make

a difference in students’ attitudes.

Students consider other 4 subjects like mathematics, science and
technology, etc. more important and so learning English is in the second
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place for some of them. Sometimes | find those students studying other
subjects during my class. This fact decreases their motivation and level
of success in English learning. From time to time | have to explain the
benefits of learning English to them, but | am not sure if it works for
them. (Teacher 5)
Another challenge teachers experience is due to limited weekly course hours and they
think that students have concentration problems due to this. As mentioned before,

teachers do not have much to do about this challenge.

Decreasing the weekly class hours in each grade has created problems in
teaching English effectively. Students have difficulty in concentrating on
English learning. (Teacher 9)

4.2.4. Physical Environment-Related Challenges

Overcrowded classrooms, which can be a result of restrictions of the physical
environment of schools, create challenges on the side of the teachers. Some teachers
regard the size of their classes as a source of challenge in terms of carrying out skills-
based classes. Therefore, it can be said that they believe that skills-based classes are

hard to carry out in crowded classrooms.

Our classes are overcrowded. We are trying to teach English to 35 — 40
students and it is really impossible to prepare ideal lessons with listening,
speaking activities. (Teacher 6)
This part presented the types of in-class challenges experienced by English language
teachers in this study. The next part presents cognitions of student-teachers in

relation to dealing with those challenges.

4.3. Cognitions of Pre-service English Language Teachers in relation to Dealing

with In-class Challenges Experienced in Secondary School Context

This part addresses the following research question:

RQ 1: What cognitions do pre-service English language teachers have in relation to
dealing with the most commonly experienced challenges in foreign language
teaching prior to and after practicum?
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In this part, pre-service English language teachers’ cognitions in relation to dealing
with in-class challenges they meet in secondary school context, i.e. what they think
they would do to cope with such challenges, is presented. Student-teacher cognitions
are dealt with in two parts: (A) Student-teachers’ cognitions prior to practicum (pre-
practicum cognitions) and (B) their cognitions after practicum (post-practicum

cognitions).

4.3.1. Pre-practicum Cognitions of Pre-service English Language Teachers

The student-teachers (STs) (N=6) in this study have no actual teaching experience
until they were engaged in the practicum. Therefore, their pre-practicum cognitions
have no traces of classroom teaching experience since this set of data was obtained
before they begin the school-based practicum. STs’ pre-practicum cognitions are

presented under the headings of types of in-class challenges.

4.3.1.1. Pre-practicum Cognitions in Relation to Dealing with Learner-Based

Challenges

Types of in-class challenges that were classified under learner-based in-class
challenges were (1) off-task behavior, (2) variety in English language levels of
learners, (3) difficulty in understanding English medium T-talk, and (4) limited study
at home. Student-teachers’ pre-practicum cognitions in relation to overcoming them

are presented below.

Dealing with Off-Task Behavior: STs were asked to elicit through case scenarios
how those challenges stemming from learners’ off-task behavior would be dealt with,
their responses emerged in three dimensions. They would deal with such a challenge
by warning and changing the seats, using the exam as a tool to call for attention, and
asking questions. The Figure 1 below shows STs’ ways of dealing with this type of

challenges.
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Figure 4.1. STs’ pre-practicum cognitions in relation to dealing with off-task
behavior

Changing the seats: Five of the STs explicitly stated that they would change

students’ seats to deal with students’ off-task behavior. Examples of ST responses

are given below:

If I were the teacher in this class, first | would warn the students verbally
and tell them to be engaged in the lesson. And, if they went on doing the
same thing, then | would try changing their seats and separating them
from their desk mates. (ST A)

First, I would warn them. | would tell them to be engaged in the lesson.
Then, 1 would change their seats. They may listen to the teacher if they
sit in different places than their desk mates. (ST G)

First, 1 can change their seats; | can make students who are not

interested in the class sit on the front raw. If I do this way, they can’t
spoil each other. (ST N)

As a simple method, | would change their seats. As a result of having

little contact with others, they might keep their interest in the lesson.(ST

S)
Two of the STs (ST A and ST G) thought that they would use this strategy as a
second step after warning the students verbally. However, other three (ST N, ST S,
and ST B) considered directly changing the seats to solve the problem of off-task
behavior. The extract by ST N is a sample for other STs’ responses. Additionally, all
of them thought that students’ off-task behavior is triggered by desk-mates, and so
they thought separating them may be a solution and prevent the student from
engaging in off-task behavior.
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Using the exam as a tool to call for attention: One of the STs tends to use the exam
to call for student attention. It can be said that the power of grades comes to the fore

in the response of this ST.

... I can tell them that I would ask what I teach and what | write on
the board as questions in the exam. Because students generally study
with an exam-oriented approach, if | talk and warn them about the exam,
I can arouse their interest so that they listen to me during the class. (ST
G)

Asking questions: Two of the STs regarded asking questions as a way to arouse
student attention and involve them in the lesson. One of them further thinks that by

this way students may notice their own deficiencies and their motivation level may

increase.

I would ask questions to students who are not interested in the lesson.
Namely, by asking questions, | would try to involve them in the lesson
(ST B)

I would ask questions to the students who don’t want to be involved in
the lesson and who are engaged in some other things; | would try to
engage them in the lesson through questions. I think, if they can’t answer
the questions, they stop and think about what is being learnt in the class.
Maybe their motivation level may increase when they see the students
participate in the class and answer the questions. By this way, they may
be aware of their own deficiencies. (ST C)

As for the frequency of strategies generated to cope with off-task behavior of
learners, it is obvious that changing the seats (5) is the mostly generated strategy.
Then comes asking questions (2) and intimidating with the exam (1). The frequencies
are illustrated in the figure below.
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Figure 4.2. Strategies compared by number of reoccurrence for off-task behavior

Dealing with Variety in English Language Levels of Students: STs’ thought
processes revealed seven different strategies to deal with in-class challenges caused
by variety in English Language levels of students. They are: turn giving, not forcing
students, encouraging, organizing peer-learning, and preparing extra material. The

strategies STs generated are shown in the Figure 4.3..
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Figure 4.3. STs’ pre-practicum cognitions in relation to dealing with variety in
English Language levels of students

Preparing extra material: Three STs’ reponses revealed that they would prepare
extra materials and activities for passive, lower-level students. As is clear from the
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extracts, they aim to eliminate the difference, support those students and compensate

for their incompetencies by this way.

I would try to employ different techniques for passive students. 1 would
develop special activities, the ones which are not found in the course
book, for example drama activities, to equate their language levels. (ST
G)

I would prepare extra materials for lower level students such as
activities or work sheets, by which they can compensate their
incompetencies. (ST S)

Organizing peer learning: One ST thinks that she can deal with this challenge by
organizing peer learning through pair and group work activities. She reflects on this

and explains that sparing too much time on a lower-level student may distract others

and slows down the progress of the class.

It is not a good idea to spend much time on a student and distract others.
This would slow down the progress of the class. If there were such
students in my class, | would organize group work. | could place them in
a hardworking, higher-level group of students and by this way; | could
enable them to learn from their peers and be more active in the group and
participate in the lesson. | would sort it out through pair work and group
work. (ST N)

Positive reinforcement: Two STs regard giving positive reinforcement as a strategy
to eliminate level differences. They think that they would reinforce students by (1)

showing that not knowing something or making mistakes is normal in the learning

process, encouraging, and giving clues.

First, 1 would encourage those students by saying that not knowing
something or making mistakes is normal in learning a language. Most
probably,they hesitate to participate in the lesson either because they do
not know or they have the fear of making mistakes. | would tell them that
not knowing something is normal; | would find out their mistakes and try
to compensate for their deficiences by analyzing those mistakes. For
example, | would ask easy questions to make them motivated, and then |
would encourage them by saying ‘welldone, good job’. I would help
them build self-confidence step by step. (ST S)

What is more, they anticipate building self-confidence in lower-level students by
giving positive reinforcement to them. Therefore, we can clearly say that the STs

take affective side into consideration in their teaching.
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Turn giving: ST A and ST S say they would frequently give turns to lower-level
students with an aim to make them participate in the lesson. As seen in their
responses, their common opinion is forcing and activating lower level students by

giving turns to them.

If 1 were this teacher, | would give turns to lower level students who
avoid raising hands in the class. If they can’t answer, I would try to help
them, 1 would force them a little ... I would try getting an answer in a
way. (ST A)
Avoiding pressure on lower level students: Two of the STs think they would avoid
pressure on lower-level students, contrary to what ST A and ST S think in the above
extracts. They would prefer this way for such situations in which the students cannot
answer a question or so. In this way of dealing with such challenges, the STs have in
mind that forcing may make students feel under pressure, which is undiserable for

them. STs’ responses communicate their feeling of sypmpathy towards learners.

If a student can’t answer, it is bad to insist on that student and to force
him/her. It means that s/he doesn’t know the answer. There is no need to
force them. I think I can get the answer from another student. (ST C)

| think we shouldn’t force a student who is an under achiever, for
example to answer a question. This may suppress him or her. (ST G)
When we examine STs’ thoughts about dealing with challenges that stem from
variety in language levels of students, we find that mostly generated strategy is
preparing extra materials (3) for lower-level students in a class. This strategy is
followed by turn giving (2), avoiding pressure on lower level students (2), and
positive reinforcement (2) with equal frequencies. Then organizing peer learning (1)

follows. Figure 4 illustrates the strategies compared by number of reoccurance.
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Figure 4.4. Strategies compared by number of reoccurrence for variety in English
Language levels of students

Dealing with Difficulty in Understanding English Medium Teacher Talk: STs

considered ways of dealing with in-class challenges caused by students’ difficulty in

understanding English medium teacher-talk (T-talk). Questioning their mental lives

through case scenarios of in-class challenges of this type brought out four different

strategies they would employ to deal with such challenges. The strategies are shown

in Figure 4. 5 below:
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Figure 4.5. STs’ pre-practicum cognitions in relation to dealing with difficulty in
understanding E medium T-talk
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The overcoming strategies they generated are using visuals, mixing the codes L1 and
L2, setting up a rule for talking in English during the classes, and using body

language.

Using visuals: Three STs regard using visuals as a way to support T-talk and make

students understand English medium talk in the classroom.

If 1 were the teacher here, I would explain through visuals, pictures, etc.
Of course it is normal that they can’t understand every single word the
teacher says, but when the language used is suitable to their level, there
is no reason that they don’t understand what I say.(ST S)

I would support my speech through pictures. Additionally, I would use
simple expressions; | would talk using familiar grammar structures, for
example in the present simple tense. | would teach in that way. (ST C)

They share the idea that, in addition to visuals, using simple expressions suitable to

their levels would facilitate their understanding.

Mixing the codes L1 and L2: One of the STs thinks that he would mix Turkish and
English to explain the topics, to give instruction, etc... According to him, mixing L1
and L2 includes using certain, well-known words and simple sentences in English,

and using Turkish for more complex explanations.

If | experienced such a situation, | would mix the codes Turkish and
English. For example, there must be some English words that pupils
already know. | would try to teach the topic by using those words
together with Turkish words. (ST A)
Setting up a rule for talking in English: In two STs’ opinion, setting up a classroom
rule to talk in English during the class would eliminate challenges in understanding.
They associate this strategy with concepts of ‘habit formation’ and ‘persistence’and
believe that they are effective tools to overcome this problem. This can be inferred
from their expressions like ‘solving completely” and ‘being stubborn’ in the extracts

below.

I would try to form a habit that both the students and | persistently talk
in English during the classes to solve this problem completely. 1 would
try to establish this habit as a rule. (ST B)

For the solution, I would try to establish the understanding that English
should be the medium of English classes. | would try to show that |
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would speak in English all the time and | could be more stubborn then

the students. Seeing this might create a kind of habit in the class. (ST C)
Using body language: Half of the STs mention using body language among other
strategies to make the T-talk more understandable. What is more, they used
expressions like ‘forcing students’, ‘go on talking in English’, and ‘resist’ that shows
they would be determined to keep English as the medium rather than switching to
L1.

I would try to explain everything through simple utterances, body
language and gestures, and pictures. They may have difficulty at first,
but I think, in time they can get accustomed to the situation. For this
reason, we should force the students. Therefore, | would go on talking in
English during the classes. (ST N)

If 1 were the teacher in that situation, I would resist more; instead of
switching to Turkish, | would use the body language, and | would teach
the class by moving around the class and making eye contact with the
students.(ST C)

There are techniques for instructing in English such as using the body
language, using gestures, demonstrating, etc... Teachers should try
everything to accomplish this. Additionally, we should make the
language we use simpler. It is necessary to choose words with which they
are familiar. (ST G)
Having uncovered STs’ pre-practicum cognitions in terms of strategies to cope with
students’ difficulty in understanding English medium T-talk, we compared them by
number of preference and came up with the following figure. As the pie chart
suggests, using body language (3) and using pictures (3) are the mostly generated
strategies. They are followed by setting up a rule for talking in English (2) and

mixing the codes L1 and L2 (1) successively.
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Figure 4.6. Strategies compared by number of reoccurrence for difficulty in
understanding English medium T-talk

Dealing with Limited Study at Home: STs were asked about dealing with

challenges stemming from students’ limited study at home and they generated

various strategies they would use. Their strategies include giving a quiz to students,

reviewing the topic in the class, questioning his/her own teaching style, and

assigning performance project to students.
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Figure 4.7. STs’ pre-practicum cognitions in relation to dealing with limited study at
home
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Giving a quiz: STs (n=3) preferred giving a quiz to students to make them study at
home. STs commonly emphasized that they would use enforcement of marks to
eliminate problems such as not revising and forgetting a previously studied topic.

The below extract sets an example for other ST responses.

I would tell them that | would give pop-quiz from time to time to make

them revise what they learn at home. (...) I would say “come to the class

by revising everything you learn. Make revisions periodically. The pop-

quiz will affect your grades positively or negatively.” (ST A)
Reviewing the topic: Most of the STs (n=4) considered reviewing the topic that
students can’t recall as an overcoming strategy. They believe that they cannot teach a
new language point over a forgotton one. A sample of the STs’ responses is given

below.

If 1 were the teacher, | would never pass on to a new unit. Ok, maybe we

should catch up with the schedule, still I would spare at least one class

hour for revising. (ST N)
Questioning his/her teaching style: One of the STs would question her teaching
style. That is, she feels responsible for students’ unwillingness to practice the
language at home and forgetting the topics. Additionally, she thinks she would hang

charts and tables on the walls and address their visual memory.

I would re-consider my teaching style. | would think that there is
something going wrong and so they don’t want to revise the topics or
they can’t recall what is studied in the class. I would hang charts,
reminders, and illustrations on the walls and try to address their visual
memory. First, | would evaluate myself as a teacher. (ST C)
Assigning performance project: Half of the STs regard assigning projects or
homework would lead students to study and revise the topics at home. One of them,
ST S, further thinks that she would assign homework that could enable students to

use the previously thought structures so that she would ensure permanent learning.

If 1 were the teacher, | would assign performance project to make them
revise the topics. And | would want them to study in groups. (ST A)

I could assign homework. By this way, | could make them revise the
topics outside the class. (ST G)
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I think the reason why they can’t recall the topics is that they cannot put
into practise what they have learnt. Only on paper practice is not enough
for retention; they easily forget because they don’t use the recent
knowledge. | would prepare activities to make them use what they have
learnt. 1 would assign them homework to use the language outside the
class.
As for the preference rates of the strategies to cope with challenges caused by
students’ limited study at home, reviewing the topic (4) is the mostly generated one
by the STs. Giving a quiz (3) and assigning performance project (3) follow it with
equal rates. Last comes questioning his teaching style (1). The results are shown in

the chart below.

Qustioning his
teaching style; 1

Giving a quiz; 3

Figure 4.8. Strategies compared by number of reoccurrence for limited study at home

4.3.1.2. Pre-practicum Cognitions in Relation to Dealing with Resource-related

Challenges

Types of challenges this category includes are: (1) lack of instructional aids, (2)
interest value of course book content (3) complexity of course book content, , and
(4) grammar oriented course book content. Pre-practicum cognitions of STs in
relation to dealing with in-class challenges of this category are presented below.

Dealing with Lack of Instructional Aids: Lack of instructional aids such as CDs,
recorders, speakers, etc. creates challenges for effective teaching. When STs were
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asked to consider what to do to eliminate those challenges, they came up with four
strategies. They are using internet to play the listening text, reading the listening text
himself/herself, and bringing his/her own equipment. The figure illustrating the

strategies is below.
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Figure 4.9. STs’ pre-practicum cognitions in relation to dealing with lack of
instructional aids
Using the Internet to play the listening text & Bringing her own equipment: All of
the STs said they would bring their own equipment and use the Internet to
compensate for the lack of instructional aids. What they list as equipments to be used
in their classes are smart phones, CD players, speakers, personal computers, and
voice recorders. They would use the Internet to download listening texts, podcasts,
songs, etc... Additionally, they commented that today it is easy to access technology
and tools, so they should make use of them in the classes. The below extract is an

example response:

Technology has become easily accessable now. Even if the equipment
isn’t available at school, I would compensate the situation by using my
own equipment, for example | can use my smart phone. |1 would choose
listening texts, prepare listening activities and make my students listen to
them via the internet on my mobile. Now this is not impossible as it was
in the past. It is easier to reach what we need. And, it is not difficult to
transfer those possibilities to classroom environment. (ST B)

Reading the listening text himself/herself: For a listening activity, to read the text
himself/herself from the teacher’s book and enable students to do the activity is

considered as a strategy by half of the STs. What their thought processes have in
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common is that they would prefer this as a second option, on condition that they

couldn’t find any of the equipments. A sample response is given below.

... Even if I can’t find anything, I would not ignore listening activities; I
would at last read the listening text aloud and make them complete the
activity. It wouldn’t be much effective, but it is better than nothing. (ST

C)
When the strategies STs would employ to compansate the situations caused by lack
of instructional aids are compared, we see that using his/her own equipment (5) and
using the Internet to play the listening texts (5) have the highest rate of preference.

Reading the listening text himself/herself (3) is the second mostly generated strategy.

Using the internet
to play the
listening text; 5

Figure 4.10. Strategies compared by number of reoccurrence for lack of instructional
aids
Dealing with Interest Value of Course Book Content: Boring course book content
leads to students’ unwillingness to carry out activities or participate in the lesson.
STs thought about the ways of coping with in-class challenges stemming from
interest value of the content and came up with different strategies. The strategies they
generated are giving a refreshing break, modifying the material, changing the course
book, omitting and adding material, and using the exam as a tool to call for

attention.
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Figure 4.11. STs’ pre-practicum cognitions in relation to dealing with interest value
of course book content

Giving a refreshing break: Two of the STs thought that giving a refreshing break for

some time might increase their interest for the class. They also considered asking for

students’ choice about what to do.

If 1 saw they got bored, | would have a five minute break. | would talk
about daily life issues. | would provide a refreshing time for them; |
would ask what they’d like to do. | would make an agreement with
them and say that “we will definitely complete this part but now you are
free.” By this way they can come to the next class more willingly. (ST C)

To deal with such a situation, I would ask students what they’d like to
do...I would have a break and ask what kind of an activity they’d
choose to do. (ST A)

Modifying the material: One ST considered modifying the material to make it more

enjoyable for the students, for example by adding role plays to a reading activity.

What would | do? For example, | would turn a reading activity into fun. |

could add something different to this reading activity to prevent them

from getting bored. Because some reading passages are really boring. So,

I would prepare the activity in a different way, for example, by adding

a role-playing activity to it. (ST S)
Changing the course book: Changing the course book and using another one that
better serves their goals was considered as s strategy by another ST. However, it is
clear that she is not sure about the convenience of changing the course book as a

strategy.
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I don’t know if it is possible but I would change the course book and use

the one | choose instead. After | find a book that best serves my aims, |

would make students buy that book. (ST N)
Omitting and Adding material: Omitting and adding new material and activities
were thought to be an overcoming strategy for all of the STs. They all considered
omitting boring texts, activities, etc and bringing new materials like video, pictures to

the class or preparing new activities like game playing.

I would prepare additional materiasl to catch their attention and prevent them
from getting bored. | would start the class by using video or pictures, but
not with boring reading passages. (ST N)

I would skip the boring parts in the course book and prepare new
activities instead. For example |1 would make them play games... (ST G)

Since | see that they are bored with the tasks in the book, I can look

through the book to see whether there are any other boring parts, and try

to find different activities instead of them. | would prepare activities

that students migt enjoy. (ST B)
Using the exam as a threat: One of the STs regards using the exam as a threat by
telling students that the topic would be asked as exam questions. She believes that
this may be enforcement for them to be engaged in the topics evethough they find

them boring.

Even if they get bored with the topic, | would use the exam as a threat.
By this way, they would listen to me and complete the activities even if
they are bored. (ST G)

If we are to compare the strategies STs came up with by the number of preference,

we find out the following rates, as the chart below illustrates.
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Figure 4.12. Strategies compared by number of reoccurrence for interest value of
course book content

As the chart shows, omitting and adding material (7) has the highest frequency of

reoccurance by far. Giving a refreshing break (2) has the second highest frequency.

Then, changing the course book (1), modifying the material (1), and using the exam

as a threat (1) follow.

Dealing with Complexity of Course Book Content: Course book content that is
complicated in terms of the order of topics introduced has been found to cause
challenges on the side of both learners and teachers. When STs were asked to think
about those situations (though case scenarios), two overcoming strategies emerged
from their responses. They include re-ordering the unit and omitting and adding

material.
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Figure 4.13. STs’ pre-practicum cognitions in relation to dealing with complexity of
course book content

Re-ordering the unit: Three of the STs would re-order the topics in the units to

eliminate the challenges stemming from the complexities in the content.

Additionally, they think they would divide the topics into manageable parts and

provide a more understandable order for the students. The below extract examplifies

other ST responses.

I would begin with the easier topic, teach it , and then teach the other
topic. 1 would divide the unit and re-order it and make it more
manageable and understandable for students. (ST C)

Omitting and Adding material: Majority of the STs (N=4) think they would prefer
omitting some parts of the unit or course book and add new content instead of them.
They consider making use of parts of different books, bringing teacher-prepared

activities, and limiting the course book use in their classes.

I don’t have to use the book all the time. I would use some parts of other
books and resources to teach or | would prepare worksheet. Sometimes,
I would use my teacher skills and teach using my own examples. I
wouldn’t let the book confuse the students. (ST B)

I don’t think I will use the course book all the time when I become a
teacher. And I think that we will experience the difficulties explained in
these scenarios. Course book may involve irrelevant examples or words
and grammar structures that are unconnected. If I face such a situation, |
would change the order of the activities and try to overcome the problem
by adding new activities. (ST G)
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As for the comparison of two strategies by frequency of reoccurrence, omitting and
adding material (4) is preferred more than re-ordering the unit (3) with a slight

difference.

Re-ordering the
unit; 3

Figure 4.14. Strategies compared by number of reoccurrence for complexity of
course book content

Dealing with Grammar-Oriented Course Book Content: Development of

productive skills lags behind grammatical development in students’ language

learning process due to grammar-oriented course book content unless teachers do

something for compensation. STs were asked about the ways to deal with such a

challenge and their thought processes revealed one strategy, omitting and adding new

material, to deal with.
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Figure 4.15. STs’ pre-practicum cognitions in relation to dealing with grammar-
oriented course book content

Omitting and Adding material: All of the STs thought they would omit some parts

of the course book and add new material and activities to their lesson plans. Extracts

below examplify the responses of other STs.

Maybe I can give a writing homework and want them bring it to class
and turn this writing homework into a speaking activity. All the
students can share what they write. (...) As for the listening, I can find
some listening activities on the internet and practice the topic which is
when/while expressions here. Even | can integrate the listening activity
with the writing activity. (...) Additionally, the students can create a
dialogue and role play it as pairs. (ST N)

I would make an arrangement in the book and omit the grammar-only
parts. (...) If I am a hardworking teacher, I can prepare teaching
materails and by using using them | can provide practice for other skills
in my classes. | would be careful about establishing balance between
grammar teaching and the teaching of four skills. (ST G)
STs shared the opinion that they should balance the distribution of time and energy
for all aspects of language, i.e. grammar teaching and development of language
skills. However, one of them, ST A, further thought about integrating the language
skills. She considered transforming a writing homework into a speaking activity or
turning a listening activity into a writing activity and then a speaking activity.

Therefore, they all care about addressing all language components in their classes.

73



4.3.1.3. Pre-practicum Cognitions in Relation to Dealing with Educational

Policy-Related Challenges

Negative backwash effect of the high school placement exam in language classes is
the type of challenge classified in this category. This phenomenon leads to the
feeling of pressure both on the side of the teachers and the students, which creates a
need for exam-oriented teaching/learning of the target language. That is, the aim in
learning the English Language becomes being able to answer multiple choice
questions asked in the exam rather than being able use to the language. The pressure
also results in a clash, on the side of the teachers, between what is believed to be true
for foreign language teaching processes and what is believed to be needed by

entrants of the exam.

When asked, STs came up with some strategies to cope with such challenges caused
by the negative backwash effect of the exam in secondary schools. Their strategies
are dividing the class hour, cooperating with the counselor, and explaining the

benefits of teacher’s way of teaching and are shown on Figure 21.
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Figure 4.16. STs’ pre-practicum cognitions in relation to dealing with negative
backwash effect of the high school placement exam
Dividing the class hour: Four of the STs thought they would try to establish a
balance between the language teaching processes and student needs. They would do
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this by dividing the weekly class hours and teach the target language
communicatively for some of the time and practice through multiple-choice
questions for the rest. STs emphasized the importance of student expectations and
stated that even if they ignore the centralized exam and teach English
communicatively in the desired way, students would not benefit from this since they

are highly motivated for the exam.

If 1 were the teacher, I would both carry out activities and provide
multiple-choice type questions for students, for example | would divide
the weekly class hours. | would spare some of the class hours for
answering multiple choice questions together with the students and some
for classroom activities as an ideal way of teaching. It is a fact that the
students are right because they are evaluated via multiple-choice
questions all the time. However, if teachers teach to this aim all the time,
than this will hinder learning a language with all its aspects. (ST A)

First thing that comes to my mind is that I wouldn’t leave this to their
choice. I wouldn’t be defeated against students’ exam-oriented study
habits. However, if the students resist, this means that they won’t do what
I want. Namely, they won’t listen to the teacher, or react this by being
passive and not participating the class. So, I may need to make an
agreement with them. (...) for example, I can spare 2 class hours out of
4 for studying multiple choice question type and the rest 2 class
hours for practicing listening and writing. (ST C)

Cooperating with the counselor: ST B believes that centralized exams and exam-
oriented approach is a serious problem in the education system. Therefore, she tought

that she would cooperate with the counselor in order to raise the awareness of

students in this point.

I would cooperate with the counselor to change the attitude of students.
| think that the students’ awareness should be raised starting from the 5™
or 6™ grades. 1 think this is a serious problem of schools and the
educational system. Having an exam-oriented approach to education is
not true. (ST B)

Explaining the benefits of teacher’s way of teaching: Four of them think that they

would explain the benefits of four-skills-based, communicative way of teaching the

target language and try to convince the students to eliminate the challenges.

I would explain them that these are useful activities, they will benefit
from them in the future, and the fact that they shouldn’t do everything for
the sake of exam. However, I don’t know how effective I could be. (ST
B)
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If I were the teacher, | would go on with what | am doing. Yes, they have
to sit for a centralized exam, I wouldn’t ignore this fact. I would make
use of multiple choice question type also. But I would never give up
studying four language skills in my classes. At the beginning of the term,
I would give a speech which explains that only being able to answer
grammar-oriented multiple choice questions does not mean they are
learning English. (ST S)

As for the comparison of number of reoccurrence of the strategies, dividing the class
hour (4) and explaining the benefits of teacher’s way of teaching (4) have the highest
frequency and next comes cooperating with the counselor (1).

Cooperating with
the counselor; 1

Explaining the
benefits of
teacher's way of
teaching; 4

Figure 4.17. Strategies compared by number of reoccurrence for negative backwash
effect of the high school placement exam

4.4. Post-practicum Cognitions of Pre-service English Language Teachers

Student-teacher cognitions after they completed the practicum were examined and

strategies they generated to deal with the in-class challenges were identified.
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4.4.1. Post-practicum Cognitions in Relation to Dealing with Learner-related

Challenges

In-class challenges that can be attributed to learners are, as mentioned above, (1) off-
task behavior, (2) variety in English Language levels of learners, (3) difficulty in

understanding English medium T-talk, and (4) limited study at home.

Dealing with Off-task Behavior: STs thought again how to deal with challenges
stemming from students’ off-task behavior after they completed practicum and came
up with four strategies they would employ. They are varying the materails and
activities, asking questions, giving quiz, and playing games in the class, and are

shown on the figure below.

Q

OFF-TASK
BEHAVICR

Q

plaving
games

giving a
quiz

Q

asking
guestions

varving the

materials
and

activities

Figure 4.18. STs’ post-practicum cognitions in relation to dealing with off-task
behavior

Varying the materials and activities: Half of the STs would include various

materials and activities in their lesson plans to catch the attention of uninterested

students. They prefer motivating students through various activities together with

pictures, videos, etc. instead of only warning them since they think it wouldn’t work.

I would redirect them to the lesson by introducing a different activity
that could activate them; | would start the lesson with motivating
activities and throughout the class | would make use of pictures, videos,
etc. Because | think only warning the students doesn’t work; the lesson
should be appealing. (ST C)
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Instead of warning the students, | would employ activities or teaching
techniques that can activate uninterested students. This would work
better | guess. Or, | would start the lesson with using more attractive
materials that could address the whole class. | would try to engage
students who are not interested in the class by using various materials
and activities. Getting angry with them or shouting at them doesn’t
work because they seem to be listening for a short time and then go on
with what they are doing leater. (ST S).
Asking questions: Two of the STs thought that they would ask questions related to
the topic to uninterested students and try to attract their attention by this way. One of
them, ST N, further considered giving a ‘plus’ to the students who can answer the
questions, which means that she would make use of marking to take student

attention.

If | were the teacher, | would ask questions that are related to the topic
to students who are distracted. | would try to attract their attention by
this way. (ST B)

I would start by motivating the students. | would tell them that 1 would
ask questions throughout the lesson and the ones who could answer
would get extra points. And by this way, | could keep their attention on
the lesson. (ST N)
Giving a quiz: One ST thinks giving a quiz for the last ten minutes of class could be
a way of cathching student attention. This is another way of making use of marking

to keep students on track.

I would give a quiz at the last ten minutes of the class. In this way, they
would keep their attention on the lesson and this would be a way of
consolidating for them. (ST S)
Playing games: ST B considers organizing games in the class as an overcoming
strategy to eliminate students’ lack of interest and motivation. She thinks pupils like

playing games in the class and so they can learn better through games.

I would make use of games, and | would try to catch their interest
through games because they like playing games. They can learn better
when they do something they like. I would limit the time | explain things
on the board and prepare enjoyable activities that they can be engaged in.
(ST B)

If we examine the overcoming strategies STs genetated in terms of the rates of

reoccurrence, we come up with the following pie chart. Varying the materials and
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activities (3) is what most of the STs consider employing as a strategy. It is followed
by asking questions (2), giving a quiz (1), and playing games (1) respectively.

Asking questions ;
2

Figure 4.1_9. Strategi_e_s compared by number of reoccurrence for off-task behavior in
post-practicum cognitions

Dealing with Variety in English Language Levels of Students: STs re-thought
about the ways of dealing with challenges caused by different language levels of
students after completing practicum, and they generated the following strategies:
varying the materials and activities, organizing peer learning, switching to L1, and

preparing extra materials.

VARIETY IM
EMGLISH
LANGUAGE
LEVELS

*.rar'_.rting tFE preparing
materials oxira
and O : O materials
activities arganiZzing switching
peer to L1

learning

Figure 4.20. STs’ post-practicum cognitions in relation to dealing with variety in
English Language levels of students
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Varying the materials and activities: STs’ post-practicum cognitions revealed that
some STs take learning styles into consideration and they would vary their materials
and activities accordingly. It can be inferred from their responses that STs relate
variety in students’ language levels to their different learning styles. Therefore, they
would cater for this need in their classes to eliminate variety in students’ language

levels.

I would try to employ various techniques for different intelligence types
of students according to the Multiple Intelligences theory or for different
learning styles. | would be careful about varying activities and teaching
materials, and would try to reach all the students. (ST G)

If 1 notice that there are students whose learning pace is different or
whose level is lower, | would re-teach in way that they can understand.
If, for example, visuals don’t work, I would make use of kinesthetic
activities or role playing. I would bring different materials and
activities suitable for different learning styles of students. | would
consider varying the classroom activities. (ST S)

Organizing peer learning: Some of them share the idea that students who have

lower-language-levels can benefit from studying together. Therefore, they would

organize activities that provide peer learning to eliminate the challenges of that type.

Students can be grouped as higher level students and lower level students
and pair work activities can be organized. If students get into the habit
of pair work activities, lower level students can be supported by their
peers. Here my aim is enabling peer learning for the lower level students,
and to provide them with effective ways of learning. Therefore, they can
make progress through varied teachniques and with the help of their
peers. (ST N)

I would make lower level students sit together with higher level students

and organize activities for which they can study together. (ST B)
Switching to L1: ST A considers switching to Turkish for explanations and giving
examples to address students of lower-language-levels. He thinks he would support

his teaching by using Turkish and wouldn’t avoid using L1 if needed.

I would build one-to-one relation with lower level students and |
wouldn’t avoid teaching through Turkish explanations and examples.
To overcome such a difficulty, 1 would address two different levels. |
would teach through examples and explaining in Turkish. (ST A)
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Preparing extra materials: ST C, at first, considers specifying her students’ language
levels and getting to know them. Then, she thinks she would prepare extra materials
sometimes for higher-level and sometimes for lower-level students and use them in

her classes to overcome problems stemming from differences.

First, I would identify the language level of my students and then try to
get acquainted with them. Then, 1 would continue teaching with suitable
lesson plans and always bring extra materials and exercises to the
class. I can use those materials which I’ve prepared for the lower level or

higher level students. (ST C)
When the strategies are compared by number of reoccurrence, as Figure 21 shows,
STs generated the strategies of organizing peer learning (2) and varying the
materials and activies (2) more than switching to L1 (1) and preparing extra

materials (1).

Varying the
materials and
activities; 2

Figure 4.21. Strategies compared by number of reoccurrence for variety in English
Language levels of students

Dealing with Difficulty in Understanding English Medium Teacher Talk: The

thick data from STs’ responses regarding how they dealt with difficulty in

understanding English-medium T-Talk revealed that they would employ five

different strategies. Their strategies include insisting on talking in English, setting up

a rule for talking in English, using body language, switching to L1, and using visuals

in the class, as shown on Figure 22.
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Figure 4.22. STs’ post-practicum cognitions in relation to dealing with difficulty in
understanding E-medium T-talk

Insisting on talking in English: Three STs think they would insist on English-

medium teacher talk and expect students to go with it. Moreover, they would like to

show that they are determined to create an English-speaking atmosphere in the class.

I would insist on talking in English in my classes. By this way, they
would understand that English classes should be carried out in English
and this would continue in this way. (ST C)

| wouldn’t give up talking in English; | would insist on this and show
them that | am determined to do this. (ST G)

I would persistently go on talking in English for a couple of weeks and
show that in fact they can understand classroom talk in English. By this
way, they would get accustomed to it. (ST N)

Setting up a rule for talking in English: Two STs regard setting up a classroom rule
as a strategy for overcoming students’ complaints in terms of understanding English
medium talk. They think they would benefit from the enforcement of the rule.

I would declare that talking in English throughout the classes is a
classroom rule; | would set up some other rules and even make it fun for
the children. | would say that they would get a plus when they interact in
English; and | would set it as a rule that the ones who have more plus
would be rewarded. (ST N)

I would say that talking in Turkish in the classroom is forbidden and by
this way | would reinforce the students to talk in English. I would ensure
that I wouln’t talk in Turkish. If this is set up as a classroom rule, this
would provide enforcement and they would obey the rule. (ST S)
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Using body language: Using body language to make English-medium T-talk more
understandable is thought to be an overcoming strategy by the majority of the STs
(n=4). Additionally, as the sample responses suggest, STs commonly say they would

use simpler expressions.

I would use simple expressions while talking in English; I would make it
more understandable through gestures and body language. (ST G)

I would go on talking in English, yet | would use simple expressions. |
would consider using body language more. (ST B)
Switching to L1: Two of the STs think they would switch to Turkish partially when
students don’t understand something, but they think they wouldn’t teach the class all
in Turkish.

I would first try to eliminate any bias by talking in simple English that is
appropriate to their level. | would talk in Turkish when they don’t
understand. However, as the time goes by, | would increase the amount
of talk in English by using the structures they have learned. (ST S)

I would switch to Turkish when needed, but I wouldn’t teach all in
Turkish. (ST A)

Using visuals: ST A considers preparing and bringing visual materials to the class to
support students’ understanding as a way of dealing with this challenge. He would

also take the level of his speech into consideration.

I would prepare visual materials before the class and bring them to the
class to support students’ understanding, and I would give the lesson in
English using a language observing the students’ level.(ST A)

As for the rates of reoccurrence of overcoming strategies, the following chart

summarizes the findings.
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Insisting on
talking in English;
3

Figure 4.23. Strategies compared by number of reoccurrence for difficulty in
understanding E-medium T-talk

As obvious from the chart, using body language has the highest reoccurrence rate (4)

as a strategy and it is followed by insisting on talking in English (3), setting up a rule

for talking in English (2) and Switching to L1 (2)respectively. Using visuals (1) has

the lowest rate of preference.

Dealing with Limited Study at Home: STs’ post-practicum cognitions revealed that
they would employ four different strategies to deal with students’ limited study at
home. The strategies they used are giving a quiz, grading, assigning a performance

project, and reviewing the topic in the class.

Qo

LIMITED STUDY
AT HOME

Q Q
giving a reviewing
quiz O I the topic
assigning
grading performance

project

Figure 4.24. STs’ post-practicum cognitions in relation to dealing with limited study
at home
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Giving a quiz: Three of the STs have in mind as a way to make students study at
home is giving quiz periodically. They think this would lead them to practice at

home, review the topics or do homework.

Before starting a new unit, 1 would give a quiz for consolidation. The
quiz that is given in certain intervals would inform us about their
progresses and weaknesses.And, this would reinforce the students to
revise and study the topics at home. (ST C)
Grading: ST N thinks she would check the students if they are practicing the
language items they learn outside the classroom and grade them (by using oral exam

marks or a plus) to reinforce students.

If the students notice that the teacher checks homework or follows what
is going on with the students’ progress, they become more cautious and
study at home. To maintain this, |1 would introduce a system with oral
marks and plusses (ST N)
Assigning performance project: Two STs would assign homework or project work.
They believe that this would force students to study at home and review the topics

while preparing the project.

I would assign project work to eliminate this problem. Assignments
would force them to study at home. (ST A)

(...) I would give comprehensive homework that they would study in

groups. By this way, | would ensure that they also study out of the class.

(ST G)
Reviewing the topic: A majority of the STs (n=4) say they would review the topic
that students could not recall together in the class instead of getting them to review
on their own. Some would make revision through games and fun activities, and
some would do that through examples and questions. The below extracts are example

responses of STs.

Rather than making them revize the topic in the book, | would organize
an enjoyable activity for them to recall the topic. ... I would remind
the previous topic through enjoyable games in each class. (ST B)

I would re-teach the topic instead of saying them revise it in the book or
notebook. Of course, the second-time teaching wouldn’t be so detailed.
After a short revision, I would make them recall the topic and
consolidate through examples and questions. (ST C)
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When we compare ST strategies by number of reoccurrence, we find that STs mostly
came up with reviewing the topics (4) in the class as a way to deal with students’
limited language practice. This is followed by giving a quiz (3) periodically. The last
two strategies that emerged are assigning performance project (2) and grading (1)

successively. The Figure 24 below illustrates the results.

Giving a quiz; 3

Figure 4.25. Strategies compared by number of reoccurence for limited study at
home

4.4.2. Post-practicum Cognitions in Relation to Dealing with Resourse-related

Challenges

Types of challenges that can be attributed to resources were due to instructional aids
and course book content. They are lack of instructional aids, interest value of course
book content, complexity of course book content, and grammar-oriented course book

content.

Dealing with Lack of Instructional Aids: Disclosing STs’ post-practicum
cognitions in terms of dealing with in-class challenges caused by lack of instructional
aids led us to three strategies: using the internet to play the listening text, using
his/her own equipment, and reading the listening text himself/herself.
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Figure 4.26. STs’ post-practicum cognitions in relation to dealing with lack of
instructional aids

Using the Internet to play the listening text & Bringing her own equipment: Four

STs would use the Internet to download the material and play it in the class. Further,

they would bring the necessary equipment like speakers to the class and provide the

students to carry out the activities.

I would download the tapescripts from the official platform of MEB,
(the Ministry of National Education), where all texts are accessible and
then find the best tool within my own means to employ them for use in
class. (ST B)

I would acquire a small size loudspeaker, which is not expensive at all,
and make it possible to implement the listening activities using my
mobile phone after downloading the tapescripts on it.Alternatively, |
would do recording with my own voice.(ST G)

Reading Out the listening text himself: Three STs would, instead of leaving the

activities undone, read the listening texts himself/herself in teacher’s book and get

the students to carry out the activities.

I would read out the tapescript from the coursebook for the students
and have them do the activities. (ST A)

Giving up and not giving the listening activities is choosing the more
comfortable. 1 would at least read out the tapescripts myself and run
my class. (ST C)
When we compare the strategies they would employ in terms of number of
reoccurrence, we see that using the Internet to play the listening texts and using

his/her own equipment are equally thought to be employed by the STs. That is, those
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who would use the Internet (4) think they would also bring their own equipment (4)
to the class. Reading the listening text himself (3) follows those two strategies.

Bringing his own
equipment; 4

Figure 4.27. Strategies compared by number of reoccurrence for lack of instructional
aids

Dealing with Interest Value of Course Book Content: Strategies STs think they

would use to deal with challenges stemming from interest value of course book

content are omitting and adding material and modifying the material.

Q

INTEREST VALUE
OF COURSE
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Q

modifying
the
material

omitting
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material

Figure 4.28. STs’ post-practicum cognitions in relation to dealing with interest value
of course book content
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Omitting and Adding Material: One of the STs thinks he would omit what is boring
in the course book, and add new materials and activities and he would get prepared

for this before the class.

I would preview the book and decide on the parts to be omitted, if there

are, and replace them with alternative activities. Of course, | would

prepare for these. (ST A)
Modifying the material: Five of the STs think they would modify the course book
content that students find boring. What is common in their responses is to modify the
activities in a way students would like and enjoy. One of them further considers
providing a meaningful aim and context for the activities. And, one of them
considers using successive approximation, a technique that requires the teacher to
teach the topic step by step through reinforcement until the student reaches

perfection in that topic.

I would either modify the writing activity given here to make it
enjoyable or change it into a game.(...) I would make it enjoyable for
the students through successive approximation, thanks to which | could
integrate unfavorable activities into favorable ones. (ST B)

I would not adopt the activity of the book. Instead, I would modify it
to make it favorable for the students.As for the writing activity provided
here; | would keep the intended pattern but modify the content. (ST C)

Regarding the writing activity provided here, | would create a meaningful
context to provide the students with a meaningful process in which they
have certain objectives.For example; | could ask them to send whatever
they have created to a friend. |1 would try to make it more favorable for
the students through modification of the content in the book. (ST S)
A comparison of the strategies that would be employed shows that five of the STs
would modify the course book content and one of them would omit and add new

material to his lesson plan. The pie chart below illustrates the results.
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Figure 4.29. Strategies compared by number of reoccurrence for interest value of
course book content

Dealing with Complexity of Course Book Content: STs generated 2 strategies to

deal with challenges caused by the complexity of course book content in their post-

practicum cognitions. They are omitting and adding material, and re-ordering the

unit, as shown on the figure below.
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Figure 4.30. STs’ post-practicum cognitions in relation to dealing with complexity
of course book content

Omitting and Adding material: Omitting and adding new material is thought to be a
strategy for dealing with this type of challenge in the class by four of the STs. STs
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mention bringing new materials to the class and use them to compensate for the

deficiencies and complexities of the course book.

To me,the most important point here is to be well-organized.It is
important that the books provided at the beginning of the academic year
be evaluated and modifications, addings and ommissions should be
fulfilled.As for my part,] would run my classes after omitting
unnecessary parts and using additional activities to compensate for the
weaknesses of the material. (ST C)

I would find other activities and bring them to the class as the content

provided by the coursebook may be complicated and irrelevant. (ST S)
Re-ordering the unit: Three of the STs would re-order the unit to overcome such
challenges. They think they would change the order of presentation of topics that
could cause complexity on the side of the students. The below extract is an example

of ST responses.

I would re- order the topics in the book myself. I would present the
content observing my own schedule and order. (...) I would make this
decision and re-ordering before class. (ST G)
When we compare the strategies by number of reoccurance, we find out that there is
a slight difference between the rates. Nevertheless, re-ordering the unit (4) would be
employed as a strategy more than omitting and adding material (3) to deal with

complexity of course book content.
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Figure 4.31. Strategies compared by number of reoccurance for complexity of course
book content

Dealing with Grammar Oriented Course Book Content: Questioning what STs

would do to deal with challenges caused by grammar-oriented course book content

generated only one strategy: omitting and adding material.

GRAMMAR
ORIEMTED
COURSE BOOK
COMTEMNT

omitting
and adding
material

Figure 4.32. STs’ post-practicum cognitions in relation to dealing with grammar
oriented course book content

Omitting and Adding material: STs think that they would deal with this type of

challenge a by omitting and adding new material in their lesson plans. They believe

that they could compensate for the deficiencies of the course book in terms of

practicing language skills by bringing new materials and activities to the class and

support the language learning process of their students.
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I would preview the book and determine its weaknesses. | would include
speaking and listening skills by supporting the lesson with using various
materials and additional activities. | would omit unnecessary grammar
content. (ST C)

I would find speaking and listening activities myself. (...) I would
predetermine weaker points in the book and make modifications
myself. 1 would try to compensate for the weakneeses of the book by
preparing self-made materials. (ST S)
All of the STs considered omitting and adding new material as an overcoming
strategy against grammar-oriented course book content. Furthermore, they
commonly share the idea that they would examine the course book before the class

and determine the problematic aspects.

4.4.3. Post-practicum Cognitions in Relation to Educational Policy-Related

Challenges

When STs rethought over dealing with the negative backwash effect of the high
school placement exam on students, they came up with two strategies. They are:
explaining the benefits of teacher’s way of teaching, and dividing the class hour.

Q
MEGATIVE
BACKWASH EFFECT
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SCHOOL PLACEMENT
EXAM

Q
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benefits of
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of teaching

Q

dividing the
class hour

Figure 4.33. STs’ post-practicum cognitions in relation to dealing with negative
backwash effect of the high school placement exam

Explaining the benefits of teacher’s way of teaching: ST S believes that studying a
foreign language in an exam-oriented way is not beneficial. Therefore, she regards

explaining this fact to her students by giving concrete examples as an overcoming
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strategy. She thinks she would go on her way of teaching by practicing language

skills and giving place to production-oriented activities.

I would continue carrying out my way of teaching with activities that
aim to develop language skills. Because | think that they would benefit
from those activities in both getting prepared for the exam and
developing their language skills. 1 would explain that they would
benefit from them in the future, and that they shouldn’t study only for
the exam. | would give concrete examples to explain this. (ST S)

Dividing the class hour: Rest of the STs (n=5) share the belief that it’s better to be
understanding and tolerable towards students and find a middle ground. Most of
them think they would divide the weekly class hours and teach the target language
giving place to productive activities and language skills during one part, and teach
through an exam-oriented approach during the other part. Sample responses are as

follows:

| would be tolerant to students rather than being tough on them. | think
that I can lose them all by being though on them. So, I would divide the
class hour and teach for the half of the time and leave the rest of the
time for them to study what they want. (ST A)

I think it is necessary to understand this demand of students. | would try
to find a middle ground with them. For example, | would tell that we
can carry out our activities effectively for some time and then we can
carry out activities for getting prepared for the exam. (...) This kind of
problems may arise because of the educational system. To me, talking to
students at the beginning and finding a middle ground is the most logical
solution. (ST C)

As for the comparison of ST strategies with regards to number of reoccurance,
dividing the weekly class hours (5) is the mostly suggested strategy. Then follows

explaining the benefits of teacher’s way of teaching (1).
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Figure 4.34. Strategies compared by number of preference for negative backwash
effect of the high school placement exam

The following part presents student-teacher practices, that is, what STs did to deal
with the challenges in their actual teaching practices, under Research Question 2.

4.5. Practices of Pre-service English Language Teachers to Deal with Most

Commonly Experienced In-class Challenges in Secondary School Context

This part addresses the following research question:

R.Q.2: What do pre-service English language teachers do to deal with the most
commonly experienced challenges in foreign language teaching in their classroom
practices throughout school-based practicum?

In this part, pre-service EFL teachers’ actual practices to overcome in-class
challenges they experience throughout practicum are presented. Findings are
presented in terms of the types of in-class challenges.
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4.5.1. Practices of Pre-service Teachers to Deal with Learner-Related

Challenges

Types of in-class challenges STs experienced in this category are variety in English
Language levels of students, difficulty in understanding English medium T-talk, off-

teask behavior, and limited study at home.

Table 4.2. Types of in-class challenges in the category of learner-related challenges
and the frequencies

Type of in-class challenges Frequency
Variety in English Language levels of students 27
Difficulty in understanding English medium T-talk 15
Off-task behavior 11
Limited study at home 2

The table above shows the types of in-class challenges experienced by student-
teachers (STs) in this study in their practice teaching sessions in a secondary school
and their frequencies. In the following parts, each type of in-class challenges will be

examined one by one together with STs’ practices to overcome them.

Dealing with Variety in English Language Levels of Students: The data revealed
that student-teachers, as shown on Table 1, mostly experienced challenges stemming
from variety in English Language levels of students. Student-teachers described what

happened when they encountered this type of challenge with following explanations:

Some students sitting near the wall didn’t participate in the lesson; they
didn’t raise their hands either. ... It was obvious that the others
understood the topic, but I thought that this group didn’t understand
anything. I thought that if they didn’t understand the topic, if I give turns
to them without volunteering and if they can’t answer, they could be
embarrassed and this could affect them in a negative way. (ST N)

There were students who were raising their hands and their number was
not small, but they were the same students raising their hands all the
time. The others were passive throughout the class. (ST A)

I recognized that student throughtout the class. She was like not
understanding. It seemed that she wasn’t able to catch up, but I didn’t
want to teach more slowly just for her. (ST C)

I think that there is a variety in language levels of students. and | thought
that | had to choose between the two groups. Then, | preferred the lower
level group and tried to address that group because | thought that if I had
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addressed the more active group all the time, I could have lost the other
students. (ST G)

When there is a variety in language levels and interest of students, one

can’t feel comfortable as a teacher. I didn’t want to carry out the class

only with active and more successful students who were always raising

hands, and ignore the other students. (ST S)
Student-teachers specified that the problem of variety in English language levels of
students reveals itself in student behavior such as ‘being passive throughout the
classes’, ‘slower learning of topics’, ‘not to raise hands’, and ‘no participation in
class activities’. These are similar to what was stated by English language teachers in
the base-line data. Variety in English Language levels of students can be explained
by individual student differences in learning a foreign language. There may be
various reasons behind this problem, such as different learning paces, laziness,
learning disabilities, familial problems, etc... However, the reasons are beyond the
scope of this study. In this part, 1 will focus on what the STs did, namely their
practices, to overcome challenges stemming from variety in students’ English
Language levels. The figure below summarizes the STs’ practices to cope with such

challenges in their practice-teaching sessions.

Q

VARIETY IN
ENGLISH
LAMGUAGE
LEVELS

Q

re-
explaining

Q

positive
reinforcement

Q

using
wait time

organizing
peer
learning

Q
avoiding
pressure on
lower level
students

Q

being
undecided

Figure 4.35. Strategies used by STs to deal with variety in English Language levels
of students in their practices

In their practices, STs employed strategies such as re-explaining, positive

reinforcement, turn giving, organizing peer learning, switching to L1, using wait-

time, and avoiding pressure on lower level students. Some of them reported to be

undecided when they encountered such a challenge. They are examined in detail

below.
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Organizing peer learning: One ST used peer learning to eliminate the challenge
stemming from variety in language levels of students. As seen in the extract, she
organized groups for a contest to benefit peer learning, having in mind that lower-
level students could be positively affected by higher-level students and learn from

them.

For example, here | was careful about grouping the students for the
competition and group passive, lower level students together with
active, higher level students. As a result of this, | saw that passive
students also eagerly raised their hands and tried to contribute the group.
I thought that they could learn something from more successful students
at the time of the group work. (ST N)

Additionally, she observed that she reached her aim and lower-level students tried to
contribute.

Switching to L1: It was identified that one of the strategies STs used was switching
to L1 (Turkish) to make all the students understand what is taught in the classroom.
Situations in which STs experienced difficulty and their practices to deal with them

are given in the below extracts:

I made my first presentation in English. Some of the students
understood but some said that they didn’t. Thus, I switched to Turkish. |
experienced a challenge here. And | overcame it by talking in Turkish.
(STA)

I thought that the group of students sitting by the wall didn’t understand
the topic. (...) Those students were passive during the class, that’s why I
wanted to re-teach the topic (in Enlish) for them even if | saw that the
others understood. Finally, I tought in Turkish to be sure that they
understood. (ST N)

I tought in Turkish for those who still didn’t understand because time
was passing. (ST B)

I mostly talked in Turkish. First | started in English but then, when |
saw that they didn’t understand, I explained in Turkish. Lower level
students really don’t understand. (ST G)
STs’ common practice in dealing with variety in English language levels is that first
they explained the topics in English, and if they observed differences in students in

terms of understanding the topics, they switched to Turkish. One of them did this to
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save class time, and one aimed to make sure that the topic was understood by all the
students. This strategy was employed four times in total by the STs.

Using wait-time: Wait time is defined as “...the time teachers’ allow students to
answer questions, before, for example, asking another student, rephrasing the
question, or even answering their own question themselves” (Thornbury, 1996,
p.282). STs used wait time to elicit answers from passive, lower level students in the

following situations:

I deliberately gave the turn to thim since he didn’t participate in the
lesson. I was observing him since the beginning of the class. | waited for
one or two minutes, | wanted him to read aloud, 1 moved away for
him to feel relaxed. But he couldn’t answer. Then I gave the turn to
somebody else and continued tha lesson. (ST A)

In fact, I regret that I didn’t wait for a while for the first student and so
allowed the second student think for some time and tried to help her.
She tried to answer by the help of me. (ST G)

This student was one of those who were sitting silently. | wanted to give
her a chance thinking that maybe she knew the answer but couldn’t raise
hands because she was shy. But, she couldn’t answer. I waited for a
while, gave time, I asked “can you try again?” but when she couldn’t
answer | gave the turn to another student. (ST S)
It is seen that what is common in STs’ practices is waiting for some time and trying
to help the student in a way to elicit the correct answer, and then asking the question

to another student. Using wait-time was used five times in ST practices.

Positive reinforcement: Some STs used giving positive reinforcement as a strategy
to eliminate the differences in the class. The students in the examined situations were
lower level students and showed problematic behavior as exemplified above. Here,
positive reinforcement can be explained as encouraging them as a way to build self-
confidence in students in order to create initiation for engaging in classroom
activities. The following extracts describe the practices of STs to cope with such

situations.

Even if they didn’t raise hands, I tried to encourage them by saying
things like “just try, you can do it!”. I tried to carry out those activities
with the ones who were not raising hands. (ST N)
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Some of them could carry out the tasks well but some couldn’t. I tried to
help by saying “let’s try together; I know you can do it; what can be said
here?” There were students who didn’t know anything, but I tried to
encourage them. (ST S)

I was happy that those students participated in a task even if it was an

easy task. Then, I wanted to encourage them by saying “well-done,

super!” (ST N)
As obvious from the extracts, STs used stimulating expressions to get students to
start doing a classroom activity, because it is seen that the students didn’t even try.
By this way, STs may be trying to show students that they believe in them and this
seems to cause an initiation in pupils. Additionally, STs emphasized ‘supporting’
students to elicit the answers of the questions they asked. They also gave ‘prompts’
to make the students complete the utterances that can be the correct answers. In the
last extract, the ST tried to encourage the students by giving ‘positive reinforcement’
after they answered something. That is, giving positive reinforcement as an
overcoming strategy includes stimulating, giving clues, supporting and giving
prompts for the STs in this study. Sts gave positive reinforcement to the students
eight times in total to eliminate this kind of a challenge.

Avoiding pressure on lower level students: In some situations, STs preferred
avoiding pressure on lower level students for some reasons. For the STs in these
situations, avoiding pressure means skipping a student who can’t answer a question

and not insisting on teaching something.

I gave the turn to another student when he couldn’t answer. I didn’t
want to force that student because | thought that his motivation might
decrease and he might dislike the lesson. (ST A)

They were carrying out a grammar exercise here, fill-in-the-blanks type
exercise; | deliberately went towards the silent students sitting by the
wall and asked silently in Turkish “would you like to go on?” and they
said “no.” I didn’t want to force them and said “ok then” and gave the
turn to somebody else. | didn’t want them to be emberassed before
their friends and so didn’t insist. (ST N)

I didn’t force the ones who didn’t participate in the class for participating
in harder activities like speaking. | asked them “Do you want to read?”
and said ok to them when they said no, because it was apperant that they
didn’t believe in themselves and weren’t sure about what they wrote.
(STN)
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STs in three situations above chose reacting in this way because they considered
students’ affective domain and thought that they didn’t want to offend or hurt

students’ feelings.

They tried to write something but they couldn’t. I tried a little more with
them but then left them on their own. This was going to be waste of
time, so | went on teaching the class in its usual pace. (ST S)

Actually, if the time hadn’t been limited, I could have spare more time to
make him talk, but time was passing. Others were eager to answer. For
this reason, I didn’t force him more and gave the turn to another one. (ST
G)

Another reason for preferring not to force is preventing time loss. In two situations
above, STs skipped the students who couldn’t answer and continued teaching. STs

employed this strategy eight times in their practices.

Turn giving: Student-teachers used turn giving, i.e. giving the turn to a student to
talk or answer a question, to eliminate the imbalance (in turn allocation) that results

from different language levels. They described such situations as follows:

There were students who were raising hands, the number of them wasn’t
small but they were the same student, all the time raising their hands. |
wanted the others who didn’t raise their hands to participate; looked at
them; had eye-contact with them and said “raise your hands.” This
worked and a few of them raised their hands in a shy way. | immediately
gave the turn to one of them. (...) I thought that when the teacher carries
out the lesson with the same students who raise hands all the time, and
ignore other students, they all the more refrain from the class. (...)
Participation of all the students was important for me. If teachers
ignore those students, this situation may negatively affect them; they
may feel worhless. (ST A)

| first gave the turn to Mert. | asked him twice but he didn’t want to
answer; then | gave the turn to another student. Later, | asked the next
question to Mert again by making eye-contact; this time he wanted to
answer, he stood up and answered. He wanted to answer when he saw
that his friend did it. | wanted to make passive students that didn’t
raise hands participate in the lesson. (ST C)

I was aware of that student throughout the class. She was like not
understanding, but I didn’t want to slow down the pace just for him. Still
I deliberately gave the turn to him. He wasn’t raising hands at all.
However, | made eye-contact with him and walked towards him to ask if
he wanted to answer. His friend showed the answer on the book and he
could answer. | got happy to make him participate. (ST C)
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In the first three extracts, it is remarkable that the STs offered turns to students
through making eye contact. This way of offering turns may reveal that STs are

checking students’ willingness to talk or answer a question.

Some students sitting by the wall didn’t participate in the class, they
didn’t raise hands either. (...) This activity was easier; they were only
supposed to write the correct form of the verb on the board. 1 gave turn to
some of those students and | got happy since they could participate in at
least an easy activity. (ST N)

I had made a distinction in my mind between students who were
participating in the class eagerly and the ones who were unwilling to
participate. This activity was easier than the others. For this reason |
gave the turn especially to students who were passive in the class. |
thought that they could carry out the activity since it was easier. By this
way | could make them paricipte in the class and this was a pleasure
for me. (ST G)

Student-teachers, in two extracts above, took the difficulty level of activities into
consideration and wanted passive students to participate in easier activities. They
valued those students’ contributions to the class and expressed this through the words
‘happiness’ and ‘pleasure’. Other situations of turn giving are shown in the following

extracts.

His name was Ege. He was not participating in the class, but he was not
noisy either. He was quiet. He seemed to have a lower level of English
compared to others. | gave the turn to him; | wanted to make him
participate in the class and eliminate his shyness if he had been shy. He
thought for some time but couldn’t answer. (ST B)

This child was a passive one; | saw that he was so silent though he was
sitting in the front raw; he was unresponsive; he was not raising hands, at
all. (...) I wanted to involve him in the lesson; I gave the turn to him to
eliminate his silence and make him gain self-confidence. (ST C)

There was an obvious difference between girls and boys in this class.
Boys were more actively participating in the class, and girls were sitting
passively. For this reason | wanted to involve them in the class and
gave the turn to this girl. When she couldn’t answer, I gave the turn to
another passive student. (ST G)

This student was not raising hands, at all; so | asked him to make him
talk. But, he didn’t answer; I insisted on him; wanted him to try;
reworded the question, but then he said that he didn’t want to say
anything. (ST G)
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Yes, this student was not raising hands. When | asked the first question,

he said “I didn’t understand” and sat down. He didn’t want to answer.

Then | focused on that child; I tried to keep him active by giving turns

many times; | wanted to help him to understand. My aim was to keep him

on track. (ST S)
It is obvious from the extracts that all the STs considered every student’s
participation important and tried to involve lower level students who are passive
during the classes. Some of them (STA and ST C) also emphasized the affective side
of students by telling that they thought ignoring lower level students in classes may
cause self-depreciation and harm their self-confidence. Turn giving, as a strategy,

emerged fourteen times in ST practices.

Re-explaining: Re-explaining the topic was another strategy STs used to deal with

language level differences of students.

Those students were passive during the class. That’s why I wanted to re-explain for
them even though I saw that the others understood the topic. (...) since the others
had already understood, | addressed this group of students; I got closer to them to
have a better communication with them. (ST N)

This time I explained to the ones who didn’t understand one by one. | re-explained
how they would carry out the activity in Englih. (ST B)

| re-explained for the ones who didn’t understand or I helped the ones who couldn’t
carry out the exercise, by this way there were no students who couldn’t complete it.
It was better to help lower level students individually. (ST B)

| thought that taking care of lower level student groups one by one was the best
choice and I did it that way. (...) There were students who didn’t understand. That’s
why | went up to those groups, and re-explained the topic. (ST G)

| re-explained when there were somebody who didn’t understand, or I went up to
them and re-explained individually. (ST G)
The extracts reveal that in all situations, STs preferred to address certain groups or
individual students instead of whole class while re-explaining the topic. That is, it
can be said that STs believe that individual or small group explanations are more
effective in dealing with lower level students. Re-explaining was used five times in

total.

Being undecided: Being undecided is not a strategy they employed to cope with

challenges but it is a state of thought they developed when they are in such
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situations. STs experienced this in three situations, which are shown in the following

extracts:

Actually, | showed the weather conditions on the board via pictures
before the activity. Some of the students were complete strangers to the
class and there was also difference between their levels. For example,
those two girls were not doing anything in theclass, they were not
participating, and they didn’t understand. Under such a condition, I was
undecided to re-explain or not. (ST S)

When there is a variety in language levels and interest of students, one
can’t feel comfortable as a teacher. I didn’t want to carry out the class
only with active and more successful students who were always raising
hands, and ignore the other students. In this situation, I thought that
passive and uninterested students might become all the more
disinterested in the lesson. In fact, | thougt about re-explaining the
topic but this time this was going to be a waste of time. Namely, |
couldn’t decide on which group I should have addressed. Then, I
decided to let the things flow. (ST S)

Actually, I couldn’t make up my mind about how to behave. |

couldn’t decide on whether I should have forced them, helped them,

or re-explained the topic. I couldn’t also decide on how to force them.

Then, | continued since I couldn’t find a way out. (ST B)
In all the situations, it is a common point that STs could not decide whether to
explain the topic again for the lower level students or not. They reported to be
undecided four times in their practices. One of them, ST S, further stated that she
could not decide to which group she would address, to the lower-level or to the
higher-level group. In those situations, the STs went on the lesson without solving
the problem. Therefore, it can be deduced that STs may have difficulty in

establishing a balance between different language levels of students in a classroom.

As for the comparison of strategies used in practices of STs to overcome in-class
challenges stemming from variety in English Language levels of students, the figure
below displays the number of emergence of strategies in ST practices .
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Figure 4.36. Strategies compared by number of use for variety in English Language
levels of students

The results show that turn giving (14) is the mostly employed one by STs. Avoiding

pressure on lower level students (8) and positive reinforcement (8) follow it in the

second rank. Re-explaining (5) and using wait time (5) share the third rank. Then

comes being undecided (4) and switching to L1 (4) with an equal number of usage.

The last strategy is organizing peer learning (1).

Dealing with Difficulty in Understanding English Medium T-Talk: Student-
teachers experienced challenges that stem from students’ difficulty in understanding

English medium T-talk. They mention experiencing such problems as follows:

I showed pictures and tried to explain using simple present tense while
giving instruction. Still they said that they didn’t understand. (ST A)

Here, I thought that they didn’t understand what to do. They were staring
blankly. Probably they didn’t understand because I was teaching in
English. (ST N)

Here, students didn’t undertand the instructions I was giving. |
immediately understood that they didn’t understand. (ST B)

While | was giving instructions about how to carry out the activity, |
wondered whether they undersdood or not. ... When I asked whether
they undersdood or not, they said yes but | knew that they didn’t. They
seemed not to have understood, they had no reactions or they were asking
each other what to do. ... I experienced a difficulty here. (ST S
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In-class challenges stemming from students’ difficulty in understanding English
medium T-Talk is identified by student-teachers as ‘not understanding instructions in
English’ and supervening student behaviors are described as ‘telling that they do not

understand’, ‘giving no reactions’, and ‘asking each other what to do.’

Some of the STs believe that the students, in fact, could understand English medium
talk. They stated that as follows:

I had already chosen simple expressions, used simple present tense, and |
thought that they did understand me. However, they reacted by saying
that they hadn’t understood since they hadn’t been accustomed to an
English medium class. | thought that it was necessary to go on
regardless of what they were saying, and did this way. (ST C)

Their teacher said that they didn’t understand English medium talk. He
even said that “they don’t understand when I speak English in the class
so I teach in Turkish.” But to me, teachers should start talking in
English in a way. There is no reason for students not to understand.
(STS)
Additionally, they believe that the reason why they have difficulty in understanding
is that they are not accustomed to a teacher speaking English during classes. They

share the idea that they should speak English in the class.

When STs’ practice teaching sessions were examined, it was found out that seven
different strategies were used to cope with this type of problem. They are illustrated

in the figure below.
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Figure 4.37. Strategies used by STs to deal with students’ difficulty in understanding
English medium T-talk in their practices
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The practices of STs to eliminate problems caused by students’ difficulty in
understanding English medium T-talk are using visuals, using body language,
switching to L1, rephrasing the question, insisting on talking in English, showing
examples, and explaining individually or in groups. Detailed explanations of the

strategies follow this part.

Using visuals: One of the STs showed pictures while giving instruction to the class.

He explained this as follows:

Here, while | was giving instruction, | both explained through pictures
and tried to use simple expressions with the present simple tense... (ST
A)
Together with showing pictures, he also used simple expressions in order to be

understood by the students.

Using body language: Using body language as a strategy was used in two situations

by STs. The situations are as follows:

| tried to utter simple sentences as far as possible, and supported my
speech with body language. Still they didn’t understand; some students
asked “What is it? What are we doing” kind of questions. (ST N)

(...) I also thought that I could make it easier by using the body
language. For example, I asked one student “do you drink orange juice?”
First, he didn’t understand. Then, I made the gesture of drinking and he
understood what I said and answered ““yes, I drink orange juice.” (ST S)
ST N said that she supported her speech with body language but this didn’t work and
the students still asked what they would be doing. However, in ST S’s experience,
using body language worked and the student understood her question and gave the

correct answer.

Switching to L1: STs switched to Turkish in five situations to solve problematic
situations caused by not understanding. Their aims in using this strategy were to

reach all the students and not wasting time.

| tried to explain in simple terms while | was giving instruction. Still they
said that they didn’t understand. I had to switch to Turkish because I
wanted them all to undersdand. (...) I eliminated the difficulty I
experienced here by switching to Turkish. (ST A)
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I gave an instruction for the writing activity. (...) but, they didn’t
understand what to do. In fact, they talked about the same topic in the
previous speaking activity, but I couldn’t understand why they couldn’t
understand what to do when it turned to be a writing activity. Then, |
went up to those who didn’t understand and explained one by one in
Turkish. (ST N)

Here I needed to wrap up since there were points that they couldn’t
understand and the time was passing. | switched to Turkish because |
didn’t want to waste much time. In fact, I didn’t use Turkish much. |
only switched a few times when I really had difficulty. (ST C)

In this part I mostly talked in Turkish. First | started in English, but then
switched to Turkish seeing that they didn’t understand. (ST G)
As inferred from the extracts, a common practice of STs is that first they tried to
instruct in English, but when they noticed that there were points that were not

understood, they switched to Turkish.

Rephrasing the question: Rephrasing the question was another way of overcoming
challenges of that type. Two of the STs employed this strategy. The STs changed the
way of asking something and elicited responses for questions that were unclear for

students.

I asked a question but she didn’t understand. That time I thought that he
couldn’t remember the meaning of “how do you feel?”” and changed the
question and asked “how are you?”. (...) he answered when he
remembered its meaning. | thought what to do to make him understand
but then I rephared my question. | didn’t want to translate it into

Turkish because I don’t feel comfortable when I do this in my classes.
(STC)

For example the students in this part didn’t understand the question “do
you have a bike?” Then, when I changed the question and asked “have
you got a bike?” he could understand, and he answered “yes, I have.” By
this way, we carried out the dialogue without saying the Turkish
meaning.
Both of the STs avoided translating the questions into Turkish and, instead
rephrased. One of them further stated that she feels bad when she has to translate into

Turkish in her classes.

Insisting on talking in English: In similar situations (in which instructions given in
English were not understood or misunderstood) STs chose repeating the explanations
in English in five situations. They insisted on talking in English. Some of them stated

108



that they considered explaining in Turkish, but then changed their minds thinking

that this is not the correct way.

I thought that here they didn’t understand what to to. They were staring blankly.
Probabaly they didn’t understand because I tought in English. Then, I
tried to explain again, of course in English. | talked slowlier and more
clearly. (ST N)

Here, | wanted to carry out a warm-up activity to make the students
prepared for the class. | tried to explain students where to stand but they
misunderstood me. (...) I couldn’t arrange the placement of students in
no way. They didn’t understand what I tought in English, but I didn’t
want to speak in Turkish. | went on teaching in English repeatedly. |
didn’t want to speak Turkish because | thought it was not the correct
way to employ in English classes. (ST N)

The instruction | gave was not understood again. | thought about how to
explain, whether to swtich to Turkish or not, for a few minutes. Then, |
tried to explain step by step from the very beginning. Namely, | tought
again in English. (ST B)

For example, some students misunderstood; the others were asking “what
are we doing?” (in Turkish). I decided to re-explain. In fact | had
explained as slowly as possible, and with simple expressions but they
didn’t understand first time. Then, I explained slowlier for the second
time, but thet were still looking at each other. This is a challenge;
students who didn’t understand created a real challenge for me. I thought
whether | should explain in Turkish for the third time for a second,
but then | thought that there should be a way of explaining it in English.
(STS)

Moreover, when the reason for changing her mind was asked, ST S responded in the

following way:

I thought that explaining in Turkish might have created the habit of an
expectation of Turkish explanations on the side of students. | tried my
best to explain in English and | thought that by this way at least some of
them would understand and there would be an interaction in the class.
My general idea is that, as well. (ST S)

Therefore, it can be concluded that STs in this study do not feel comfortable with

speaking Turkish in the classroom and they consciously avoid doing it.

Showing examples: Showing examples was another strategy employed to make

understanding easier. STs used this strategy in five situations.
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Here | told students that “Now, each of you will create a sentence about
this picture.” When I saw that they didn’t understand, because most of
them seemed to be not understanding, | uttered an example sentence. |
said “she is reading a book” and asked two successful students sitting in
the front raw “what about this picture?” I wanted them to utter some
sentences. Then, when they saw those examples, the understood and we
went on. (ST N)

Here, I thought that they didn’t understand. I tried to examplify it
concretely. (ST N)

They asked eachother what to do instead of listening to me and
understanding what I say. Maybe they thought that they wouldn’t
understand me. (...) I tried to teach by demonstrating, I wrote an
example on the board. I didn’t want to switch to Turkish because they
didn’t speak English any way and they biased that they wouldn’t
understand English medium talk. So, | needed to teach by
demonstrations and showing examples. | invited two students in front
of the board and demonstrated with them. (ST S)
STs, in above mentioned situations, explained what is not understood by using

examples instead of repeating the explanation or switching to Turkish.

Explaining individually or in groups: STs used explaining individually or in groups
as a strategy in four situations when they encountered a problem related to difficulty

in understanding.

Here, | moved and walked among the desks because | noticed that some
students were not carrying out the activity since they didn’t understand
what to do. I thought that they didn’t understand and explained them
one by one. | made all of them complete the activity. (ST N)

I went up to the ones who didn’t understand and explained them what to
do one by one in Turkish. (ST N)

I thought that taking care of them in groups and one by one was the
best option. They were having difficulty in understanding the instructions
given. For this reason, | went up to them and explained them in groups.
(ST G)
Instead of a teacher-to-the-whole-class interaction pattern, they preferred teacher-to-
individual-students or teacher-to-small-groups interaction patterns. Therefore, it can

be said that STs found this way more manageable than explaining the whole class.

If we compare the practices of STs to overcome in-class challenges stemming from

students’ difficulty in understanding English medium T-talk in terms of the rates of
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use, mostly employed ones are insisting on talking in English (5), switching to L1(5),
and showing examples (5). Second mostly used one is explaining individually or in
groups (4). Rephrasing the question (2) and using body language (2) follow them in
the third place. And, showing pictures (1) is the least used strategy. The findings of
the rates are illustrated in the figure below.

rephrasing the using visuals; 1
uestion; 2
g N\

using body
language; 2

Figure 4.38. Strategies compared by number of use for difficulty in understanding
English medium T-talk

Dealing with Off-Task Behavior: The third type of in-class challenge that follows

is students’ off-task behavior towards learning English. Examples for this type of

challenge are worded by student-teachers as in the extracts below:

Yes, this student didn’t participate in the class. She was chatting with her
friends. | asked a question to make her stop talking and be involved in the
lesson. | thought that if he had continued talking, he could have spoiled
the lesson. | wanted to prevent this. (ST A)

That student was reluctant; she didn’t seem to be listening, so |
preferred her. Actually I didn’t think she was unsuccessful but that time
she was indifferent. (ST A)

By the way, there was a difference in students’ motivation and interest
level. Some of them were really indifferent. This made me sad. | thought
that I wasn’t able to catch their attention and draw their interest. (ST B)

Those three students who were sitting together on a desk demotivated
me because they were always chatting. They caused a whispering noise
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in the class and distracted others. They were already not interested in the
lesson. (ST S)

Those students who were sitting in the back raw were always chatting

and they weren’t interested in the lesson. (...) they were distracted all

the time, talking to eachother; and this continued throught the class. (ST

S)
Chatting with desk mates and not listening to the teacher were defined as the typical
behavior of students who have low motivation and disinterest. Their lack of interest
and motivation negatively affected two of the STs (ST B and ST S); one of them
expressed that she was sad and one said her motivation decreased because of that

situation.

As for what STs did to overcome off-task behavior, they used seven different

strategies. The figure below shows the strategies used.
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BEHAVIOR

Q

Q

playing Q _
games warning Q as%g tl:;langlntg
individually giving et
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Figure 4.39. Strategies used by STs to deal with off-task behavior in their practices

The strategies are playing games, warning individually, giving responsibility, asking

questions, changing the seats, and ignoring.

Playing games: One of the STs, ST B, used this strategy to draw student interest in
her different classes. When we look at the extracts below, we see that she believes
that students like playing games in the class. And so, when she noticed that students
were not interested in the subject taught, she questioned her teaching and, departing

from her plan, she arranged games in her different classes.
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Some of them were really indifferent. This made me sad. | thought that |
wasn’t able to catch their attention and draw their interest. For this
reason, | decided to organize a game. | knew that they liked playing
games. As | said, some of them were really interested in the lesson but
most of them weren’t. I tried my best to make them be involved in the
class. Still some of them didn’t get involved. (ST B)

According to my lesson plan, activities after this one were more
challenging for the students. that time, they really had low motivation
and they weren’t able carry out even this activity; they were so unwilling.
Then I thought that they wouldn’t have gained anything in such a class. |
stopped the lesson and decided to organize a game that could boost
them. They generally liked playing games in the class. However, they
had such low motivation that they even didt want to participated in the
game first. But then they all wanted to participate. (ST B)

Warning individually: STs individually warned disinterested students by going near
their desks and tried to eliminate problematic student behavior of this type. This

strategy was used in three situations.

Here, most of the students were chatting; the group sitting by the wall
was more interested in the class. | went up to the groups of students
and told them “Come on, why aren’t you doing it? Start
immediately.” | wanted to go and warn them individually rather
than warn the whole class. Then, they start doing. I couldn’t have
reached every single student by addressing the whole class and warning
them. This would have affected only the ones sitting in the front raw. |
thought that going up to the students, looking into their eyes and saying
“comes on, please start doing it” would have been more effective. By this
way, they even felt embarassed since they were chatting and not
filling in the exercise. To be closer to the students, walking among them
seemed to work better. (ST B)

Those students who were sitting in the back raw were always chatting
and they weren’t interested in the lesson. Warning them from in front of
the board didn’t work; | had to get closer to them and warn
individually by saying “be silent, please”, “listen to your friends.”
They were always distracted and talking to eachother and this continued
throughout the class. (ST S)
It is clear from both their practices and statements that they had the idea that whole
class warning doesn’t work. This belief of theirs is similar to their belief for the
above mentioned strategy (explaining individually or in groups) to deal with their
difficulty in understanding English medium T-talk. ST B further stated that when

warned individually, students feel embarrassed and become engaged in the lesson,

113



and it is more useful to be near and among the students. Therefore, we can say that

STs found the strategy of warning individually more effective in some situations.

Giving responsibility: One of the STs, ST C preferred giving responsibility to a
student who had little or no interest in the lesson. She thought that she could catch

his attention by this way. And she observed that the strategy worked.

This student seemed to be indifferent. | decided to make him read the
dialogue aloud. | thought that his interest may have increased if | had
given responsibility to him. Then, he started to listen to me and be
involved in the lesson. (ST C)

Asking questions: Asking questions as a sort of warning was used three times to deal

with student behavior resulting from negative motivational dispositions.

Yes, this student didn’t participate in the class. She was chatting with her
friends. | asked a question to make her stop talking and be involved in
the lesson. | thought that if he had continued talking, he could have
spoiled the lesson. | wanted to prevent this. (ST A)

That student was reluctant; she didn’t seem to be listening, so |
preferred her. Actually I didn’t think she was unsuccessful but that time
she was indifferent. Actually, | wanted the other students to see that |
could ask students even they weren’t volunteered and they could
experience this situation if they didn’t follow the class. (ST A)

In two situations above, ST A gave turn to disinterested students and asked questions
to eliminate their behavior. What is more, in the second situation, he also aimed to

use this as a prevention strategy to set an example for other students’ lack of interest

towards the lesson.

Changing the seats: Changing the seats of students was used as a strategy in one
situation. When warning through establishing eye contact didn’t work, ST S thought
that sending them to separate desks could solve the problem. And when asked

whether it stopped their behavior, she said that it worked.

Those three students who were sitting together on a desk demotivated
me because they were always chatting. They caused a whispering noise
in the class and distracted others. They were already not interested in the
lesson. | had to chage one’s seat because warning them through eye-
contact didn’t work. I made the most talkative child sit in the fron raw. I
thought that he couldn’t have talked if he had sit in a different place. (ST
S)
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Ignoring: One ST preferred ignoring the problem of lack of interest and motivation
and continued the class with the ones who were interested. She regarded the situation

as normal for an after-lunch-class and expected the situation to fade on its own.

There was a concentration problem with the students here. The ones
sitting in the front raw were listening but the rest were distracted. They
were chatting with each other while | was teaching. | didn’t intervene
that moment since | thought that it was the 6™ hour after the lunch and
this behavior of students could be normal. | expected the situation fade
away after some time. | continued with the participating ones. | thought
that warning them to stop talking wouldn’t have worked. (ST B)

When it comes to the comparison of rates of ST practices to cope with learners’
negative motivational dispositions, warning individually (3) and asking questions (3)
were mostly employed strategies. Playing games (2) is the second mostly employed
strategy. And, giving responsibility (1), changing seats (1), and ignoring (1) are the

following ones. Figure 37 illustrates the rates.

Changing the

seats; 1 Ignoring

;1

Giving
responsibility; 1

Figure 4.40. Strategies compared by number of use for off-task behavior

Dealing with Limited Study at Home: The next frequently encountered challenge
in this category is related to the situations that are caused by students who do not
study sufficiently at home. This type of challenge was experienced in STs’ practice
teaching sessions since students could not recall a previously learnt topic because of
not revising. The figure below shows the only overcoming strategy STs used:
reviewing the topic.
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Figure 4.41. Strategies used by STs to deal with limited study at home

In the stimulated-recall inteviews, student-teachers mentioned that they experienced

such situations in their practices:

I wanted to remind the usage of verb ‘to be’ here. I expected them to
recall it by the help of examples and answer correctly; but they
insistently they were using ‘it is’ instead of ‘it was.” In fact, this was a
previously tought topic and they learned it. So, | expected them to recall
it immediately. Then, when | saw that they forgat it all | decided to
review the topic for them to recall. I thought that they didn’t have the
habit of studying and reviewing at home. (ST B)

Although the topic was tought last week, half of the students were asking
“where are we supposed to use was/were?” 1t was obvious that they
didn’t revise the topic and forgat or they even didn’t understand it, at all.
For this reason, | cleaned the board and reviewed the topic briefly. (ST
C)
All of the STs, in above situations, noticed that the students couldn’t recall a
previously learnt topic. Then, they decided to review the topic, having in mind that

they can’t continue the class in this circumstance.

4.5.2. Practices of Pre-service Teachers to Deal with Resource-related
Challenges

In this category, student-teachers experienced four different types of in-class
challenges in their practice teaching sessions in secondary school context. They are
interest value of course book content, lack of instructional aids, grammar oriented

course book content, and complexity of course book content.
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Table 4.3. Types of in-class challenges in the category of resource-related challenges
and their frequencies

Type of in-class challenges Frequency
Interest value of course book content 8
Lack of instructional aids 5
Grammar oriented course book content 4
Complexity of the course book content 2

The Table 2 displays the types of challenges and their frequency of occurrence in
STs’ practice teaching sessions. In the following part, each type of challenge and the

student-teachers’ overcoming strategies will be examined in detail.

Dealing with Interest Value of Course Book Content: Student-teachers
experienced challenges stemming from course book content that was found boring by
students in their practice teaching sessions and this type was the mostly encountered
one in the category of instructional resources-based challenges. STs explained the
situations of that kind in the following extracts:

The students seemed to be bored while we were at the first two
questions of the activity in the book.l thought that they could have been
more interested if had turned the activity into something they could
move. For this reason, | wanted them to find the picture and stick it on
the board. And it worked. After that, I saw that more students were
raising hands and willing to do it. (ST A)

My aim was to prevent students from getting bored. (...) They were
already bored because of the content of their book; this was obviously
seen in the classes. | thought that they would have gotton bored all the

more if we had studied the book all the time. For this reason, I didn’t use
the book much. (STA)

Students gained what they could from the book about past simple and the
activities in the book didn’t catch their attention any more. | thought
that activities in the book like fill in the blanks type were became
ordinary for them. (ST N)

This was, in fact, an activity that was found in the course book. But |
thought that in this way it would have been boring and wouldn’t have
cought students’ attention. (...) I saw in previous classes that the
students got bored of the course book after a while. By this way, I tried to
make them participate in the activities more willingly (ST G)

STs observed that students got bored with the activities in the course book, and lost
their attention to the class after a while. For this reason, STs aimed to attract student
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attention back and used different strategies to overcome this challenge. The strategies

they used are shown in the figure below:

Q

INTEREST WVALUE GOF
COURSE BOOK
COMNTENT

Q

omitting and
adding material

Q

maodifying the
material

forcing the
students to do the
activity

Figure 4.42. Strategies used by STs to deal with interest value of course book content
in their practices

As seen on the figure, STs used adding material, forcing the students to do the

activity, and modifying the material as strategies in their practices.

Omitting and Adding material: Adding material as a strategy includes preparing and
bringing new study sheets, activity sheets, pictures, and flash cards to the class.
Therefore, the STs employing this strategy preferred totally quitting the part/activity
that was boring in the course book and added new material.  Examples for new

materials were flash cards, stories, and pictures. This strategy was used three times.

The students got bored of the book after some time since they always
studied with it. | added different activities that they could enjoy so
that they wouldn’t have been bored and would have participated in
the class. (ST A)

Yes, | found the exercises about the present continuous tense in the book
boring and monotonous. For this reason, | prepared an activity with
flash cards thinking that it would have been more beneficial and more
enjoyable. (ST N)

Students gained what they could from the book about past simple and the
activities in the book didn’t catch their attention any more. | thought
that activities in the book like fill in the blanks type were became
ordinary for them. | aimed to catch their attention with this material. 1
wanted to address their visual intelligence and develop their reading
skills at the same time through stories and pictures. | thought that by
this way they could learn past forms of verbs better. Additionally, |
thought that the story they were going to make up about Tom’s weekend
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could be catchy since it was a topic that is parallel to their lives. (ST
N)

STs brought new materials to their classes aiming that the new material would be
more beneficial, the class would be more enjoyable, and they would address

students’ visual intelligence.

Forcing the students to do the activity: One of the STs forced the students to do the
activities they found boring in two situations. He thought that they had to cover those

parts in the course book.

They must have been bored of the book activities of this type, they
murmured. But, we had to carry out this activity in a way. For this
reason, | forced them; I said “stop murmuring and do it!” then, they
were convinced to complete the activity. (ST A)

Here, they reacted in the same way; some of them showed signs of
getting bored. If their reaction had continued, | would have gotton tough
with them; | would have raised my voice. But, they didn’t react any
more, and I didn’t say anything. (ST A)

Modifying the material: In some situations, STs modified parts of the course book
that were boring for students. Modifying, in this case, included adding some
movement to the activity, sticking pictures on the board, and using colorful cards. It

was used three times by the STs.

The students seemed to be bored while we were at the first two questions
of the activity in the book.l thought that they could have been more
interested if had turned the activity into something they could move.
For this reason, | wanted them to find the picture and stick it on the
board. And it worked. After that, | saw that more students were raising
hands and willing to do it. (ST A)

The students get bored if they only study the activities in the book. (...)
All of them, except from the ones who have special interest towards
English get bored. But, those pictures that were sticked on the board
increased their interest. The ones who were not successful also got
interested in the topic. | did this to increase their motivation. (ST A)

This was, in fact, an activity that was found in the course book. But |
thought that in this way it would have been boring and wouldn’t have
cought students’ attention. For this reason, I prepared those colourful
cards with pictures and modified the activity accordingly. | saw in
previous classes that the students got bored of the course book after a
while. By this way, | tried to make them participate in the activities more
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willingly. I thought that | reached my goal because even the reluctant
students raised hands and tried to participate. (ST G)

In all the situations, it is obvious that STs reached their aim because participation to

the activities increased after such modifications.

As for the comparison of strategies employed by the STs, the pie chart below

illustrates the results.

Modifying
material; 3

Figure 4.43. Strategies compared by number of use for interest value of course book
content

If we look at the rate of use for strategies, it goes in descending order as omitting and
adding material (4), modifying material (3), and forcing the students to do the
activity (2).

Dealing with Lack of Instructional Aids : Lack of instructional aids, such as the
CD of the course book, CD player, and speakers, created challenges in terms of
carrying out listening activities. What STs did to overcome such challenges is shown

on the figure below:
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Figure 4.44. Strategies used by STs to deal with lack of instructional aids in their
practices

STs used three different strategies when they needed some equipment and couldn’t

find it. They were: reading the listening text himself/herself, using the internet to

play the listening text, and bringing his/her own equipment.

Reading the listening text himself: Two of the STs decided to read aloud the text to

be able to carry out the listening activity.

I did this because the CD of the course book hasn’t been sent to school.
And because I wouldn’t find the listening text in the course book
somewhere else or on the internet, | preferred reading it out myself.
(STA)

I learned from the school that the CD of the course book wasn’t
available. (...) However, I couldn’t have passed without carrying out
listening activities. So, | decided to read the listening text out. |
thought that at least we could complete the activity by listening to
something related to the topic. (ST N)

Using the internet to play the listening text & Bringing her own equipment: The

STs used the internet to find the listening text and brought their PC and speakers to

the classroom.

There are a lot of songs like this on the internet. (...) I searched for
this song on the net and found it easily. First, 1 was sad when I couldn’t
find the CD but then | got happy after finding it on the net and decided to
use it in the class. I brought my PC and used it for playing the song. (ST
N)

The CD of the course book was not available at school. I thought that the
course book could be uploaded on the internet; | think I learned that
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from one of my friends. Then, | searched the website of MEB (Ministry
of Education) and found the same listening text. | downloaded it and used
it for the listening activity in the class. There were no loudspeakers at
school, so | brought my loudspeakers to the class. (ST S)
When we compare the ST strategies, we see that bringing her/his own equipment
(3) was the mostly employed strategy, and it was followed by reading the listening

text herself/himself (2), and using the internet to play the listening text (2).

Reading the
listening text
herself/himself ; 2

Figure 4.45. Strategies compared by number of use for lack of instructional aids

Dealing with Grammar-Oriented Course Book Content: STs generally
complained about the content of the course book which was full of grammar
exercises like fill-in-the-blanks and included no activities to practice meaning and

language use.

There were no such reading textx or reading activities in their course
book. Usually there were listening parts or grammar based activities.
(STA)

There were only fill-in-the-blanks type exercises thet had grammar-
based content in the book to practice the present continuous tense. (ST
N)

Our grammar focus here was ‘past forms of be’ but the content presented
by the coursebook failed to meet the desired amount of it.To specify,
there were no activities focusing on meaning such as reading activities.
(STC)
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Therefore, feeling uncomfortable with the situation, they used omitting, and adding

material as a strategy to overcome this problem.

Q
GRAMMAR
CRIEMTED

COURSE BOOK
COMTENT

Q

omitting and
adding
material

Figure 4.46. Strategies used by STs to deal with grammar-oriented course book
content in their practices

Adding Material & Omitting: STs added new material to their classes and omitted

some course book content since they found them repetitive and deficient.

. there were generally listening activities or exercises that were
grammar-based. | did this way to develop students’ reading skill and to
compensate for the book’s deficient point. I found a reading text about
Mozart, it was convenient for their level; | prepared comprehension
questions and used this in the class. (ST A)

While T was planning for the class, I didn’t like the way course book
presented the present conituous tense. The book directly gave the
grammar rule of the structure and involved grammar-based exercises.
Because I didn’t like it and to wake the students, I prepared an activity
with bodily movements. | thought that using present continuous tense
to explain the bodily movements they were supposed to make would
have attracted their attention more. (ST N)

There was a part in the course book which repeated same kind of
grammar exercises and which I didn’t find useful. I omitted this part; I
prepared this study sheet instead so that they could use it in a sentence
and see the use of it in a context. | did this since this was a more useful
activity than that part of the course book. (ST C)
When they encountered such a diffculty, STs added a reading activity about Mozart’s
life, a speaking activity with actions, and a production activity to use the structure in

their lesson plans. What STs took into consideration in adding those materials were
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developing students’ reading skill, drawing their attention, and providing a

meaningful context for the structure.

Dealing with Complexity of Course Book Content: In some situations, STs found
the course book content complex and so they added some new, more student-friendly

materials to make understanding easier.

COMPLEXITY
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COURSEBCOK
CONTENT

Q

amitting

and adding
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Figure 4.47. Strategies used by STs to dealing with complexity of course book
content in their practices

Omitting and Adding material: The STs added materials they prepared in their
lesson plans. ST C considered meaning and usage of the structure in adding the new
material while ST S took students’ learning styles into consideration. Below extracts

are examples for their explanations of what they did.

Content of the course book was complex. It involved this structure in a
part of it but it was complicated for the children to understand. We
already had difficulty in adapting the course book because of its
complexity. For this reason I prepared this. (...) My aim was to show
them the use of was/were in a text with a meaning focus so that they
could understand it and answer the questions. (ST C)

The topic was presented in an unfavorable way in the course book. This
could confuse the students. For this reason, | wanted to use the material |
prepared for them. | aimed to make it suitable for their learning style.
(STYS)
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4.5.3. Other Challenges Experienced in Secondary School Context

Student-teachers not only encountered above mentioned in-class challenges but also
other types of challenges emerged in their practice teaching sessions. The Figure 45

summarizes other types of challenges together with STs’ practices to overcome them.

STE! 5Ts
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Q Q
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OF EACH OF THE TURN
SEEKING OTHER MOISE VOLUNTEERS
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o warning knocking making the
taking to be on the questions
care of the quiet board easier
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Figure 4.48. Other challenges and STs’ practices to deal with them

In the figure, two challenges shown at the top were related to STs’ teaching skills.
They are: student-teachers’ difficulty in explaining something in English and
difficulty in time allocation. To overcome the former difficulty, they explained
through examples, and explained in L1; and for the latter difficulty, they repeated the
same activity till the bell rang. The rest are generally discipline related problems.
They are caused by an attention seeking student who cried in the classroom,
students’ making fun of each other, making noise in the class, talking out of the turn,
and finally no volunteers found for an activity. To eliminate those problems, STs
successively took care of the attention seeking student, ignored the behavior of
making fun of, warned the noise-making students or knocked on the board, again
ignored the one talking out of the turn, and made the questions easier. What is more
that can be said is that in-service teachers have not reported experiencing such kind
of discipline related challenges. The reason for this can be explained by in-service
teachers’ experience. That is, they can be familiar with this type of student behaviors

and so they have not regarded them as in-class challenges. On the contrary, STs are
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inexperienced in classroom teaching and so they have regarded such behaviors as
challenges.

STs did not experience challenges that can be attributed to the educational policy,
such as negative backwash effect of the central exam. Because practice teaching
sessions couldn’t be planned in the 8" grades, which is the year secondary school
students sit for the central exam in Turkey. The reason for this is that both the
teachers, students, and the parents feel under pressure because of the exam, and
practice teaching sessions by the student-teachers are not welcomed for this grade by
the school administration and the mentor teacher.

4.6. Influences that Shape Pre-service English Language Teachers’ Cognitions

and Practices in relation to Dealing with In-class Challenges

This part addresses the following research question:

R.Q.3: What are the influences that shape pre-service English language teachers’
cognitions and practices in relation to dealing with most commonly experienced in-

class challenges?

4.6.1. Influences that Shape Student-Teachers’ Pre-practicum Cognitions

Student-teachers, when thinking about the situations in case-scenarios and trying to
generate strategies to deal with in-class challenges, touched upon some reasons
behind the ways of their thinking. Their thought processes revealed that their pre-
practicum cognitions are shaped by their own learning experiences and courses they
take in teacher education program. The chart below illustrates the influences and

their intensity in STs’ pre-practicum cognitions compared to each other.
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Figure 4.49. Influences that shape STs’ pre-practicum cognitions in secondary school
context

STs’ own learning experiences more intensely affect ST cognitions than courses they
take in teacher education program. Own learning experiences has a 58% rate of
reference while courses in teacher education program has 42% rate of reference in
STs’ thought processes to deal with in-class challenges. Nevertheless, by looking at
the rates, one should not infer that own learning experiences is a more important
influence that shape STs’ pre-practicum cognitions than courses in teacher education
program. All the influences that shape STs’ ways of thinking is equally valuable for
this study.

STs relate the overcoming strategies they come up with to their own learning
experiences. They refer to them for dealing with nearly all types of in-class
challenges. The following extracts set examples for other responses of the STs:

What caused me think in this way was that my previous teachers did the
same thing; they changed our seats when we chatted in the class; they
made us sit with someone we didn’t like. We couldn’t talk with
somebody we didn’t like and so listened to the teacher, or at leat sat
silently. (ST A, for off-task behavior)

In conclusion, | would care about the exam more then anything if | were
a secondary school student. For example, we, currently, care about KPSS
(The exam for selection of state employees). Therefore, I can’t ignore
students’ needs and worries as a teacher. (ST A, for negative backwash
effect of the high school placement exam)
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The reason why I think in this way is that I myself didn’t study without a
requirement. But, when | had a forcing teacher, | studied since | was
afraid of getting low marks. So, | think that forcing students really work.
For example, when | was a student in the preparatory class, we took quiz
every week and so | had to get prepared for it every week and it
contributed a lot in terms of recalling the topics. Additionally, by this
way you can really learn without memorization. You can recall everting.
(ST N, for limited study at home)

The reason why | would use the exam as a tool is that we are still
students and when an instructor says that some content is important for
the exam, we immediately care about the lesson. This was the same with
my previous experiences as a student. (ST G, for off-task behavior)

As obvious from the above extracts, a majority of the STs benefit from their own
learning histories and their own teachers’ practices. They revealed that they would
behave in parallel with their teachers to cope with challenges. However, STs, in
some situations, criticize their prior teachers’ practices and approaches. In the
following responses, STs again relate their ways of thinking to their own teachers’

practices, but this time they think they would behave in a different way from them.

Teachers ought to make self-criticism but it is not the case generally.
When | think about my previous teachers, | notice this was not the case
as well. They behave as if the problem is with the students all the time.
But, self-criticism is an important skill in teaching. If things are not going
on properly, it is also necessary that we make self-criticism. (ST C, for
limited study at home)

CDs of the course books are not usually used in classes, no teacher uses
them. Our past teachers didn’t use them as well. For this reason, if I want
to be an effective and successful teacher, | need to make some effort. |
think that | can do this by finding different materials, using better
publications, etc. (ST S, for lack of instructional aids)
Besides their own learning experiences, STs’ pre-practicum cognitions are based
upon the courses they take in teacher education program. They refered to what they
have learned in the courses to deal with in-class challenges caused by especially
grammar-oriented course book content and variety in language levels of students.

The following extracts are examples:

What causes me think in this way is the ‘methodology’ and ‘approaches
and methods in ELT’ courses here, at my university. We have learned in
the theory of those courses that language can’t be tought by only
presenting grammatical information. It is necessary to teach a language
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by developing all the skills. (ST A, for grammar-oriented course book
content)

There is no sense in teaching a language without developing speaking
and listening skills in it. The education | have taken tought me this.
Communicating is tha main aim of language learning. Knowing about the
grammar of a language is meaningless if it is not used in communicating.
Contemporary language teaching approaches always say this. (ST C, for
grammar-oriented course book content)

The four-year teacher education program | have been engaged in has

tought me this; the necessity of varying the class and teaching

techniques. We have seen this especially in the ‘approaches and methods

in ELT’ course. I have learned that especially young learners learn better

by having fun, (...) the need to address all types of learners, good or bad

in a class. | also think that it is necessary to win all the students. (ST G,

for variety in language levels of students)
STs sometimes refer to a specific course, for instance ‘approaches and methods in
foreign language teaching’ course, and sometimes to the whole program for the
strategies they generate. They think they would behave in parallel with what they
have learned, i.e. language teaching theories and theories of educational sciences,

throughout the four-year program.

4.6.2. Influences that Shape Student-Teachers’ Post-practicum Cognitions

Student-teachers’ post-practicum cognitions generated many strategies to deal with
different types of in-class challenges. Uncovering their thought processes leads us to
influences that shape STs’ ways of dealing with challenges. The chart below

illustrates the influences and their intensity in STs’ post-practicum cognitions.
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Classroom
observations
25%

Figure 4.50. Influences that shape STs’ post-practicum cognitions in secondary
school context
Influences that shape the ways STs suggest to deal with in-class challenges (after
they completed the practicum) include courses in teacher education program,
classroom observations at the host school, their own learning experiences, and their
practice teaching experiences at the host school. Courses in teacher education
program was found to effect the ST cognitions the most intensely, with a 35% rate.
Then, STs referred to classroom observations at the host school they made for the
practicum for suggesting ways to deal with challenges, with a 25% rate. With the
same percentage rate, STs fell back upon their own learning experiences to come up
with possible solutions for the challenges. Lastly, their practice teaching experiences
at the host school became a source of reference for STs to develop overcoming
strategies, with a 15% rate. However, as stated previously, identification of the rates
of influences does not mean that the influences having more percentage rates are
more important than the ones having less percentage rates. Each of the influences on
STs’ post-practicum cognitions is regarded as equally valuable for this study. The
reason why the rates are given is to present complete information about the
composition of the data. This approach of the researcher is also valid for the
following parts of the study where the rates and the results of any comparison are

presented.
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STs establish a relationship between the strategies they develop and the courses they
have taken in teacher education program. Some of them referred to the key facts of
education and the points emphasized during the program to support their opinions, as

in the following extracts.

...If the kids are engaged all the time, they wouldn’t lose their interest;
this is a well-known fact of education. (ST G, Lack of interest and
motivation)

Each student is unique and learn in different ways. This has been one of
the most important things that is emphasized throughout our four-
year education. (ST G, for Variety in English Language levels of
students)

Moreover, STs pointed to some specific courses they have taken in the teacher
education program. The courses they referred to were materials development and
evaluation in language teaching, teaching language skills, and educational
psychology when thinking about how to deal with challenges especially related to
instructional resources. They believe that teachers should make use of
theory&information in those fields to find a way out of the challenges encountered in

the class.

There is no such rule that the books are correct or they have a correct
approach all the time. One of my responsibilities as a teacher is to
evaluate this and make necessary arrangements. The one who knows a
classroom best is the teacher; and it should be under a teacher’s
authorization to use a book or not. We should benefit the courses
‘material development and evaluation’ we have taken at the university
and behave in the light of them. (ST S, for Complexity of course book
content)

Those listening activities are important. Listening, reading, writing,
speaking skills are all necessary for language learning and they shouldn’t
be ignored in classes as if they were unimportant. We should do our best.
We haven’t been engaged in a teacher preparation program in vain;
we haven’t taken specific courses that focus on the teaching of
language skills teaching in vain. The habitual application is that
listening activities are not carried out and so speaking skill is not
developed. Then, we pay for this and become individuals who know
about the grammar but can’t talk anything in English. (ST C, for
Grammar-oriented course book content)

Students don’t want to do boring things that they don’t like. And to
overcome this, it is necessary to know about some strategies and use
them. For this, it is necessary to benefit from branches of educational
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sciences like educational psychology. (ST B, for Interest value of course
book content)

Classroom observations at the host school, i.e. observing mentor teacher’s classes
gave ideas to STs which they would use in dealing with challenges. For instance, ST
N criticized some teaching practices of the mentor teacher and those views of her
shaped the way she thought over dealing with challenges after the practicum. Below

extracts exemplify the case.

It is wrong to teach the topics one after another in such a short academic
period. The topics should be presented through sufficient and varied
activities for a permenant learning. But, this is not the case in schools;
teachers may just present a topic for the sake of having taught it and then
move on to the next. Then, students try to adapt themselves to the newly
presented topic without having learnt the previous one properly.There
were cases of this kind ,at least, at the school | went for practicum. (ST
N, for Complexity of course book content)

We can’t achieve permanent learning of grammar points if we teach them
only through paper and pencil activities without supporting them through
speaking, writing, etc. They are memorized and then forgotten in this
way. However, this is what is done in classes. It is taken for granted
that the topic has been learnt once several fill in the blanks exercises
have been done. (ST N, Grammar-oriented course book content)

Additionally, STs drew out some of the incidents in the classroom and those
observations formed a know-how that influence their ways of overcoming challenges
after the practicum. The following extracts explain the idea behind STs’ overcoming

strategies.

Things that are not revised are forgotton. Revision that is made through
enjoyable ways is more beneficial. 1 have observed that students
especially of this age like learning through games very much. For this
reason, | would deal with this problem by the help of games. (ST B, for
Limited study at home)

... I would do this because I know that students don’t revise and don’t do
homework if you set them free. | observed this in the class in person.
They don’t do anything if there is no forcing reason. (ST A, for Limited
study at home)

As | said before, we have to be tactful. We will already experience a lot
of unexpected challenges with students. We have observed that how
much changeable is the classroom atmosphere. One classroom isn’t
the same as another one. Course books can be more fruitful if we make
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up their deficiencies beforehand and we can enhance the use of them. (ST
C, for Grammar-oriented course book content)

Own learning experiences is another powerful influence on STs’ thought processes.
It can be clearly inferred from their responses that STs fall back on their prior
experiences as a student and this obviously helps them emphatize with students. The
following responses show that they put themselves in students’ place while finding

out overcoming strategies for different in-class challenges.

We have been students and experienced the same situation many
times. Trying to write something meaningless makes no sense. First,
students should be directed to writing through enjoyable activities for
increasing motivation and a meaningful context is required. (ST C, for
Interest value of course book content)

Being in the position of sitting for an exam is a really bad feeling. Their
focus wouldn’t change even if we explain the benefit of those. Having an
exam shapes a person in this way. (ST C, for Negative backwash effect
of the high school placement exam)

Doing the same things all the time results in unwillingness. It is in a
teacher’s hands to color learning. We have seen such teachers that could
do this or couldn’t do this in our years of experiences as students. (ST A,
for Interest value of course book content)

Practice teaching experiences, which are first actual teaching practices of the STs in
this study, have become a source of reference for them in finding out ways to
overcome in-class challenges. It is seen that they reflect on the incidents and student
attitudes that took place during their practice teaching sessions. Further, they benefit

from them in generating strategies for dealing with different in-class challenges. The

following extracts set examples for the case.

Students who have been accustomed to the use of Turkish in English
classes may have difficulty, so it is necessary to support teaching through
visuals and bodily movements. They really don’t understand when you
teach through plain talk. But, they can understand better when you
support your talking. | experienced this when | taught at the practicum
school. (ST A, Difficulty in understanding E-medium T-Talk)

It would be boring for them to write about something they already
know. Children like writing about new things, doing new things
more. They enjoyed when | presented a different activity than their
teachers in the classes | tought at the host school. (ST N for Boring
course book content)
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Students would get rid of their negative attitudes if we persuade them
that they could understand classroom talk in English. They get
accustomed to it in time; for example in the class | tought at the host
school, their teachers thought that they didn’t understand and always
talked in Turkish. But, | talked in English in all three classes | tought.
First they complained a lot, they said that they didn’t understand, but this
faded gradually. They got accustomed to my style. Most of them
understood. (ST N, for Difficulty in understanding E-medium T-Talk)

4.6.3. Influences that Shape Student-Teachers’ Practices

Student-teachers, when recalling their practices to overcome the in-class challenges
they encountered, mentioned influences that shape their practices. Five main
influences were identified. They are: (1) student-teachers’ own learning experiences,
(2) classroom observations at the host school for the school-based practicum, (3)
courses they have taken during the teacher education program, (4) their practice
teaching experiences, and (5) mentor teacher’s recommendations. The figure below
shows the influences compared by number of reference (by STs in stimulated recall

interviews).

Classroom
observations
20%

Figure 4.51. Influences that shape ST practices in secondary school context

According to the diagram, STs’ own learning experiences play the biggest role in
shaping their practices with a 34 % rate. STs referred to their own learning

experiences in the following situations:
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Knocking on the the board or table was a technique my previous teachers
employed when | was a student and it always worked. That time 1 did the
same thing. (ST A, to overcome making noise)

This was the same when we were students; we only followed the book;
different activities weren’t carried out. Everybody except from the ones
who had special interest in English got bored. (ST A, to deal with Interest
value of course book content)

We behaved in the same way when we were students. We were bored
of the course book because course books were not prepared well. (ST A,
to deal with Interest value of course book content)

Under that condition, | thought that | had to choose between two groups.
And, | focused on the group that had difficulty in understanding. | tried to
address them because | thought that if | had always addressed the higher
level students, | could have lost the other students. For example, | was a
high achiever at school, and | even observed that | was disliked since
my teachers frequently gave the turn to me. (ST G, to overcome variety
in language levels of students)

As seen from the extracts, STs were inspired by their learning experiences, such as
previous teachers’ practices, classroom routines, and their own studentship to find a

way to overcome in-class challenges. Lortie (1975) termed this as “apprenticeship of

observation” and explained this phenomenon with his following words:

(...) There are ways in which being a student is like serving an
apprenticeship in teaching; students have protracted face-to-face and
consequential interactions with established teachers. (...) we can estimate
that the average student has spent 13.000 hours in direct contact with
classroom teachers by the time he graduates from high school. (...) The
interaction, moreover, is not passive observation — it is usually a
relationship which has consequences for the student and thus is invested
with affect (p. 61).

Classroom observations at the host school, courses in the teacher education
program, and their practice teaching experiences equally influence STs’ practices

with 20% rate. They benefited from them and made their decisions accordingly.
Examples for each are given in the following extracts:

When a teacher goes with the ones who raise hands all the time and
ignores others, they mostly get completely distracted from class. | even
observed that they closed their books and just sat in the class. (ST A, to
ovsercome Variety in Language Levels)
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O observed in my previous classes that students got bored with the
course book after a while. (ST G, for Interest value of course book
content)

We used those songs a lot while preparing activities for our ‘Teaching
English to Young Learners’ course at the third grade of our teacher
preparation program. Having this in mind, | googled this song while
getting prepared for the lesson. (ST N, to overcome lack of teaching aids)

Practice may be very different from theory. We pretend to do something
in theory, but things are not same in practice at schools. Everything is
natural and real. A student asks something and you get stuck. So, Turkish
can be used for points that are not understood at all. However, using
English is necessary and important. (ST C, to overcome Difficulty in
Understanding E-medium T-talk)
The last thing STs were affected was mentor teacher’s recommendations With 6%
rate. One ST reported that her reaction in a situation was as the way her mentor

teacher advised.

There were students who didn’t want to study in the same group. But, I

convinced them. I thought that a teacher shouldn’t do whatever students

want. Our mentor teacher at school recommended that. (...) he said if

you do whathever they want they may take advantage of it and also all

the others would like to have it. So, | behaved in this way. (ST G)
To sum up, STs’ pre-practicum and post-practicum cognitions, and practices in
relation to dealing with most commonly experienced in-class challenges host various
considerations, beliefs, views and purposes originating from different entities in
student-teacher lives. The next part presents if there is a relationship between STs’

pre-practicum cognitions, their practices, and post-practicum cognitions.

4.7. Relationship between Pre-service English Language Teachers’ Cognitions

and Practices

This section addresses the following research question:

R.Q. 4: Is there a relationship between pre-service English language teachers’ pre-
practicum cognitions, classroom practices, and post-practicum cognitions in relation
to dealing with the most commonly experienced in-class challenges in foreign

language teaching?
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Searching for a relationship between pre-service teachers’ cognitions and
instructional practices is thought to be meaningful to gain insights into different
dimensions of teaching profession, such as transition from being a student to being a
teacher, very first experiences in teaching and making sense of them, learning
teaching, novice teacher development, etc. With this purpose in mind, this part
attempts to search for a relationship between pre-service English language teachers’
cognitions prior to involving in an instructional environment, their actual classroom
practices, and their cognitions after involving in such an environment as an active
agent. First, types of in-class challenges and student-teachers’ ways of dealing with
them are cross-tabulated and examined to determine if there is a correspondence
between student-teachers’ thinking processes and practices. Then, by looking at
student-teachers’ overcoming strategies, conclusions are drawn in terms of their

ways of dealing with the categories of in-class challenges.

4.7.1. Learner-Related Challenges

There is a great variety of overcoming strategies student-teachers employed or
considered employing to deal with learner-related challenges. The table below
summarizes the strategies student-teachers came up with in their pre-practicum
cognitions, classroom practices, and post-practicum cognitions according to the types
of in-class challenges. When we search for a relationship between the strategies
student-teachers employed in their instructional practices and the ones they
considered employing in their mental lives prior to and after practicum, three patterns
emerge. In the first pattern, it is observed that student-teachers generated strategies
that have one-to-one correspondence in three states (pre-practicum cognitions,
practices, and post-practicum cognitions). That is, same strategies emerged in STs’
pre-practicum cognitions, practices, and post-practicum cognitions. Strategies that
have one-to-one correspondence in three states are shown with bold font on the table.
In the second pattern, student-teachers generated strategies that have one-to-one
correspondence in two states. That is, same strategies emerged in student-teachers’
pre-practicum cognitions — post-practicum cognitions, pre-practicum cognitions —

practices, or practices — post-practicum cognitions. Namely, two out of three
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strategies are the same. On the table, strategies that have one-to-one correspondence

in two states are underlined.

Frequencies of strategies that have one-to-one correspondence in three states and
one-to-one correspondence in two states were also counted. It was found out that
student-teachers came up with fifty-five strategies in total to deal with in-class
challenges, thirty-three of which are totally different and the rest are re-occurring.
Five strategies (asking questions, organizing peer learning, using body language,
using visuals, and reviewing the topic) emerged in all the three states of STs, which
creates one-to-one correspondence between their cognitions and practices. For
instance, ‘organizing peer learning’ emerged as a strategy in pre-practicum
cognitions, practices, and post-practicum cognitions of the student-teachers to deal
with ‘variety in language levels of students’ or ‘using visuals’ appeared as a strategy
to deal with ‘difficulty in understanding English medium T-talk’ in STs’ pre-
practicum cognitions, practices and post practicum cognitions. This shows the
existence of one-to-one correspondence between ST cognitions and practices.
Besides that, twelve strategies create one-to-one correspondence in two states
between STs’ cognitions and practices by appearing in two out of three states. To
exemplify, ‘playing games’ was generated as a strategy to deal with ‘off-task
behavior’ in STs’ practices and post-practicum cognitions but not in their pre-
practicum cognitions. However, sixteen strategies have no correspondence since they
appeared only in their pre-practicum cognitions, practices, or post-practicum
cognitions. For example, ‘using wait time” was employed as a strategy in dealing
with ‘variety in English language levels of students’, yet it didn’t emerge in either
pre-practicum cognitions or post-practicum cognitions. For other examples, please
study the Table below.
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Table 4.4. Relationship between pre-service English language teachers’ cognitions and practices in relation to dealing with learner-
related challenges

PRE-PRACTICUM POST-PRACTICUM
COGNITIONS | | PRACTICES "1 “cocnITiIons | f
In-class

challenges ST strategies G|IC|A|N|B|S G C Al N |B|S GIC/AIN|B|S

1.0ff-task Changing the X X | X|X|[X]5 X |1 -
behavior seats
Asking X X 2 XX X |3 X | X 2
guestions
Using the exam | X 1 - -
as a tool
Ignoring -
Warning - X | xXx| 3 -
individually
Playing games - XX 2 X 1
Giving 5 X 1 -
responsibility
Varying mats. - - X | X X |3
and acts.
Giving a quiz - - X |1
2.Variety in Turn giving X X | 2| XXX | XXXXX | XX | X X | xx |14 -
English Avoiding X | X 2| X XX | XXXX X | 8 -
Language pressure on
levels of lower level
students students

Preparing extra | XX X |3 - X 1
mats.

X
=
1
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Table 4.4 Relationship between pre-service English language teachers’ cognitions and practices in relation to dealing with learner-
related challenges (cont’d)

Organizing peer
learning

=

Positive reinforcement

XX

x

XX

x

XX

Switching to L1

Using wait time

XX

x

Re-explaining

XX

XX

Being undecided

XX

XX

oo~

Varying mats.and acts.

N

3.Difficulty in understanding
E-medium T-talk

Mixing the codes

Using body lang.

x

N

Setting up a rule

Using visuals

Switching to L1

RN

Showing examples

XX

XXX

Explaining individually
or in groups

XX

XX

Ml OO0

Insisting on talking in
English

XX

XX

Rephrasing the question

4.Limited study at home

Assigning performance
project

Giving a quiz

Reviewing the topic

X

Questioning his
teaching style

Grading




4.7.2. Resource-related Challenges

Several strategies emerged in student-teachers’ cognitions and classroom practices
for dealing with challenges due to the curriculum. The table below summarizes the
strategies found. Student-teachers generated twenty-seven strategies in total to
overcome four types of challenges in this category. Of them, ten strategies are
different and the rest are re-occuring ones. As for the relationship between student-
teachers’ mental processes and practices in terms of their ways of dealing with
challenges in this category, one-to-one correspondence in three states is observed
with seven strategies that emerged in pre-practicum and post-practicum cognitions
and in their practices. For instance, to deal with grammar-oriented course book
content, STs considered using omitting and adding material as a strategy in their pre-
practicum and post-practicum cognitions and employed this in their practices. They
are shown in bold font on the table. One strategy created one-to-one correspondence
in two states by appearing in pre-practicum and post-practicum cognitions, but not in
their practices. That is, they thought making use of ‘re-ordering the unit’ as a way to
deal with complexity of the course book content, yet they didn’t employ this in their
practices. That is underlined on the table. Four of the strategies have no
correspondence between cognitions and practices since they emerged only in
student-teachers’ cognitions or practices. To exemplify, STs regarded ‘using the
exam as a threat’ as a strategy to deal with interest vaue of course book content in
their pre-practicum cognitions, but it didn’t appear again in their practices and post-

practicum cognitions.
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Table 4.5. Relationship between pre-service EFL teachers’ cognitions and practices in relation to dealing with resource-related

challenges
PRE-PRACTICUM POST-PRACTICUM
COGNITIONS PRACTICES COGNITIONS
In-class challenges ST strategies G| CJ|A|N B C|A|N|B G C |A|N
1.Lack of instructional aids | Bringing own X | x | x| X X X | X X X
equip.
Using the internet X X X X X X X
Reading the text X | x X X | X X X X
himself
2.Interest value of course Omitting & X X X | XX | XX XX | XX X
book content Adding mat.
Modifying the mat. XX X X X
Changing the course X
book
Giving a refreshing XX | X
break
Using the examasa | X
threat
Forcing the sts to do XX
the act.
3.Complexity of course book | Omitting & X X X X X X X
content Adding mat.
Re-ordering the unit | x X X X X
4.Grammar-oriented course | Omitting & X X X X X XX | X | XX X | Xxx
book content Adding mat.




4.7.3. Educational Policy -Related Challenges

Negative backwash effect of the high school placement exam was the type of
challenge that was worked through in this category and the STs generated a few
strategies to deal with it in their pre-practicum and post-practicum cognitions.
However, we could not observe their ways of dealing with this type of challenge in
their practices since — as mentioned before- practice teaching sessions couldn’t be
arranged with the 8" graders due to above mentioned reasons. Therefore, in this
category, we search for a relationship between pre-practicum cognitions and post-
practicum cognitions of the student-teachers but not their practices. Examining their
ways of dealing with negative backwash effect, we found out that two strategies
(dividing the class hour and explaining the benefits of teacher’s way of teaching)
have one-to-one correpondence between their pre-practicum cognitions and post-
practicum cognitions. One strategy (cooperating with the counselor) emerged only in
pre-practicum cognitions but not in post-practicum cognitions. Therefore, it can be
said that cognitions of pre-service teachers remained the same before and after the

practicum.
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Table 4.6. Relationship between pre-service English language teachers’

cognitions in relation to dealing with educational policy-related

challenges
PRE-PRACTICUM POST-PRACTICUM
COGNITIONS COGNITIONS
In-class challenges ST strategies G|C|A]|N G|CJ|A]|N
1.Negative backwash effect of the high Dividing the class time X X X X X X X X
school placement exam Explaining the benefits of teacher’s X X

way of teaching

Cooperating with the counselor




We studied the rate of correspondence between STs’ cognitions and practices
according to the categories of in-class challenges. The rates were found by
calculating the rate of strategies that have one-to-one correspondence in three states
and one-to-one correspondence in two states in percentages. It can be said that
student-teachers’ ways of dealing with resource-related challenges, that have a 59%
rate of one-to-one correspondence in three states, established a stronger relationship
compared to their ways of dealing with learner-related challenges that have a 15%
rate of one-to-one correspondence in three states. On the other hand, if we compare
the categories of learner-related challenges and resource-related challenges in terms
of the rate of strategies that have no correspondence between cognitions and
practices, we see that the rate of strategies that have no correspondence is higher
(49%) for the former category than the latter (33%). It can be said that this also
supports the finding that strategies generated to deal with resource-related challenges
establish a stronger relationship. The category of educational policy - related
challenges was not included here since a three way relationship (between pre-
practicum cognitions, practices, and post-practicum cognitions) is not applicable for

this category.

M Learner-related challenges Resource-related challenges

59

49

33
15
J :
one-to-one Correspondence in one-to-one correspondence in no correspondence
three states two states

Figure 4.52. Comparison of correspondence rates in percentage between STs’
cognitions and practices according to the categories of in-class
challenges
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The reason why student-teachers establish a stronger relationship between their
cognitions and practices in dealing with resource-related challenges than learner-
related challenges may depend on the very human factor. Challenges due to learners
may embody various aspects to consider when finding ways to deal with them and
every individual teacher may have different points of view in doing that. Those
aspects may have psychological, sociological, educational, etc. backgrounds that
affect both learners and teachers in a decision-making process. And, this variety is
thought to account for weaker relationship between student-teachers’ overcoming
strategies in their cognitions and practices in learner-related challenges compared to
resource-related challenges. As for the challenges due to the resources, stronger
relationship between strategies student-teachers came up with in their cognitions and
practices may be due to more systematic and formulaic ways those types of
challenges seem to evoke for solution. Simply, there are many reference books that
present ways like formulas to deal with such challenges on the market and student-
teachers most probably contact with those publications, at least in the courses of the

teacher education program.

Moreover, when we consider the results regarding the correspondence between
cognitions and practices of pre-service teachers in this study, and look at the
individual pre-service teachers’ strategies generated to deal with the challenges; it is
observed that they generated discrete strategies, especially in dealing with learner-
related challenges, in their cognitions and practices. The reason for this is thought to
be the lack of teaching experience and the fact that they have not yet built up piles of
classroom teaching routines that they tested before. Therefore, it can be concluded
that this phenomenon, together with the human factor in dealing with learner-related
challenges, results in a fluctuation in individual pre-service teachers’ ways of dealing

with the challenges in their cognitions and practices.

Another unit of comparison for establishing relationship between student-teachers’
cognitions and practices is the influences that shape their ways of thinking. The

figure below illustrates the relationship.
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teacher edu.
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own learning
experiences
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PRACTICLUM FRACTICES FRACTICLIM
COGMITIONS COGMITIONS

practice
teaching
experiences

mentor teacher's
recommendations

classroom
observations

Figure 4.53. Network explaining the relationship between STs’ cognitions and
practices in terms of the influences that shape their ways of thinking
The lines symbolize the influences that emerged in their cognitions and practices. In
the figure, influences written in ellipse shape mean that they emerged in all pre-
practicum cognitions, practices, and post-practicum cognitions. Therefore, it can be
said that student-teachers’ own learning experiences and courses they take in teacher
education program commonly shape their ways of thinking before and after they
experience the school environment and when practicing as a teacher. The influences
written in diamond shape mean that they emerged in their practices and post-
practicum cognitions, but not in the pre-practicum cognitions. As a matter of fact,
those two influences, classroom observations and practice teaching experiences,
can’t possibly shape their pre-practicum cognitions, since they don’t have any such
experiences before the practicum. Therefore, it can be said that school-based
practicum does shape student-teachers’ both instructional practices and cognitions in
relation to dealing with in-class challenges. The influence written in octagon shape
means that it emerged only in student-teachers’ practices, but not in their pre-
practicum or post-practicum cognitions. That is, mentor teachers’ recommendations
slightly shape student-teachers’ practices in this study. However, it is clear that they
don’t consider mentor teacher recommendations while dealing with challenges in

their mental lives.
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Furthermore, if we compare the influences that shape pre-service English language
teachers’ cognitions and practices and present the results in percentages, it is clear
that pre-service teachers’ own learning experiences is the strongest influence on their
pre-practicum cognitions and practices. However, own learning experiences has a
relatively less impact on pre-service teachers’ post-practicum cognitions. Courses in
teacher education program come out as the strongest influence shaping their post-
practicum cognitions. Classroom observations at the host school and practice
teaching experiences are considerable influences that shape the pre-service
teachers’instructional practices and post-practicum cognitions. They are already not
expected to influence pre-practicum cognitions since pre-service teachers do not
have any such experiences before the practicum. Finally, mentor teacher
recommendations have the weakest influence only on pre-service teachers’ practices.

The following table displays the results of the comparion in percentages.

Table 4.7. Comparison of influences that shape pre-service teachers’ cognitions and
practices in percentages

Influences that shape pre-service teachers’ Pre-practicum Practices Post-practicum
cognitions and practices cognitions cognitions
Own learning experiences 58 % 34 % 25 %
Courses in teacher education program 42 % 20 % 35 %
Classroom observations - 20 % 25%
Practice teaching experiences - 20 % 15%
Mentor teacher recommendations - 6 % -
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CHAPTER 5

CONCLUSION

5.1. Overview of the Chapter

This chapter includes discussion of the main results of the study and comparison of
the results with previous research in the teacher cognition literature. The chapter
continues with the implications of the results in terms of the foreign language teacher
education programs in Turkey, and suggestions for further research in the area.

5.2. Discussion of the Study

This qualitative study started with an attempt to investigate cognitions and practices
of pre-service English language teachers in dealing with most-commonly
experienced in-class challenges and then was expanded to search for the influences
that shape their ways of thinking in their cognitions and practices, together with the
correspondence between their ways of dealing with the challenges in their cognitions
and practices. With this aim, four research questions were addressed and the study
revealed the following major results:

(1) Pre-service teachers generated various strategies to deal with in-class challenges
in their pre-practicum cognitions, practices, and post-practicum cognitions.
(2) Courses in teacher education program, their own learning experiences, classroom

observations at the host school, their practice teaching experiences, and mentor
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teacher’s recommendations emerged as influences that shape their cognitions and
practices in dealing with those challenges.

(3) Pre-service teachers generated more strategies that have one-to-one
correspondence in their cognitions and practices to deal with resource-related
challenges than learner-related challenges. Pre-service teachers also generated
strategies that have one-to-one correspondence to deal with educational policy-
related challenges in their pre-practicum and post-practicum cognitions (we could
not obtain practice data for educational policy-related challenges because of

aforementioned reasons).

The results of the study and the assertions made according to the results are
summarized on the following network. On the network, the ellipses that are
identified as number 1 include the types of in-class difficulties and rounded
rectangles identified as number 2 include the categories of in-class challenges. The
note squares identified as number 3 are the list of strategies generated by pre-service
teachers to deal with in-class challenges in their cognitions and practices. The
rectangles identified as number 4 are the results regarding the correspondence
between cognitions and practices in dealing with the challenges. The octagons shown
as number 5 are the assertions drawn in relation to the correspondence between
cognitions and practices. The circle in number 6 tells about the influences that shape

the pre-service teachers’ cognitions and practices in dealing with the challenges.
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5.2.1. Discussion of the Results Regarding Pre-service English Language
Teachers’ Cognitions and Practices in relation to Dealing with In-class
Challenges

In the study, six pre-service teachers’ ways of dealing with in-class challenges in
teaching English were examined both on the cognition and practice dimensions. Pre-
service teachers generated a multitude of strategies to deal with learner-related
challenges, resource-related challenges, and educational-policy related challenges.

There seems to be no studies focusing on the personal accounts of pre-service
English language teachers’ cognitions and practices in relation to dealing with most
commonly experienced in-class challenges. However, studies focusing on other
aspects of teaching in the field of pre-service teacher cognition reveal that there is a
fluctuation of pre-service teachers’ cognitions and practices, which can be attributed
to the lack of teaching experience, not yet developed classroom routines, and their
beliefs that are still forming (Basturkmen, 2012; Buehl and Beck, 2015; Ogan-
Bekiroglu and Akkog, 2009). Therefore, it is thought that the multitude of strategies
generated to deal with in-class challenges in their cognitions and practices may be

due to those facts about pre-service teachers.

5.2.2. Discussion of the Results Regarding Influences that Shape Pre-service

English Language Teachers’ Cognitions and Practices

The results of the present study indicate that there are some influences that shape
pre-service English language teachers’ cognitions and practices in dealing with in-
class challenges. They are pre-service teachers’ own learning experiences, courses
they take in teacher education program, classroom observations at the host school
during practicum, their practice teaching experiences, and finally mentor teacher
recommendations. It is clear that pre-service teachers’ own learning experiences and
courses in teacher education program have the strongest influence on their cognitions
and practices in dealing with challenges since they emerged in all the pre-practicum

cognitions, practices and the post-practicum cognitions. Moreover, pre-service
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teachers referred to these two phenomena relatively more in percentage compared to
others in their cognitions and practices.

The results of this study regarding influences that shape pre-service English language
teachers’ cognitions and practices find support from the existing literature on teacher
thinking. Parallel to the results of this study, a general consensus has been reached
that foreign language teacher education, teachers’ prior language learning
experience, and their classroom experience are affecting teachers’ thought processes
(Zheng, 2009). Research carried out in different contexts expands the list of
influences. For instance, Farrel (2008) reported that he found out teachers’ previous
schooling, teacher education program, and their first year socialization in the school
culture impacting on first year teachers’ instructional practices. On the other hand,
some of the researchers evaluated the extent to which those influences impact on
their cognitions. Urmston (2003) found out the strong influence of pre-service
teachers’ own learning experiences and time passed in classrooms for the practicum,
while he regarded the influence of training taken in teacher education programs as
relatively less according to the results of his longitudinal study. Furthermore, if we
re-examine the results of this study regarding influences that shape cognitions and
practices of pre-service teachers, it is possible to consider classroom observations at
the host school and practice teaching experiences as ‘time passed in the classrooms’
and regard this as a strong influence on pre-service teachers’ post-practicum
cognitions and practices. A more complex picture emerged in Almarza’s (1996)
study that student-teachers organized the teaching of subject matter during practice
teaching as they were taught in the teacher education courses, which shows the
influential role teacher education plays. Surprisingly, pre-training knowledge of the
student-teachers formed the basis for the discussions of their instructional activities,
which she regarded as a sign of conflict between what they do and think. However,
in this study, pre-service teachers’ cognitions and practices are found to be
influenced by a combination of the teacher education program and the pre-service
teachers’ own learning experiences, rather than in a conflicting manner in the

discussions and practices of pre-service teachers in Almarza’s study.

There are studies that focus only on the influence of teachers’ own experiences as

students on their beliefs and instructional practices. In fact, the effect of (pre-service)
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teachers’ own learning experiences is fairly uncontroversial in the body of work
addressing the influences on teacher thinking and practice. Research by Bailey et.al.
(1996) is among the studies which examined the apprenticeship of observation with
seven teacher-learners and identified the impact of this phenomenon on four aspects
of teaching. Warford and Reeves (2003) also traced apprenticeship of observation in
the instructional practices of nonnative English speaking teachers. Numrich (1996)
reported that the effect of learning an L2 is often carried over to the teaching of an
L2, either by “replicating” or “rejecting” techniques used by previous teachers. This
finding of Numrich’s (1996) research is fully in line with the present study in that
pre-service teachers in this study praised and replicated some of their previous
teachers’ approaches to language teaching, while they criticized and rejected some of

them in their cognitions and practices in dealing with in-class challenges.

There are varying conclusions about the impact of teacher education programs on
teacher thinking and the extent to which the programs change teachers’ beliefs.
Richards and Pennington’s (1998) study revealed that the teachers mostly ignored
and abandoned the principles they had been taught in their teacher preparation
program and they concluded that the teacher preparation program could not make
changes in the teachers’ schema against cultural classroom tradition they had
experienced as students. In another study, Pennington and Urmston (1998) claimed
that graduating English language teachers were not greatly affected by the
coursework in the teacher preparation program but rather by the teaching culture of
the local education context, in which they involved as students for many years and as
student-teachers during the program. Nevertheless, in this study teacher education
program was found to be a strong influence on pre-service teachers’ pre-practicum
and post-practicum cognitions and practices. That is, in the post-practicum
cognitions of pre-service teachers, who are in the position of graduating and being
qualified as teachers of English, courses in teacher education program have the
strongest influence (with 35%) that shape their cognitions in dealing with challenges.
Similar to that, the effect of the program on pre-service teachers’ beliefs and
practices regarding an aspect in language teaching -reading instruction- was
investigated by Grisham (2000) and the evidence of the influence of the program was
found in that the participants’ turned out to be more constructivist as the program

progressed.
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As for the influence of mentor teachers at the host school on pre-service teachers’
cognitions and practices, this study have traced a relatively less influence of mentor
teacher on pre-service teachers’ practices. The possible reason for this little influence
may be due to the pre-service teachers’ perceptions of the mentor teacher they
worked with. Because it was observed during the stimulated recall interviews that
they sometimes criticized the mentor teacher’s classroom applications, such as the
extent to which L1 is used in the classroom. On the contrary, Rakicioglu (1012)
found that pre-service teachers’ sense of efficacy beliefs regarding classroom
management had a significant relationship with the personal practical attributes of
the mentor teachers.

The next section discusses the results regarding the relationship between pre-service
English language teachers’ cognitions and practices in dealing with in-class
challenges.

5.2.3. Discussion of the Results Regarding the Relationship between Pre-service

English Language Teachers’ Cognitions and Practices

There are three patterns of relationship emerging between pre-service teachers’
cognitions and practices in dealing with in-class challenges. They are one-to-one
correspondence in three states in which same strategies emerged in STs’ pre-
practicum cognitions, practices, and post-practicum cognitions; one-to-one
correspondence in two states in which same strategies emerged in student-teachers’
pre-practicum cognitions — post-practicum cognitions, pre-practicum cognitions —
practices, or practices — post-practicum cognitions; and no correspondence in which
the strategies appeared only in their cognitions or practices. The data revealed that
student-teachers’ ways of dealing with resource-related challenges showed a
stronger relationship compared to their ways of dealing with learner-related

challenges.

The reason why pre-service English language teachers generated more strategies that
have one-to-one correspondence in their cognitions and practices to deal with
resource-related challenges than learner-related challenges (namely, the reason for

the stronger relationship for the resource-related challenges) may depend on the very
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human factor. Challenges due to learners may embody various aspects to consider
when finding ways to deal with them and every individual teacher may have different
points of view in dealing with them in different occasions. Those aspects may have
psychological, sociological, educational, etc. backgrounds that affect both learners
and teachers in a decision-making process. As Clandinin and Huber (2005) state
“teachers teach what each situation, each encounter pulls out of their knowing” (p.
43). Borg (2006), with an inclusive point of view, highlights “the mediating
influence of contextual factors” to explain the non-linear characteristic of the
relationship between cognitions and practices and the fact that cognitions and
practices may not always concur (p. 275). Therefore, dealing with in-class
challenges, which is an aspect of teaching, has a situation specific nature. And, this is
thought to account for the relatively weaker relationship between pre-service
teachers’ cognitions and practices in overcoming learner-related challenges. As for
the challenges due to the curriculum, stronger relationship between strategies pre-
service teachers came up with in their cognitions and practices may be due to more
systematic and formulaic ways those types of challenges seem to evoke for solution.
Simply, there are many reference books that present ways like formulas to deal with
such challenges on the market and they most probably contact with those

publications, at least in the courses of the teacher education program.

Moreover, when we consider the results regarding the relationship between
cognitions and practices of pre-service teachers in this study, and look at the
individual pre-service teachers’ strategies; it is observed that they generated diverse
strategies, especially in dealing with learner-related challenges, in their cognitions
and practices. Basturkmen (2012) found that experienced language teachers’ beliefs
and practices are more in congruence when compared to less experienced language
teachers and pre-service language teachers. The reason for this is thought to be the
lack of teaching experience and the fact that they have not yet accumulated piles of
classroom teaching routines that they tested before. Breen et.al. (2001) called this “a
repertoire of classroom practices” that have been tested out and reflected upon (p.
493); and in Kennedy’s (2004) terms it is “accumulated principles of practice” about
how to respond to certain situations (p. 11). Moreover, the place of routines in
decision-making has been revealed by the existing research into teachers’ decision

making processes. Joyce (1978-79) stated that teachers rely on their routines in their

156



instructional decisions and further found out that “teachers are reluctant to change
their routines, even if they are not proceeding as well as expected” (cited in
Shavelson, 1993: 408). Leinhardt and Greeno (1986) also mention “teacher behavior
in particular settings” as routines (cited in Joram and Gabriele, 1998; p. 177).
Shavelson, (1993) explains why teachers tend to rely on routines and not willing to
vary their reactions. Cimen and Karaman (2014) focused on interactive decisions of
English language teachers and found similar results that the majority of teachers
participating in their study stated that they rely on routines while making interactive
decisions because routines provide consistency both on the side of the teachers and
students. Therefore, it can be concluded that this phenomenon, together with the
human factor (i.e. contextual factors) in dealing with learner-related challenges,
results in a fluctuation in individual pre-service teachers’ ways of dealing with the
challenges in their cognitions and practices. However, when we look at the strategies
generated by them as a cohort, more correspondence is observed between their
cognitions and practices. Parallel to this, Breen et. al.’s (2001) study revealed
relatively more individual diversity in the practices and underlying principles of
language teachers compared to the diversity of the whole group principles and
practices since “the whole group data revealed a particular pattern in the links that
the teachers made between principles and practices” (p. 470). Similarly, Powers,
Zippay, and Butley (2006) investigated the connections between student-teachers’
beliefs and practices in literacy assessment during a yearlong coursework. The
results indicated that “teacher beliefs and their classroom instruction are often
inconsistent due to a variety of variables such as the pressure to conform to a

particular school philosophy and/or government mandates” (p. 121).

5.3. Implications for Foreign Language Teacher Education Context in Turkey

There are a number of implications that can be drawn in this study for English
language teacher educators, foreign language teacher preparation programs, and the
practice teaching component of those programs in Turkey. Firstly, this study put
forward the commonly experienced in-class challenges in teaching English at
secondary school context. Types and classifications of in-class challenges

determined in this study can be used for raising the awareness of pre-service English
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language teachers, especially in school experience and practicum classes. Further,
pre-service English language teachers may be trained in terms of dealing with those
challenges and theory-informed solutions may be suggested. Case-based methods
can be adopted in training pre-service teachers and scenarios of in-class challenges
may be used for this aim. The use of real in-class challenges explained in scenarios
may provide opportunities for pre-service teachers to think over them and produce
ideas for solutions which they may benefit in their induction year. This may also be
an effective way for developing their instructional skills. Further, cases can be
analyzed by integrating theories in discussions, and by this way pre-service teachers’
knowledge of theory can be extended, tested, and consolidated (Sykes and Bird,
1992).

Moreover, the study contributes the literature on the influences that shape cognitions
and practices of pre-service English language teachers. The overall results of the
study indicate that pre-service teachers’ own learning experiences, courses they take
in teacher education program, classroom observations at the host school during
practicum, their practice teaching experiences, and finally mentor teacher
recommendations are the influences shaping their cognitions and practices in dealing
with in-class challenges. Teacher education programs can create opportunities for
pre-service teachers to be conscious of their own thought processes, because what
shapes their instructional practices is their thinking. In some courses such as school
experience and the practicum, teacher educators can provide opportunities to make
pre-service teachers’ thought processes explicit and work on them. Only by this way
can they reconstruct their cognitions. There are researchers who recommend
examining pre-service teachers’ prior knowledge about teaching and their own
learning experiences in teacher preparation courses. Oztiirk (2014), based on the
results of his dissertation, suggests that “it is essential to create awareness in
cognitions to be able to create changes in actions” (p. 188). Almarza (1996) also
recommends that “teacher education courses should aim to provide space and means
by which student teachers can bring up and examine their pre-training knowledge in
order to see how it relates to teacher education knowledge, so that learning is more
meaningful” (pp. 73-74). Farrel (1999, p. 1) arose an important question as “how
these prior experiences (...) can be made more conscious and integrated into the

curriculum?” and suggested incorporating self-reflection in teacher education courses
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with the aim of bringing the prior experiences to the level of awareness, and then
evaluating those prior beliefs in light of alternative views presented in the course.
Because, as Zheng (2009) claims, EFL pre-service teachers can identify and assess
their beliefs when their unexamined and tacit beliefs turn into explicit beliefs, and by
this way, EFL teacher education programs can be informed. If the beliefs of pre-
service teachers are not examined or are not brought to consciousness, they remain
hidden and implicit (Burnes, 1993 as cited in Farrel, 1999). This is important because
as Kagan (1992) states, pre-service teachers’ beliefs act as filters and “the filters
created by prior beliefs can make effective communication between pre-service

teachers and teacher educators problematic” (Joram and Gabriele, 1998, p. 176).

However, the real question here is how to provide opportunities for real self-
reflection. Reflection needs to be re-built. Academic advisors need to give pre-
service teachers more than a prompt for their reflection to take place because
this leads to generic self-reports of pre-service teachers in their practicum reports or
in class discussions. Teacher educators should encourage them to think about their
beliefs, practices, and the theory. This can be done through stimulated recall sessions
as in this dissertation, yet it does not seem to be practical due to the time and energy
it requires for both the advisors and the STs. Providing opportunities of reflection on
some video-recorded segments of their practices, even three seconds segment that
shows their decision making in a situation, can work well for STs and their academic
advisors in digging into their thoughts and actions. Teacher educators need to focus
on such short segments rather than reflecting on the whole lesson. One further step in
enhancing the effectiveness of practicum in shaping STs’cognitions and practices can
be collaborating with mentors at host schools and finding ways of developing
mentorship. One way of doing this can be mentors’ bringing their own videos of their

classrooms and studying over them with STs and their academic advisors.

Another striking point is that, the relationship between pre-service teachers’
cognitions and practices changes depending on the category of in-class challenges.
Namely, it was found that there was more one-to-one correspondence between pre-
service English language teachers’ cognitions and practices in dealing with resource-
related challenges compared to learner-related challenges. Additionally, when

examined on an individual bases, the relationship between their cognitions and
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practices was even weaker since the pre-service teachers generated diverse strategies
in their cognitions and practices to deal with the in-class challenges. Therefore, it can
be suggested that teacher educators should gain insights into the link between pre-
service teachers’ cognitions and instructional practices and should guide and assist
them in reflecting what they have in their cognitions to their practices. This could be
done by providing more opportunities for practicing teaching through micro-teaching
sessions in teacher preparation courses or in real classes throughout the practicum.
This is because it is thought that correspondence between thought and action is
essential for effective teaching. Teacher educators can guide pre-service teachers in
exploring the relationship between their cognitions and practices through reflection
activities and feedback and discussion sessions. As Zheng (2009) asserts, such
exploration can provide valuable information for teacher education programs for
eliminating unfavorable beliefs that influence their practices before pre-service

teachers start teaching.

To sum up, this study and a considerable body of research suggest that teacher
education programs and teacher educators should take pre-service teachers’
cognitions into account and raise pre-service teachers’ awareness about their own
thought processes; they should systematically examine the link between their
cognitions and practices in relation to specific aspects of teaching and by this way try

to create opportunities for change in their thinking and behavior if necessary.

5.4. Recommendations for Further Research

It is thought that this study contributes the teacher cognition literature by
investigating a rarely studied aspect of English Language teaching: dealing with in-
class challenges. The main concerns of this study are pre-service teachers’ cognitions
and practices in dealing with in-class challenges, the relationship between their
cognitions and practices, and the influences that shape theirs cognitions and
practices. Still, some other aspects can be added to the current study. For instance,
emotional inclinations of pre-service English language teachers in dealing with in-

class challenges can additionally be explored.
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Another step that can be taken to make the study go further includes the sample and
the data source. Sample size can be increased and more in-service English language
teachers working at secondary schools can be reached to obtain in-class challenges.
Additionally, participation of teachers from other cities than Mugla can be arranged
and whether different cities create a difference in terms of the in-class challenges
experienced can be sought for. As for the data source, this study can be replicated
and future studies can be conducted in all layers of education, such as primary
schools, high schools and universities, to determine in-class challenges in different
levels and to explore pre-service teachers’ cognitions and practices in different

English teaching contexts.

Finally, it can be recommended that cognitions and practices of pre-service English
language teachers in relation to different aspects of teaching can be studied, such as
corrective feedback, learner uptake, or classroom management. It is possible to

extend the list of aspects of teaching that can be examined.
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APPENDICES

A: QUESTIONNAIRE FOR DETERMINING IN-CLASS CHALLENGES

GONULLU KATILIM FORMU

Bu ¢alisma, Seyda Selen Cimen tarafindan Orta Dogu Teknik Universitesi Yabanci
Diller Egitimi Boliimii’nde yiiriitilen doktora tez calismasinin bir boliimiinii
olusturmaktadir. Calismanin ilgili boliimii, ortaokullarda ¢ahsan ingilizce
ogretmenlerinin Ingilizce 6gretimi esnasinda karsilastiklar1 simif ici zorluklarin
belirlenmesi ve bu zorluklardan sik olarak karsilasilanlarimin saptanmasini
amaglamaktadir. Sizin tarafinizdan cevaplanmasi beklenen bu formda, kimlik
belirleyici higbir bilgi istenmemektedir. Verdiginiz cevaplar ve kimliginiz tamimiyle
gizli tutulacak ve sadece arastirmacilar tarafindan degerlendirilecektir; elde edilecek
bilgiler ise bilimsel yayimlarda kullanilacaktir.

Anket, genel olarak Kisisel rahatsizlik verecek sorulari igermemektedir. Ancak,
katilim sirasinda sorulardan ya da herhangi baska bir nedenden o6tiirii kendinizi
rahatsiz hissederseniz cevaplama isini yarida birakmakta serbestsiniz. Bu ¢alismaya
katildiginiz i¢in simdiden tesekkiir ederim.

Calisma hakkinda daha fazla bilgi almak i¢in Mugla Universitesi, Egitim Fakiiltesi,
Yabanci Diller Egitimi Boliimii Aragtirma Gorevlisi Seyda Selen Cimen (Tel: 211
1821; E-posta: seydaselen@mu.edu.tr) ile iletisim kurabilirsiniz.

Bu ¢alismaya tamamen goniillii olarak katiliyorum. Verdigim bilgilerin kimligim
gizli tutularak sadece bilimsel amach yayimlarda kullanilmasint kabul ediyorum.

Ditfen kutucugu isaretleyiniz.)

Smif i¢i Zorluklarin Saptanmas1 Anketi

Bu anket ilkdgretim ve lisede calisan Ingilizce &gretmenlerinin Ingilizce Ogretimi
esnasinda karsilastiklart simif i¢i problemlerin belirlenmesi i¢in hazirlanmistir.
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Katilimcilardan Ingilizcenin 6gretimi esnasinda simif icerisinde sikca karsilastiklar:
zorluklan diisiinmeleri ve bunlardan en_sik olarak yasadiklar1 3 farkh simif ici
zorlugu detayh olarak anlatmalar1 beklenmektedir. Asagida bir 6rnek anlatim da
saglanmistir. Ancak 0rnek sizleri sinirlandirmamalidir.

Degerli deneyimlerinizi paylasacak oldugunuz katiliminiz, ¢alismanin siirmesi
acisindan aragtirmaci i¢in oldukca dnemli ve degerlidir. Bundan dolay1 katiliminiz ve
ayirdiginiz zaman i¢in simdiden ¢ok tesekkiirler.

Seyda Selen Cimen

Ornek:

Son yillarda sik yasadigim bir sinif igi problem ozellikle son simiflardaki 6grencilerin
simav kaygisindan kaynaklanmaktadir. Bazi ogrenciler kendileri icin daha onemli
bulduklar: derslere daha fazla zaman ayirma amacwla, Ingilizce dersi esnasinda
onlerinde baska derslerin test kitaplarimi ac¢ik tutup, dersi dinlemek ya da derse
katilmak yerine test kitabindaki sorulari ¢ozmeye calismaktadirlar. Bazi 6grencilerin bu
ilgisiz davranisi benim suf icerisindeki égretme motivasyonumu olumsuz etkilemekte
ve dikkatimin dagilmasina sebep olmaktadir.
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Kisisel Bilgi Formu: Liitfen asagidaki se¢eneklerden size uygun olanini yuvarlak

icine aliniz.

1. Calistiginiz okul
2. Mesleki tecriibe a) 0-5yil
yiliniz b) 6-10 yil
c) 11-15y1
d) 16-20 y1l
e) 20+
3. Mezun oldugunuz a) Ingilizce Ogretmenligi
lisans programi b) Ingiliz Dili ve Edebiyat1 / Amerikan Kiiltiirii
€) Miitercim Terciimanlik
d) Diger
(Liitfen Belirtiniz)
4. Enson mezun a) Lisans (4 yillik)
oldugunuz program b) Yiiksek lisans
c) Doktora
5. Cinsiyetiniz a) Kadn
b) Erkek
6. lletisim bilgileriniz | E-posta Adresiniz:
(Gerekli gorildigi
durumda daha fazla bilgi
edinebilmek amaciyla
size ulasabilmek i¢in)
Telefon Numaraniz:

Katiliminiz icin tesekkiir ederim.
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B: CASE SCENARIOS FOR PRE-PRACTICUM COGNITIONS

Okuyacak oldugunuz ornek olaylar bir devlet ortaokulunda, 2014-2015 egitim —
ogretim yilmin birinci doneminde ve farkli siiflarmn Ingilizce derslerinde
gecmektedir. Her bir Oornek olayr okuyup anladiktan sonra hazir oldugunuzu
belirtmeniz ve aragtirmacinin drnek olaylarla ilgili soracagi sorulara cevap vermeniz

beklenmektedir. Katkilariniz i¢in tesekkiir ederiz.

1. Cigdem Ogretmen 6/A sinifinda ders islemektedir. Dersin temast “A Day in my
City” ve oOgretilmesi hedeflenen konu ise “Present Continuous Tense” dir.
Cigdem Hoca tahtaya yazmis oldugu ornek ifadeleri anlatmakta ve bir onceki
derste sunmus oldugu konunun pekismesini amaclamaktadir. Bu esnada, orta
sirada oturan Burak ve Emre’nin ve arka sirada oturan Merve ve Halil’in kendi
aralarinda sessizce konustuklarini ve oyun oynadiklarin1 gézlemler. Bu davranig
karsisinda Cigdem Hoca ssstttt... der ve tahtadaki ornekleri agiklamaya devam
eder.

2. Erkan Ogretmen 7/C sinifinda ders islemektedir. Ders kitabindaki iinitenin temasi
“Biographies”, ogretilmesi hedeflenen konu ise “Simple Past Tense” dir. Sinifta
ders kitabimin ilgili Unitesinde bulunan okuma parcasinin sorularini
cevaplandirmaktadirlar. Erkan Hoca donem basindan beri girdigi bu sinifta Mete,
Pelin, Alara, Tuna, Melek, Ahmet ve Murat isimli 6grencilerin siirekli parmak
kaldirdigini, sorulara cevap verdigini ve etkinliklere katildigini; fakat Melis, Alp,
Mehmet, Tugge ve Emel isimli 6grencilerin de i¢inde bulundugu bir grup
ogrencinin parmak kaldirmadigini, genellikle sorulara cevap veremedigini ve
etkinliklere katilmaktan kacindigin1 gézlemler. Bu durum karsisinda Erkan Hoca
“hi¢ parmak kaldirmayanlar var” deyip sorulardan biri i¢cin Melis’e soz verir.
Melis soruya cevap vermekte zorlaninca “peki, sen sdyle” diyerek baska bir
Ogrenciye doner.

3. Pmar Ogretmen 8/B sinifinda ders islemektedir. Ders kitabindaki iinitenin temas1
“Road to Success: Study Skills”; 6gretilmesi hedeflenen konu ise “If clauses” dir.
Pinar Hoca bu iinitede bulunan ve 6grenme stillerini ele alan bir okuma parcasini

islemektedir. Amaci, if clause iceren climlelere dikkat cekerek bu yapinin
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kullanim alanlarmi bir baglam igerisinde Ogrencilere gostermektir. Ancak,
Ogrencilerin oflama/puflama davranisinda bulunduklarini ve ciimleleri takip
etmediklerini gozlemler.

Levent Ogretmen 6/A sinifinda ders kitabmin 3. iinitesini islemektedir. Unitenin
temast “At The Fair” dir. Unitedeki etkinlikleri yaparak derse devam etmekte

299

olan Levent Hoca “must/mustn’t’” ve “comperative/superlative ” konularimin
ayni iinitede ve karmasik bir sekilde sunuldugunu fark eder. Bu durum karsisinda
Levent Hoca Once tlinitenin “must/mustn’t” konusunu igeren etkinliklerini daha
sonra da “comperative/superlative ” konusunu igeren etkinliklerini isler.

Ozge Ogretmen 8/A smifinda ders kitabinin 4. iinitesini islemektedir. Unitenin
temast “Dreams”; 6gretilmesi hedeflenen konu ise “When/While Clauses” dur.
Ozge Hoca bu iinitede gramer etkinliklerinin gogunlukta oldugunu buna karsin
konusma/dinleme/yazma etkinliklerine az yer verildigini gézlemler. Bu durum
karsisinda Ozge Hoca dgrencilere bir yazma &devi verir ve evde yapmalarini
ister.

Selcuk Ogretmen 8/C smifinda ders islemektedir. Dersin temasi “Personal
Experiences”, Ogretilmesi hedeflenen konu ise “Present Perfect Tense” dir.
Selguk Hoca 6grencilerinin Present perfect tense’i okurken, yazarken, dinlerken
ve konusurken dogru bir sekilde kullanabilmelerini hedeflemis ve her bir yetiyi
igeren ¢esitli etkinliklerle bu konuyu pekistirmeyi planlamistir. Ancak, 6grenciler
TEOG (Temel Egitimden Orta Ogretime Gegis) smavina gireceklerini ve bu tiir
etkinliklerin onlara sinavda kolaylik saglamayacagmi sdyleyerek Ingilizce
derslerinde c¢oktan se¢meli sorular ¢ozmek istediklerini belirtirler. Bu durum
karsisinda Selguk Hoca planlamis oldugu etkinliklerden vaz gegerek 6grencilere
coktan segmeli sorular ¢ozdiiriir.

Betiil Ogretmen 7/A siifinda ders islemektedir. Yeni bir {initeye gegmeden 6nce
son 1iki haftadir derslerinde Ogretmis oldugu konular1 tekrar etmeyi
hedeflemektedir. Bu amacla, 6grencilere, bir sohbet ortami yaratarak, 6grenmis
olduklar1 kelimeleri ve ‘“should/shouldn’t” ve “must/mustn’t” yapilarini igeren
sorular yoneltmektedir. Ancak, 6grencilerin sorular1 cevaplamakta zorlandiklarini
clinkli 6grenmis olduklar1 konular1 unuttuklarin1 gézlemler. Bu durum karsisinda
Betiil Hoca “bu sorular1 cevaplayabiliyor olmaniz lazim, evde 2. ve 3. {initeleri

tekrarlayip Oyle gelin” der ve yeni liniteye gecis yapar.
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8. Onder Ogretmen 5/B smifinda ders islemektedir. Dersin temasi “Games and
Hobbies”, dgretilmesi hedeflenen konu ise “Likes and Dislikes” dir. Onder Hoca
ders siiresince, konu anlatiminda ve etkinlik yaptirirken basit ifadeler kullanarak
Ingilizce konusur. Fakat kisa siirede 6grencilerin kendisini ve etkinliklerde neler
yapilacagini anlamadiklarim1 gézlemler. Bu durum karsisinda Onder Hoca derse
Tiirk¢e konusarak devam eder.

9. Filiz Ogretmen 5/A smifinin Ingilizce &gretmenidir. Derslerinde gerek ders
kitabinda bulunan gerekse kendi hazirlamis oldugu dinleme etkinliklerini
kullanmayr planliyor. Ancak okulun acilmasinin iizerinden birkag hafta
geemesine ragmen ders kitabina ait CD’nin hala okula gonderilmemis oldugunu
Ogrenir. Ayrica sinifta isitsel materyalleri kullanabilecegi donanim da yoktur. Bu
durum karsisinda Filiz Hoca ders kitabindaki dinleme etkinliklerinin metinlerini

ogretmen kitabindan kendisi okuyarak 6grencilerin yapmasini saglar.
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C: CASE SCENARIOS FOR POST-PRACTICUM COGNITIONS

Okuyacak oldugunuz ornek olaylar bir devlet ortaokulunda, 2014-2015 egitim —
ogretim yilmin birinci déneminde ve 6. smiflarin farkli subelerindeki ingilizce
derslerinde geg¢mektedir. Her bir ornek olayr okuyup anladiktan sonra hazir
oldugunuzu belirtmeniz ve aragtirmacinin 6rnek olaylarla ilgili soracagi sorulara

cevap vermeniz beklenmektedir. Katkilariniz i¢in tesekkiir ederiz.

1. Hatice Ogretmen sinifinda ders islemektedir. Dersin temas1 “A Day in my City”
ve konusu ise “Present Continuous Tense” dir. Hatice Ogretmen tahtada bir resim
tizerinde hikaye olusturarak bu tense’in kullanimini 6rneklendirmektedir. Bu
esnada Ogrencilerin 6nde oturan bir kisminin kendisini dinledigini ancak geri
kalan bir kisminin pencereden disart bakip daldigini, bir kisminin da 6niindeki
kagida bir seyler karaladigini gézlemler. Bu durum karsisinda Hatice Ogretmen
elindeki kalemle tahtaya wvurarak “burayr dinleyin, sonra sinavda
yapamiyorsunuz!” der ve kaldig1 yerden anlatmaya devam eder.

2. Firat Ogretmen 6/C sinifinda ders islemektedir. Dersin temas1 “At the Fair” ve
konusu ise “Can/Can’t” dir. Firat Ogretmen tahtaya yapistirdig: renkli gostergeler
aracilifiyla can ve can’t in kullanimimi anlatmaktadir. Bu esnada, genellikle
oldugu gibi sordugu sorulara verdikleri cevaplardan bir grup 6grencinin konuyu
hemen kavradigim1 diger bir grubun ise kavrayamadigini ve anlamakta
zorlandiklarmi gozlemler. Bu durum karsisinda Firat Ogretmen “bakin tekrar
anlatiyorum, 1yi dinleyin!” der ve konuyu tekrar anlatmaya baslar.

3. Isil Ogretmen 6/A smifinda ders kitabinin 4. {initesini islemektedir. Unitenin
temas1 “Vacation” ve konusu ise “Simple Past Tense” dir. Isil Ogretmen,
ogrencilerinden ders kitabinin bir boliimiinde bulunan “Write a paragraph about
your last weekend” konulu yazma etkinliini yapmalarini ister. Ancak
ogrencilerden hep bir agizdan “offf, ne sikici konu ya..” seklinde sesler yiikselir.
Bu durum karsisinda Isil Ogretmen “Sssttt! Sikayet etmeyin ve yapin!” der ve
derse devam eder.

4. Mehmet Ogretmen 6/D smifinda ders kitabinin 2. iinitesini islemektedir. Unitenin

temas1 “Friendship” dir. Kitaptaki etkinliklere devam ederken Mehmet Ogretmen
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“should/shouldn’t” ve “used to” konularinin ayni {inite icerisinde, karmasik ve
birbiriyle baglantisiz olarak sunuldugunu fark eder. Bu durum karsisinda Mehmet
Ogretmen kitaptaki “should/shouldn’t” konusunu igeren etkinlikleri isler; “used
to” konusunu iceren etkinlikleri ise daha sonra islemek iizere geger.

Secil Ogretmen 6/C smifinda ders kitabmin 3. {initesini islemektedir. Unitenin
temas1 “Hello”; 6gretilmesi hedeflenen konu ise “introducing oneself and other
people” dir. Secil Ogretmen bu iinitede bosluk doldurma, karisik kelimelerden
cimle kurma, dogru secenegi isaretleme gibi gramer odakli etkinliklerin
cogunlukta oldugunu, buna karsin dinleme, yazma, konusma etkinliklerine yer
verilmedigini gozlemler. Bu durum karsisinda, Segil Ogretmen dgrencilerinden
konu ile ilgili bir metin hazirlamalarin1 ve konusma etkinligi yapmak iizere bir
sonraki derse getirmelerini ister.

Ozkan Ogretmen 8/A smifinda ders islemektedir. Dersin temas: “Dreams”,
konusu ise “If clasuses” dir. Ozkan Ogretmen, ogrencilerinin “If clauses”
yapisint  okurken, yazarken, konusurken ve dinlerken dogru bir sekilde
kullanabilmeleri ve anlayabilmelerini hedeflemis ve her bir yetiyi igeren gesitli
etkinliklerle bu konuyu pekistirmeyi planlamigtir. Ancak Ogrenciler TEOG
(Temel Egitimden Orta Ogretime Gegis) smavina gireceklerini ve bu tiir
etkinliklerin onlar i¢in zaman kaybi olacagini belirterek sinava yonelik caligsmalar
yapmak istediklerini sdylerler. Bu durum karsisinda Ozkan Ogretmen “bunlar da
sinava yonelik, ben istiyorsam yapilacak™ diyerek derse devam eder.

Deniz Ogretmen 6/B smifinda ders islemektedir. Yeni bir iiniteye ge¢cmeden
once, onceki Onceki derste islemis olduklar1 “Occupations” temasina ait
kelimeleri ve ‘“can/can’t” yapisimi tekrarlamak amaciyla Ogrencilere sorular
yoneltmektedir. Ancak, 6grencilerin sorular1 cevaplamakta zorlandiklarini, ¢iinkii
O0grenmis olduklar1 konular1 tekrarlamadiklari i¢in unuttuklarini gézlemler. Bu
durum Kkarsisinda Deniz Ogretmen oOgrencilerine “hemen defterlerinizi ve
kitaplariniz1 ac¢in ve bunlari tekrar edin” der ve Ogrencilerin verdigi gorevi
bitirmesini bekleyerek derse devam eder.

Orhan Ogretmen 6/D smifinda ders islemektedir. Siradaki {initenin gramer
konusu olan “Simple Past Tense” 1 6gretirken ders siiresince konu anlatiminda ve
etkinlik yaptirirken Ingilizce konusur. Fakat kisa siirede 6grencilerin kendisini ve
etkinliklerde neler yapilacagim1  anlamadiklarim1i  ve  “Niye  Tiirkge

konusmuyorsunuz? Biz anlamiyoruz” seklinde yorum yaptiklarin1 gozlemler. Bu
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durum karsisinda Orhan Ogretmen dersi Tiirkge konusarak anlatmaya devam
eder.

. Ayse Ogretmen 6/A smifinin Ingilizce dgretmenidir. Derslerinde ders kitabinda
bulunan ve kendi hazirlamis oldugu dinleme etkinliklerine yer vermeyi planliyor.
Ancak okulun ders kitabina ait CD’nin okula gonderilmemis oldugunu 6grenir.
Ayrica siifta isitsel materyalleri kullanabilecegi CD ¢alar vs. gibi donanim da
yoktur. Bu durum karsisinda Ayse Ogretmen derslerinde dinleme etkinliklerine

yer vermekten vaz geger.

176



D: QUESTIONS ASKED IN THE SCENARIO-BASED INTERVIEWS

1. Okumus oldugunuz 6rnek olaydaki 6gretmenin karsilastigi zorlugun kaynagi

sizce se¢eneklerden hangisidir? Liitfen sebebini agiklar misiniz?
(@) Ogrenci temelli
(b) Kaynak temelli

(c) Egitim politikalar1 temelli

2. Buradaki 6gretmenin yerinde Siz olsaydiniz bu durum/zorluk karsisinda ne

yapardiniz?

3. Bu durumu tekrar yasamamak i¢in, dnlem olarak ne yapardiniz?

4. Boyle diistinmenizin sebebi nedir?
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8.1

E: SAMPLE TRANSCRIBED SCENERIO-BASED INTERVIEW

Case Scenarios

Interview Questions (for post-
practicum cognitions)

Respondent’s Answers (ST B)

1.Hatice Ogretmen sinifinda ders islemektedir. Dersin
temasi “A Day in my City” ve konusu ise “Present
Continuous Tense” dir. Hatice Ogretmen tahtada bir resim
lizerinde hikaye olusturarak bu tense’in kullanimini
orneklendirmektedir. Bu esnada dgrencilerin 6nde oturan bir
kisminin kendisini dinledigini ancak geri kalan bir kisminin
pencereden disar1 bakip daldigini, bir kisminin da dniindeki
kagida bir seyler karaladigini gézlemler. Bu durum
karsisinda Hatice Ogretmen elindeki kalemle tahtaya
vurarak “burayi dinleyin, sonra dgrenemiyorsunuz!” der ve
kaldig1 yerden anlatmaya devam eder.

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilasgtigi
zorlugun kaynagi sence
seceneklerden hangisidir? Liitfen
Sebebini acikla.

a) Ogrenci temelli b) Ogretim
kaynaklar temelli ¢) Egitim
politikalar1 temelli

Sebebin 6grenci temelli oldugunu diisiiniiyorum. Ciinki
Ogretmen elinden geldigince dersi farkl: bir sekilde islemeye
calismus, hikaye ile 6grencilerin dikkatini ¢ekmek istemistir.

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
kargisinda ne yapardin?

Ogretmen yerinde olsam dikkatlerinin daginik oldugunu fark
ettigim 6grencilere bireysel olarak konuyla alakali sorular sorar
dikkatlerini ¢cekmeye caligirdim.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, onlem olarak ne
yapardin?

Onlar1 da derse katabilecegim farkli yontemler izlemeye
¢alisirdim. Oyunlari sik kullanirdim, ¢iinkii oyun oynamay1 ¢ok
seviyorlar. Tahtada konu anlattigim zamani kisitlar, onlar
mesgul tutacak seyler planlardim.

4. Boyle diistinmenin sebebi
nedir?

Ogrencilerin derse ilgisizliginin farkli nedenleri olabilecegi gibi
Ogretmenin ve konu isleyisinin yeteri kadar dikkatlerini
¢ekemeyisi de bir sebep olabilir. Bu ylizden farkli yontemler
denemek ve onlari sirada oturup dinlemek yerine mesgul tutmak
mantikli olabilir.

2. Firat Ogretmen sinifinda ders islemektedir. Dersin temasi
“At the Fair” ve konusu ise “Can/Can’t” dir. Firat Ogretmen
tahtaya yapistirdigi renkli gostergeler araciligryla can ve
can’t in kullanimini anlatmaktadir. Bu esnada, genellikle
oldugu gibi sordugu sorulara verdikleri cevaplardan bir grup
ogrencinin konuyu hemen kavradigini diger bir grubun ise
kavrayamadigini ve anlamakta zorlandiklarimi gozlemler.
Bu durum Karsisinda Firat Ogretmen “bakin tekrar

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilagtigt
zorlugun kaynag1 sence
seceneklerden hangisidir? Liitfen
sebebini agikla.

a) Ogrenci temelli b) Ogretim
kaynaklar1 temelli ¢) Egitim
politikalar1 temelli

ogrenci temelli bir problemdir. Bazi 6grenciler anlarken diger
ogrenciler anlamamaktadir.
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anlatiyorum, iyi dinleyin!” der ve konuyu tekrar anlatmaya
baglar.

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
karsisinda ne yapardin?

Anlayamadiklarini diigiindiigiim 6grencileri anladiklarini
bildigim &grencilerin yanina oturtarak beraber yapabilecekleri
bir aktivite hazirlardim.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, 6nlem olarak ne
yapardin?

Anlamadiklarini fark ettigim 6grencilerimle daha yakindan
ilgilenir asil problemin ne oldugunu kavramaya ¢aligirdim.
Ogrenme sekli mi farkl, zeka seviyesi mi farkli, yoksa baska
bir problem mi var diye arastirirdim. Gerekirse aileleri isin i¢ine
katardim.

4. Boyle diistinmenin sebebi
nedir?

Dersi anlamamalarinin bir ¢ok nedeni olabilir ve bu sorunu
onlar1 sadece ders ortaminda gozlemleyerek anlamam miimkiin
degil. Yakindan tanimam i¢in de aile ile igbirligi yapmak en iyi
¢Ozlim galiba. Simdi de 6yle mi bilmiyorum ama benim orta
okul lise zamanlarimda 6gretmenlerimiz bir sorunumuz olunca
ailelerimizle goriisiirdii ve o sorun bu sekilde daha kolay
¢Oziilirdi.

3. Is1l Ogretmen smifinda ders kitabinin 4. {initesini
islemektedir. Unitenin temas1 “Vacation” ve konusu ise
“Simple Past Tense” dir. Is1l Ogretmen, dgrencilerinden
ders kitabinin bir boliimiinde bulunan “Write a paragraph
about your last weekend” konulu yazma etkinligini
yapmalarint ister. Ancak 6grencilerden hep bir agizdan
“offf, ne sikict konu ya..” seklinde sesler yiikselir. Bu
durum karsisinda Isil Ogretmen “Sssttt! Sikayet etmeyin ve
yapm!” der ve derse devam eder.

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilagtigt
zorlugun kaynagi sence
seceneklerden hangisidir? Liitfen
sebebini agikla.

a) Ogrenci temelli b) Ogretim
kaynaklar1 temelli ¢) Egitim
politikalar1 temelli

Problem tamamen dgretim kaynaklari kaynakli. Ogrencilerin
uzak oldugu ve sevmedikleri bir aktiviteye boyle yaklagmalari
¢ok normal.

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
karsisinda ne yapardin?

Yazma etkinligini degistirir ve eglenceli bir hale getirir ya da
oyuna donistiriirdiim.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, 6nlem olarak ne
yapardin?

Ogrencilere kademeli yaklastirma yaparak sevmedikleri
etkinlikleri sevdikleri etkinliklerin igine yerlestirerek eglenceli
hale getirirdim.

4. Boyle diistinmenin sebebi
nedir?

Ciinkii 6grenciler sikici gelen ve sevmedikleri seyleri yapmak
istemezler. Bununla basa ¢ikmak i¢in de bazi stratejileri bilmek
ve kullanmak gerekebilir. Bunun i¢in de egitim bilimlerinden
O0grenme psikolojisi falan gibi alanlara bagvurulabilir.

4. Mehmet Ogretmen sinifinda ders kitabinin 2. {initesini
islemektedir. Unitenin temas1 “Friendship” dir. Kitaptaki
etkinliklere devam ederken Mehmet Ogretmen
“should/shouldn’t” ve “used to” konularinin ayni iinite
icerisinde, karmasik ve birbiriyle baglantisiz olarak

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilagtigt
zorlugun kaynag1 sence
seceneklerden hangisidir? Liitfen
sebebini agikla.

Ogretim kaynaklar1 yani ders kitab1 temelli bir sorundur.
Alakasiz konular1 bir arada vermistir.
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sunuldugunu fark eder. Bu durum karsisinda Mehmet
Ogretmen kitaptaki “should/shouldn’t” konusunu igeren
etkinlikleri isler; “used to” konusunu igeren etkinlikleri ise
daha sonra islemek tizere geger.

a) Ogrenci temelli b) Ogretim
kaynaklar1 temelli c) Egitim
politikalar1 temelli

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
kargisinda ne yapardin?

Aynisim yapardim. Once bir konuyu isler, digerini daha sonraya
birakirdim.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, 6nlem olarak ne
yapardin?

Ders kitab1 gergekten kotiiyse onu takip etmez kendi
materyalimi hazirlardim. Boylece bu tip sorunlarla
karsilagsmazdim.

4. Boyle diistinmenin sebebi
nedir?

Ogrencilerin etkili 6grenimini saglamada kullanilan materyal
onemli bir yer tutuyor, kotii bir kitap da bana siirekli sorun
demektir. Siirekli kitab1 diizeltmeye ¢aligmaktansa kendi
materyalimi hazirlamam daha etkili olur diye diigiiniiyorum.

5. Secil Ogretmen siifinda ders kitabinin 3. iinitesini
islemektedir. Unitenin temasi “Hello”; 6gretilmesi
hedeflenen konu ise “introducing oneself and other people
dir. Segil Ogretmen bu iinitede bosluk doldurma, karisik
kelimelerden ciimle kurma, dogru segenegi isaretleme gibi
gramer odakli etkinliklerin gogunlukta oldugunu, buna
karsin dinleme, yazma, konusma etkinliklerine yer
verilmedigini gozlemler. Bu durum karsisinda, Secil
Ogretmen 6grencilerinden konu ile ilgili bir metin
hazirlamalarini ve konusma etkinligi yapmak iizere bir
sonraki derse getirmelerini ister.

tH)

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilagtigt
zorlugun kaynagi sence
seceneklerden hangisidir? Liitfen
sebebini agikla.

a) Ogrenci temelli b) Ogretim
kaynaklar temelli ¢) Egitim
politikalar1 temelli

Ders kitabi kaynaklidir biitiin skillere yer verilmemistir.

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
kargisinda ne yapardin?

Aynisini yapar, bazi skiller i¢in eve ddev verir mesela yazma
gibi, bazilarin1 da sinifta yaptirirdim, mesela dinleme etkinligini
smifta yaptirirdim.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, 6nlem olarak ne
yapardin?

Derse ders kitabini dnceden inceleyerek gelir ve ona gore bir
plan yapardim. Eksik noktalar i¢in hazirlik yapar onlar1 kendim
telafi etmeye ¢aligirdim.

4. Boyle diistinmenin sebebi
nedir?

Derse hazirlikli gelmek dersi kurtarir. Kitaptaki her sey dogru
olacak diye bir sey yok, 6nceden bakip tedbir almak gerekebilir.
Kitaba giivenip gramer odakli1 bir 6gretim yapmak dil 6gretmek
degildir.

6.0zkan Ogretmen 8/A sinifinda ders islemektedir. Dersin
temast “Dreams”, konusu ise “If clasuses” dir. Ozkan
Ogretmen, dgrencilerinin “If clauses” yapisini okurken,
yazarken, konusurken ve dinlerken dogru bir sekilde
kullanabilmeleri ve anlayabilmelerini hedeflemis ve her bir
yetiyi igeren ¢esitli etkinliklerle bu konuyu pekistirmeyi

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilagtigt
zorlugun kaynag1 sence
seceneklerden hangisidir? Liitfen
sebebini agikla.

a) Ogrenci temelli b) Ogretim

Egitim politikalar1 temellidir. Ogrenciler hayatlarim etkileyecek
bir sinava hazirlanmak isterler.
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planlamigtir. Ancak 6grenciler TEOG (Temel Egitimden
Orta Ogretime Gegis) sinavina gireceklerini ve bu tiir
etkinliklerin onlar i¢in zaman kaybi1 olacagini belirterek
siava yonelik ¢aligmalar yapmak istediklerini sdylerler. Bu
durum karsisinda Ozkan Ogretmen “bunlar da sinava
yonelik, ben istiyorsam yapilacak™ diyerek derse devam
eder.

kaynaklari temelli ¢) Egitim
politikalar1 temelli

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
kargisinda ne yapardin?

Zorla dayatma yapmak yerine onlarin sinavda
faydalanabilecekleri konular1 6gretmeye caligirdim.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, 6nlem olarak ne
yapardin?

Milli egitime sinavlarin kaldirilmasini talep edemeyecegime
gore sinava hazirlamaktan bagka yapacak bir sey yok.

4. Boyle diistinmenin sebebi
nedir?

Ogrencilerin kafalarinin igine giremedigimiz i¢in sinav oldugu
stirece sinavlar1 diisiinmeleri kaginilmaz. Siav sonugta bir
Ogrenci i¢in en bilyiilk motivasyondur.

7.Deniz Ogretmen sinifinda ders islemektedir. Yeni bir
iiniteye gegmeden Once, dnceki dnceki derste iglemis
olduklar1 “Occupations” temasina ait kelimeleri ve
“can/can’t” yapisini tekrarlamak amactyla 6grencilere
sorular yoneltmektedir. Ancak, grencilerin sorulari
cevaplamakta zorlandiklarini, ¢linkii 6grenmis olduklari
konular1 unuttuklarini gézlemler. Bu durum kargisinda
Deniz Ogretmen 6grencilerine “hemen defterlerinizi ve
kitaplarinizi agin ve bunlar1 tekrar edin” der ve dgrencilerin
verdigi gorevi bitirmesini bekleyerek derse devam eder.

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilagtigt
zorlugun kaynagi sence
seceneklerden hangisidir? Liitfen
sebebini agikla.

a) Ogrenci temelli b) Ogretim
kaynaklari temelli ¢) Egitim
politikalar1 temelli

dgrenci biraz da 6gretmen temellidir. Ogrenci tekrar etmemis
olabilir, 6gretmen de konuyu diizgiin edindirememis olabilir.

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
kargisinda ne yapardin?

Kitaptan tekrar etmelerini istemek yerine onlarla birlikte
konuyu hatirlatict eglenceli bir etkinlik yapardim.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, 6nlem olarak ne
yapardin?

Her ders bir dnceki dersin eglenceli oyunlarla tekrarint yapar
arada onceki haftalara da deginirdim.

4. Boyle diistinmenin sebebi
nedir?

Tekrar edilmeyen seyler unutulur. Eglenceli yollarla yapilan
tekrarlar daha akilda kalic olur. Ozellikle bu yastaki
Ogrencilerin oyunlarla 6grenmekten ¢ok hoslandigini
gbzlemledim.

8. Orhan Ogretmen sinifinda ders islemektedir. Siradaki
iinitenin gramer konusu olan “Simple Past Tense” i
Ogretirken ders siiresince konu anlatiminda ve etkinlik
yaptirirken Ingilizce konusur. Fakat kisa siirede dgrencilerin
kendisini ve etkinliklerde neler yapilacagini anlamadiklarini
ve “Niye Tirk¢e konusmuyorsunuz? Biz anlamiyoruz”
seklinde yorum yaptiklarini gézlemler. Bu durum karsisinda
Orhan Ogretmen dersi Tiirkge konusarak anlatmaya devam

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilastigi
zorlugun kaynagi sence
seceneklerden hangisidir? Liitfen
sebebini agikla.

a) Ogrenci temelli b) Ogretim
kaynaklar1 temelli ¢) Egitim
politikalar1 temelli

Biraz dgrenci biraz dgretmen temellidir. Ogrenciler 6n yargili
davranarak anlamadiklarini sdyliiyorlar, 6gretmen de onlari
buna aligtirmis olabilir.
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eder.

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
karsisinda ne yapardin?

Ingilizce kullanmaya devam ederdim ama daha basit bir dil
kullanirdim, body language 1 da kullanmaya 6zen gosterirdim.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, 6nlem olarak ne
yapardin?

Ogrencilerin Ingilizce dersinde olduklarini ve bu derin
gereginin Ingilizce konusmak oldugunu kavramalarini
saglardim. Onlar bu duruma alisana kadar cabalardim.

4. Boyle diisiinmenin sebebi
nedir?

Dil 8gretiminde target language kullanilmas: gerektigine
inantyorum. Ogretmenin bu anlamda iyi bir model olmas1
onlar1 da 6grenmeye karsi giidiileyecektir.

9. Ayse Ogretmen smifinin Ingilizce 6gretmenidir.
Derslerinde ders kitabinda bulunan ve kendi hazirlamis
oldugu dinleme etkinliklerine yer vermeyi planliyor. Ancak
okulun ders kitabina ait CD’nin okula gonderilmemis
oldugunu &grenir. Ayrica sinifta isitsel materyalleri
kullanabilecegi CD galar vs. gibi donanim da yoktur. Bu
durum karsisinda Ayse Ogretmen derslerinde dinleme
etkinliklerine yer vermekten vaz gecer.

1. Okumus oldugun 6rnek
olaydaki 6gretmenin karsilasgtigi
zorlugun kaynagi sence
seceneklerden hangisidir? Liitfen
sebebini agikla.

a) Ogrenci temelli b) Ogretim
kaynaklar temelli ¢) Egitim
politikalar1 temelli

ogretim kaynaklari temellidir, 6gretim igin gerekli arag gereg
yoktur.

2. Buradaki 6gretmenin yerinde
olsaydin bu durum/zorluk
kargisinda ne yapardin?

Meb in sitesinden parcalart indirir, kendi imkanlarimla uygun
araci bulur dersimi iglerdim. Ciinkii sitede biitiin dinleme
metinleri var.

3. Bu durumu/zorlugu tekrar
yasamamak i¢in, 6nlem olarak ne
yapardin?

Okul miidiirligiine bildirir gerekli aracin temin edilmesi i¢in
1srarci olurdum.

4. Boyle diistinmenin sebebi
nedir?

Ogrencilerin etkili ders islemesi igin okul gérevlileri is birligi
i¢inde ¢aligsmali gerekli araglar1 temin etmelidir. Zaten bir CD
calar artik likks ve ayricalikli bir ara¢ degildir giiniimiizde ve
aslinda siniflarda bundan fazlasi var olmak zorundadir, rnegin
hem gorsel hem isitsel araglar. Biz derslerimizde bir siirii
aktivite ¢esidi ve bunlar1 uygulayabilecegimiz donanim
Ogreniyoruz, ama sinifa gidince bir CD calar bile olmamasi ¢ok
moral bozucu. Boyle olunca da dil 6gretiminde ¢agin gerisinde
kalmaya mahkum oluyoruz.
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F: SAMPLE TRANSCRIBED STIMULATED-RECALL INTERVIEW

RECALL
EPISODE

INITIATED BY
PARTICIPANT
OR
RESEARCHER

SUMMARY OF VIDEO SEGMENT

STIMULATED RECALL
PROMPTS

RECALL

1

P

(1:36)

The ST asks a student who doesn’t raise her
hand and participate in the lesson. The
student can’t answer and exeeds the ST’s
wait time.

Peki boyle yapmanin altinda
bir sebep var miydi?

Burada mesela hi¢ parmak kaldirmayan birine
sordum. O da ya anlayamadi, ya toparlayamadi. O
an “how do you feel?” sorusunu ¢ikaramadi diye
diisiindim ve hemen “how are you?” diye
degistirdim ve “when one says how are you, we
say I am fine” diye hatirlattim. Hatirlayinca cevap
verdi. Ne yapsam acaba anlamasi i¢in diye
diistindiim ve sorumu degistirip daha kolay bir
soru sordum. Bu sekilde bunu ¢6zmiis oldum.

Bu 6grencinin zaten ¢ekinik kaldigini ve belki de
anlamadigi i¢in hi¢ parmak kaldirmadigin
diistindiim. Cevab1 bilemeyince ona bir sans
vermeden baska 6grenciye donseydim kendini
kotli ve basarisiz hissedecegini diisiindiim. Onun
icin ondan bir cevap almaya calistim.

(2:24)

The ST says a sentence in Turkish “hava
giinesli degil mi?” (it’s sunny, isn’t it?) and
the students disrupt the lesson by shouting in
Turkish “Tiirk¢e konusabiliyormus™ (she
can speak Turkish), “Ogretmen Tiirkce
biliyormus” (teacher can speak Turkish), o
zaman neden Tiirk¢e konugmuyorsunuz? Biz
Ingilizce anlamiyoruz” (then why don’t you

Bu boliimde 6grencilerin bu
tepkisi karsisinda bir an
durakladigini
gozlemliyorum. Bu kisimda
ne diisiindiin?

Aslinda bu gibi tepkilerle ders boyunca en ufak bir
Tiirk¢e kullaniminda karsilagtim. Neden Tiirkge
konusmuyorsunuz? Hoca Tiirkge biliyormus vs
diye bir kargasa oluyor. Ben zaten basit ifadeler
seciyorum, genig zaman kullaniyorum ve beni
anladiklarini biliyorum. Ama gene de, alisik
olmadiklart i¢in, boyle tepki veriyorlar. Ben
durakladigimda nasil sustursam acaba diye
diisiindiim. Ve gene Ingilizce kullanarak, biraz
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speak Turkish? We don’t understand) and
this causes noise and distraction in the
classroom.

Peki, bu kisimda oldugu
gibi, Tiirk¢e’ye donmeyi
tercih ettigin zamanlarda ne
diisiinerek buna karar
verdin?

yiiksek sesle “ssst be quiet. Sometimes I can speak
in Turkish” diye uyarinca ve agiklama yapinca
sustular zaten. Bdyle Ingilizce konugmaya devam
ederek direnglerini kirabilecegimi diistintiyorum.
Burada kiigiik bir toparlama yapmam gerekti,
¢linkii zaman bosa geciyordu. Zamani daha fazla
harcamak istemedigim i¢in Tiirk¢e kullandim. Cok
fazla Tiirkce’ye doniis yapmadim aslinda. Birkag
kere, ¢ok sikistigim anlarda bdyle yaptim.

(5:10)

The ST organizes an activity at the board.
The students come to the board and stick the
pictures of weather conditions on the
approprriate place. She calls a silent student
to the board and wants him do the activity.

Bu kisimda, bu ¢ocuk ¢ok ¢ekingen bir ¢cocuk, en
onde oturmasina ragmen ¢ok sessiz oldugunu
gordiim, hicbir tepki vermiyordu, parmak
kaldirmiyordu, bir an diisiindiim kaldirsam
yapabilir mi acaba diye ama, onu da derse katmak
istedim, pasif kalmasin, kendine giivensin diye onu
kaldirdim. Tahtaya ¢ikip yapabilince de mutlu oldu
zaten.

(5:46)

The ST and the students carry out an activity
together at the board. Among the students,
there is a boy who talks all the time and says
“niye Tiirk¢e konusmuyorsunuz?” (why
don’t you speak in Turkish?), “Biz Ingilizce
anlamiyoruz” (we don’t understand English
sentences) etc.. She bids the turn to this boy
and calls him to the board.

Bu ¢ocugu dzellikle kaldirdim ¢iinkii benim
Ingilizce konusmama siirekli tepki gosteriyordu.
Aslinda anlayabiliyordu, hem hareketleriyle hem
derse katilimiyla anladigini gosteriyordu. Ama
inatla tepki gostermeye devam ediyordu. Zaten
smifta iki grup vardi, bir kabul edenler bir de
neden Ingilizce konusuluyor diye kabul
etmeyenler. Ogretmeni zorlamak nu, eglenmek mi
amac1 bilmiyorum ama ¢ok yapiyordu bunu. “ben
higbir sey anlamiyorum, ne diyorsunuz” diyordu
stirekli. Tepki koymaya calistyordu. Ben de
tepkisine yonelik onu kaldirdim. Yapti da zaten
soruyu, yapabiliyor biliyorum. Sonra oturdugunda
artik stirekli bu sekilde konusmayi birakti.

(8:52)

While the ST is having her class, one student
always answers the questions without raising
his hand.

Ne yapmak istedin? Bu sefer
bu ¢ocuga séz vermende bir
amag var miydi?

Bu 6nde oturan ¢ocuk ¢ok hareketli ve yaramazlik
yapmaya megilli. Siirekli sorular1 oturdugu yerden
cevapliyor ama parmak kaldirmadan. ilk énce
bakiyorum gegiyorum, tekrar oluyor bakip
geciyorum. Yani duymamazliktan geliyorum. En
sonunda cevap vermeden dnce parmak kaldird1.
Bilerek ona sz verdim ben de.




G81

Parmak kaldirmadigi zaman ona sz
vermeyecegimi, ancak parmak kaldirirsa s6z
verecegimi gostermek istedim. Neden beni dikkate
almiyor diye diistindiiyse eger, parmak
kaldirdiginda ve ben s6zii ona verdigimde bunu
¢Ozmiistiir. Kelimelerle degil davranigimla bu
kurali anlatmak istedim.

(11:21)
The ST starts handing out a worksheet.

Bu kisimda bir ¢alisma
kagidi dagitiyorsun. Bu
senin ekstra olarak
hazirladigin bir materyal
sanirim. Bu ¢alisma kagidini
hazirlamanda bir amacin var
miyd1?

Ders kitabinda bir boliim vardi, ayn1 seylerin
tekrar1 olan ve yararli bulmadigim bir b6lim. Bu
boliimii ¢ikardim, onun yerine bu ¢aligma kagidini
hazirladim ki 6grenilen yapiy1 tam bir climle
olarak yazabilsinler, bir baglam iginde kullanimini
gorsiinler diye. Kitaptaki boliime gore bu daha
yararli bir etkinlik oldugu i¢in bunu yaptim.

(16:30)

The ST walks towards a student who sits
silently throughout the lesson. She asks him
“Do you want to answer?”, and the student
answer silently “it is sunny”

Bu kisimda, bu 6grenciye
s0z verdigini hatirltyor
musun?

Ders boyunca o 6grencinin farkindaydim. Pek
anlayamiyor gibiydi. Daha geriydi sanki ama bir
tek onun i¢in de daha yavas anlatmak
istememistim. Ama gene de 6zellikle ona s6z
verdim. Parmak kaldirmiyordu zaten. Ama goz
temas1 kurdum ve sen de yapmak ister misin diye
yanina gittim. Arkadasi parmagiyla gosterdi, ve
cevap verdi. Yapmis zaten. Soyledi hemen.
Cekingen de bir 6grenci sanirim. Ama dersin bu
noktasina kadar fark etsem de ona s6z vermedim,
tedigin olmasini istemedim. Zaman verdim, bir
anlasin toparlasin kafasinda konuyu diye.
Aktivitenin ortalarina gelince ona da s6z vereyim
dedim, 6rnekleri gérmiistiir anlamustir diye. Tyi ki
de vermigim. Onu da dahil edince ben de mutlu
oldum.




G: ORIGINAL AND TRANSLATED INTERVIEW DATA DISPLAY

Original Data

Translated Data

Sik yasadigim sinif i¢i sorunlardan biri
ogrencilerin ders dis1 seylerle
ilgilenmesidir. Belki bu derse kars1
ilgi eksikliginden kaynaklantyordur;
dikkatleri kolaylikla dagilabiliyor.
Pencereden bos bog digarty seyreden,
ya da arkadasiyla konusan 6grencilere
ders anlatmak gergekten zor ve benim
i¢cin moral bozucu oluyor.

One of the in-class challenges that I usually
experience is students’ off-task behavior.
Maybe this is a result of lack of interest
toward the lesson and they are distracted
easily. Teaching a group of students who look
out of the window or chat with desk mates is
really difficult and demoralizing for me.
(Teacher 7)

Ogrenciler ingilizce derslerine gerektigi
kadar ilgi duymuyorlar. Ders anlatirken
sira arkadasglartyla oyun oynuyorlar ya
da konusuyorlar. Hi¢ kimseyi rahatsiz
etmiyorlar, sessizce, fisiltiyla yapiyorlar
bunu. Bu herhangi bir disipliin
storununa da yol agmryor; saygili
¢ocuklar hepsi ama motivasyonlar1 yok
ve boyle ¢cocuklarin sayilar1 gergekten
az degil.

Students don’t have sufficient level of interest
toward English classes. They play games with
their desk mates during the classes, or they
chat with each other. They don’t disturb
anyone, they do that silently. This doesn’t
cause discipline problems, they are respectful
but they obviously have no motivation. And,
these kinds of students are high in number.
(Teacher 12)

Original Data

Translated Data

Siniflar kalabalik ve ayni sinifta farkl
seviyeden 6grenciler var. Bu da diisiik
seviyede ya da ancak orta seviyede bir
ilerlemeye olanak sagliyor. Dersi seviyesi
daha diisiik olan 6grencilere gore
ayarladigimizda seviyesi yiiksek olan
ogrenciler sikiltyor. Tam tersine seviyesi
daha yiiksek olan 6grencilere gore ders
anlattigimizda da bu 6grenciler bir sey
anlamadiklarindan yakiniyorlar. Ve bu
durum hem 6grenciler hem de benim
acimdan bir problem. Ve bence tek ¢dziim
yolu seviye siniflar1 yapmaktan gegiyor.

Classrooms are crowded and there are students of
different levels in one class. This causes a low
level or medium level progress in our classes.
High achievers get bored when we address lower
level students. On the contrary, when we teach
according to higher-level students, lower-level
students complain about not understanding. And
this situation is a problem for both the students
and me. And | think the only solution for this is
placing students in English classes according to
their levels. (Teacher 8)

Benim sorunlarimdan bir tanesi
dgrencilerin Ingilizce seviyeleri
arasindaki farklar. Bu benim i¢in bir
problem c¢iinkii siirekli planda geri
donmek ve zaten 6gretmis oldugum
konular1 tekrar anlatmak zorunda
kaltyorum. Bu da simifin ilerleme hizim
diisliriyor. Seviyesi daha diisiik olan
ogrenciler i¢in farkli bir program yok ve
onlara yardim etmek ¢ok zor. Genellikle
sinifta sadece oturuyorlar ve sinif
etkinliklerine katilmiyorlar ya da

katilamiyorlar.

One of my problems is the difference between the
language levels of students. This creates a
problem for me because I have to go back in the
schedule and repeat the previously taught topics.
This slows down the pace of the class. There is
no different program for lower level students, and
it is difficult to help them. Most of the time, they
only sit in the class and don’t or can’t participate
in class activities. (Teacher 4)
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Original Data

Translated Data

Ogrenciler 6gretmenin ders boyunca
Ingilizce konusmasindan
hoslanmryorlar. Anlamamaktan sikayet
ediyorlar ve hatta ailelerine de bu
sekilde anlatiyorlar. Dolayisiyla ben de
derslerimde siirekli ingilizce
konusamiyorum.

Students are not happy with English-medium
classes. They complain about not understanding
and even talk to their families about that. So, |
can’t speak in English all the time during my
classes. (Teacher 14)

Stirekli olarak yonergeleri, sorularimi,
ya da konustugum her seyi Tiirkceye
¢evirmek zorunda kalryorum. Ve bdyle
yapinca da yaptigim isten zevk
almiyorum. Kendimi rahat
hissetmiyorum. Fakat digger tiirli de
ogrenciler konustuklarimi anlamiyorlar
ya da anlamakta zorlaniyorlar.

All the time, | have to translate instructions for
activities, or my questions, or anything I talk into
Turkish. When I do this I don’t enjoy what I do. I
don’t feel comfortable. But the students don’t
understand or have difficulty in understading me
when | speak in English in the class. (Teacher 12)

Original Data

Translated Data

(...) Ogrendikleri konular1 evde tekrar
etme aligkanliklar1 yok ve dolayisiyla
sinifta iglendiklen kisa bir siire sonra
bile konular1 hatirlayamiyorlar ve ben
de ogrettiklerimi siirekli tekrarlamak
zorunda kaltyorum.

(...) They don’t have the habit of revising the
topics at home and so they can’t recall the
topics even a short time later they are taught
in the class, and | have to repeat what | taught
before. (Teacher 3)

Original Data

Translated Data

Siniflarimiz arag-gere¢ bakimindan
yeteri kadar donanimli degil. Sinifa
kendimiz CD calar getirsek bile dinleme
aktivitelerini yapamiyoruz ¢iinkii
bakanlik DC leri okullara gondermiyor.
Ya da, okullara ulagsmasi ilk dénemin
sonunu buluyor. Mesela, 6gretmen
arkadaslar genellikle dinleme pargalarini
O0gretmen kitabindan okuyorlar ve bu
durumda 6grencilerin dinledikleri
sadece kendi 6gretmenlerinin
konusmasi oluyor. Kisisel olarak benim
dinleme aktivitelerinde yaptigim sey bu.
Bazi meslektaglarimiz da dinlemeyi hig
yapmiyorlar. Bu yiizden 6grencilerin
dinleme yetenegi gelisemiyor ve
dinleme aktivitelerinde basarisiz
oluyorlar.

Our classrooms are not adequate in terms of
teaching equipments. Even if we ourselves
bring cd players to the class, we can’t carry
out listening activities because the ministry
doesn’t send the CDs to schools. Or, they
reach schools at the end of the first semester.
For example, teachers generally read the
listening texts from the teachers’ books and
what the students only listen to is their
teachers’ voice. Personally, what I do is that
for listening. Some of our collegues don’t
carry out listening activities at all. Because
of this, their listening skill can’t develop and
they are unsuccessful in listening activities.
(Teacher 8)

Original Data

Translated Data

Sinifta kullanmak zorunda oldugumuz
course booklar gergekten ¢ok sikict.
Ogrenciler eglenerek daha kolay
Ogreniyorlar fakat kitap ¢ok yetersiz,
aktiviteler ¢cok sikici ve temalarin ve
konularin ¢ogu giincel degil. Ben kendi
simiflarimda farkli materyallar
kullanmaya galistyorum ama bu kitaplar
zorunlu ve bunlar1 kullanmak
zorundayiz.

The course book we have to use in our classes
is awfully boring. Students learn more easily by
enjoying. However, the book is so inadequate,
the activities are so boring, and most of the
themes and topics are out-of-date. Even | try to
use different materials in my classes, but this
book is compulsory and we have to use it.
(Teacherl)
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Kitabin monotonlugu ve tek diizeligi
dersi sikic yapryor. Ogrencileri birakin
ben kendim bile sikiliyorum. Ekstra
materal kullnmaya kalktigimda da
programa uyamiyorum, yetisemiyorum.
Bunun yani sira, TEOG sorular1 da
kitaptan geliyor. Yani her sekilde kitab1
kullanmak durumundayim.

Monotony and flatness of the course book
makes the lesson boring. Let alone the students,
even |, myself, get bored. When | plan using
extra materials I can’t catch up with the
schedule.
centralized exam (TEOG) are based on the
course book, so | have to use the course book in
a way. (Teacher 3)

Besides this, questions of the

Original Data

Translated Data

Bakanlik¢a yazilan ve bize gonderilen
kitaplar ¢ok karmasik. Ogrenciye
kolaylik saglamaktan ¢ok uzaklar ve
konular arasinda baglanti kurmakta
zorluk ¢ekiyorlar. Bizler de 6gretmenler
olarak kitab1 adim adim takip etmek
zorundayiz ¢linkli miifredata uymak ve
yetismek durumundayiz. Ornegin,
present continuous tense, future tense ve
near future hepsi bir iinitede verilmis.
Bunun o yagtaki ¢ocuklar i¢in ne kadar
karmasgik olabilecegini siz diigiiniin!

Course books that are written and provided
by the Ministry of Education is so complex.
They are far from being student friendly that
students have difficulty in establishing
relationship between the topics. And we, as
teachers, have to follow the course book step
by step since we have to keep up with the
curriculum. For example, one unit involves
the teaching of the present continuous tense,
the future tense, and the near future. Think
about how complicated it can be for the
pupils of that age! (Teacher 10)

Hem miifredat hem de kitabin kendi
icerigi ¢ok karigik ve 6grencilerin bir
anda bir ¢ok seyi anlamasini bekliyorlar.
Ben bir 6gretmen olarak tiniteleri
verildigi sekilde mi islemeliyim yoksa
ogrencilerin durumuna ve seviyesine
gore bir sira m1 izleyeyim karar
veremiyorum. Fakat su da bir gercek ki
okulda yapilan ortak sinavlar sebebiyle
miifredata uygun olarak ilerlemek
zorundayiz.

Both the curriculum and content of the course
book are very complicated and they expect
the students to comprehend more than one
topic at a time. |, as a teacher, have trouble in
deciding whether to follow the units in the
way they are programmed, or to reorder them
according to my students’ levels and needs.
However, this is a fact that we have to
proceed congruent with the curriculum due to
the joint exams at school. (Teacher 2)

Original Data

Translated Data

Ingilizce 6grenmenin asil amaci
yabancilarla konugmak ve iletisim
kurmak olmasina ragmen bakanlik
tarafindan zorunlu kilinan course book
lar bu amagtan ¢ok uzaklar. Kitaplar ve
icerikleri yiiziinden siniflarimizda
¢ogunlukla gramer islemek zorunda
kaliyoruz.

Although the main goal of learning English is
speaking and communicating with foreigners,
the course books that have been made
compulsory by the Ministry of Education are
very far from this goal. Because of those
books and their content, we have to teach
mostly grammar in our classes. (Teacher 11)

Original Data

Translated Data

Kitabin her {initesi ¢cok sayida kelimeyle
dolu ve bazen kelimeler 6grenci
seviyesinin iizerinde. Ben
ogrencilerimin hepsini 6grenmesini
beklemiyorum fakat miifredat bekliyor.
Hepsine odaklanmak istemesem de
ogrencilerin okuma pargalarinda ve
aktivitelerde gordiikleri her bir
kelimenin anlamini sorma gibi bir
egilimleri var. Bu ytizden siirekli
kelimelerin Tiirk¢e anlamlarini
sOylemek zorunda kaliyorum. Bu
durumla nasil bag edecegimi de
bilemiyorum.

Each unit of the course books has a large
number of vocabulary items, and sometimes
they are above the students’ level. I don’t
expect my students to learn all of them, but
the curriculum does. Although I don’t want to
focus on all of them, the students have a
tendency to ask the meaning of every single
word they see in reading passages or other
activities. And this is why | always have to
tell Turkish meaning of words. I don’t know
how to deal with this situation. (Teacher 13)
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10

Original Data

Translated Data

Haftalik ders saatlerinin diistiriilmesi
etkili Ingilizce 6gretimi agisindan
sorunlara sebep oldu. Ogrenciler
Ingilizce 6grenmeye konsantre olmada
zorluk ¢ekiyorlar.

Decreasing the weekly class hours in each grade
has created problems in teaching English
effectively. Students have difficulty in
concentrating on English learning. (Teacher 9)

11

Original Data

Translated Data

Smiflarimiz ¢ok kalabalik. 35 — 40
kisiye Ingilizce 6gretmeye calistyoruz
ve bu durumda dinleme, konusma
etkinlikleri olan ideal dersler
hazirlamak gercekten imkansiz.

Our classes are overcrowded. We are trying to
teach English to 35 — 40 students and it is
really impossible to prepare ideal lessons with
listening, speaking activities. (Teacher 6)

Original Data

Translated Data

Ogrencilerin sekizinci siifta merkezi
bir siav olan TEOG a girecek olmalari
smav odakli dil 6grenme yaklagimina
sebep oluyor. Burada asil amaglari
yabanci dil 6grenmek degil sinavin
Ingilizce kisminda ¢gikan test sorularia
cevap verebilmek oluyor.

The fact that students have to sit for a
centralized placement exam at the 8" grade
results in an exam-oriented language learning
approach. Their main aim is not learning a
foreign language but being able to answer
multiple choice questions asked in the English
section. (Teacher 4)

13

Original Data

Translated Data

Ogrenciler matematik, fen ve teknoloji
gibi diger 4 dersi daha 6nemli goriiyor
ve Ingilizce 6grenmek onlar igin ikinci
planda yer aliyor. Bazen bu gibi
ogrencileri derslerimde diger derslere
¢alisirken buluyorum. Bu durum
motivasyonlarini ve Ingilizce
basarilarini diistiriiyor. Zaman zaman
onlara ingilizce 6grenmenin yararlarim
anlatmak zorunda kaliyorum fakat ise
yartyor mu bilemiyorum.

Students consider other 4 subjects like
mathematics, science and technology, etc. more
important and so learning English is in the
second place for some of them. Sometimes 1 find
those students studying other subjects during my
class. This fact decreases their motivation and
level of success in English learning. From time
to time | have to explain the benefits of learning
English to them, but I am not sure if it works
for them. (Teacher 5)

14

Original Data

Translated Data

Bu siniftaki 6gretmen ben olsaydim, ilk
olarak 6grencileri sozlii olarak uyarirdim
ve dersle ilgilenmelerini sdylerdim. Eger
ayni seyi yapmaya devam ederlerse
yerlerini degistirmeyi denerdim ve onlari
sira arkadaslarindan ayirirdim.

If I were the teacher in this class, first I would
warn the students verbally and tell them to be
engaged in the lesson. And, if they went on doing
the same thing, then | would try changing their
seats and separating them from their desk mates.
(STA)

Ik olarak onlar1 uyarirdim. Dersle
ilgilenmelerini soylerdim. Sonra,
yerlerini degistirirdim. Sirar
arkadaglarindan ayrilirlarsa belki
o0gretmeni dinlerler.

First, I would warn them. | would tell them to be
engaged in the lesson. Then, I would change their
seats. They may listen to the teacher if they sit in
different places than their desk mates. (ST G)

Oncelikle yerlerini degistirebilirim;
dersle ilgilenmeyen 6grencileri 6n
siraya oturtabilirim. Boylelikle
birbirlerini olumsuz etkileyemezler.

First, | can change their seats; | can make students
who are not interested in the class sit on the front

raw. If I do this way, they can’t spoil each other.
(STN)

Basit bir yontem olarak yerlerini
degistirirdim. Digerleriyle daha az
iletisim i¢inde olacaklari i¢in dersle
ilgilenebilirler.

As a simple method, | would change their seats. As
a result of having little contact with others, they
might keep their interest in the lesson.(ST S)
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15

Original Data

Translated Data

(...) Onlara dgrettiklerimi ve tahtaya
yazdiklarimi sinavda soracagimi
soylerdim. Ogrenciler genellikle sinav
odakl1 diisiindiikleri i¢in, sinav konusunda
konusur ve onlar1 uyarirsam ilgilerini
cekebilirim ve bdylece ders boyunca beni
dinlerler.

(...) I can tell them that | would ask what I teach
and what | write on the board as questions in the
exam. Because students generally study with an
exam-oriented approach, if | talk and warn them
about the exam, | can arouse their interest so that
they listen to me during the class. (ST G)

16

Original Data

Translated Data

Dersle ilgilenmeyen dgrencilere sorular
sorardim. Yani, sorlar sorarak onlari
derse dahil etmeye ¢alisirdim.

I would ask questions to students who are not
interested in the lesson. Namely, by asking
questions, | would try to involve them in the lesson
(ST B)

Derse katilmak istemeyen ve bagka
islerle ugrasan 6grencilere sorular
sorardim; onlari sorular yoluyla derse
¢cekmeye ¢aligirdim. Sorularimi
cevaplayamazlarsa bir dururlar ve
smifta neler 6gretildigine bir bakarlar
bence. Belki digger 6grencilerin derse
katildigin1 ve sorulari
cevaplayabildigini goriirlerse
motivasyonlari artabilir. Bu sekilde
kendi eksikliklerinin farkina
varabilirler.

I would ask questions to the students who don’t
want to be involved in the lesson and who are
engaged in some other things; | would try to
engage them in the lesson through questions. |
think, if they can’t answer the questions, they stop
and think about what is being learnt in the class.
Maybe their motivation level may increase when
they see the students participate in the class and
answer the questions. By this way, they may be
aware of their own deficiencies. (ST C)

17

18

Original data

Translated data

Pasif 6grenciler i¢in farkli teknikler

esit hale getirmek icin ders kitabinda
bulunmayan 6zel aktiviteler
gelistirirdim, mesela drama aktiviteleri

gibi.

uygulamaya ¢alisirdim. Dil seviyelerini

I would try to employ different techniques for
passive students. | would develop special
activities, the ones which are not found in the
course book, for example drama activities, to
equate their language levels. (ST G)

Daha diisiik seviyedeki dgrenciler
icin ekstra materyaller hazirlardim,
eksiklerini giderecek materyaller,
mesela aktiviteler ya da galisma
kagitlar gibi.

I would prepare extra materials for lower level
students such as activities or work sheets, by
which they can compensate their incompetencies.
(STS)

Original data

Translated data

Bir 6grencinin iizerinde fazla zaman
harcamak ve digerlerinin ilgisini
dagitmak iyi bir fikir degil bence. Bu
siifin ilerleme hizini diigiirecektir.
Eger sinifimda bdyle dgrenciler varsa
grup caligmalari diizenlerdim. Bu tip
ogrencileri ¢aliskan, yiiksek seviyedeki
Ogrencilerin grubuna koyardim be bu
yolla sinif arkadaslarindan bir seyler
O0grenmelerini, grupta aktif olmalarin
ve derse katilmalarini saglardim. Bu
sorunu pair work ve group work ile
¢ozerdim.

It is not a good idea to spend much time on a
student and distract others. This would slow
down the progress of the class. If there were
such students in my class, | would organize
group work. 1 could place them in a
hardworking, higher-level group of students and
by this way; | could enable them to learn from
their peers and be more active in the group and
participate in the lesson. | would sort it out
through pair work and group work. (ST N)
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Original data

Translated data

Daha ¢ok mesela parmak kaldiran
katilan 6grencilerden ¢ok, parmak
kaldirmayan katilmayanlar1 biraz daha
aktif kilmaya ¢alisirdim. Ve yanlig
bilseler de bunun normal bir sey
oldugunu gostererek hatalar1 nedir,
eksikliklerini bulmayi saglardim. Ciinkii
biiyiik ihtimalle 6grenciler bilmedikleri
icin parmak kaldirmaktan ¢ekiniyorlar,
hata yapmaktan korktuklar1 igin.
Bilememenin, yapamamanin normal bir
sey oldugunu anlatirdim; hatalarini
bulurdum ve bu hatalar iizerinden
eksiklerini gidermeye ¢alisirdim. Ya da
ilk etapta mesela basit sorular sorardim,
biraz motive olsun diye; ondan sonra
0grenci yapabildiginde giizel feedback
verirdim aferin, ¢cok iyi diye. Ondan
sonra Yavas yavas o dgrenciye giiven
kazandirmaya ¢aligirdim, tabi biraz basit
sorular sorarak 6grenciyi parmak
kaldirsin diye motive ederdim. Oz
giivenlerini arttirmak i¢in ¢abalardim.

First, | would encourage those students by saying
that not knowing something or making mistakes
is normal in learning a language. Most
probably,they hesitate to participate in the lesson
either because they do not know or they have the
fear of making mistakes. | would tell them that
not knowing something is normal; | would find
out their mistakes and try to compensate for their
deficiences by analyzing those mistakes. For
example, | would ask easy questions to make
them motivated, and then | would encourage
them by saying ‘welldone, good job’. I would
help them build self-confidence step by step. (ST
S)

Soru sordugum 6grenci cevap veremezse
onu gegip baska dgrenciye s6z vermek
yerine bu 6grenciden cevap almak igin,
sorunun cevabini bulmasi i¢in ona
yardimci olurdum. Bilemediyse cevaba
gotliren bagka bir ey sorardim ve
beraber cozmeye ¢alisirdim. Ipuglart
verirdim ve onu cesaretlendirmeye
calisirdim. Burada amacim 6grencinin
0z giivenini yiikseltmek olurdu.

If a student to whom I ask a question can’t
answer, | would help him/her find the answer to
this question instead of passing that student and
giving the turn to another one. If s’he doesn’t
know the answer, | would ask a different question
to direct him/her to the answer. | would give
clues and try to encourage. Here, the aim is to
increase the student’s self-confidence. (ST B)

20

Original data

Translated data

Bu 6gretmen yerinde ben olsam
parmak kaldirmayan, diigitk
seviyeli 6grencilere direk olarak
s0z verirdim, eger yapamiyorlarsa
yardimci olmaya ¢aligirdim,
zorlardim biraz ¢ocuklari, mutlaka
cevap almaya c¢alisirdim yani,
yardimlarla da olsa.

If | were this teacher, | would give turns to lower
level students who avoid raising hands in the class. If
they can’t answer, I would try to help them, I would
force them a little (...) I would try getting an answer
inaway. (ST A)

21

Original data

Translated data

Ogrenci cevap veremiyorsa, siirekli onun

If a student can’t answer, it is bad to insist

iizerinde durmak, soyletmeye ¢aligsmak kotii bir
sey bence, yani demek ki bilmiyor. Zorlamaya
gerek yok. Ben bagka bir 6grenciye gecebilirdim
0 an.

on that student and to force him/her. It
means that s/he doesn’t know the answer.
There is no need to force them. | think |
can get the answer from another student.
(STC)

Derste basarisiz oldugunu bildigim bir 6grenci,
bir soruyu cevaplayamazsa mesela, ¢cok fazla
iizerine gidilmemesi, zorlanmamasi gerektigini
diistiniiyorum, bu onu baski altina alabilir.

I think we shouldn’t force a student who
is an under achiever, for example to
answer a question. This may suppress him
or her. (ST G)
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Original data

Translated data

Buradaki 6gretmen ben olsaydim daha
ogrencilerin anlayacagi bir sekilde, mesela
gorsellerle, resimlerle vs anlatirdim. Tabi bir
anda hocanin her dedigini anlamamalar1 ¢ok
normal, ama onlarin seviyelerine gore
kullamildiginda anlamamalari i¢in bir sebep
yok bence...

If I were the teacher here, | would
explain through visuals, pictures, etc.
Of course it is normal that they can’t
understand every single word the
teacher says, but when the language
used is suitable to their level, there is
no reason that they don’t understand
what | say.(ST S)

Resimlerle desteklerdim konusmami. Ayrica
Basit ifadeler kullanirdim, 6grenmis olduklari
kelime ve gramer yapilarini mesela genis
zamani kullanarak Ingilizce konusurum
onlarla, dersi bu sekilde anlatirdim.

I would support my speech through
pictures. Additionally, I would use
simple expressions; | would talk
using familiar grammar structures,
for example in the present simple
tense. | would teach in that way. (ST
C)

23

Original data

Translated data

Ben olsaydim boyle bir durumda Tiirkge ile
Ingilizceyi kanstirarak kullanirdim.
Ornegin, cocuklarm bildikleri belli bash
Ingilizce kelimeler vardir. Bu kelimelerle,
basit ctimlelerle, arada Tiirk¢e de kullanarak
konuyu anlatmaya ¢aligirdim.

If | experienced such a situation, |
would mix the codes Turkish and
English. For example, there must be
some English words that pupils
already know. | would try to teach the
topic by using those words together
with Turkish words. (ST A)

24

Original data

Translated data

Boyle bir sorunu tamamen yok etmek igin
hem benim hem de 6grencilerin derslerde
siirekli Ingilizce konusmamz konusunda
bir aliskanlik kazandirmaya ¢alisirdim. Bu
aligkanlhig1 bir kurala doniistiirirdim.

I would try to form a habit that both
the students and | persistently talk in
English during the classes to solve this
problem completely. | would try to
establish this habit as a rule. (ST B)

Coziim igin Ingilizce derslerinin dili
Ingilizce olur anlaayisini oturtmaya
calisirdim. Benim her zaman ingilizce
konusacagimi ve bu konuda 6grencilerden
daha inatei olabilecegimi gostermeye
¢alisirdim. Bunu gérmeleri sinifta bir ¢esit
Ingilizce konusma ahskanhg yaratabilir.

For the solution, | would try to
establish the understanding that
English should be the medium of
English classes. | would try to show
that I would speak in English all the
time and | could be more stubborn
then the students. Seeing this might
create a kind of habit in the class. (ST
)

25

Original data

Translated data

Ben basit ifadelerle, viicut dilini, jest ve
mimikleri ve de resimleri kullanarak
aciklamaya calisirdim her seyi. Basta zorluk
¢ekebilirler, fakat bence zamanla bu duruma

aligirlar. Bu nedenle 6grencileri zorlamaliyiz.

Sonug olarak, derlerde ingilizce konusmaya
devam ederdim.

I would try to explain everything
through simple utterances, body
language and gestures, and pictures.
They may have difficulty at first, but |
think, in time they can get accustomed
to the situation. For this reason, we
should force the students. Therefore, |
would go on talking in English during
the classes. (ST N)

Bu durumu yasayan 6gretmen ben olsaydim
direnirdim; Tiirk¢e’ye donmek yerine viicut
dilini kullanir ve sinifta dolasarak ve
Ogrencilerle gbz temasi kurarak 6gretmeye

If | were the teacher in that situation, |
would resist more; instead of
switching to Turkish, | would use the
body language, and | would teach the
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caligirdim.

class by moving around the class and
making eye contact with the
students.(ST C)

Ingilizce ders anlatmak igin viict dili
kullanmak, jest ve mimikleri kullanmak,
demonstrayon gibi teknikler var. 6gretmenler
bunu basarmak i¢in her seyi denemeliler
bence. Ayrica, kullandigimiz dili
basitlestirmeliyiz. Ogrencilerin bildigi, asina
oldugu kelimeleri tercih etmemiz gerekiyor.

There are techniques for instructing in
English such as using the body
language, using gestures,
demonstrating, etc... Teachers should
try everything to accomplish this.
Additionally, we should make the
language we use simpler. It is necessary
to choose words with which they are
familiar. (ST G)

26

Original data

Translated data

Ogrenmis olduklarmi evde, ders disinda
tekrar etmelerini saglamak i¢in dgrencilere
quizler yapacagimi ve zamanini séylemeden
yapacagimi soylerdim. (...) O yiizden
“dgrendiginiz her seyi evde ¢aligarak gelin,
stirekli tekrar edin. Quizler notunuzu olumlu
ya da olumsuz olarak etkileyecektir” derdim.

I would tell them that | would give
pop-quiz from time to time to make
them revise what they learn at home.
(...) I would say “come to the class by
revising everything you learn. Make
revisions periodically. The pop-quiz
will affect your grades positively or
negatively.” (ST A)

27

Original data

Translated data

Ben olsaydim kesinlikle yeni iiniteye
gegmezdim. Tamam, belki konular yetismek
zorundadir, ama en azindan bir saati tekrar
hatirlatmaya ayirirdim.

If I were the teacher, | would never pass
on to a new unit. Ok, maybe we should
catch up with the schedule, still 1 would
spare at least one class hour for revising.
(STN)

28

Original data

Translated data

Kendi 6gretme tarzimi gézden gegirirdim. Bir
yerde bir yanliglik var ve bu yiizden tekrar
etmek istemiyorlar ya da sinifta 6gretilen
konular1 hatirlayamiyorlar diye diistintirdiim.
Duvarlara chart lar, hatirlaticilar, resimler
asardim ve gorsel hafizalarina hitap etmeye
calisirdim. Oncelikle bir 6gretmen olarak
kendimi degerlendirirdim.

I would re-consider my teaching style. |
would think that there is something
going wrong and so they don’t want to
revise the topics or they can’t recall
what is studied in the class. | would
hang charts, reminders, and illustrations
on the walls and try to address their
visual memory. First, | would evaluate
myself as a teacher. (ST C)

29

Original data

Translated data

Ben olsaydim, konularin tekrar edilmesini
saglamak i¢in 6grenmis olduklar1 tinitelerden,
konularla ilgili gocuklara performans 6devi
verirdim. Ve kendi aralarinda, beraber
calisarak, grup olarak yapmalarini isterdim.

If | were the teacher, | would assign
performance project to make them
revise the topics. And | would want
them to study in groups. (ST A)

Odevler verebilirdim, boylece ders disinda
da tekrar etmelerini saglardim.

I could assign homework. By this way,
I could make them revise the topics
outside the class. (ST G)

Bence bu tarz yapilarin unutulma sebebi
ogrenciler 6grendiklerini kullanamryor.
Sadece kagit iizerinde kullanmak kalic1 degil,
kullanamadiklar1 i¢in hemen unutuyorlar,
teorik olarak kaliyor. Ben kullanmalarini
saglayacak etkinlikler yapardim.

I think the reason why they can’t recall
the topics is that they cannot put into
practise what they have learnt. Only on
paper practice is not enough for
retention; they easily forget because
they don’t use the recent knowledge. I
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Ogrendiklerinin smifta kalmamasi igin
kullanima yoénelik édevler verirdim.

would prepare activities to make them
use what they have learnt. | would
assign them homework to use the
language outside the class. (ST S)

30

Original data

Translated data

Artik teknolojiye ulasim ¢ok kolaylasti,
okulda yoksa en azindan kendi araclarim
mesela akilli telefonumu bile kullanarak bu
ac1g1 kapatmaya ¢aligirdim. Dinlemeleri i¢in
pargalar seger internetten telefonla bile olsa
ogrencilere dinletip etkinlik hazirlardim.
Artik imkansizliklar eskisi kadar degil.
Istedigimiz seye ulasmamiz cok kolaylasti.
Bunu da derslere aktarmak ¢ok zor degil.

Technology has become easily
accessable now. Even if the equipment
isn’t available at school, I would
compensate the situation by using my
own equipment, for example | can use
my smart phone. | would choose
listening texts, prepare listening
activities and make my students listen to
them via the internet on my mobile.
Now this is not impossible as it was in
the past. It is easier to reach what we
need. And, it is not difficult to transfer
those possibilities to classroom
environment. (ST B)

31

Original data

Translated data

(...) Ama hi¢ bir sey bulamasam da, gene
de dinleme aktivitelerini ge¢gmezdim, en
azindan dinleme metnini kendim okuyup
o sekilde yaptiirdim. Ayni  etkiyi
vermeyecektir ama hi¢ yoktan iyidir.

(...) Even if I can’t find anything, I
would not ignore listening activities; |
would at last read the listening text
aloud and make them complete the
activity. It wouldn’t be much effective,
but it is better than nothing. (ST C)

32

Original data

Translated data

Ben olsaydim, baktim ki sikiliyorlar bir 5
dakika ara verebilirdim. Giinliik hayattan
konusurdum, giinleriniz nasil gegiyor, vs.
gibi.. 6grencilere bir rahatlama imkani
tanirdim, birakirdim dersi, ne yapmak
istiyorsunuz diye sorardim. Anlagma
yapardim onlarla, bu dersi igleyecegiz ama
simdi serbestsiniz istediginizi yapin derdim.
ve sonra derse daha istekli gelebiriler
boylece.

If | saw they got bored, | would have a
five minute break. | would talk about
daily life issues. | would provide a
refreshing time for them; | would ask
what they’d like to do. | would make
an agreement with them and say that
“we will definitely complete this part
but now you are free.” By this way they
can come to the next class more
willingly. (ST C)

Bu durum karsisinda ben olsaydim...
¢6ziim olarak... ¢ocuklara sunu
sorabilirdim.. yani.. biraz ara verelim
derse, su an sikilmayacaginiz bir aktivite ne
yapabiliriz diye o6nerilerini alabilirdim.

To deal with such a situation, | would
ask students what they’d like to do...I
would have a break and ask what kind
of an activity they’d choose to do. (ST
A)

33

Original data

Translated data

Ne yapardim?.. Mesela, bir okuma
aktivitesini eglenceye ¢evirirdim.
Sikilmalarini 6nlemek i¢in bu okuma
aktivitesine farkh bir sey katardim. Ciinkii
baz1 okuma parcalar1 gergekten ¢ok sikici
olabiliyor. Bu yiizden bu aktiviteleri degisik
sekillerde hazirlardim. Ornegin role-playing
eklerdim.

What would | do? For example, | would
turn a reading activity into fun. I could
add something different to this reading
activity to prevent them from getting
bored. Because some reading passages
are really boring. So, | would prepare
the activity in a different way, for
example, by adding a role-playing
activity to it. (ST S)
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34

Original data

Translated data

Bu ne kadar dogru olabilir bilmiyorum ama,
Ders kitab1 yerine kendim belirledigim bir
kitabi takip edebilirim. Ve iyi bir kitap,
amaclarima uyan bir kitap belirledikten sonra
Ogrencilere aldirabilirim bu kitabi.

I don’t know if it is possible but I would
change the course book and use the one
I choose instead. After | find a book that
best serves my aims, | would make
students buy that book. (ST N)

35

Original data

Translated data

Ek materyaller sunmaya ¢alisirim, ilgilerini
¢ekmek ve 6grencileri sikmamak igin. Video
kullanirim ya da resimler kullanarak
baslayabilirim derse. Sikic1 okuma
pargalariyla degil ama.

I would prepare additional materiasl to
catch their attention and prevent them
from getting bored. | would start the
class by using video or pictures, but not
with boring reading passages. (ST N)

Gergekten sikict konular igin ders kitabindaki

o kismi gecip baska Dbir etkinlik
diizenleyebilirim.  Oyunlar  oynatirdim
mesela. ..

I would skip the boring parts in the
course book and prepare new activities
instead. For example | would make them
play games... (ST G)

Kitaptaki okuma pargasindaki gibi
konulardan sikildiklarini gérdiigiim i¢in
kitapta tekrar bu gibi boliimler olup
olmadigina bakip onlar yerine bagka seyler
bulmaya ¢aligirdim, kitap dig1 ve 6grencilerin
daha ¢ok ilgilenebilecegi sekilde aktiviteler
getirirdim derse.

Since | see that they are bored with the
tasks in the book, | can look through the
book to see whether there are any other
boring parts, and try to find different
activities instead of them. | would
prepare activities that students migt
enjoy. (ST B)

36

Original data Translated data
Konudan sikilsalar da smmavda c¢ikacak | Even if they get bored with the topic, |
oldugunu soyleyerek tehtid edebilirim. | would use the exam as a threat. By

Boylece sikilsalar da konuyu dinlelerler ve
etkinlikleri yaparlar.

this way, they would listen to me and
complete the activities even if they are
bored. (ST G)

37

Original data Translated data
Ben ilk once bir konuyu anlatirdim, once | | would begin with the easier topic,
kolay olan konudan baglardim, onu | teach it, and then teach the other topic. |
anlatirdim ondan sonra diger konuyu | would divide the unit and re-order it and

anlatirdim. Ayirirdim yani kitabin iinitesini
kendime gore bolerdim ve Ogrenciler igin
basa cikilabilir bir hale anlasihir bir hale
getirirdim.

make it more manageable and
understandable for students. (ST C)

38

Original data

Translated data

Yani her konuyu kitab1 kullanarak dgretmek
zorunda degilim. Baska kitaplardan ve
kaynaklardan boliimler kullanarak konular
Ogretirdim, ya da worksheet ler hazirlardim.
O anda kendimi kaynak olarak kullanip
kendi 6rneklerimle 6gretirdim konuyu. Kitab1
kullanarak hi¢ kafalarin1 karigtirmazdim.

I don’t have to use the book all the time.
I would use some parts of other books
and resources to teach or | would
prepare worksheet. Sometimes, | would
use my teacher skills and teach using
my own examples. I wouldn’t let the
book confuse the students. (ST B)

Ben zaten 6gretmen oldugumda da siirekli
course book kullanmayacagimi
diisiiniiyorum. Ciinkii bu 6rnek olaylarda
anlatilan zorluklarin ¢goguyla da
karsilagacagimizi diigiiniiyorum. Kitaplarda
bazen ¢ok alakasiz drnekler verilebiliyor, ya

I don’t think I will use the course book
all the time when | become a teacher.
And I think that we will experience the
difficulties explained in these scenarios.
Course book may involve irrelevant
examples or words and grammar
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da birbirinden bagimsiz kelime ve gramer
konulari islenebiliyor. Bdyle bir durumda ben
kitaptaki konu ve aktivite siralamasini
degistirirdim ve de disaridan aktivitelerle
sikintry1 gidermeye ¢aligirdim.

structures that are unconnected. If | face
such a situation, |1 would change the
order of the activities and try to
overcome the problem by adding new
activities. (ST G)

39

Original data

Translated data

Belki bir yazma 6devini evde yaptiktan sonra
okula getirmelerini saglayip, bu yazma
odevini konusma Dbecerisi icin  bir
etkinligine  doniistiirebilirdim.  Herkes
yazdiklarint  paylasabilir, (...) Dinleme
aktivitesi olarak da internetten kisa kisa
boliimler bulup, konu yani when/while
ifadeleri dinletilerek pekistirilebilir. Hatta
dinleme aktivitesi yazma ile
birlestirilebilir. (...) Ayrica gene aym
konuyu iceren kisa bir diyalog hazirlayip,
pairwork seklinde dgrenciler role playing de
yapabilirler.

Maybe | can give a writing homework
and want them bring it to class and turn
this writing homework into a
speaking activity. All the students can
share what they write. (...) As for the
listening, | can find some listening
activities on the internet and practice the
topic which is when/while expressions
here. Even | can integrate the listening
activity with the writing activity. (...)
Additionally, the students can create a
dialogue and role play it as pairs. (ST
N)

Kitapta diizenleme yapardim ve tamamen
gramer iceren kisimlari atardim. (...) Daha
oncesinden hazirlikli  gelirsem, c¢aliskan
olursam bir Ogretmen olarak disaridan
hazirlayacagim aktivitelerle bu diger
becerileri de gelistirebilirim sinifimda. Bu
becerileri ve gramer Ogretimi dengeli bir

I would make an arrangement in the
book and omit the grammar-only parts.
(...) If T am a hardworking teacher, I can
prepare teaching materails and by
using using them I can provide practice
for other skills in my classes. | would be
careful about establishing balance

sekilde dagitmaya g¢aligirdim.

between grammar teaching and the
teaching of four skills. (ST G)

40

Original data Translated data
Ben olsaydim ¢oktan segmeli sorularla | If | were the teacher, | would both carry out
birlikte aktiviteler yapardim, Ornegin | activities and provide multiple-choice type

haftalik ders saatlerini boélerdim. Bir
kismim1 ¢oktan seg¢meli sorularla, bir
kismin1 da aktivitelerle kendi dogru
buldugum sekilde islerdim. Her dersi
coktan se¢meli testlerle veya her dersi
aktivitelerle gecirmezdim. Sonugta
ogrenciler de hakli, her zaman c¢oktan
secmeli  sorularla sinaniyorlar. Ama
ogretmenler de sadece buna yonelik ders
islerlerse bu da Ogrenmeye, gergek
anlamda dili 6grenmeye engel olur.

questions for students, for example I would
divide the weekly class hours. | would
spare some of the class hours for
answering multiple choice questions
together with the students and some for
classroom activities as an ideal way of
teaching. It is a fact that the students are
right because they are evaluated via
multiple-choice questions all the time.
However, if teachers teach to this aim all
the time, than this will hinder learning a
language with all its aspects. (ST A)

Aslinda ilk aklima gelen sey bunu
Ogrencilerin se¢imine birakmazdim. Bu
smav odakli 6grenme aligkanligina yenik
diismek istemem. Ama 6grencilerden asir
bir direng, asirt bir zorlama gelirse, bu da
yapmayacaklardir anlamma geliyor. Yani
dersi dinlemeyeceklerdir, derste pasif
kalarak, katilmayarak tepkilerini
gostereceklerdir bence. O yiizden onlarla
ortak bir yol bulmam gerekiyor (...)
Mesela 4 ders ise, iki dersi multiple

choice yaparak, kalan bir dersi
listening, bir dersi writing yaparak
gecirirdim.

First thing that comes to my mind is that |
wouldn’t leave this to their choice. I
wouldn’t be defeated against students’
exam-oriented study habits. However, if the
students resist, this means that they won’t
do what | want. Namely, they won’t listen
to the teacher, or react this by being passive
and not participating the class. So, | may
need to make an agreement with them. (...)
for example, | can spare 2 class hours out
of 4 for studying multiple choice question
type and the rest 2 class hours for
practicing listening and writing. (ST C)
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41

Original data

Translated data

Ogrencilerin bu tutumunu degistirmek
i¢in rehber 6gretmenle beraber ¢aligirdim.
Rehber 6gretmenle birlikte, daha 5., 6.
smiftan itibaren belki de, 6grencilerin
bilinglendirilmesi gerektigini
diisiiniiyorum. Bu bence okullardaki,
egitim sistemindeki ciddi bir sorun, sinav
odakl1 bir egitim anlayis1 ¢cok yanlis.

I would cooperate with the counselor to
change the attitude of students. | think that
the students’ awareness should be raised
starting from the 5" or 6™ grades. | think
this is a serious problem of schools and the
educational system. Having an exam-
oriented approach to education is not true.
(ST B)

42

Original data

Translated data

Derste 6grencilere, bunlarin faydali
aktiviteler oldugunu, ileride
faydalanacaklarini ve her seyi sinav i¢in
yapmamalar1 gerektigini igeren konugmalar
yapardim. Fakat ne kadar etkili olabilirdim
bilmiyorum.

I would explain them that these are useful
activities, they will benefit from them in the
future, and the fact that they shouldn’t do
everything for the sake of exam. However, |
don’t know how effective I could be. (ST
B)

Ben olsaydim yine yaptigim seyi yapmaya,
yani burada speaking ya da writing
yaptirmaya devam ederdim. Sinavlar var;
bu bir gercek; bunu da goz ardi etmezdim.
Sinava yonelik test vb de kullanirdim. Ama
kesinlikle dort dil becerisinden
vazgegmezdim. En basta, donem basinda,
sadece gramer odakli testler ¢ozmenin
Ingilizce 6grenmek olmadigini anlatan bir
konusma yapardim.

If | were the teacher, | would go on with
what | am doing. Yes, they have to sit for a
centralized exam, [ wouldn’t ignore this
fact. I would make use of multiple choice
question type also. But | would never give
up studying four language skills in my
classes. At the beginning of the term, |
would give a speech which explains that
only being able to answer grammar-
oriented multiple choice questions does not
mean they are learning English. (ST S)

43
Original data Translated data
Onlarin aktif katilabilecekleri baska tiir | | would redirect them to the lesson by
bir  aktivite ile  tekrar  derse | introducing a different activity that could
yonlendirirdim, derse motive edici | activate them; I would start the lesson with

aktiviteler ile baglardim ve ders esnasinda
da resim, video vb. materyaller
kullanmay1 denerdim. Sadece dinleyin
demek bir ise yaramaz ¢iinki, ders
Ogrenciyi i¢ine ¢ekmeli.

motivating activities and throughout the
class I would make use of pictures, videos,
etc. Because | think only warning the
students doesn’t work; the lesson should
be appealing. (ST C)

Ogrencileri uyarmak yerine ilgisi diisiik
olan dgrencileri derse dahil edebilecek
aktiviteler ya da ders anlatim
yontemleri kullanirdim, bu daha ¢ok ise
yarardi sanirim. Yahut siifin geneline
hitap edebilecek daha ilgi ¢ekici
materyallerle derse baglayabilirdim. Derse
katilmayan 6grencileri cesitli aktivitelerle
ve araglarla derse cekmeye calisirdim;
kizmayla bagirmayla olmuyor c¢iinki iki
dk dinliyor goriiniip sonra gene
bildiklerini yapiyorlar.

Instead of warning the students, | would
employ activities or teaching techniques
that can activate uninterested students.
This would work better I guess. Or, | would
start the lesson with using more attractive
materials that could address the whole
class. | would try to engage students who
are not interested in the class by using
various materials and activities. Getting
angry with them or shouting at them
doesn’t work because they seem to be
listening for a short time and then go on
with what they are doing leater. (ST S).
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44

Original data

Translated data

Ogretmen yerinde olsam dikkatlerinin
daginik oldugunu fark ettigim 6grencilere
bireysel olarak konuyla alakal sorular
sorar dikkatlerini ¢cekmeye ¢aligirdim.

If | were the teacher, | would ask questions
that are related to the topic to students who
are distracted. | would try to attract their
attention by this way. (ST B)

Ogrencileri derse motive ederek baslardim.
Konuyla ve gerekli yerlerde soru
sorabilece@imi soyler bilen art1 puan alacak
diyebilirdim. Boylece bastan itibaren
dikkatleri derste olabilirdi.

I would start by motivating the students. |
would tell them that | would ask questions
throughout the lesson and the ones who
could answer would get extra points. And
by this way, | could keep their attention on
the lesson. (ST N)

45

Original data

Translated data

Dersin son 10 dakikasinda anlatacagim
konuyla ilgili quiz yapardim, bdylece
Ogrenci ders boyunca hem derse dikkatini
verir hem de 6grendigini pekistirmis
olurdu.

I would give a quiz at the last ten minutes
of the class. In this way, they would keep
their attention on the lesson and this would
be a way of consolidating for them. (ST S)

46

Original data

Translated data

Oyunlar1 sik kullanirdim, ilgisiz
ogrencileri oyunla kazanmaya ¢alisirdim
¢linkii oyun oynamay1 ¢ok seviyorlar ve
severek yaptiklari bir seyi daha kolay
ogreniyor ¢cocuklar. Tahtada konu
anlattiim zamani kisitlar; onlart mesgul
tutacak ve eglendirecek seyler planlardim.

I would make use of games, and | would try
to catch their interest through games
because they like playing games. They can
learn better when they do something they
like. I would limit the time | explain things
on the board and prepare enjoyable
activities that they can be engaged in. (ST
B)

47

Original data

Translated data

Coklu zeka kuramina gore 6grencilerin
farkh zeka tarzlari ve farkh 6grenme
stilleri i¢in farkh teknikler kullanmay1
denerdim. Her derste aktivite ve
materyal ¢esitliligini saglamaya 6zen
gosterirdim ve tiim 6grencilere ulagmaya
caligirdim.

I would try to employ various techniques
for different intelligence types of students
according to the Multiple Intelligences
theory or for different learning styles. |
would be careful about varying activities
and teaching materials, and would try to
reach all the students. (ST G)

Sinifta 6grenme hizi farkli veya seviyesi
daha diisiik 6grenciler oldugunu goriirsem
onlara hitap edecek sekilde tekrar
anlatirdim, gorsel materyal ise
yaramadiysa konuya uygun kinestetik
aktiviteler, role play falan eklerdim.
Farkh 6grenme sitillerini de goz oniine
alip, sinifa farklh learning style lara
uygun materyal ve aktivitelele gelirdim.
Dersin iglenisini ¢esitlendirmeye dikkat
ederdim.

If I notice that there are students whose
learning pace is different or whose level is
lower, | would re-teach in way that they can
understand. If, for example, visuals don’t
work, | would make use of kinesthetic
activities or role playing. | would bring
different materials and activities suitable
for different learning styles of students. |
would consider varying the classroom
activities. (ST S)

198




48

Original data

Translated data

Ogrenciler iyi seviyedekiler ve diisiik
seviyedekiler olarak gruplara ayrilip pair
work aktiviteleri verilebilir. Pair work bir
aliskanlik haline getirilirse zayif olanlarin
O0grenmeleri peer lar1 tarafindan
desteklenebilir. Buradaki amacim diisiik
seviyedeki 6grencilerime daha etkili yollar
sunmak, ve arkadaslari ile calisarak peer
learning’i saglamak. Boylece hem benim
¢esitlendirdigim anlatim sekli hem de
arkadaglarinin destegiyle daha ileri
gidebilirler.

Students can be grouped as higher level
students and lower level students and pair
work activities can be organized. If
students get into the habit of pair work
activities, lower level students can be
supported by their peers. Here my aim is
enabling peer learning for the lower level
students, and to provide them with effective
ways of learning. Therefore, they can make
progress through varied teachniques and
with the help of their peers. (ST N)

Anlayamadiklarini diisiindiigiim daha
diisiik seviyeli 6grencileri anladiklarimi
bildigim 6grencilerin yanina oturtarak
beraber cahsabilecekleri aktiviteler
hazirlardim.

I would make lower level students sit
together with higher level students and
organize activities for which they can study
together. (ST B)

49

Original data

Translated data

Zayi1f 6grencilerle birebir kontak kurmaya
calisir hatta gerekirse Tiirkce agiklama ve
orneklerle anlatmaktan kaginmam. Bu
gibi sorunlar1 ¢6zmek i¢in iki farkl
Ogrenci grubuna da yonelik ders
anlatirdim. Gerekirse dersi 6rnek olaylarla
ve Tiirkce agiklamalarla destekleyerek
anlatirdim.

I would build one-to-one relation with
lower level students and I wouldn’t avoid
teaching through Turkish explanations
and examples. To overcome such a
difficulty, | would address two different
levels. | would teach through examples and
explaining in Turkish. (ST A)

50

Original data

Translated data

Oncelikle en basta dgrencilerimin
seviyelerini belirleyerek ve onlari
tantyarak doneme baglarim. Buna uygun
bir plan yaparak derslerime devam ederim
ve yanimda her daim ekstra materyal ya
da ahstirmalar hazir ederim. Duruma
gore daha ileride olan ya da daha geride
olan 6grenciler igin hazirladigim ekstra
materyalleri 0 anda kullanabilirim.

First, I would identify the language level of
my students and then try to get acquainted
with them. Then, | would continue teaching
with suitable lesson plans and always bring
extra materials and exercises to the class.
I can use those materials which I’ve
prepared for the lower level or higher level
students. (ST C)

51

Original data

Translated data

Ben ¢ocuklar ne kadar israr ederlerse
etsinler derslerimi Ingilizce olarak islemeye
devam ederdim. Onlar da bu dersin boyle
olmast gerektigini ve bu sekilde devam
edecegini anlardi.

I would insist on talking in English in my
classes. By this way, they would understand
that English classes should be carried out in
English and this would continue in this
way. (ST C)

Ingilizce konusmaktan vaz gegmezdim,
bu konuda 1srar ederdim ve kararh
oldugumu gosterirdim.

| wouldn’t give up talking in English; |
would insist on this and show them that |
am determined to do this. (ST G)

Birkag hafta Ingilizce konugmaya israrla
devam ederdim ve aslinda
anlayabildiklerini onlara gosterirdim.
Bdylece zamanla alisacaklar ve
yadirgamayacaklardir.

I would persistently go on talking in
English for a couple of weeks and show
that in fact they can understand classroom
talk in English. By this way, they would get
accustomed to it. (ST N)
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Original data

Translated data

Simif kurah olarak Ingilizce
konusulacagini dile getirirdim ve belli
kurallar koyardim, hatta eglenceli bir hale
bile getirebilirdim. Onlarin da Ingilizce
karsilik verdiklerinde art1 alacaklarini ve
yilin sonunda en fazla art1 alanin
odiillendirilecegi bir kural koyabilirdim.

I would declare that talking in English
throughout the classes is a classroom rule;
I would set up some other rules and even
make it fun for the children. | would say
that they would get a plus when they
interact in English; and | would set it as a
rule that the ones who have more plus
would be rewarded. (ST N)

Sinifta Tiirkge kullanilmasinin yasak
oldugunu soéyler bu sekilde Tiirkge
konusanlari Ingilizce konusmaya
yonlendirirdim ve benden Tiirkge
konugmami beklememelerini saglardim.
Simif kurah olunca bir yaptirimi olur ve
kurala uyarlar diye diisiiniiyorum.

I would say that talking in Turkish in the
classroom is forbidden and by this way |
would reinforce the students to talk in
English. I would ensure that I wouln’t talk
in Turkish. If this is set up as a classroom
rule, this would provide enforcement and
they would obey the rule. (ST S)

53

Original data

Translated data

Ingilizce konusurken basit bir dil
kullanirdim, jest ve mimiklerle, viicut
diliyle, daha anlagilir hale getirirdim.

I would use simple expressions while
talking in English; | would make it more
understandable through gestures and body
language. (ST G)

Ingilizce kullanmaya devam ederdim ama
daha basit bir dil kullanirdim, body
language 1 da kullanmaya 6zen
gosterirdim.

I would go on talking in English, yet |
would use simple expressions. | would
consider using body language more. (ST
B)

54

Original data

Translated data

Ilk olarak onlarin seviyelerine uygun basit
Ingilizce konusup dnyargilarindan
kurtulmalarini saglardim. Anlamadiklar:
yerde Tiirk¢e kullanirdim fakat zaman
ilerledik¢e 6grendikleri seyleri de katarak
kullanmaya devam ederdim.

I would first try to eliminate any bias by
talking in simple English that is appropriate
to their level. | would talk in Turkish
when they don’t understand. However, as
the time goes by, | would increase the
amount of talk in English by using the
structures they have learned. (ST S)

Yeri geldiginde Tiirkceye doner, fakat
dersi tamamen Tiirk¢e olarak iglemezdim.

I would switch to Turkish when needed,
but I wouldn’t teach all in Turkish. (ST A)

55

Original data

Translated data

Bunu ¢6zmek i¢in dnceden dersi
destekleyici gorsel materyaller
hazirlarim ve ¢ocuklarin anlayabilecegi
seviyede Ingilizce anlatirim dersi.

I would prepare visual materials before the
class and bring them to the class to support
students’ understanding, and I would give
the lesson in English using a language
observing the students’ level.(ST A)

56

Original data

Translated data

Yeni iiniteye gegmezden once bitirilen
uniteler ile ilgili tarama siavlari
yapilabilir. Boylelikle ara ara yapilan bu
kiiciik sinavciklar bizi onlarin gelisimi,
eksikleri hakkinda bilgilendirecektir.
Onlar1 da ara ara tekrar yapmaya, evde
caligmaya yonlendirecektir.

Before starting a new unit, | would give a
quiz for consolidation. The quiz that is
given in certain intervals would inform us
about their progresses and
weaknesses.And, this would reinforce the
students to revise and study the topics at
home. (ST C)
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Original data

Translated data

Ogrenci eger 6gretmenin kontrol
edecegini, dersini takip ettigini fark
ederse daha temkinli oluyor ve evde
calistyor, bunu kalic1 hale getirmek igin
de tabi sozlii notu ve art1 puan sistemi
getirirdim.

If the students notice that the teacher checks
homework or follows what is going on with
the students’ progress, they become more
cautious and study at home. To maintain
this, I would introduce a system with oral
marks and plusses (ST N)

58

Original data

Translated data

Proje odevleri verirdim. Proje Odevi
olunca evde calismaya zorlayic1 olur.

I would assign project work to eliminate
this problem. Assignments would force
them to study at home. (ST A)

(...) Grup calismalar1 seklinde kapsaml
odevler verirdim. Odev yaparken okul
disinda galismis olmalarini saglardim.

(...) I would give comprehensive
homework that they would study in groups.
By this way, | would ensure that they also
study out of the class. (ST G)

59

Original data

Translated data

Kitaptan tekrar etmelerini istemek yerine
onlarla birlikte konuyu hatirlatici
eglenceli bir etkinlik yapardim. (...) Her
ders bir 6nceki dersin tekrarini eglenceli
oyunlarla yapardim.

Rather than making them revize the topic in
the book, | would organize an enjoyable
activity for them to recall the topic. (...) I
would remind the previous topic through
enjoyable games in each class. (ST B)

Kitap defter acin tekrar edin demek
yerine, kendim bizzat kalkip anlatirdim.
Tabi ki en bastan ve ¢ok ayrintili
olmayacaktir anlatilanlar. Kisa bir
tekrardan sonra érneklerle ve sorularla
hatirlatmalar, pekistirmeler yapardim.

I would re-teach the topic instead of saying
them revise it in the book or notebook. Of
course, the second-time teaching wouldn’t
be so detailed. After a short revision, |
would make them recall the topic and
consolidate through examples and
questions. (ST C)

60

Original data

Translated data

Meb in sitesinden parcalari indirir, kendi
imkanlarimla uygun araci bulur dersimi
islerdim. Ciinkii sitede biitiin dinleme
metinleri var.

I would download the tapescripts from the
official platform of MEB, (the Ministry of
National Education), where all texts are
accessible and then find the best tool
within my own means to employ them for
use in class. (ST B)

Kendime kiigiik bir hoparldr alirdim ki bu
¢ok pahali bir sey degil ve dinleme
kayitlarim telefonuma indirip sinifta
dinleme aktivitesini yaparim ya da kendi
sesimi kaydederdim.

I would acquire a small size loudspeaker,
which is not expensive at all, and make it
possible to implement the listening
activities using my mobile phone after
downloading the tapescripts on

it. Alternatively, | would do recording with
my own voice.(ST G)

61

Original data Translated data
Ogretmen kitabindan dinleme parcasim | | would read out the tapescript from the
cocuklara okur ve etkinlikleri | coursebook for the students and have them
yaptirirdim. do the activities. (ST A)
Vazgegmek, islememek isin en kolay | Giving up and not giving the listening
yamdir  bence.  Metinleri  kendim | activities is choosing the more comfortable.

okurdum ve dersime devam ederdim.

I would at least read out the tapescripts
myself and run my class. (ST C)
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Original data

Translated data

Kitaba 6nceden goz atip ¢cikarilmasi
gereken yerler varsa cikartir yerine
farkh aktiviteler koyardim. Bunlar i¢in
hazirlik yapardim.

I would preview the book and decide on the
parts to be omitted, if there are, and
replace them with alternative activities.
Of course, | would prepare for these. (ST A)

63

Original data

Translated data

Buradaki yazma etkinligini degistirir
ve eglenceli bir hale getirir ya da oyuna
doniistiiriirdiim. (...) Ogrencilere
kademeli yaklastirma yaparak
sevmedikleri etkinlikleri sevdikleri
etkinliklerin igine yerlestirerek eglenceli
hale getirirdim.

I would either modify the writing activity
given here to make it enjoyable or change
it into a game.(...) I would make it
enjoyable for the students through
successive approximation, thanks to which |
could integrate unfavorable activities into
favorable ones. (ST B)

Ben 6ncelikle kitaptaki aktiviteyi birebir
yapmak yerine onlarin sevecegi bir
sekle getirirdim, mesela buradaki yazma
etkinligi icin pekistirmek istedigim yap1

ayni kalacak sekilde konuyu degistirirdim.

I would not adopt the activity of the book.
Instead, | would modify it to make it
favorable for the students.As for the
writing activity provided here; | would keep
the intended pattern but modify the content.
(ST Q)

Mesela bu 6rnekteki yazma aktivitesi i¢in
meaningful context yaratip 6grencilerin
writinglerini daha amagli_ve anlaml
olmasini saglardim. Ornegin; writinglerini
bir arkadaglarina géndermelerini
isteyebilirdim. Kitap iizerinde
degisiklikler yaparak sevdirmeye
caligirdim.

Regarding the writing activity provided
here, I would create a meaningful context to
provide the students with a meaningful
process in which they have certain
objectives.For example; | could ask them to
send whatever they have created to a friend.
I would try to make it more favorable for
the students through modification of the
content in the book. (ST S)

64

Original data

Translated data

Buradaki en 6nemli sey bence planli
olmaktir. Sene basinda gelen kitaplar
incelenmeli ve gerekli goriilen sekilde
kitaplarda da uyarlamalar, ekleme,
cikarmalar yapilmalidir. Ben de eksik
yerleri tamamlayici ek aktiviteler
kullanarak, gereksiz seyleri ¢ikararak
olsun gerekli diizenlemeleri yaparak
devam ederdim.

To me,the most important point here is to
be well-organized.It is important that the
books provided at the beginning of the
academic year be evaluated and
modifications, addings and ommissions
should be fulfilled.As for my part,| would
run my classes after omitting unnecessary
parts and using additional activities to
compensate for the weaknesses of the
material. (ST C)

Kendim bagka etkinlikler bulup sinifa
getirirdim. Kitaptaki konular karmasik ve
bagimsiz oldugu i¢in kendim o konular
hakkinda daha bagka materyal
kullanirdim.

I would find other activities and bring
them to the class as the content provided by
the coursebook may be complicated and
irrelevant. (ST S)

65

Original data

Translated data

Ben kitaptaki konular1 kendim
diizenlerdim, bazilarinin yerlerini ve
sunus sirasini degistirirdim. Bazilarini
sonraya birakirdim. (...) Kitaplar1 ders
oncesinde inceleyip diizenlemeyi dersten
once yapardim.

I would re- order the topics in the book
myself. | would present the content
observing my own schedule and order. (...)
I would make this decision and re-ordering
before class. (ST G)
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Original data

Translated data

Daha énceden Kkitabi inceler ve
eksiklikleri tespit ederdim. Dersleri ¢esitli
materyaller ve ek aktivitelerle
destekleyerek konugma dinleme gibi
becerilere de yer verirdim.Fazla olan
gramer icerigini eksiltirim.

I would preview the book and determine
its weaknesses. | would include speaking
and listening skills by supporting the lesson
with using various materials and
additional activities. | would omit
unnecessary grammar content. (ST C)

Kendim speaking ya da listening
aktiviteleri bulurdum (...) Eksik olarak
ele alinan aktiviteleri 6nceden belirler
ona gore kendim ayarlamalar yapardim.
Bu a¢181 kendi hazirladigim
materyallerle kapatmaya ¢aligirdim.

I would find speaking and listening
activities myself. (...) I would
predetermine weaker points in the book
and make modifications myself. | would try
to compensate for the weakneeses of the
book by preparing self-made materials.
(STS)

67

Original data

Translated data

Bu tarz etkinliklerin de onlar1
gelistirecegini diigiindiigiim ve bunlarin da
onlari sinava hazirladigina inandigim igin
uygulamalarima, yani dil becerilerini
gelistirmeye yonelik etkinliklere devam
ederdim. Ogrencilere bu etkinliklerin
ileride de islerine yarayacagini, sadece
siayv i¢in ¢aligmamalar1 gerektigini,
bunun faydali olmayacagini belirtirdim.
Bunu anlatmak i¢in somut drnekler
vererek agiklamalar yapardim.

I would continue carrying out my way of
teaching with activities that aim to develop
language skills. Because | think that they
would benefit from those activities in both
getting prepared for the exam and
developing their language skills. | would
explain that they would benefit from them
in the future, and that they shouldn’t study
only for the exam. | would give concrete
examples to explain this. (ST S)

68

Original data

Translated data

Ogrencilere sert durmak yerine daha
toleransh bir sekilde dersi isleme yoluna
giderdim. Ciinkii 6grencilere bu sekilde
sert olursaniz dgrencilerinizi tamamen
kaybedebilirsiniz. Bunun yerine dersin
yarisini isleyip cocuklari fazla sikmadan
diger yarisini da d8rencilerin istedigi
sekilde verirdim.

I would be tolerant to students rather than
being tough on them. | think that | can lose
them all by being though on them. So, |
would divide the class hour and teach for
the half of the time and leave the rest of
the time for them to study what they want.
(STA)

Ogrencilerin bu talebini anlayisla
karsilamak gerekir bence. Beraberce bir
ortak coziim gelistirmeye ¢aligirdim.
Mesela, ders saatimizin belli bir kisminda
bu etkinlikleri etkin sekilde yapip; diger
saatleri de sinava yonelik olarak devam
ettirebilecegimizi sdylerdim. (...) Sistem
bu sekilde oldugu i¢in bu ve benzeri
sorunlar olacaktir. Ancak ¢ocuklarla en
bastan konusarak bir orta yol bulmak en
akilcr ¢ozlim gibi geldi bana.

I think it is necessary to understand this
demand of students. | would try to find a
middle ground with them. For example, |
would tell that we can carry out our
activities effectively for some time and then
we can carry out activities for getting
prepared for the exam. (...) This kind of
problems may arise because of the
educational system. To me, talking to
students at the beginning and finding a
middle ground is the most logical solution.
(STC)
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Original data

Translated data

Duvar kenarinda oturan dgrencilerin bir
kismi derse katilmadi; parmak da
kaldirmadilar hig. (...) Digerlerinin
konuyu anladig acikea belli oluyordu
fakat bu grubun hig bir sey anlamadigini
diistindiim. Konuyu anlamadilarsa ve ben
onlara parmak kaldirmadan s6z verirsem
ve cevaplayamazlarsa utanabilirler,
mahcup hissederler diye diisiindiim. Bu
olay da iizerlerinde kotii bir etki
birakabilir diye diisiindiim.

Some students sitting near the wall didn’t
participate in the lesson; they didn’t raise
their hands either. (...) It was obvious that
the others understood the topic, but |
thought that this group didn’t understand
anything. I thought that if they didn’t
understand the topic, if I give turns to them
without volunteering and if they can’t
answer, they could be embarrassed and this
could affect them in a negative way. (ST
N)

Parmak kaldiran dgrenciler vardi, sayisi az
da degildi ama aktivite boyunca hemen
hemen ayni1 6grencilerdi. Digerleri ders
boyunca pasifti.

There were students who were raising their
hands and their number was not small, but
they were the same students raising their
hands all the time. the others were passive
throughout the class. (ST A)

Ders boyunca o 6grencinin farkindaydim.
Pek anlayamiyor gibiydi. Daha geriydi
sanki ama bir tek onun i¢in de daha yavag
anlatmak istememistim.

I recognized that student throughtout the
class. She was like not understanding. It
seemed that she wasn’t able to catch up, but
I didn’t want to teach more slowly just for
her. (ST C)

Ogrenciler arasinda seviye farki oldugunu
diistiniiyorum. Bu durumda da iki grup
arasinda tercih yapmak zorunda
oldugumu diisiindiim. Ve daha zor
anlayan gruba yoneldim, onlara hitap
etmeye calistim. Clinkii siirekli aktif
ogrencilere yonelirsem diger 6grencileri
kaybederim diye diigiindiim

I think that there is a variety in language
levels of students. and | thought that | had
to choose between the two groups. Then, |
preferred the lower level group and tried to
address that group because | thought that if
I had addressed the more active group all
the time, I could have lost the other
students. (ST G)

Sinifta 6grenciler arasindaki ilgi ve seviye
farki agik olunca, aslinda insanin i¢i rahat
etmiyor. Aktif ve basarili 6grenciler
stirekli parmak kaldirdig1 ve katildigr igin
dersi sadece onlarla isliyor gibi goriiniip,
diger 6grencileri goz ardi etmek
istemedim.

When there is a variety in language levels
and interest of students, one can’t feel
comfortable as a teacher. I didn’t want to
carry out the class only with active and
more successful students who were always
raising hands, and ignore the other students.
(ST S)

70

Original data

Translated data

Mesela burada yarisma gruplarim
olustururken pasif, diisiik seviyedeki
ogrencileri aktif 6@rencilerle beraber
gruplamaya dikkat ettim. Bunun
sonucunda pasif 6grencilerin de parmak
kaldirip istekli oldugunu ve gruba katki
yapmaya galistigint gérdiim. Grup
caligmasi esnasinda aktif ve daha iyi
durumdaki dgrencilerden bir seyler
Ogrenirler, onlardan etkilenirler diye
diistindiim.

For example, here | was careful about
grouping the students for the competition
and group passive, lower level students
together with active, higher level
students. As a result of this, | saw that
passive students also eagerly raised their
hands and tried to contribute the group. |
thought that they could learn something
from more successful students at the time of
the group work. (ST N)
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Original data

Translated data

[k sunumumu Ingilizce yaptim. Smifin
birazi anladi, birazi anlamadim dedi. Onun
icin Tiirkce konusmaya dondiim.
Burada bir zorluk yasadim. Onu da
Tiirk¢e konusarak ¢ozdiim.

I made my first presentation in English.
Some of the students understood but some
said that they didn’t. Thus, I switched to
Turkish. I experienced a challenge here.
And | overcame it by talking in Turkish.
(ST A)

Duvar kenarinda oturan dgrenci grubunun
konuyu anlamadigini diisiindiim. (...) bu
Ogrenciler biraz pasifti ders boyunca,
onun i¢in digerlerinin anladigini gérsem
de onlara bir daha anlatmak istedim,
yani Ingilizce olarak. En sonunda da
anladiklarindan emin olmak igin Ingilizce
anlattiktan sonra Tiirkgesini anlattim.

I thought that the group of students sitting
by the wall didn’t understand the topic. (...)
Those students were passive during the
class, that’s why I wanted to re-teach the
topic (in Enlish) for them even if | saw that
the others understood. Finally, | tought in
Turkish to be sure that they understood.
(STN)

Hala anlamayanlara da Tiirk¢e anlattim.
Ciinkii zaman ge¢iyordu...

I tought in Turkish for those who still didn’t
understand because time was passing. (ST
B)

Tiirkce konustum ¢ogunlukla. ilk gruba
anlatirken Ingilizce basladim “you are the
professor, you will ask questions, and you
are the students...” falan diye, ama daha
sonra anlamadiklarini gériince gruplara
Tiirkge anlattim. Seviyesi daha diisiik
ogrenciler ger¢ekten anlamiyorlar.

I mostly talked in Turkish. First | started in
English but then, when I saw that they
didn’t understand, I explained in Turkish.
Lower level students really don’t
understand. (ST G)

72

Original data

Translated data

O derse katilmadigi igin bilerek ona soz
verdim, o da yapsin diye. Onu
gbzlemliyordum zaten dersin basindan
beri, derse katilmiyordu. Bir iki dakika
bekledim, sesli okumasini istedim, biraz
uzaklastim yamindan, rahat olsun diye.
Ama cevap veremedi. Onun igin
baskasina dondiim, baskasina s6z verdim
ve derse devam ettim.

I deliberately gave the turn to thim since he
didn’t participate in the lesson. I was
observing him since the beginning of the
class. | waited for one or two minutes, |
wanted him to read aloud, | moved away
for him to feel relaxed. But he couldn’t
answer. Then I gave the turn to somebody
else and continued tha lesson. (ST A)

Aslinda ilk 6grenciye biraz zaman
vermeden hemen baska bir 6grenciye
gectigim icin o an pisman oldum ve ikinci
ogrenciye biraz daha zaman tamyip
yardimci olmaya ¢alistim. Benim
yardimimla cevaplamaya galisti.

In fact, I regret that I didn’t wait for a while
for the first student and so allowed the
second student think for some time and
tried to help her. She tried to answer by the
help of me. (ST G)

Bu 6grenci de sessizce oturanlardan
biriydi. Belki cevabi biliyordur ama
¢ekingen oldugu i¢in parmak
kaldirmiyordur diye bir sans vermek
istedim. Ama cevabi sOyleyemedi. Biraz
bekledim, zaman tanidim, “can you try
again?” diye sordum ama bir sey
sOyleyemeyince baska bir 6grenciye s6z
verdim.

This student was one of those who were
sitting silently. 1 wanted to give her a
chance thinking that maybe she knew the
answer but couldn’t raise hands because she
was shy. But, she couldn’t answer. I waited
for a while, gave time, I asked “can you try
again?” but when she couldn’t answer I
gave the turn to another student. (ST S)
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Translated data

Parmak kaldirmasalar da “just try, you
can do it!” falan diyerek
cesaretlendirmeye ¢alistim. Hatta bu tip
aktiviteleri hep parmak kaldirmayanlarla
yapmaya caligtim.

Even if they didn’t raise hands, I tried to
encourage them by saying things like “just
try, you can do it!”. I tried to carry out those
activities with the ones who were not
raising hands. (ST N)

Bazis1 ¢ok iyi yapiyordu, bazi dgrenciler
hic yapamiyordu. Yardimci olmaya
calisttm, “hadi beraber yapalim, bence
biliyorsun, burada ne sdylenebilir?” diye
sordum. Hi¢ bilmeyenler de vardi mesela,
ama onlar1 cesaretlendirmeye ¢calistim.

Some of them could carry out the tasks well
but some couldn’t. I tried to help by saying
“let’s try together; I know you can do it;
what can be said here?”” There were
students who didn’t know anything, but I
tried to encourage them. (ST S)

Bu 0Ogrencilerin de en azindan basit bir
seye de olsa katilmis olmalart beni mutlu
etti. Sonra da “well-done, super!” diyerek
cesaretlendirmek istedim.

| was happy that those students participated
in a task even if it was an easy task. Then, |
wanted to encourage them by saying “well-
done, super!” (ST N)
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Translated data

Soyleyemeyince baska bir 6grenciye s6z
verdim. O 6grenciyi daha fazla sikmak
istemedim, daha fazla zorlarsam
motivasyonu kirilir ve dersi sevmez diye
diigiindiim.

I gave the turn to another student when he
couldn’t answer. I didn’t want to force that
student because | thought that his
motivation might decrease and he might
dislike the lesson. (ST A)

Mesela burada bir gramer alistirmast
yapryorlardi, bosluk doldurma, 6zellikle
yanlarina gittim, duvar kenarinda oturan
sessiz ¢ocuklarin ve Tiirkge olarak,
sessizce “siz devam etmek ister misiniz?”’
dedim ve “hayir” dediler. Boyle olunca
zorlamak istemedim “tamam o zaman”
dedim ve baska birine s6z verdim.
Arkadaslariin arasinda rencide
olmalarini istemedim ve 1srar etmedim.

They were carrying out a grammar exercise
here, fill-in-the-blanks type exercise; |
deliberately went towards the silent
students sitting by the wall and asked
silently in Turkish “would you like to go
on?” and they said “no.” I didn’t want to
force them and said “ok then” and gave the
turn to somebody else. | didn’t want them
to be emberassed before their friends and
so didn’t insist. (ST N)

Mesela konusma aktivitesi gibi daha
zorlayict olanlarda katilmayanlart ¢ok
zorlamadim. “Do you want to read?” diye
sordugumda istemeyenlere tamam deyip
gectim.  Ciinkii  yazdiklarindan emin
degildi ve kendine giivenmiyordu, bu
belliydi.

I didn’t force the ones who didn’t
participate in the class for participating in
harder activities like speaking. | asked them
“Do you want to read?”” and said ok to them
when they said no, because it was apperant
that they didn’t believe in themselves and
weren’t sure about what they wrote. (ST
N)
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Bir seyler yazmaya calistilar ama tam
olarak yapamiyorlardi. Biraz denedim,
ama daha sonra kendi hallerine biraktim.
Zaman kayb1 olacakti;; dersi normal
akisinda anlatmaya devam ettim.

They tried to write something but they
couldn’t. I tried a little more with them but
then left them on their own. This was going
to be waste of time, so | went on teaching
the class in its usual pace. (ST S)

Aslinda zamanim kisitl olmasaydi biraz
daha ¢aba harcardim konugmasi i¢in, ama
zaman geciyordu. Diger 6grenciler de
istekliydi cevap vermek i¢in. Onun igin
daha fazla iizerine gitmeyip baska bir
Ogrenciye gegtim.

Actually, if the time hadn’t been limited, I
could have spare more time to make him
talk, but time was passing. Others were
eager to answer. For this reason, I didn’t
force him more and gave the turn to another
one. (ST G)
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Parmak kaldiran dgrenciler vardi, sayisi
az da degildi ama aktivite boyunca hemen
hemen ayn1 6grencilerdi. Ben digerlerinin
de katilmasini istedigim i¢in parmak
kaldirmayanlara bakip, onlarla géz temasi
kurup “raise your hands” dedim. Biraz
etkili oldu, bir iki tanesi ¢ekingen bir
sekilde de de olsa parmak kaldirdi. Ben de
hemen onlardan birini segtim zaten. (...)
Ogretmen parmak kaldiranlarla ders
isleyip digerlerini bos verdiginde o
¢ocuklar tamamen kopuyorlar dersten
diye diistindiim. (...) Herkesin derse
katilimi 6nemliydi benim igin.
Ogretmenler bunu goz ard1 ederse bu
durum bu dgrencileri olumsuz etkiler,
O0gretmen beni nasil olsa bos veriyor
diyerek kendini degersiz hissedebilir.

There were students who were raising
hands, the number of them wasn’t small but
they were the same student, all the time
raising their hands. | wanted the others who
didn’t raise their hands to participate;
looked at them; had eye-contact with them
and said “raise your hands.” This worked
and a few of them raised their hands in a
shy way. | immediately gave the turn to one
of them. (...) I thought that when the
teacher carries out the lesson with the same
students who raise hands all the time, and
ignore other students, they all the more
refrain from the class. (...) Participation of
all the students was important for me. If
teachers ignore those students, this situation
may negatively affect them; they may feel
worhless. (ST A)

Burada dnce Mert’e s6z verdim. Iki kere
sordum cevaplamak istemedi, ben gectim
ve bagkasina sordum. Sonra bir sonraki
soruyu tekrar Mert’e yonelttim, goz
temasiyla yonelttim, bu sefer yapmak
istedi, kalkt1 ve cevapladi. Arkadaginin
yaptigini goriince o da yapmak istedi, bu
Ogrenciyi de derse katmig oldum. Derste
pasif olup da parmak kaldirmayanlari
da derse katmak istedim.

| first gave the turn to Mert. | asked him
twice but he didn’t want to answer; then I
gave the turn to another student. Later, |
asked the next question to Mert again by
making eye-contact; this time he wanted to
answer, he stood up and answered. He
wanted to answer when he saw that his
friend did it. I wanted to make passive
students that didn’t raise hands
participate in the lesson. (ST C)

Ders boyunca o 6grencinin farkindaydim.
Pek anlayamiyor gibiydi. Daha geriydi
sanki ama bir tek onun i¢in de daha yavas
anlatmak istememistim. Ama gene de
ozellikle ona s6z verdim. Parmak
kaldirmiyordu zaten. Ama g6z temasi
kurdum ve sen de yapmak ister misin
diye yanina gittim. Arkadasi cevabi
parmagiyla gosterdi, ve cevap verdi. Onu
da dahil edince ben de mutlu oldum.

I was aware of that student throughout the
class. She was like not understanding, but |
didn’t want to slow down the pace just for
him. Still I deliberately gave the turn to
him. He wasn’t raising hands at all.
However, | made eye-contact with him and
walked towards him to ask if he wanted to
answer. His friend showed the answer on
the book and he could answer. | got happy
to make him participate. (ST C)
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Duvar kenarinda oturan {i¢ — bes dgrenci
derse katilmiyordu, parmak da
kaldirmiyorlardi. (...) Buradaki aktivite
biraz daha kolaydi, yani sadece tahtaya
gelip fiilin uygun halini yazacaklardi. Bir
ikisine s6z verdim ve onlarin da en
azindan basit bir seye de olsa katilmis
olmalar1 beni mutlu etti.

Some students sitting by the wall didn’t
participate in the class, they didn’t raise
hands either. (...) This activity was easier;
they were only supposed to write the
correct form of the verb on the board. |
gave turn to some of those students and |
got happy since they could participate in
at least an easy activity. (ST N)

Bu aktivitede soyle yaptim, dersin
basindan beri derse daha ¢ok katilan, daha
istekli 6grencilerle pek katilmayan,
isteksiz duran 6grencilerin ayrimin
yapmustim kafamda. Bu aktivite
digerlerine gore daha kolaydi. Bu
sebeple bu sorular1 cevaplamak igin
ozellikle katilim gostermeyen 6grencileri
sectim hep. Daha kolay oldugu i¢in
yapabilirler diye diisiindiim, boylece
yavas yavas onlar1 da dersin igine
cekebildigime sevindim.

I had made a distinction in my mind
between students who were participating in
the class eagerly and the ones who were
unwilling to participate. This activity was
easier than the others. For this reason |
gave the turn especially to students who
were passive in the class. | thought that they
could carry out the activity since it was
easier. By this way | could make them
paricipte in the class and this was a
pleasure for me. (ST G)
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Onun ad1 Ege’ydi. Pek katilmiyordu
derse, ama giiriiltii falan da yapmiyordu.
Kendi halindeydi. Digerlerinden biraz
daha geriydi sanki. O da katilsin ve
cekingenligi varsa bunu kirsin diye s6z
verdim. Diistindii ,diisiindii cevap
veremedi, sonra basgkasina s6z verdim.

His name was Ege. He was not participating
in the class, but he was not noisy either. He
was quiet. He seemed to have a lower level
of English compared to others. | gave the
turn to him; | wanted to make him
participate in the class and eliminate his
shyness if he had been shy. He thought for
some time but couldn’t answer. (ST B)

Bu kisimda, bu ¢ocuk ¢ok pasif bir ¢cocuk,
en dnde oturmasina ragmen ¢ok sessiz
oldugunu goérdiim, higbir tepki
vermiyordu, parmak kaldirmiyordu. (...)
Onu da derse katmak istedim, pasif
kalmasin, kendine giivensin diye ona s6z
verdim.

This child was a passive one; | saw that he
was so silent though he was sitting in the
front raw; he was unresponsive; he was not
raising hands, at all. (...) I wanted to
involve him in the lesson; | gave the turn to
him to eliminate his silence and make him
gain self-confidence. (ST C)

Bu sinifta kiz 6grenciler ve erkek
ogrenciler arasinda bariz bir fark vard.
Erkek 6grenciler daha aktif derse
katiliyor, kiz 6grenciler de pasif
oturuyorlardi. Bu nedenle pasif
ogrencileri de derse dahil etmek
istedim ve bu kiz 6grenciyi segtim. Cevap
veremeyince diger bir 6grenciye — 0 da
pek katilmiyordu- s6z verdim.

There was an obvious difference between
girls and boys in this class. Boys were more
actively participating in the class, and girls
were sitting passively. For this reason |
wanted to involve them in the class and
gave the turn to this girl. When she couldn’t
answer, | gave the turn to another passive
student. (ST G)

Burada bu 6grenci hig parmak
kaldirmiyordu, ben de belki ona sz
verirsem konusturabilirim diye ona
sordum. Ama cevap vermedi, biraz
tizerinde durdum, denemesini falan
istedim, soruyu farkl bir sekilde sordum,
ama istemedigini sdyledi.

This student was not raising hands, at all; so
I asked him to make him talk. But, he
didn’t answer; I insisted on him; wanted
him to try; reworded the question, but then
he said that he didn’t want to say anything.
(ST G)

Evet, bu 6grenci pek parmak
kaldirmiyordu. {1k soruyu sordugumda
“ben anlamadim” deyip oturmustu, cevap
vermek istememisti. Ben de bunu
diistinerek biraz bu ¢ocuga yogunlastim,
anlamasi i¢in sdz vererek onu siirekli
aktif tutmaya calisgtim ve dersten
kopmasini engellemek istedim. Amacim

buydu.

Yes, this student was not raising hands.
When I asked the first question, he said “I
didn’t understand” and sat down. He didn’t
want to answer. Then | focused on that
child; I tried to keep him active by giving
turns many times; | wanted to help him to
understand. My aim was to keep him on
track. (ST S)
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Bu dgrenciler biraz pasifti ders boyunca,
onun i¢in digerlerinin anladigini gérsem
de onlara bir daha anlatmak istedim.
(...) digerleri zaten anlamust1, bu gruba
hitaben anlattigim icin, daha iyi iletisim
kurmak i¢in onlara dogru yaklasarak
anlattim.

Those students were passive during the
class. That’s why I wanted to re-explain for
them even though | saw that the others
understood the topic. (...) since the others
had already understood, | addressed this
group of students; I got closer to them to
have a better communication with them.
(STN)

Bu sefer tek tek gezerek anlamams
olanlara agiklama yaptim ve nasil
yapacaklarini Ingilizce olarak tekrar
anlattim.

This time I explained to the ones who didn’t
understand one by one. | re-explained how
they would carry out the activity in Englih.
(ST B)

Anlamayan varsa tekrar anlattim ya da
alistirmay1 yapamayanlara yardimci
oldum, bdylece yapamayan 6grenci

I re-explained for the ones who didn’t
understand or | helped the ones who
couldn’t carry out the exercise, by this way
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kalmadi. Seviyesi daha diisiik 6grencilere
birebir yardim etmek daha iyi oldu.

there were no students who couldn’t
complete it. It was better to help lower
level students individually. (ST B)

Ben o an gruplarla tek tek ilgilenmenin
en iyisi oldugunu diisiindiim ve dyle
yaptim. (...) anlamayan &grenciler vardi.
Onun i¢in gittim gruplarin yanina,
yeniden anlattim.

I thought that taking care of lower level
student groups one by one was the best
choice and I did it that way. (...) There
were students who didn’t understand.
That’s why I went up to those groups, and
re-explained the topic. (ST G)

Bir seyi anlamayanlar oldugunda tekrar
aciklama yaptim, ya da yanlarina gidip
onlara 6zel anlattim mesela.

I re-explained when there were somebody
who didn’t understand, or I went up to them
and re-explained individually. (ST G)
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Aslinda aktiviteden 6nce hava durumu
isimlerini resimlerle tahtada gosterdim.
Ogrencilerin  bazis1  tamamen ilgisiz
olabiliyor ve seviye farki da vardi. Mesela
iki kiz 6grenci higbir sey yapmiyordu,
katilmiyordu, anlamiyordu. Bu durumda
tekrar anlatsam m anlatmasam mu,
burada kararsiz kaldim.

Actually, I showed the weather conditions
on the board via pictures before the activity.
Some of the students were complete
strangers to the class and there was also
difference between their levels. For
example, those two girls were not doing
anything in theclass, they were not
participating, and they didn’t understand.
Under such a condition, I was undecided to
re-explain or not. (ST S)

Sinifta 6grenciler arasindaki ilgi ve seviye
farki agik olunca, aslinda insanin i¢i rahat
etmiyor. Aktif ve basarili 6grenciler
stirekli parmak kaldirdig1 ve katildig1 i¢in
dersi sadece onlarla isliyor gibi goriiniip,
diger 6grencileri goz ardi etmek
istemedim. Bu durumda katilmayan,
ilgisiz, 6grenciler nasil olsa bizi
kaldirmiyor diye derse kars1 ilgilerini
iyice kaybedebilirler diye diisiindiim.
Aslinda anlattiklarim tekrar anlatsam
mi diye de diisiindiim ama bu sefer de
zaman kaybi1 olacakti. Yani hangi gruba
yonelik ders isleyecegime karar
veremedim. Daha sonra akisina
birakmaya karar verdim.

When there is a variety in language levels
and interest of students, one can’t feel
comfortable as a teacher. I didn’t want to
carry out the class only with active and
more successful students who were always
raising hands, and ignore the other students.
In this situation, | thought that passive and
uninterested students might become all the
more disinterested in the lesson. In fact, |
thougt about re-explaining the topic but
this time this was going to be a waste of
time. Namely, | couldn’t decide on which
group | should have addressed. Then, |
decided to let the things flow. (ST S)

Nasil davranacagimi cok kestiremedim
acikcasi. Karar veremedim, zorlasam
mi1, konuyu tekrar mi anlatsam, yardim
etsem mi? Nasil zorlayacagima da karar
veremedim, o an bir yol bulamadigim i¢in
pas gectim ve devam ettim.

Actually, | couldn’t make up my mind
about how to behave. | couldn’t decide
on whether | should have forced them,
helped them, or re-explained the topic. |
couldn’t also decide on how to force them.
Then, I continued since I couldn’t find a
way out. (ST B)
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Burada instruction verirken hem resimlerle
gosterdim, hem, simple present ile
anlatmaya ¢alistim. Yine de anlamadiklarini
soylediler, (...)

I showed pictures and tried to explain using
simple present tense while giving
instruction. Still they said that they didn’t
understand. (ST A)

Burada ne yapacaklarini anlamadiklarin
diisiindiim. Bog bos bakiyorlardi ¢iinkdi.
Heralde Ingilizce olarak anlattigim igin
anlamadilar.

Here, I thought that they didn’t understand
what to do. They were staring blankly.
Probably they didn’t understand because I
was teaching in English. (ST N)

Burada verdigim yonergeyi dgrenciler

Here, students didn’t undertand the
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anlamadilar. Anlamadiklarin1 hemen
anladim zaten, anlamamis gibi
goriiniiyorlardi.

instructions | was giving. | immediately
understood that they didn’t understand. (ST
B)

Aktivitenin nasil yapilacagini anlatirken
bir yandan da anliyorlar m1 acaba diye
diisiindiim. (...) Anladiniz mi1 diye

sordugumda evet dediler ama anlamadilar.

Anlamamuis gibi bakryorlardi, tepki yoktu
ya da birbirlerine soruyorlardi ne
yapacaklarini. (...) Burada zorlandim
acikcasi.

While | was giving instructions about how
to carry out the activity, | wondered
whether they undersdood or not. (...) When
I asked whether they undersdood or not,
they said yes but I knew that they didn’t.
They seemed not to have understood, they
had no reactions or they were asking each
other what to do. (...) I experienced a
difficulty here. (ST S)
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Ben zaten basit ifadeler segtim, genis
zaman kullandim ve beni anladiklarmi
diisiinityordum. Ama gene de, alisik
olmadiklari i¢in, anlamiyoruz diye tepki
verdiler.buna aldirmadan devam etmek
gerek diye diigiindiim ve dyle yaptim.

I had already chosen simple expressions,
used simple present tense, and | thought
that they did understand me. However,
they reacted by saying that they hadn’t
understood since they hadn’t been
accustomed to an English medium class. |
thought that it was necessary to go on
regardless of what they were saying, and
did this way. (ST C)

Ogretmenleri anlamadiklarim soyliiyordu.
Hatta “derste Ingilizce konusunca
anlamiyorlar, onun igin dersi Tiirkge
isliyorum* dedi. Ama bence Ingilizce
konusmaya bir yerden baslamak gerek.
Anlamamalari i¢in bir sebep yok.

Their teacher said that they didn’t
understand English medium talk. He even
said that “they don’t understand when I
speak English in the class so I teach in
Turkish.” But to me, teachers should start
talking in English in a way. There is no
reason for students not to understand.
(STS)
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Burada instruction verirken hem
resimlerle anlattim, hem, simple present
ile yani basit ifadelerle anlatmaya
caligtim...

Here, while | was giving instruction, | both
explained through pictures and tried to
use simple expressions with the present
simple tense... (ST A)
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Miimkiin oldugunca basit ciimleler
kullanmaya ¢alistim, ve viicut diliyle de
destekledim sozlerimi. Ama gene de
anlamadilar sanirim, “neymis, ne
yapacagiz?” gibi sorular yiikseldi bazi
Ogrencilerden.

| tried to utter simple sentences as far as
possible, and supported my speech with
body language. Still they didn’t
understand; some students asked “What is
it? What are we doing” kind of questions.
(STN)

(...) Bir de viicut diliyle de anlamalarini
saglayabiliriz diye diisiindiim. Mesela, bir
ogrenciye “do you drink orange juice?”
dedim. Once anlamadi. Sonra elimle icme
isareti yaptim, ve anlayip “yes, I drink
orange juice” diye cevap verdi.

(...) T also thought that | could make it
easier by using the body language. For
example, I asked one student “do you drink
orange juice?” First, he didn’t understand.
Then, | made the gesture of drinking and he
understood what I said and answered “yes, |
drink orange juice.” (ST S)
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Burada instruction verirken basitge
anlatmaya calistim. Yine de anlamadik
dediler, mecburen Tiirkce ye dondiim,
ciinkii hepsinin anlamasini istiyordum.
(...) Burada yasadigim zorlugu Tiirk¢e’ye
donerek ¢ozdiim.

I tried to explain in simple terms while |
was giving instruction. Still they said that
they didn’t understand. I had to switch to
Turkish because | wanted them all to
undersdand. (...) I eliminated the
difficulty | experienced here by switching
to Turkish. (ST A)

Burada ben yazma aktivitesi i¢in
instruction verdim. (...) Ama ne
yapacaklarini anlamadilar. Aslinda bir
onceki speaking activitesinde benzer
konuda konusmuslardi, yazmaya gelince
niye anlayamadilar bilmiyorum. Ben de
anlamayanlarin yanina gidip bir bir
Tiirkce olarak anlattim ne
yapacaklarini.

I gave an instruction for the writing activity.
(...) but, they didn’t understand what to do.
In fact, they talked about the same topic in
the previous speaking activity, but |
couldn’t understand why they couldn’t
understand what to do when it turned to be
a writing activity. Then, | went up to those
who didn’t understand and explained one
by one in Turkish. (ST N)

Burada kii¢iik bir toparlama yapmam
gerekti, ¢linkii anlamadiklar1 noktalar
vard1 ve zaman bosa gegiyordu. Zamani
daha fazla harcamak istemedigim igin
Tiirkge kullandim. Cok fazla Tiirk¢e’ye
doniis yapmadim aslinda. Birkag kere,
cok sikistiZim anlarda boyle yaptim.

Here | needed to wrap up since there were
points that they couldn’t understand and the
time was passing. | switched to Turkish
because | didn’t want to waste much
time. In fact, I didn’t use Turkish much. |
only switched a few times when | really
had difficulty. (ST C)

Buralarda Tiirk¢e konustum ¢ogunlukla.
{1k anlatirken Ingilizce bagladim, ama
daha sonra anlamayinca konuyu
Tiirkce anlattim.

In this part | mostly talked in Turkish. First
| started in English, but then switched to
Turkish seeing that they didn’t
understand. (ST G)
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Soru sordum ama anlayamadi. O an “how
do you feel?” sorusunu ¢ikaramadi diye
diisiindiim ve hemen “how are you?” diye
degistirdim. (...) Hatirlayinca cevap
verdi. Ne yapsam acaba anlamasi i¢in
diye diisiindiim ve sorumu degistirip
tekrar sordum. Tiirkce’ye ¢evirmek
istemedim ¢iinkii derslerde bunu yapinca
kendimi kotii hissediyorum.

I asked a question but she didn’t
understand. That time I thought that he
couldn’t remember the meaning of “how do
you feel?” and changed the question and
asked “how are you?”. (...) he answered
when he remembered its meaning. | thought
what to do to make him understand but then
I rephared my question. | didn’t want to
translate it into Turkish because I don’t
feel comfortable when I do this in my
classes. (ST C)

Mesela buradaki 6grenci ‘Do you have a
bike?’ sorusunu anlamamisti. Orada ben
tahtada gosterip, “Have you got a bike?”
diye degistirip sorunca anlanm ¢ikardi ve
‘yes, I have’ diyerek cevap verdi. Boylece
Tiirkce’sini sdylemeden cevabi almig
oldum.

For example the students in this part didn’t
understand the question “do you have a
bike?” Then, when I changed the question
and asked “have you got a bike?” he could
understand, and he answered “yes, [ have.”
By this way, we carried out the dialogue
without saying the Turkish meaning. (ST

D))
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Original data

Translated data

Burada ne yapacaklarini anlamadiklarini
diisiindiim. Bos bos bakiyorlardi ¢linkii.
Heralde Ingilizce olarak anlattigim icin
anlamadilar. Sonra tekrar anlatmaya
calistim, tabi gene Ingilizce konusarak.
Biraz daha yavag ve tane tane anlattim.

I thought that here they didn’t understand
what to to. They were staring blankly.
Probabaly they didn’t understand because 1
tought in English. Then, | tried to explain
again, of course in English. I talked
slowlier and more clearly. (ST N)

Burada 6grencileri derse hazirlamak igin
bir warm-up aktivitesi yaptirmak istedim.
Ogrencilerin durmalar1 gereken yerleri
anlatmaya c¢aligtim ama yanlig anladilar.
(...) yerlesim diizenini bir tiirli
oturtamadik. Ingilizce anlattiklarim da
anlamadilar, ben de Tiirk¢e konugmak
istemedim. tekrar tekrar ingilizce
anlattim. Tiirk¢e konusmak istemedim
ciinkii Ingilizce simiflarinda bunun dogru
olmadigim diisiindiim.

Here, | wanted to carry out a warm-up
activity to make the students prepared for
the class. | tried to explain students where
to stand but they misunderstood me. (...) I
couldn’t arrange the placement of students
in no way. They didn’t understand what I
tought in English, but I didn’t want to speak
in Turkish. I went on teaching in English
repeatedly. | didn’t want to speak
Turkish because | thought it was not the
correct way to employ in English classes.
(STN)

Verdigim yonerge gene anlasilmadi.
Birkag saniye nasil anlatsam, Tiirkceye
mi dénsem diye diisiindiim. Sonra
bagtan, adim adim anlatmaya ¢aligtim yani
bir kez daha Ingilizce anlattim.

The instruction | gave was not understood
again. | thought about how to explain,
whether to swtich to Turkish or not, for a
few minutes. Then, | tried to explain step by
step from the very beginning. Namely, |
tought again in English. (ST B)

Mesela bir kag 6grenci yanlis anladi,
digerleri “ne yapiyoruz?” diye
soruyorlardi. Tekrar anlatmaya karar
verdim. Aslinda olabildigince yavas ve
basit ifadelerle konustum bence ama
olmadi ilk seferde. Sonra ikinci kez daha
yavas anlattim ama hala birbirlerine
bakiyorlardi. Bu bir zorluk, anlamamalari
bir zorluktu gercekten benim igin. Ugiincii
defada Tiirkce mi anlatsam diye
diistindiim bir an, ama vaz gegtim,
anlatmanin bir yolu olmali1 diye
distindim.

For example, some students misunderstood,;
the others were asking “what are we
doing?” (in Turkish). I decided to re-
explain. In fact | had explained as slowly as
possible, and with simple expressions but
they didn’t understand first time. Then, I
explained slowlier for the second time,
but thet were still looking at each other.
This is a challenge; students who didn’t
understand created a real challenge for me.
I thought whether | should explain in
Turkish for the third time for a second,
but then | thought that there should be a
way of explaining it in English. (ST S)
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Original data

Translated data

Tirkge anlatmak aliskanlik yaratir diye
diisiindiim o an, anlamazsak 6gretmen
nasil olsa Tiirk¢e anlatir diye bir aligkanlik
olusur diye diigiindiim. Elimden geldigi
kadar Ingilizce konusarak anlatmaya
galisirsam en azindan birileri anlar
mutlaka, sinifta bir etkilesim olur diye
diisiindiim. Genel fikrim de bu zaten.

I thought that explaining in Turkish might
have created the habit of an expectation of
Turkish explanations on the side of
students. I tried my best to explain in
English and | thought that by this way at
least some of them would understand and
there would be an interaction in the class.
My general idea is that, as well. (ST S)
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Original data

Translated data

Burada dgrencilere “Now, each of you
will create a sentence about this picture”
dedim. Anlamadiklarini goriince, ¢linkii
¢ogu anlamamus gibi duruyordu, kendim
bir 6rnek ciimle sdyledim, “she is reading
a book” dedim ve dnde oturan iyi
Ogrencilerden iki tanesine sirayla “what
about this picture?” dedim ve onlarin da
climle sdylemesini istedim. Daha sonra bu
ornekleri goriince hepsi anlamis oldu ve
devam ettik.

Here I told students that “Now, each of you
will create a sentence about this picture.”
When I saw that they didn’t understand,
because most of them seemed to be not
understanding, | uttered an example
sentence. I said “she is reading a book” and
asked two successful students sitting in the
front raw “what about this picture?” I
wanted them to utter some sentences. Then,
when they saw those examples, the
understood and we went on. (ST N)

Burada ne yapacaklarini anlamadiklarini
diisiindiim. Somut bir sekilde
orneklemeye ¢alistim.

Here, I thought that they didn’t understand.
| tried to examplify it concretely. (ST N)

Anlamayacaklarini diisiindiikleri igin mi
bilmiyorum, beni dinleyip anlamaya
caligmak yerine ne yapacaklarini direk
birbirlerine soruyorlar. (...) Gostererek
anlatmaya calistim, tahtada bir 6rnek
yaptim. Tiirk¢e’ye gecmek istemedim,
ciinkii zaten Ingilizce konusmuyorlard: ve
anlamayacaklar1 konusunda 6n yarg1
vardi. Ben de gostererek ve drnekleyerek
anlatma ihtiyac1 hissettim. Ondeki iki
¢ocugu tahtaya ¢ikarip onlar iizerinden
ornekle anlattim.

They asked eachother what to do instead of
listening to me and understanding what |
say. Maybe they thought that they wouldn’t
understand me. (...) I tried to teach by
demonstrating, | wrote an example on the
board. I didn’t want to switch to Turkish
because they didn’t speak English any way
and they biased that they wouldn’t
understand English medium talk. So, |
needed to teach by demonstrations and
showing examples. | invited two students
in front of the board and demonstrated with
them. (ST S)
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Original data

Translated data

Burada sarkiy1 dinlerlerken aralarda
gezdim ¢iinki bazi 6grencilerin aktiviteyi
anlamadig1 icin yapmadigini, fark ettim.
Onlarin anlamadiklarini diigiindiim ve
buray1 yapiyoruz diye anlattim tek tek.
Hepsinin yapmasini sagladim.

Here, | moved and walked among the desks
because | noticed that some students were
not carrying out the activity since they
didn’t understand what to do. I thought that
they didn’t understand and explained them
one by one. | made all of them complete
the activity. (ST N)

Anlamayanlarin yanina gidip tek tek
Tiirkge olarak anlattim ne
yapacaklarini.

I went up to the ones who didn’t understand
and explained them what to do one by
one in Turkish. (ST N)

Ben o an gruplar halinde tek tek
ilgilenmenin en iyisi oldugunu diisiindiim
ve Oyle yaptim. Zaten instruction lart da
anlamada zorluk yastyorlardi. Onun i¢in
gittim gruplarin yanina, anlattim.

| thought that taking care of them in
groups and one by one was the best
option. They were having difficulty in
understanding the instructions given. For
this reason, | went up to them and explained
them in groups. (ST G)
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Original data

Translated data

Evet bu 6grenci derse katilmiyordu.
Arkadasiyla konusuyordu, konusmasini
engelleyip derse katilmasini saglamak i¢in
ona soru sordum. Biraz daha devam
ederse dersin akigini bozacagini
diisiindiim. Bunu da engellemek istedim

Yes, this student didn’t participate in the
class. She was chatting with her friends. |
asked a question to make her stop talking
and be involved in the lesson. | thought that
if he had continued talking, he could have
spoiled the lesson. | wanted to prevent this.
(ST A)

Cocukta bir isteksizlik vardi, dersi
dinlemiyor gibiydi, onun igin 6zellikle

That student was reluctant; she didn’t
seem to be listening, so | preferred her.

213




se¢tim onu ve soru sordum. Aslinda
basarisiz bir 6grenci oldugunu
diisiinmityordum ama dedigim gibi biraz
ilgisizdi.

Actually I didn’t think she was unsuccessful
but that time she was indifferent. (ST A)

Bu arada, sinifta motivasyon ya da ilgi
bakimindan 6grenciler arasinda fark
vardi Bazilar hig ilgili degillerdi
gercekten. Bu durum beni iizdii.
Dikkatlerini, ilgilerini ¢ekemiyorum
galiba diye diistindiim.

By the way, there was a difference in
students’ motivation and interest level.
Some of them were really indifferent. This
made me sad. I thought that I wasn’t able
to catch their attention and draw their
interest. (ST B)

Bu ii¢ kisi oturan grup siirekli konustugu
icin benim motivasyonumu ¢ok bozdu.
Sinifta siirekli bir fisiltrya sebep oldular ve
dikkat dagittilar. Kendileri de pek ilgili
degildi zaten dersle.

Those three students who were sitting
together on a desk demotivated me
because they were always chatting. They
caused a whispering noise in the class and
distracted others. They were already not
interested in the lesson. (ST S)

Bu arka tarafta oturan 6grenciler siirekli
birbirleriyle konusuyor Ve derse karsi
ilgisiz duruyorlardu. (...) Siirekli dersten
kopuk, kendi muhabbetlerindelerdi, bu
davranislar1 ders boyunca devam etti.

Those students who were sitting in the back
raw were always chatting and they
weren’t interested in the lesson. (...) they
were distracted all the time, talking to
eachother; and this continued throught the
class. (ST S)
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Original data

Translated data

Bazilari hig ilgili degillerdi gercekten.Bu
durum beni tizdii. Dikkatlerini, ilgilerini
cekemiyorum galiba diye diisiindiim.
Hatta bundan dolay1 da bir oyun oynatma
karar1 aldim. Oyunu her zaman
sevdiklerini biliyordum ¢iinkii. Dedigim
gibi bazilar1 gergekten ilgiliydi ama ¢ogu
ilgisizdi. Onlar1 da derse katmaya calistim
elimden geldigince, ama yapmayan
yapmadi yani.

Some of them were really indifferent. This
made me sad. | thought that | wasn’t able
to catch their attention and draw their
interest. For this reason, | decided to
organize a game. | knew that they liked
playing games. As | said, some of them
were really interested in the lesson but most
of them weren’t. I tried my best to make
them be involved in the class. Still some of
them didn’t get involved. (ST B)

Planimda bu etkinlikten sonraki kisimlar
ogrencileri daha da zorlayacak bir
noktaya gidiyordu. O an motivasyonlari o
kadar diistiktii ki yaptyor oldugumuz
aktiviteyi bile yapamiyorlardi, ¢ok
isteksizlerdi. Ben de boyle zorla
stirdiiriilen bir dersi bir sey
kazandirmayacagini diisiindiim ve yarida
kesip onlar1 biraz canlandirabilecek bir
oyun oynatmaya karar verdim. Ciinkii
genelde cocuklar derste oyun
oynamaya bayiliyorlardi. Ama
motivasyonlari o kadar diistikti ki ilk
once oyuna bile katilmak istemediler.
Ama daha sonra, birileri yaptike¢a, hepsi
heyecanla katilmak istedi.

According to my lesson plan, activities after
this one were more challenging for the
students. that time, they really had low
motivation and they weren’t able carry out
even this activity; they were so unwilling.
Then I thought that they wouldn’t have
gained anything in such a class. | stopped
the lesson and decided to organize a game
that could boost them. They generally
liked playing games in the class. However,
they had such low motivation that they even
didt want to participated in the game first.
But then they all wanted to participate. (ST
B)
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Original data

Translated data

Burada ¢ogu 6grenci yapmiyordu, sadece
konusuyorlardi, duvar kenarindaki grup
daha ¢ok ilgileniyordu. Grup grup
yanlarina gidip “Haydi, niye
yapmiyorsunuz? Baslayin cabuk”
dedim. Sinifa toplu olarak hitap etmek

Here, most of the students were chatting;
the group sitting by the wall was more
interested in the class. | went up to the
groups of students and told them “Come
on, why aren’t you doing it? Start
immediately.” | wanted to go and warn
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yerine birebir yanlarina gidip uyarmak
istedim. Bunun iizerine yapmaya
basladilar. Toplu olarak sinifin 6niine
gecip “haydi yapin” diyerek her dgrenciye
ulasamazdim. Ondekilerle simirl kalirdi.
Ama siralar arasina girip, egilip, iicer
dorder 6grenciye gozlerinin igine bakip
“haydi bakalim, baslayin, yapin” demek
daha etkili oluyor diye diisiindiim. Hatta
bu sekilde davraninca baglamadiklari veya
konustuklar1 i¢in mahcup oluyorlar ve
yapmaya c¢ahstyorlardi. Ogrenciye yakin
olmak, aralarinda dolanmak daha ¢ok ise
yariyor gibiydi.

them individually rather than warn the
whole class. Then, they start doing. |
couldn’t have reached every single student
by addressing the whole class and warning
them. This would have affected only the
ones sitting in the front raw. | thought that
going up to the students, looking into their
eyes and saying “comes on, please start
doing it” would have been more effective.
By this way, they even felt embarassed
since they were chatting and not filling in
the exercise. To be closer to the students,
walking among them seemed to work
better. (ST B)

Bu arka tarafta oturan 6grenciler siirekli
birbirleriyle konusuyor ve derse karst
ilgisiz duruyorlardi. Uzaktan uyarmak
bir ise yaramadi, yanlarina kadar gidip
bireysel olarak “be silent, please”,
“listen to your friends” diyerek
uyarmak zorunda kaldim. Siirekli
dersten kopuk, kendi
muhabbetlerindelerdi, bu davraniglart ders
boyunca devam etti.

Those students who were sitting in the back
raw were always chatting and they weren’t
interested in the lesson. Warning them
from in front of the board didn’t work; |
had to get closer to them and warn
individually by saying “be silent, please”,
“listen to your friends.” They were always
distracted and talking to eachother and this
continued throughout the class. (ST S)
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Original data

Translated data

Bu 6grenci de ilgisiz gibi goriiniiyordu.
Diyalogu ona okutmaya karar verdim, bir
gorev verince belki ilgisi artar diye
diisiindiim. Daha sonra dinlemeye
basladi, derse dondii yani.

This student seemed to be indifferent. |
decided to make him read the dialogue
aloud. I thought that his interest may have
increased if | had given responsibility to
him. Then, he started to listen to me and be
involved in the lesson. (ST C)
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Original data

Translated data

Evet bu 6grenci derse katilmiyordu.
Arkadasiyla konusuyordu, konugmasini
engelleyip dersle ilgilenmesini saglamak
icin ona soru sordum. Biraz daha devam
ederse dersin akigini bozacagin
diistindim. Bunu da engellemek istedim.

Yes, this student didn’t participate in the
class. She was chatting with her friends. |
asked a question to make her stop talking
and be involved in the lesson. | thought that
if he had continued talking, he could have
spoiled the lesson. | wanted to prevent this.
(ST A)

Cocukta bir isteksizlik vardi, dersi
dinlemiyor gibiydi, onun i¢in 6zellikle
sectim onu ve soru sordum. Aslinda
basarisiz bir 6grenci oldugunu
diistinmiilyorum ama dedigim gibi biraz
ilgisizdi. Biraz da diger arkadaslarina
ornek olsun istedim, onlar parmak
kaldirmadan da soru sorabilirim ve dersi
takip etmezlerse bu duruma
diigebileceklerini gorsiinler istedim.

That student was reluctant; she didn’t
seem to be listening, so | preferred her.
Actually I didn’t think she was unsuccessful
but that time she was indifferent. Actually, |
wanted the other students to see that I could
ask students even they weren’t volunteered
and they could experience this situation if
they didn’t follow the class. (ST A)
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Original data

Translated data

Bu ti¢ kisi oturan grup siirekli konustugu
icin benim motivasyonumu ¢ok bozdu.
Sinifta siirekli bir fisiltiya sebep oldular ve
dikkat dagittilar. Kendileri de pek ilgili

Those three students who were sitting
together on a desk demotivated me
because they were always chatting. They
caused a whispering noise in the class and
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degildi zaten dersle. En sonunda birinin
yerini degistirmek zorunda kaldim ¢iinkii
g0z temastyla uyarmak ige yaramadi ve en
¢ok konusani 6ne aldim. Sira
arkadaslarindan ayr1 oturursa konusamaz
diye diisindiim.

distracted others. They were already not
interested in the lesson. | had to chage
one’s seat because warning them through
eye-contact didn’t work. I made the most
talkative child sit in the fron raw. I thought
that he couldn’t have talked if he had sit in
a different place. (ST S)
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Original data

Translated data

Burada bir odaklanma sorunu vardi
ogrencilerde. On siradakiler dinliyordu
ancak geri kalan1 kopmustu. Ben
anlatirken mesela onlar da kendi
aralarinda konusuyorlardi. Ben pek
miidahale etmedim o an. 6. ders oldugu
i¢in yemek sonrasi boyle olmasi normal
olabilir diye diisiindiim. Bir siire sonra
durumun kendiliginden ge¢cmesini
bekledim. Katilanlarla devam ettim.
Susun vs diye uyarmanin bir faydasi
olmaz diye diistindiim.

There was a concentration problem with the
students here. The ones sitting in the front
raw were listening but the rest were
distracted. They were chatting with each
other while I was teaching. | didn’t
intervene that moment since | thought that
it was the 6" hour after the lunch and this
behavior of students could be normal. |
expected the situation fade away after some
time. I continued with the participating
ones. | thought that warning them to stop
talking wouldn’t have worked. (ST B)
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Original data

Translated data

Burada “be” fiilinin gegmis zaman
kullanimini hatirlatmaya ¢alistim.
Ornekler iizerinden hatirlamalarim ve
dogru cevap vermelerini bekledim, ama
1srarla “it was” yerine “it is” i
kullaniyorlardi. Aslinda bu sinifta
islenmis olan bir konuydu ve
o0grenmislerdi. Dolayisiyla ben de biliyor
olmalarini ya da hemen hatirlamalarint
bekledim. Daha sonra baktim ki
unutmuslar, sanirim evde pek tekrar etme
aligkanliklar1 yok, hatirlamalari i¢in
konuyu tekrar etmeye karar verdim.

I wanted to remind the usage of verb ‘to be’
here. | expected them to recall it by the help
of examples and answer correctly; but they
insistently they were using ‘it is’ instead of
‘it was.” In fact, this was a previously
tought topic and they learned it. So, |
expected them to recall it immediately.
Then, when | saw that they forgat it all |
decided to review the topic for them to
recall. I thought that they didn’t have the
habit of studying and reviewing at home.
(ST B)

Gegen hafta konu anlatilmasina ragmen
smiftan yar1 yartya “hocam was’1 were’il
nerede kullaniyorduk?” diye sorular
geliyordu. Belli ki ya tekrar etmeyip
unutmuslardi ya da zaten anlamamiglardi.
Onun i¢in ben de tahtayi silip kisaca
tekrar etmek istedim.

Although the topic was tought last week,
half of the students were asking “where are
we supposed to use was/were?” 1t was
obvious that they didn’t revise the topic and
forgat or they even didn’t understand it, at
all. For this reason, | cleaned the board and
reviewed the topic briefly. (ST C)

Original data

Translated data

Kitaptaki aktivitenin ilk iki sorusunda
baktim ki 6grenciler sikilmis gibi
duruyorlardi. Ben de tahtaya kaldirip
hareketli bir sey yaptirirsam daha ilgili
olurlar diye diisiindiim. Onun i¢in resmi
onlarin bulup yapistirmasini istedim. Oyle
de oldu, degisiklikten sonra daha ¢ok
Ogrencinin parmak kaldirdigini ve istekli
oldugunu gordiim.

The students seemed to be bored while we
were at the first two questions of the
activity in the book.I thought that they
could have been more interested if had
turned the activity into something they
could move. For this reason, | wanted them
to find the picture and stick it on the board.
And it worked. After that, | saw that more
students were raising hands and willing to
doit. (ST A)

Amacim ¢ocuklarin daha fazla
sikilmamasini saglamakti. (...) Cocuklar

My aim was to prevent students from
getting bored. (...) They were already
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kendi kitaplarinin igeriginden zaten
sikiliyorlar, bu agik¢a goriilityordu
derslerde. Siirekli de kitaptan ¢alisirsak
daha fazla sikilacaklarini diisiindiim. Onun
icin kitabi1 fazla kullanmadim.

bored because of the content of their book;
this was obviously seen in the classes. |
thought that they would have gotton bored
all the more if we had studied the book all
the time. For this reason, I didn’t use the
book much. (STA)

Ogrenciler derslerde bu konu icin, yani
‘past simple’ i¢in kitaptan alabileceklerini
almiglardi ve artik kitaptaki etkinlikler
dikkatlerini cekmiyordu. Ders
kitabindaki bosluk doldurma vs.
aktiviteleri siradanlagtt diye diisiindiim.

Students gained what they could from the
book about past simple and the activities in
the book didn’t catch their attention any
more. | thought that activities in the book
like fill in the blanks type were became
ordinary for them. (ST N)

Bu aslinda ders kitabinda olan bir
aktiviteydi. Ama bu haliyle sikici
olacagini ve 6grencilerin dikkatini
cekmeyecegini diisiindiim. (...) Onceki
derslerde de dgrencilerin ders kitabindan
bir siire sonra sikildigini gérdiim. Bu
sekilde 6grencilerin daha istekli olmasini
hem de aktiviteye zevk le katilmasin
saglamaya ¢aligtim.

This was, in fact, an activity that was found
in the course book. But | thought that in this
way it would have been boring and
wouldn’t have cought students’ attention.
(...) I saw in previous classes that the
students got bored of the course book after
a while. By this way, | tried to make them
participate in the activities more willingly
(ST G)

100

Original data

Translated data

Ogrenciler devamli kitab1 gordiigii iin
kitaptan belli bir stire sonra sikiliyorlar.
Araya boyle farkh ve 6grencilerin zevk
alacag aktiviteler koydum ki ¢ocuklar
stkilmasin ve derse katilsinlar.

The students got bored of the book after
some time since they always studied with it.
| added different activities that they
could enjoy so that they wouldn’t have
been bored and would have participated
in the class. (ST A)

Evet, kitapta “present continuous tense” le
ilgili egzersizleri sikici ve tekdiize
buldum. Bu yiizden yani hem daha
yararh hem de daha eglenceli olur diye
flash card larla bir aktivite hazirladim.

Yes, | found the exercises about the present
continuous tense in the book boring and
monotonous. For this reason, | prepared an
activity with flash cards thinking that it
would have been more beneficial and
more enjoyable. (ST N)

Ogrenciler derslerde bu konu icin, yani
‘past simple’ i¢in kitaptan alabileceklerini
almiglardi ve artik kitaptaki etkinlikler
dikkatlerini ¢cekmiyordu. Ders kitabindaki
bosluk doldurma vs. aktiviteleri
siradanlast1 diye diisiindiim. Bu materyal
ile dikkatlerini ¢gekmeyi amagladim,
hikaye ve de resimlerle ayni anda hem
gorsel zekalarina hem de okuma
becerilerine hitap etmek istedim.
Boylece fiillerin ge¢cmis zaman hallerini
de daha iyi 6grenirler diye diisiindiim.
Ayrica olusturacaklart hikaye, Tom’un
hafta sonu, kendi hayatlariyla da
paralel, kendi yaptiklari ile ilgili olunca
daha ¢ok akillarinda kalir diye diisiindiim.

Students gained what they could from the
book about past simple and the activities in
the book didn’t catch their attention any
more. | thought that activities in the book
like fill in the blanks type were became
ordinary for them. | aimed to catch their
attention with this material. | wanted to
address their visual intelligence and
develop their reading skills at the same
time through stories and pictures. |
thought that by this way they could learn
past forms of verbs better. Additionally, |
thought that the story they were going to
make up about Tom’s weekend could be
catchy since it was a topic that is parallel
to their lives. (ST N)
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Original data

Translated data

Bu tiir kitap aktivitelerinden herhalde
¢ok sikilmislar, of pof yaptilar. Ama
buray1 da bir sekilde yapmak
zorundaydik, yani aktiviteyi yapmak

They must have been bored of the book
activities of this type, they murmured. But,
we had to carry out this activity in a way.
For this reason, | forced them; I said “stop
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zorundaydilar. O yilizden yani sertligi
kullandim agikgasi, yani “susun ve
yapin” dedim ve ¢ocuklari 6yle
susturdum. Onlar da zaten ikna oldular
sonra.

murmuring and do it!” then, they were
convinced to complete the activity. (ST A)

Burada da benzer bir tepki verdiler, birkag
kisi sikilma belirtisi gosterdi. Tepkileri
devam etseydi biraz daha sert
davranacaktim, sesimi yiikseltecektim.
Ama tepkilerinin uzun stirmedigini
goriince ben de bir sey demedim.

Here, they reacted in the same way; some
of them showed signs of getting bored. If
their reaction had continued, | would have
gotton tough with them; | would have
raised my voice. But, they didn’t react any
more, and I didn’t say anything. (ST A)

102

Original data

Translated data

Aktivitenin ilk iki sorusunda baktim ki
ogrenciler sikilmig duruyorlardi. Ben de
tahtaya kaldirip hareketli bir sekilde
yaptirirsam daha ilgili olurlar diye
diisiindiim. Oyle de oldu, degisiklikten
sonra daha ¢ok 6grencinin parmak
kaldirdigini ve istekli oldugunu gérdiim.

The students seemed to be bored while we
were at the first two questions of the
activity in the book.I thought that they
could have been more interested if had
turned the activity into something they
could move. For this reason, | wanted them
to find the picture and stick it on the board.
And it worked. After that, | saw that more
students were raising hands and willing to
doit. (ST A)

Cocuklar sadece kitaptakini goriirse
dersten sikiliyor. (...) Birkag Ingilizceye
ozel ilgisi olanlar disinda herkes sikiliyor.
Ama bu resimlerin tahtaya
yapistirilmasiyla birlikte herkesin ilgisi
arttl. Yani ¢aligkan olmayanlar bile
ilgilendi. Cocuklarin motivasyonunu
arttirmak amaciyla bdyle bir yola
bagvurdum.

The students get bored if they only study
the activities in the book. (...) All of them,
except from the ones who have special
interest towards English get bored. But,
those pictures that were sticked on the
board increased their interest. The ones
who were not successful also got interested
in the topic. | did this to increase their
motivation. (ST A)

Bu aslinda ders kitabinda olan bir
aktiviteydi. Ama bu haliyle sikict
olacagim ve 6grencilerin dikkatini
¢ekmeyecegini diistindiim. Onun igin
kendim bu renkli ve resimli kartlar
hazirladim ve aktiviteyi buna gore
yeniden uyarladim. Onceki derslerde de
ogrencilerin ders kitabindan bir siire sonra
stkildigini gordiim. Bu sekilde
ogrencilerin daha istekli olmasini hem de
aktiviteye zevkle katilmasini saglamaya
calisttm. Amacima da ulastigimi
diisiiniiyorum ¢iinkii genelde isteksiz olan
ogrenciler bile parmak kaldirip katilmaya
caligtilar.

This was, in fact, an activity that was found
in the course book. But | thought that in this
way it would have been boring and
wouldn’t have cought students’ attention.
For this reason, | prepared those colourful
cards with pictures and modified the
activity accordingly. | saw in previous
classes that the students got bored of the
course book after a while. By this way, |
tried to make them participate in the
activities more willingly. | thought that |
reached my goal because even the reluctant
students raised hands and tried to
participate. (ST G)
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Boyle yaptim ¢iinkii ders kitabinin CD si
heniiz okula gonderilmemis. Kitaptaki bir
dinleme metnini de bagka bir yerde,
internette falan, bulamayacagim igin
kendim okumay tercih ettim.

I did this because the CD of the course
book hasn’t been sent to school. And
because [ wouldn’t find the listening text in
the course book somewhere else or on the
internet, | preferred reading it out myself.
(ST A)

Okuldan ders kitabinin dinleme
aktiviteleri i¢in CD sinin olmadigimi
ogrendim. (...) Ama dinleme yapmadan

I learned from the school that the CD of the
course book wasn’t available. (...)
However, I couldn’t have passed without
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da gegemezdim, konu eksik kalirdi. Onun
i¢in kendim okumaya karar vermistim.

En azindan konu ile ilgili bir sey dinleyip
aktiviteyi yapmis olurlar diye diistindiim.

carrying out listening activities. So, |
decided to read the listening text out. I
thought that at least we could complete the
activity by listening to something related to
the topic. (ST N)
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Original data

Translated data

Internette bu tiir sarkilardan cok fazla
var (...) bu sarkiy1 google dan aradim ve
hemen buldum. CD yi bulamayinca
iizlilmiistiim ama bu garkiy1 internette
bulunca ¢ok sevindim ve derste
kullanmaya karar verdim. Bilgisayarim
getirip oradan dinlettim.

There are a lot of songs like this on the
internet. (...) I searched for this song on
the net and found it easily. First, | was sad
when I couldn’t find the CD but then I got
happy after finding it on the net and decided
to use it in the class. | brought my PC and
used it for playing the song. (ST N)

Ders kitabinin CD si okulda yokmus. Ben
de ders kitabinin internette yiiklii
olabilecegini diisiindiim, bir arkadagimdan
duymustum sanirim. Onun i¢in MEB in
sayfasindan arayip ayni dinleme metnini
buldum, indirdim ve bu gekilde
yaptirmaya karar verdim. Okulda speaker
yokmus, bilgisayarin kendi sesi de
yetmeyecegi i¢in kendim bulup

getirdim.

The CD of the course book was not
available at school. | thought that the
course book could be uploaded on the
internet; | think I learned that from one of
my friends. Then, | searched the website of
MEB (Ministry of Education) and found the
same listening text. | downloaded it and
used it for the listening activity in the class.
There were no loudspeakers at school, so |
brought my loudspeakers to the class.
(STS)

Original data Translated data

Kendi kitaplarinda bunun gibi okuma There were no such reading textx or reading

aktiviteleri, okuma pargalari falan yoktu. activities in their course book. Usually there

Genellikle listening parts vardi, ya da were listening parts or grammar based

gramere dayal alistirmalar vardi. activities. (ST A)

Evet, kitapta “present continuous tense” in | There were only fill-in-the-blanks type

pekismesi i¢in sadece bosluk doldurma exercises thet had grammar-based content

tarzinda, gramer iceren egzersizler vardi. | in the book to practice the present
continuous tense. (ST N)

Burada konumuz “past forms of be” idi. Our grammar focus here was ‘past forms of

Kitapta buna yeteri kadar yer be’ but the content presented by the

verilmemisti, reading falan gibi anlama coursebook failed to meet the desired

yonelik bir aktivite yoktu kitapta. amount of it. To specify, there were no
activities focusing on meaning such as
reading activities. (ST C)
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Translated data

(...) Genellikle listening parts var, ya da
gramere dayali alistirmalar var.
Cocuklarin okuma becerisini de
gelistirmek ve kitaptaki bu eksikligi
gidermek icin boyle yaptim. Mozartla
ilgili bir okuma parcasi buldum,
seviyelerine uygun, onla ilgili sorular
hazirladim ve sinifta bunu kullandim.

(...) there were generally listening activities
or exercises that were grammr-based. | did
this way to develop students’ reading skill
and to compensate for the book’s deficient
point. | found a reading text about Mozart,
it was convenient for their level; I prepared
comprehension questions and used this in
the class. (ST A)

Bu kisimda, ders dncesinde planlama
yaparken ders kitabinin konuyu yani
present continuous tense’i sunus seklini
begenmedim. Direk olarak gramer
kuralini vererek ve ardindan gramer
icerikli etkinlik ile baglamis konuya. Ben

While I was planning for the class, I didn’t
like the way course book presented the
present conituous tense. The book directly
gave the grammar rule of the structure and
involved grammar-based exercises. Because
I didn’t like it and to wake the students, I
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bunu begenmedigim i¢in, cocuklart
uyandirmak i¢in kendim hareketli bir
aktivite hazirladim. Bu sekilde, onlara
hareketler yaptirip bu hareketleri present
continuous tense kullanarak sozlii olarak
anlatmak daha ¢ok ilgilerini ¢ceker diye
diistindiim.

prepared an activity with bodily
movements. | thought that using present
continuous tense to explain the bodily
movements they were supposed to make
would have attracted their attention more.
(STN)

Ders kitabinda bir boliim vardi, ayni tip
gramer egzersizlerinin tekrar1 olan ve
yararli bulmadigim bir béliim. Bu boliimii
cikardim, onun yerine bu ¢alisma
kagidint hazirladim ki 6grenilen yapiy1
tam bir ciimle olarak yazabilsinler, bir
baglam icinde kullanimim gorsiinler ve
kullansinlar diye. Kitaptaki boliime gére
bu daha yararl bir etkinlik oldugu igin
bunu yaptim.

There was a part in the course book which
repeated same kind of grammar exercises
and which I didn’t find useful. I omitted
this part; | prepared this study sheet instead
so that they could use it in a sentence and
see the use of it in a context. | did this
since this was a more useful activity than
that part of the course book. (ST C)
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Translated data

Karmagikti iinite, past tense’i anlatirken
bir yerinde bunu ele almis ama ¢ocuklarin
anlamasi agisindan karmasikti. Zaten daha
onceki tinitelerde de ders kitabini
ayarlamak a¢isindan zorluk ¢ekmistik,
karisikligindan dolay1. Onun i¢in bunu
hazirladim. (...) Was/were {in
kullanimini biitiin bir metin icinde ve
anlamh olarak gormelerini ve anlayip
sorular1 cevaplayabilmelerini amagladim.

Content of the course book was complex. It
involved this structure in a part of it but it
was complicated for the children to
understand. We already had difficulty in
adapting the course book because of its
complexity. For this reason I prepared this.
(...) My aim was to show them the use of
was/were in a text with a meaning focus
so that they could understand it and answer
the questions. (ST C)

Ders kitabinda konu biraz kétii ele alinmis
gibi geldi. Bu 6grencilerin kafasini
karistirabilirdi. Onun i¢in konuyu bir de
benim hazirladigim materyalle ¢aligsinlar
diye diisiindiim. Onlarin 6grenme sekline
uygun hale getirmeyi amagladim.

The topic was presented in an unfavorable
way in the course book. This could confuse
the students. For this reason, | wanted to
use the material I prepared for them. |
aimed to make it suitable for their learning
style. (ST S)
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Boyle diistinmeme sebep olan, eskiden
ben 6grenciyken dgretmenlerimiz bdyle
yapardi, biraz konusunca yerimizi
degistirirdi, hoslanmayacagimiz biriyle
oturturdu mesela. Boyle olunca da
konusacak bir sey bulamaz dersi dinlerdik
ya da en azindan sessiz otururduk.

What caused me think in this way was that
my previous teachers did the same thing;
they changed our seats when we chatted in
the class; they made us sit with someone we
didn’t like. We couldn’t talk with
somebody we didn’t like and so listened to
the teacher, or at leat sat silently. (ST A, for
off-task behavior)

Sonugta ben de olsam, orta okul dgrencisi
olarak sinav1 her seyden daha ¢ok
onemserdim. Simdi de KPSS yi
onemsiyoruz mesela. Dolayisiyla
Ogretmen olarak 6grencinin isteklerini ve
kaygilarini g6z ardi edemem.

In conclusion, I would care about the exam
more then anything if | were a secondary
school student. For example, we, currently,
care about KPSS (The exam for selection of
state employees). Therefore, I can’t ignore
students’ needs and worries as a teacher.
(ST A, for negative backwash effect of the
high school placement exam)

Boyle diistinmemin sebebi, ben de
ogrenciligimde gerek olmadan
caligmazdim. Ama zorlayan bir
O0gretmenim oldugu zaman, diisiik not
almaktan korktugum i¢in ¢aligtyordum.

The reason wht | think in this way is that |
myself didn’t study without a requirement.
But, when | had a forcing teacher, | studied
since | was afraid of getting low marks. So,
I think that forcing students really work.
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Ve ben 6grenciyi zorlamanin ¢ok ise
yaradigini diistiniilyorum. Ben hazirlikta
okurken her hafta quiz oluyorduk mesela,
boyle olunca her hafta hazirlikli gitmek
zorundaydim ve bunun bana ¢ok katkis1
oldugunu diislinliyorum. Siirekli hatirda
tutma agisindan, bir de boylece ezber
yapmadan gercekten dgreniyorsun.
Kaliyor insanin aklinda.

For example, when | was a student in the
preparatory class, we took quiz every week
and so | had to get prepared for it every
week and it contributed a lot in terms of
recalling the topics. Additionally, by this
way you can really learn without
memorization. You can recall everting. (ST
N, for limited study at home)

Sinavi kullanmamin sebebi biz de su an

hala 6grenciyiz ve bir hocamiz bu kisim
siayv i¢in dnemli dediginde ilgilenmeye
basliyoruz dersle. Bu benim daha 6nceki
ogrencilik yasantilarimda da boyleydi.

The reason why | would use the exam as a
tool is that we are still students and when an
instructor says that some content is
important for the exam, we immediately
care about the lesson. This was the same
with my previous experiences as a student.
(ST G, for off-task behavior)
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Ogretmenlerin 6z elestiri yapabilmesi
lazim ama genelde bu boyle degil. Kendi
geemisteki 6gretmenlerimi de
diisiindiigiimde bunun bdyle olmadigini
goriiyorum. Sorun hep karsidaymus,
ogrencilerdeymis gibi davraniliyor. Ama
0z elestiri 6gretmenlikte gerekli bir
yetenek, bir seyler yolunda gitmiyor ise
sebebi kendimizde de aramak lazim.

Teachers ought to make self-criticism but it
is not the case generally. When | think
about my previous teachers, | notice this
was not the case as well. They behave as if
the problem is with the students all the
time. But, self-criticism is an important skill
in teaching. If things are not going on
properly, it is also necessary that we make
self-criticism. (ST C, for limited study at
home)

Genelde ders kitaplarindaki cd ler ¢ok
fazla kullamilmiyor derslerde, higbir
o0gretmen kullanmiyor. Bizim
ogretmenlerimiz de kullanmazdi mesela.
Bu yiizden, eger etkili ve basarili bir
O0gretmen olmak istiyorsam, biraz ¢aba
sarf etmem lazim. Onun i¢in kendim farkl
yerlerden bularak mesela baska
kaynaklardan, daha iyi yayimlardan, vs.
bularak bunu saglayabilirim diye
diigiinliyorum.

CDs of the course books are not usually
used in classes, no teacher uses them. Our
past teachers didn’t use them as well. For
this reason, if I want to be an effective and
successful teacher, | need to make some
effort. | think that | can do this by finding
different materials, using better
publications, etc. (ST S, for lack of
instructional aids)
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Bu diisiincemin sebebi, buradaki
methodology ve aproaches and methods
dersleridir. Bu dersler boyunca aldigimiz
teorik bilgide bir dilin sadece gramer
sunularak dgrenilemeyecegini gordiik.
Diger biitiin becerileri kullanarak
Ogretilmesi gerekir.

What causes me think in this way is the
‘methodology’ and ‘approaches and
methods in ELT’ courses here, at my
university. We have learned in the theory of
those courses that language can’t be tought
by only presenting grammatical

information. It is necessary to teach a
language by developing all the skills. (ST A,
for grammar-oriented course book content)

Konusma ve dinleme becerileri olmadan
dil 6gretmenin bir anlami1 yok. Aldigim
egitim bana bunu dgretti. Tletisim kurmak
dil 6grenmenin ana amacidir, bir dilin
gramerini bilmek bunu iletimde
kullanamadiktan sonra anlamsiz. Giincel
dil 6gretim yaklasimlar1 bize hep bunu
sOyliiyor.

There is no sense in teaching a language
without developing speaking and listening
skills in it. The education I have taken
tought me this. Communicating is tha main
aim of language learning. Knowing about
the grammar of a language is meaningless if
it is not used in communicating.
Contemporary language teaching
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approaches always say this. (ST C, for
grammar-oriented course book content)

Benim 4 sene boyunca aldigim
ogretmenlik egitimi bunu dgretti bana,
dersi ve 6gretim tekniklerini
cesitlendirmek gerektigini. Ozellikle
Ingilizce 6gretiminde yaklagimlar
dersinde bunu gérdiik. Ozellikle kiigiik
yagstaki 6grencilerin eglence yoluyla daha
iyi 6grenecegini, (...) bir sinif icerisinde
her gruptan, iyi kotii, biitlin 6grencilere
hitap etmek gerektigini 6grendim. Ve
biitiin 6grencileri kazanmak lazim diye
diisiiniiyorum.

The four-year teacher education program |
have been engaged in has tought me this;
the necessity of varying the class and
teaching techniques. We have seen this
especially in the ‘approaches and methods
in ELT’ course. I have learned that
especially young learners learn better by
having fun, (...) the need to address all
types of learners, good or bad in a class. |
also think that it is necessary to win all the
students. (ST G, for variety in language
levels of students)
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(...) cocuklar siirekli mesgul olursa
ilgilerini kaybetmeyeceklerdir, bu
egitimin en bilinen gercegidir.

(...) If the kids are engaged all the time,
they wouldn’t lose their interest; this is a
well-known fact of education. (ST G,
Lack of interest and motivation)

Her 6grenci tektir ve farkli sekilde
Ogrenir. Bu bize 4 yillik egitimimizde
emphasize edilen en 6nemli seylerden bir
tanesi.

Each student is unique and learn in different
ways. This has been one of the most
important things that is emphasized
throughout our four-year education. (ST
G, for Variety in English Language levels
of students)
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Translated data

Kitaplar her zaman dogru olacak, dogru bir
yaklasima sahip olacak diye bir kural yok.
Ogretmen olarak benim bir gérevim de
bunu degerlendirip gerekli diizenlemeleri
yapmak. Sonugta bir sinift en iyi 6gretmen
tanur, kitabi da ona gore kullanmak, hatta
gerekirse kullanmamak 6gretmenin
yetkisinde olmalidir. Universitede aldigimiz
materyal gelistirme, materyal
degerlendirme derslerinden
faydalanmali ve bunlarin 1is181nda
hareket etmeliyiz.

There is no such rule that the books are
correct or they have a correct approach all
the time. One of my responsibilities as a
teacher is to evaluate this and make
necessary arrangements. The one who
knows a classroom best is the teacher; and
it should be under a teacher’s authorization
to use a book or not. We should benefit the
courses ‘material development and
evaluation’ we have taken at the university
and behave in the light of them. (ST S, for
Complexity of course book content)

O dinleme pargalar1 gereklidir. Dinleme
okuma yazma konugma becerilerinin hepsi
dil 6grenimi i¢in gereklidir ve derslerde
onemsizmis gibi gecilmemelidir.
Elimizden gelenin en iyisini yapmaliyiz.
Bosuna 6gretmenlik okumadik, dil
becerileinin 6@retimi gibi bu konuya
odaklanan spesifik dersler almadik.
Alisilagelmis diizen genelde bu sekilde,
dinleme etkinlikleri yapilmiyor,
dolayisiyla konusma da eksik kaliyor.
Sonra bunun bedelini 6diilyoruz ve grameri
bilen ama Ingilizce konusamayan insanlar
oluyoruz.

Those listening activities are important.
Listening, reading, writing, speaking skills
are all necessary for language learning and
they shouldn’t be ignored in classes as if
they were unimportant. We should do our
best. We haven’t been engaged in a
teacher preparation program in vain; we
haven’t taken specific courses that focus
on the teaching of language skills
teaching in vain. The habitual application
is that listening activities are not carried out
and so speaking skill is not developed.
Then, we pay for this and become
individuals who know about the grammar
but can’t talk anything in English. (ST C,
for Grammar-oriented course book content)

Ogrenciler sikici gelen ve sevmedikleri
seyleri yapmak istemezler. Bununla baga

Students don’t want to do boring things
that they don’t like. And to overcome this,
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¢ikmak i¢in de bazi stratejileri bilmek ve
kullanmak gerekebilir. Bunun igin de
egitim bilimlerinden 6grenme psikolojisi
falan gibi alanlara basvurulabilir.

it is necessary to know about some
strategies and use them. For this, it is
necessary to benefit from branches of
educational sciences like educational
psychology. (ST B, for Boring course book
content)
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Bu kadar kisa bir 6gretim yili iginde
konularin ard arda verilmesi yanlig. Kalici
bir 6grenme icin yeteri kadar ve cesitli
etkinliklerle konular dgretilmeli. Ama
okullarda boyle olmuyor, 6gretmenler
sirf konuyu anlatmis olmak i¢in anlatip
gecebiliyorlar, 6grenciler de bir
oncekini tam 6grenmeden yeni sunulan
bilgiye uyum saglamaya ¢alistyor, en
azindan benim gittigim okulda boyle
durumlar vardi.

It is wrong to teach the topics one after
another in such a short academic period.
The topics should be presented through
sufficient and varied activities for a
permenant learning. But, this is not the case
in schools; teachers may just present a topic
for the sake of having taught it and then
move on to the next. Then, students try to
adapt themselves to the newly presented
topic without having learnt the previous
one properly. There were cases of this kind
,at least, at the school | went for practicum.
(ST N, for Complexity of course book
content)

Yani gramer konularini konusma, yazma
vs ile desteklemeden sadece kagit
tizerinde aktivitelerle dgretirsek asla kalici
olmaz, ezberlenir ve unutulur. Ama simif
ortaminda yapilan genelde bu, gramer
konusu ve ardindan iki ii¢ fill in the
blanks aktivitesiyle konu 6grenilmis
sayiliyor.

We can’t achieve permanent learning of
grammar points if we teach them only
through paper and pencil activities without
supporting them through speaking, writing,
etc. They are memorized and then
forgotten in this way. However, this is
what is done in classes. It is taken for
granted that the topic has been learnt
once several fill in the blanks exercises
have been done. (ST N, Grammar-oriented
course book content)
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Tekrar edilmeyen seyler unutulur.
Eglenceli yollarla yapilan tekrarlar daha
akilda kalici olur. Ozellikle bu yastaki
ogrencilerin oyunlarla 6grenmekten
cok hoslandigim gézlemledim. Onun
icin bu sorunu oyunlarla ¢ézerdim.

Things that are not revised are forgotton.
Revision that is made through enjoyable
ways is more beneficial. | have observed
that students especially of this age like
learning through games very much. For
this reason, | would deal with this problem
by the help of games. (ST B, for Limited
study at home)

(...) Ogrencilerin kendilerine birakinca
tekrar etmeyecegini ve hatta 6dev
yapmayacaklarini bildigim ve sinifta da
bizzat gordiigiim icin boyle yapardim.
Zorlayict bir sey olmadan hig bir sey
yapmiyorlar.

(...) I would do this because I know that
students don’t revise and don’t do
homework if you set them free. | observed
this in the class in person. They don’t do
anything if there is no forcing reason. (ST
A, for Limited study at home)

Ciinkii daha 6nce de soyledigim gibi
planlt olmak zorundayiz. Zaten
ogrencilerle ilgili birgok beklenmedik
sikint1 yasayacagiz. Simif ortaminin ne
kadar degisken oldugunu gordiik. Bir
sinif bir sinifa uymuyor. Onceden
eksikleri gidererek daha verimli olabilir
ve onlar1 her yoniiyle gelistirebiliriz.

As | said before, we have to be tactful. We
will already experience a lot of unexpected
challenges with students. We have
observed that how much changeable is
the classroom atmosphere. One
classroom isn’t the same as another one.
Course books can be more fruitful if we
make up their deficiencies beforehand and
we can enhance the use of them. (ST C, for
Grammar-oriented course book content)
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Translated data

Cunkii bizler de 6grenci olduk ve bu
durumu ¢ok kez yasadik. Oylesine bir
seyler yazmaya ¢aligmak anlamsiz. ilk
once motivasyon icin zevkli aktivitelerle
ve belli bir baglam i¢inde ¢ocuklar
yazmaya yonlendirilmelidir.

We have been students and experienced
the same situation many times. Trying to
write something meaningless makes no
sense. First, students should be directed to
writing through enjoyable activities for
increasing motivation and a meaningful
context is required. (ST C, for Boring
course book content)

Sinav yilinda olmak ¢ok kétii bir duygu,
ne kadar bunlarin yararini da anlatmaya
caligsak odak noktalar1 degismeyecektir.
Sinav insan1 bu hale getiriyor.

Being in the position of sitting for an exam
is a really bad feeling. Their focus
wouldn’t change even if we explain the
benefit of those. Having an exam shapes a
person in this way. (ST C, for Negative
backwash effect of the high school
placement exam)

Siirekli ayni1 seyleri yapmak 6grencileri
isteksizlige siiriikler. Ogrenmeyi
renklendirmek 6gretmenin elindedir,
bunca yildir 6grencilik hayatimizda bunu
yapabilen 6gretmenler de gordiik
yapamayan da.

Doing the same things all the time results in
unwillingness. It is in a teacher’s hands to
color learning. We have seen such teachers
that could do this or couldn’t do this in our
years of experiences as students. (ST A, for
Boring course book content)

Original data

Translated data

Daha 6nceden Ingilizce derslerini Tiirkge
anlatimla gérmiis 6grenciler zorlamrlar,
onun i¢in anlatimin gorseller ve
hareketlerle desteklenmesi gerekir.
Sadece diiz konusmayla ingilizce
anlatildig1 zaman anlamyorlar
gercekten, ama konusma desteklendigi
zaman anlamalar1 kolaylasiyor. Yani
benim staj okulunda anlattigim derslerde
de bunu somut olarak yasadim.

Students who have been accustomed to the
use of Turkish in English classes may have
difficulty, so it is necessary to support
teaching through visuals and bodily
movements. They really don’t understand
when you teach through plain talk. But,
they can understand better when you
support your talking. I experienced this
when | taught at the practicum school. (ST
A, Difficulty in understanding E-medium
T-Talk)

Zaten bildikleri bir seyi yazmak onlar
icin sikici olacaktir. Cocuklar yeni
seyler yazmaktan, yeni seyler yapmaktan
daha ¢ok hoslaniyorlar. Staj okulunda
yaptigimiz derslerde de 6gretmenlerinden
farkl1 bir aktivite sundugumda gok
hoslarina gidiyordu.

It would be boring for them to write about
something they already know. Children
like writing about new things, doing new
things more. They enjoyed when |
presented a different activity than their
teachers in the classes | tought at the host
school. (ST N for Boring course book
content)

Ogrenciyi Ingilizce anlayabilecegine ikna
edersek olumsuz tutumlarmdan
kurtulacaktir. Zaten zamanla buna
alistyorlar, mesela girdigim sinifta kendi
ogretmenleri anlamiyorlar diyerek Tiirk¢e
konusuyordu, ama ben 3 dersimde de
Ingilizce konustum, ilkinde ¢ok sikayet
ettiler, anlamiyoruz dediler, ama bu
giderek azaldi ve benim bu yaklagimima
alismaya basladilar. Cogu da anliyordu.

Students would get rid of their negative
attitudes if we persuade them that they
could understand classroom talk in English.
They get accustomed to it in time; for
example in the class | tought at the host
school, their teachers thought that they
didn’t understand and always talked in
Turkish. But, I talked in English in all three
classes | tought. First they complained a lot,
they said that they didn’t understand, but
this faded gradually. They got accustomed
to my style. Most of them understood. (ST
N, for Difficulty in understanding E-
medium T-Talk)
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Original data

Translated data

Sinifta tahtaya veya masaya vurmak
benim 6grenciligimde de 6gretmenlerin
kullandig1 bir yontemdi ve ise yarardi
hep. O an bunu diisiinerek ben de ayni

seyi yaptim.

Knocking on the the board or table was a
technique my previous teachers employed
when | was a student and it always worked.
That time | did the same thing. (ST A, to
overcome making noise)

Bu bizim zamanimizda da béyleydi,
sadece kitaptan igliyorduk, boyle degisik
aktiviteler yapilmiyordu. Birkag
Ingilizceye 6zel ilgisi olanlar disinda
herkes sikiliyordu.

This was the same when we were
students; we only followed the book;
different activities weren’t carried out.
Everybody except from the ones who had
special interest in English got bored. (ST A,
to overcome boring course book content)

Yani biz de dyleydik 6grenciyken, ders
kitabindan sikilirdik, bunun sebebi de ders
kitaplarinin iyi hazirlanmamis olmasi.

We behaved in the same way when we
were students. We were bored of the
course book because course books were not
prepared well. (ST A, to overcome boring
course book content)

Bu durumda da iki grup arasinda tercih
yapmak zorunda oldugumu diisiindiim.
Ve daha zor anlayan gruba yoneldim,
onlara hitap etmeye ¢aligtim. Ciinkii
stirekli aktif 6grencilere yonelirsem diger
ogrencileri kaybederim diye diigiindiim.
Ornegin okulda ben de ¢ok aktiftim, hep
bana soz verildiginde arkadaslarimin beni
sevmedigine bile sahit oldum.

Under that condition, | thought that | had to
choose between two groups. And, | focused
on the group that had difficulty in
understanding. | tried to address them
because I thought that if I had always
addressed the higher level students, | could
have lost the other students. For example, |
was a high achiever at school, and | even
observed that | was disliked since my
teachers frequently gave the turn to me. (ST
G, to overcome variety in language levels
of students)
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Original data

Translated data

Ogretmen parmak kaldiranlarla ders
isleyip digerlerini bos verdiginde o
¢ocuklar tamamen kopuyorlar dersten.
Hatta kitabini kapatip oturanlari bile
gbrdiim gozlemlerimde.

When a teacher goes with the ones who
raise hands all the time and ignores others,
they mostly get completely distracted from
class. | even observed that they closed their
books and just sat in the class. (ST A, to
ovsercome Variety in Language Levels)

Onceki derslerde de dgrencilerin ders
kitabindan bir siire sonra sikildigini
gordiim

O observed in my previous classes that
students got bored with the course book
after a while. (ST G, for boring course book
content)

Universite 3. siniftaki ¢ocuklara yabanci
dil 6gretimi dersimizde etkinlik 6rnekleri
hazirlarken bu sarkilardan ¢ok
kullanmistik. Oradan yola ¢ikarak, dersi
planlarken bu sarkiy1 google dan aradim.

We used those songs a lot while preparing
activities for our ‘Teaching English to
Young Learners’ course at the third grade
of our teacher preparation program. Having
this in mind, | googled this song while
getting prepared for the lesson. (ST N, to
overcome lack of teaching aids)

Uygulamayla teori ¢ok farkl: olabiliyor.
Teoride mis gibi yapiyoruz ama okullarda
Oyle degil. Her sey dogal ve gercek.
Ogrenci bir soru soruyor ve kaliyorsunuz
yani. Onun i¢in hi¢ anlagilmayan
noktalarda Tiirk¢e de kullanilabilir- ama
derslerde Ingilizce kullanmak hem gerekli
ve de 6nemli.

Practice may be very different from theory.
We pretend to do something in theory, but
things are not same in practice at schools.
Everything is natural and real. A student
asks something and you get stuck. So,
Turkish can be used for points that are not
understood at all. However, using English is
necessary and important. (ST C, to
overcome Difficulty in Understanding E-
medium T-talk)
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Original data

Translated data

“Biz ayni grupta olmak istemiyoruz”
diyen 6grenciler vardi. Ama onlari ikna
ettim. Ciinki 6grencinin her dedigini
yapmamak gerekiyor diye diigiindiim.
Okuldaki mentor 6gretmenimiz boyle
tavsiye etmisti.(...) 6grencinin her
istedigini yaparsaniz bunu kullanabilirler,
digerleri de ayn1 seyi ister demisti. Ben de
bu sekilde davrandim.

There were students who didn’t want to
study in the same group. But, | convinced
them. I thought that a teacher shouldn’t do
whatever students want. Our mentor teacher
at school recommended that. (...) he said if
you do whathever they want they may take
advantage of it and also all the others would
like to have it. So, | behaved in this way.
(STG)
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I: TURKISH SUMMARY / TURKCE OZET

HiZMET ONCESI INGILIZCE OGRETMENLERININ SIK KARSILASILAN
SINIF iCI ZORLUKLARA iLISKIN BILi$ VE EYLEMLER{ UZERINE BiR
DURUM CALISMASI

Giris

Ogretmen davramgi ve smf ortamn siireglerini aydmlatmayr amaglayan ogretme
siirecinin  gizli yanlarimin arastirilmasi  seklinde tanimlanan Ogretmen bilisi
arastirmalart 1960 larin sonu 1970 lerin basinda egitim arastirmalarinin odak noktasi
olmusken, ikinci/yabanct dil 6gretimi alaninda Ogretmen bilisi lizerine calismalar
1990 larin basinda baslamistir (Tsui, 2011, p. 25). Ogretmenlerin  smif
uygulamalarini yapilandiran psikolojik siireglerinin arastirma odagi haline gelmesiyle
Ogretme eylemi sadece davranig olarak goriilmekten cikmis, diisiince tabanli bir
davranig olarak goriilmeye baslanmis ve buna parallel olarak da 6gretmenler, harici
talimatlarin mekanik uygulayicisi olarak degil; aktif, diisiinen, karar verme yetkisine
sahip kimseler olarak algilanmaya baslanmistir (Borg, 2006). Ogretmen bilisi iizerine
yapilan c¢aligmalarin, ayn1 zamanda oOgretmen egitiminde de etkili 6gretmen
davraniglarinin belirlenmesinden G6gretme siirecinin gozlemlenemeyen boyutlarin
arastirmacinin bakis acisindan ziyade katilimcinin bakis agisindan anlamaya dogru

bir paradigma degisikligine yol actig1 agik¢a gézlemlenmektedir (Tsui, 2011, p. 25).

Borg’un (2003) alanyazin taramasi 6gretmen bilisi arastirmalarinin asagidaki anahtar

sorular1 irdeledigini gostermistir:

(e) Ogretmen bilisleri neler hakkindadir?
(f) Bu bilisler nasil gelisir?
(9) Bu bilisler 6gretmen 6grenmesiyle nasil etkilesirler?

(h) Bu bilisler sinif uygulamalriyla nasil etkilesirler? (p. 81).

Ogretmen bilisi arastirmalarmi temel alan bu calisma hizmet oncesi Ingilizce

Ogretmenlerine odaklanarak yukarida listelenen anahtar sorulardan (a), (b) ve (d)
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olmak iizere {i¢ tanesine deginmektedir. ilk soru olan (a) soruda hizmet Oncesi
Ingilizce 6gretmenlerinin sik karsilasilan simif-igi zorluklarla basa ¢ikmalarma iliskin
bilisleri arastirilmis; (b) sorusunda hizmet oncesi Ingilizce 6gretmenlerinin
biliglerinin staj siirecindeki gelisimi kesfedilmis; (d) sorusunda da bilisleriyle gercek
siif uygulamalarmin arasindaki iliski gdzlemlenmistir. Ote yandan (c) sorusu ise
Ogretim siireci esnasinda daha fazla sinif gozlemi igeren daha uzun bir veri toplama

stireci gerektirdigi i¢in bu ¢alismanin kapsami disinda kalmaktadir.
Calismanin Amaci

Bu calismanin amaci (a) hizmet dncesi Ingilizce 6gretmenlerinin yabanci dil 6gretimi
esnasinda sik karsilasilan siif-i¢i zorluklarla basa ¢ikmalarina iliskin staj 6ncesi ve
staj sonras1 bilislerini; (b) hizmet &ncesi Ingilizce dgretmenlerinin staj siiresince
yiiriittiikleri 6gretmenlik uygulamalarinda bu zorluklarla basa ¢ikmak icin neler
yaptiklarini; (c) hizmet &ncesi Ingilizce dgretmenlerinin bilislerini ve uygulamalarii
nelerin sekillendirdigini ve (d) bilisleri ve uygulamalar1 arasinda bir iligki olup

olmadigini incelemektir.
Problem Durumu

Ogretmen bilisi arastirmalar1 hem egitim bilimleri yazin1 hem de ikinci/yabanci dil
egitimi yazininda, 6gretme siirecinin 6gretmenlerin karar verme stratejileri (Woods,
1996; Richards, 1998; Bailey, 1996), dilbilgisi 6gretimi (Borg, 1998, 1999; Farrell,
1999) ve okuma egitimine (Grisham, 2000) dair 6gretmen bilisleri, 6gretmenlerin
pedagojik bilgisi (Golombek, 1998; Gatbonton, 1999) gibi farkli boyutlarina
odaklanmistir. Fakat, siif-i¢i zorluklar ve bu zorluklarla basa ¢ikmaya iliskin
Ogretmen bilisi lizerine yapilan caligmalarin eksik oldugu gortilmiistiir. Bu sebeple,
bu ¢alisma Ingilizce 6gretmenlerinin yabanci dil dgretimi esnasinda deneyimledigi
zorluklar ve hizmet 6ncesi Ingilizce dgretmenlerinin bu zorluklarla basa ¢ikmalarma
iliskin bilisleri ve uygulamalarma 151k tutatarak Ogretmen bilisi yazinina katki

saglamay1 amacglamaktadir.
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Literatiir Taramas1 Ozeti
Ogretmen Bilisi Uzerine arastirmalar

Dil 6gretmeni bilisi ¢alismalart 1990’larda yiikselise gecmis ve hiz kazanmaya
devam etmistir (Borg, 2003). Clark ve Peterson (1984) 6gretmen bilisi lizerine

caligmalarin amacini asagidaki gibi 6zetlemistir:

Ogretmenlerin diisiinme siirecleri iizerine yapilan arastirmalarin ana amaci
egitim teoristleri, arastirmacilar, karar vericiler, program gelistirme
uzmanlari, Ogretmen egitimcileri ve Ogretmenlerin kendileri tarafindan
kullanilmak tizere 6gretme isinin bilissel psikolojisinin portresini ¢izmek ...
[ve] Ogretme siirecinin isleyisinin ‘nasil’ ve ‘neden’ini anlama oranini

arttirmaktir (s. 2-7).

Borg 2003°de dil 6gretmeni bilisi lizerine arastirmalari taramis ve 6gretmen bilisi
calismalarinin dil 6gretmenlerinin diislince hayatlarinin igerigini anlamaya yonelik
degerli bir bilgi sagladigim belirtmistir. Ogretmen diisiinmesi {izerine yapilan
arastirmalarin esas ¢ikarimi 6gretmen davranisinin 6gretmenlerin diisiinme siiregleri
tarafindan etkilendigi hatta belirlendigi olmustur (Clark ve Peterseon, 1984).
Ogretmen  bilisinin, yani Ogretme isinin  gdzlemlenemeyen boyutlarinin
derinlemesine arastirilmast gozlemlenebilir 6gretmen davranisini  anlayabilme

konusunda 6nem teskil etmektedir.

Dil 6gretimi gercgeklestiren 6gretmenlerin bilisini ele alan arastirmacilar tarafindan
incelenen ii¢ ana unsur dil 6gretmenlerinin ne diislindiikleri, ne bildikleri ve nelere
inandiklar1 idi (Oztiirk, 2014). Ancak sonrasinda arastirmacilarin ilgisini daha fazla
cezbeden dil 6gretmeni unsuru, “dgretmenlerin nelere inandiklar1” olmustur. Bu ilgi
yogunlagmasi sonucunda da bu unsur, literatiirde yogun sekilde yer almistir.  Skott
(2015) Ogretmen inanglarinin  kavramsallastirilmas1  konusunda fikir birligi
olmayigini bir sorun olarak arz eder ve literatlire dort ana unsuru olan bir ortak temel

Onerir. Bunlar agagidaki gibidir:
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1. Inanglar genellikle sz konusu kisi icin gegerli olan bireysel fikri yapilari
temsil eder.

2. Inanglarin duygusal oldugu gibi bilissel ydnleri de vardar.

3. Inanglar genellikle gecici ve sadece ilgili sosyal eylemlerle énemli dlgiide
mesgul olma sonucu degisebilen baglamsal olarak sabit somutlastirmalar
olarak degerlendirilir.

4. Inanglarin &gretmenlerin uygulamaya yonelik sorunlar1 yorumlama ve
sorunlarla mesgul olma yontemlerini Onemli Olgiide etkilemesi

beklenmektedir (s. 18-19).

Dil Ogretmeni Bilisi ve eylemlerini Sekillendiren Unsurlar

Ogretmen bilisi lizerine arastirmalar popiilerlik kazandigindan beri 6gretmenlerin
hayatlarindaki farkli unsurlarin onlarin diislince siirecleri ve egitimsel faaliyetleri
lizerinde yarattig1 etkiler egitim arastirmalarinin konusu olmustur. Borg (2003)
taradig1 aragtirmalarin sonuglarini yansitarak, genis bir yelpazedeki birbiriyle ilski
icinde olan ve genellikle de zitlasan faktorlerin dil 6gretmenlerinin bilis ve egitimsel
faaliyetlerini sekillendirdigini belirtmistir (s. 91). Ogretmen bilisini dgretme isinin
merkezine koyarak, 6gretmenlerin inanclari, bilgileri, teorileri vs den olusan ve
O0gretme, Ogretmenler, O0grenme, konu alami vs ile iligkili diislinsel yapilarim

sekillendiren faktorlerin birbiriyle de iki yonlii iletisim i¢inde oldugunu ortaya koyar.

Borg (2003)’e parallel olarak Farrel (2008) de ogretmeyi 6grenmeyi karmasik bir
sireg olarak degerlendirir ve ilk yillarinda o6gretmenleri sekillendiren unsurlari
listeler. Kendi okul ge¢cmislerinde kendi 6gretmenlerini gézlemleyerek gecen uzun
saatlerin ve bunun sonucunda olusan imgelerin, mezun olduklar1 6gretmen yetistirme
programinin etkilerini kabul eder ve c¢alismaya basladiklari okulun kiiltiiriinii ve ilk
yildaki bu okulla olan sosyal etkilesimini de listeye ekler. Ayn1 dogrultuda, Urmston
(2003)’un vyiiriittiigii uzun soluklu ¢alismanin sonuglar1 da hizmet 6ncesi ingilizce
Ogretmenlerinin 6grenci olarak kendi yasantilar1 ve staj donemi boyunca siniflarda
gecirdikleri zamanin onlarin Ingilizce 6gretme iizerine inanglar1 ve bilgilerini giiglii

bir sekilde etkiledigini gostermistir.

231



Baska bir ¢alisma Ingilizce’yi anadil olarak konusan ve konusmayan ingilizce
Ogretmenleri arasinda bir ayrim yapmistir. Warford ve Reeves (2003) dokuz yeni
o0gretmenle calismis ve 6gretmenlik uygulamalarinda kendi dil 6§renme gegmislerine
bagli kalma konusunda anadili olarak Ingilizce’yi konusan ve knousmayan
dgretmenler arasinda bir farklilik oldugunu rapor etmistir. ingilizce’yi anadili olarak
konusmayan ogretmenlerde, Ingilizce’yi anadili olarak konusan Ogretmenlerin
aksine, Lortie (1975)’nin terimiyle ‘gdzlemlemenin c¢irakli§i’na ait izler tespit
etmislerdir. Bunun sebebi olarak da Ingilizce’yi anadili olarak konusmayan

Ogretmenlerin aslinda hala dili 6grenme siirecine devam etmeleri olarak gostermistir.

Ogretmen yetistirme programlarinin dgretmenlerin bilis ve eylemleri iizerine etkisi
ve bu etkinin oram1 da arastirilan bir konudur. Ancak, sonuglar tartismalidir.
Ogretmen egitiminin dgretmenlerin bilis ve eylemleri iizerine smirli veya zayif bir
etkisi oldugunu savunan ¢alismalar vardir. Ornegin, Richards ve Penington (1998)’in
calismasi O6gretmen yetistirme programinin dgretmenlerin eylemlerine yansimasina
iligskin ilging sonuglar ortaya koymustur. Hong Kong’da yiiksek lisans 6grencisi olan
ve Ogretmenliklerinin ilk yilinda olan bes Ogretmenin Ogretmen yetistirme
programinda aldig1 teori ve prensipleri cogunlukla gérmezden geldigi vey ok saydigi
saptanmigtir. Richards ve Penington bunun sebebini bu dgretmenlerin kendi Hong
Kong okul sistemindeki kendi 6grencilik yasantilari, 6gretmenlerin ¢esitli kiiltiirel alt
yapilari, kendi performanslarini degerlendirmekte olan panel gorevlilerinin etkisi

seklinde yorumlamislardir.

Buna karsilik, Ogretmen yetistirme programlarinin ve bu programlarda alinan
derslerin hizmet Oncesi 6gretmenlerin bilis ve eylemleri {izerindeki giiglii etkisini
rapor eden calismalar da bulunmaktadir. Ornegin Gomez (1999) okul baglaminin
kendi i¢inde birbirini etkileyen yonleriyle birlikte 6gretmen yetistirme programinin
Ogretmenlerin inanglarini degistirdigini ya da zorladigini bulmustur. Grisham (2000)
de 6gretmen yetistirme programinin hizmet 6ncesi 6gretmenlerin okuma 6gretimine
iliskin biligleri tizerindeki etkisini aragtirmis ve program devam ettikce git gide daha
da yapilandirmaci olduklarindan dolayr programin hizmet Oncesi Ogretmenler

tizerinde etkili olduguna karar vermistir.

Ogretmen yetistirme programinin  ve Ogretmenlerin  ge¢misteki  dgrenme

yasantilarinin 6gretme eylemleri iizerine etkisini karsilastiran Williams ve Burden
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(1997) ise gegmisteki yasantilarin ve dil 6grenme iizerine kaliplagmis inanclarin
Ogretmen yetistirme programinda Ogrenilen belli bir yontemden daha etkili

olabilecegini savunmustur.
Dil Ogretmenlerinin Bilis ve Eylemleri arasindaki liski

Hook ve Rosenshine (1979) 6gretmenlerin inaglar1 ve eylemleri arasindaki iliskiyi
calisan 1966 ve 1976 yillar1 arasindaki arastirmalart yontemsel agidan taramis ve
calismalarin cogunun inan¢ ve katilimcilar tarafindan beyan edilen eylemlerini
arastirmak i¢in 0lgme araci olarak anket doldurma yontemini kullandig1 sonucuna
ulagmistir. Parallel bir bakis acisiyla, Hoffman ve Kugle (1982), bu sekildeki
6l¢menin sorun oldugunu ileri siirmiis ve inanglar1 kalem kagitla anket doldurarak
O0lgmemizin ne kadar gecerli olabilecegini sorgulamig odakli goriismelerle
tamamlanacak  baglamsal Ogretme ortamlarinin  sistematik  gdzlemlerinin
kullanilmasmin gerekliligini ortaya atmistir (s. 6). Daha sonra, 6gretmen bilisi
arastirmalart gelistikce Olgme mevzusu evrilmis ve arastirmacilar anketleri sinif
uygulamalarinin goézlemleri ve goriismeler ile tamamlamaya baslamislardir. 1991
yilinda Tidwell ve Lloyd tarafindan yapilan, otuz dokuz 6gretmenin okuma 6gretimi
lizerine inaclart ve smif uygulamalarini belirlemek i¢in goriisme teknigini
kullandiklar; inanglar1 ve uygulanalari arasindaki uyum ve uyumsuzluklari anlamaya

yonelik olarak da smif gézlemlerini kullandiklar1 ¢galisma 6rnek olarak verilebilir.

Bilis ve eylemler arasindaki iligkinin etkilesimli olduguna ve &gretmenlerin sinifta
uyguladiklarini test etmeleri ve bunun sonucunun bilisleri lizerine yansimasi sonucu
birbirini etkiledigine karar verilmistir (Breen vd., 2001). Clark ve Petersin (1984),
Ogretmen diisiincesi ve eylemleri arasinda karsilikli bir iliski oldugunu belirtmistir.
Ogretmenlerin eylemlerinin biiyiik él¢iide diisiince siirecleri tarafindan yonetildigini
ve karsiliginda eylemlerini etkiledigini agiklamiglardir (s. 13). Foss ve Kleinsasser
(1996) hizmet Oncesi Ogretmenlerin kavramlar1 ve egitimsel faaliyetleri arasindaki
iliskiyi betimlemek i¢in “simbiotik iliski” terimini kullanmistir (s. 441). Diger
yandan, Borg (2006) bilis ve eylemler arasindaki iligskiyi “ne dogrusal, ne de tek
yonli” olarak agiklamistir. Dogrusal degildir ¢ilinkii bilis ve eylemler her zaman
kesigsmez; tek yonlii de degildir ciinkii 6gretmenlerin bilisleri sinifta ne olduguna
bagli olarak sekillenir. Bu durumda, dil 6gretimi bilis, baglam ve deneyim arasindaki

dinamik iliski olarak ile agiklanan bir siire¢ olarak goriilebilir (s. 275).
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Borg (2006), bilis ve eylemler arasindaki iligkiyi inceleyen baglamdan yani
Ogretmenin iginde c¢alisiyor oldugu sosyal, kurumsal, Ogretimsel ve fiziksel
varoluglardan soyutlanmis bir ¢alismanin yilizeysel yorumlara yol agabilecegi

konusunda arastirmacilar1 uyarmistir.

Clark ve Peterson (1984) erken tarihli bir durum degerlendirme makalesinde iki
alani, yani 6gretmenlerin diisiince ve eylemlerini, bir araya getiren aragtirmalara
cagrl yapmis ve Ogretme siirecini tamamiyla anlayabilmek i¢in bunlar arasindaki
iliskinin incelenmesi gerektigini savunmustur. Daha sonra gelen bilis ve eylemler
arasindaki iliskiyi arastiran ¢alismalar bu dogrultuda evrilmistir ve degisik sonuglar
tretmigstir.  Flores (2001) yiiz yetmis alti ikidilli 6gretmenle yaptigi bir anket
calismasinda, her 6gretmen davranisinin arkasinda yatan bir inang oldugunu ve
ikidilli Ogretmenlerin bu bilimsel inanglarinin olugmasinin altinda da mesleki
deneyimlerinin ve Ogretmen yetistirme alt yapilarinin bulundugunu bulmustur.
Benzer bir sekilde Oztiirk (2014) de yabanci dil olark ingilizce 6greten dgretmenlerin
bilis ve eylemleri arasinda belirli baglantilar tespit etmis ve bazi 6gretmen bilislerinin

arkasinda geleneksel egitim yaklagimlarinin oldugunu bulmustur.

Buna karsilik, Pearson (1985) iki dgretmenin betimlenmis inanglari ve eylemleri
arasinda tutarsizlik tespit etmistir. Fakat, bu tutarsizligin acik nedeni de, ¢alismanin
sonucunda Ogretmenlerin  6gretmeye karst duydugu istek ile alakali olarak
aciklanmigtir. Stajyer 6gretmenlerin okuma o6gretimi ve degerlendirilmesine iliskin
inang ve eylemleri bir yil siiren bir ¢alisma ile Powers, Zippay, and Butley (2006)
tarafindan arastirilmis ve 6gretmen inaglar1 ve sinif uygulamalarinin belirli bir okul
felsefesi ya da devlet yaptirnmlarina uyma konusunda hissedilen baski gibi ¢esitli
degiskenler sebebiyle genellikle uyumsuz oldugu bulunmustur. Phipps ve Borg
(2009) da ¢ Ogretmenin dilbilgisi Ogretimi  konusundaki inanglarinin
uygulamalariyla her aman uyusmadigini, 6gretmenlerin inan¢ ve eylemleri arasinda
gerilimler oldugunu ortaya ¢ikarmistir. Bir adim daha giderek, inan¢ ve eylemler
arasindaki bu gerilimlerin esas olarak o6grenci beklentileri ve tercihleri ile sinif
yonetimi ile ilgili kaygilarin sebep oldugunu agiklamiglardir. Ustiinel (2008)
tarafindan yapilan bir caligma sonucunda, stajyer Ogretmenlerin ii¢ tip olarak
belirlenmis disiplin problemini ¢6zmede birden fazla goriisleri oldugunu, ancak

eylemlerinde bu goriislerden yalnizca birini yasitabildikleri saptanmistir.
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Yukarida taranmis olan 6gretmen bilisi ve eylemleri alanindaki yazina bakarak, dil
O0gretmenlerinin smif ici zorluklarla basa ¢ikmaya iliskin bilis ve eylemlerinin alanda
yiiriitiilen ¢aligmalar tarafindan deginilmedigini sdylemek miimkiindiir. Bu nedenle,
bu calismanmn hizmet oncesi Ingilizce dgretmenlerinin simif ici zorluklarla basa
cikmalarina iligkin bilgi saglayarak ve bu konudaki bilisleri ve eylemlerini
sekillendiren unsurlar ile bilis ve eylemleri arasindaki iliski konularinda sonuglar

cikararak alanyazina katki sagladig: diisiiniilmektedir.

Yontem

Bu calisma, hizmet Oncesi Ingilizce Ogretmenlerinin sik karsilagilan smf ici
zorluklarla basa ¢ikmalarina iligskin bilis ve eylemlerine agiklama getirebilmek igin
nitel arastirma desenini benimsemistir. bu ¢alisma, arastirma konusunun desene
uygunlugu, nitel aragtirmanin 6zellikleri ve bu 6zelliklerin arastirma sorularina hitap
etmedeki uygunlugu gibi bazi nedenlerden dolayr nitel arastirma desenini
benimsemistir. Bu nedenle, hizmet 6ncesi Ingilizce dgretmenlerinin sik karsilasilan
smif i¢i zorluklarla basa ¢ikmalarina iliskin bilis ve eylemlerini arastimak icin bir

durum caligmasu yiiriitilmiistiir.

Nitel arastirma deseni ve durum ¢alismasi yontemini baz alarak bu tez asagidaki

arastirma sorularina cevap aramistir:

(5) Hizmet dncesi Ingilizce dgretmenlerinin yabanci dil gretiminde sik karsilasilan
sinif-i¢i zorluklarla basa ¢ikmalarina iligkin staj 6ncesi ve staj sonrasi bilisleri
nelerdir?

(6) Hizmet dncesi ingilizce dgretmenlerinin yabanci dil 6gretiminde sik karsilasilan
siif-i¢i zorluklarla basa ¢ikmalarina iliskin eylemleri nelerdir?

(7) Hizmet dncesi Ingilizce dgretmenlerinin yabanci dil gretiminde sik karsilagilan
siif-i¢i zorluklarla basa ¢ikmalarina iligskin bilis ve eylemlerini sekillendiren

unsurlar nelerdir?
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(8) Hizmet dncesi Ingilizce 6gretmenlerinin yabanci dil 6gretiminde sik karsilasilan
smif-igi zorluklarla basa c¢ikmalarina iliskin staj Oncesi bilisleri, sinif

uygulamalar1 ve staj sonrasi bilisleri arasinda bir iliski var midir?

Bu durum c¢alismasinin katilimcilarii Mugla ili devlet orta okullarinda c¢alismakta
olan Ingilizce 6gretmenleri ile bir devlet {iniversitesinde dort yillik ingiliz Dili

Egitimi programina kayitli hizmet dncesi Ingilizce 6gretmenleri olusturmaktadir.

Ormekleme yontemi olarak iki tip yontem kullanilmistir. Calismakta olan ingilizce
dgretmenlerine kartopu drnekleme ydntemiyle ulasilmistir. hizmet ncesi ingilizce

O0gretmenleri grubu ise amagh 6rnekleme yontemiyle olugturulmustur.

Bu ¢alismanin verisi iki ana asamada tolanmustir. Ik asama temel verinin toplanmasi
asamasidir. Bu calismada temel veri, veri toplama siirecinin baslangi¢ asamasi olarak
kabul edilmis olup senaryo yaratilmasina temel saglamak amaciyla Ingilizce
Ogretmenleri tarafindan deneyimlenen smif i¢i zorluklar1 saptamak igin
kullanilmistir. Smif i¢i zorluklarin saptanmasi i¢in agik uglu bir sorunun soruldugu
bir anket gelistirilmistir. her bir Ingilizce 6gretmeninden siklikla yasadig ii¢ sinif igi
zorlugu anlatmalar1 beklenmistir ve sonugta altmisa yakin sinif i¢i zorluk anlatimina
ulasilmistir. Tkinci asamada ise verinin toplanmasi igin bir ka¢ farkli teknik
kullanilmistir. Ik olarak, hizmet 6ncesi Ingilizce dgretmenleriyle, sik karsilasilan
smif ici zorluklarla basa g¢ikmalari ile ilgili staj oncesi bilisleri hakkinda bilgi
edinmek amaciyla goriismeler yapilmistir. Hizmet Oncesi 6gretmenler staj siirecine
baslamadan Once yiirlitilen bu goriismelerde smif i¢i zorluklar1 Ornekleyen
seneryolar kullanilmistir. Daha sonraki adim olarak, 6gretme esnasinda karsilastiklar
smif i¢i zorluklarla basa ¢ikma yoOntemlerini incelemek amaciyla staj okulunda
yiriittiikleri uygulama dersleri gozlemlenmistir. Uygulama dersleri video kaydina
alinmig ve arastirmaci tarafindan alan notlar1 tutulmustur. uygulama derslerinden
heme sonra ise uyarilmis hatirlama teknigi kullanilarak goriismeler yapilmistir. Bu
veri grubu alti hizmet Oncesi Ingilizce gretmeninin her birinden {iicer kez
toplanmistir. Son adim olarak, staj siirecini tamamlayan hizmet Oncesi 6gretmenler
ile sinif i¢i zorluklarla basa ¢ikmalarina iligkin staj sonrasi bilisleri {lizerine bilgi
edinmek amaciyla tekrar goriismeler yiiritiilmiistir. Bu defa goriismelerde staj

oncesi yapilan goriismelerdeki senaryolara parallel senaryolar kullanilmistir.
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Veri gruplariin analizinde Miles ve Huberman (1994) tarafindan olusturulan (a)
verinin indirgenmesi, (b) verinin gosterimi ve (c) sonu¢ ¢ikarma / dogrulama
asamalar1 benimsenmistir. Verinin kodlanmasi siirecinde ilk kodlama yapilmis ve
very parcalara boliinerek yakindan incelenmis ve benzerlikler ve farkliliklar
acisimndan karsilastirilmistir. {lk kodlama asamasinda anket verisi ve bilis/eylem
very gruplarinda farkli kodlar meydana ¢ikmistir. Daha sonra, iglenmis veri tablo,
figiir ve grafik formlarinda gosterilmis ve bunun sonucunda sonu¢ ¢ikarma ve
aciklama getirme asamalarina gecilmistir. Kisacasi, ¢ozlimleme siireci Miles ve
Huberman (1994) tarafindan da 6nerildigi gibi ne & nasil sorulariyla baslamis, neden
sorusuyla devam etmistir. Bu ¢alismadaki verinin analizi i¢in ‘Nvivo 10 bilgisayar

programi kullanilmistir.

Sonuglar ve Tartisma

Bu nitel calisma, hizmet 6ncesi Ingilizce dgretmenlerinin Ingilizce dgretiminde sik
karsilasilan siif i¢i zorluklarla basa ¢ikmalarina iliskin bilis ve eylemlerini arastirma
amaciyla baglamis, daha sonra hizmet O6ncesi 6gretmenlerin bilis ve eylemlerindeki
diisiince yapilarii sekillendiren unsurlarin arastirilmasi ve bilis ve eylemleri
arasindaki iligkinin incelenmesi boyutlariyla genislemistir. bu amagcla, dort arastirma

sorusu sorulmus olup calisma asagidaki ana sonuglari ortaya koymustur:

(4) Hizmet dncesi Ingilizce 6gretmenleri staj dncesi bilislerinde, eylemlerinde ve staj
sonrast bilislerinde smif i¢i zorluklarla basa c¢ikmak icin cesitli stratejiler
tretmislerdir.

(5) Ogretmen yetistirme programinda alinan dersler, kendi 6grenme yasantilari, staj
okulundaki ders gozlemleri, uygulama derslerindeki deneyimleri ve mentor
Ogretmenin tavsiyeleri hizmet Oncesi Ogretmenlerin sisinf i¢i zorluklarla basa
cikmaya iliskin bilis ve eylemlerini sekillendiren unsurlar olarak ortaya ¢cikmistir.

(6) Hizmet Oncesi Ogretmenler kaynak temelli zorluklarla basa ¢ikmada Ggrenci
temelli zorluklara oranla bilis ve eylemlerinde daha ¢ok birebir Ortiisen stratejiler
tiretmislerdir. Hizmet Oncesi Ogretmenler ayrica, egitim politikas1t temelli
zorluklarla basa ¢ikmada da staj Oncesi ve staj sonrasi biliglerinde birebir Ortiisen
stratejiler iiretmislerdir (bahsi gecen sebeplerden dolayr egitim politikasi temelli

zorluklar i¢in uygulama verisi toplanamaistir).
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Oneriler

Bu calismadan Ingiliz Dili Egitimi 6gretmen yetistiricileri, yabanci dil dgretmeni
yetistirme programlari ve bu programlarin Tiirkiye’deki bir bileseni olan 6gretmenlik
uygulamas1 dersi acisindan oneriler ¢ikarilabilir. ilk olarak, bu ¢alisma orta okul
baglaminda Ingilizce 6gretirken sik karsilasilan sinif ici zorluklar1 ortaya koymustur.
Tirleri belirlenen ve siniflandirmalart yapilan bu smif i¢i zorluklar hizmet oncesi
ogretmenlere, Ozellikle okul deneyimi ve Ogretmenlik uygulamasi derslerinde,
farkindalik yaratmak icin kullanilabilir. Daha sonra, hizmet Oncesi 6gretmenler bu
zorluklarla basa ¢ikma konusunda egitilebilir ve teori bazli ¢6ziim Onerileriyle
donatilabilir. Hizmet Oncesi 6gretmenleri egitmede durum temelli yontemler
benimsenebilir ve bu calismada {iretilen ve kullanilan sinif i¢i zorluklar1 betimleyen
seneryolardan bu amagla yararlanilabilir. Seneryolarda betimlenen gergek sinif ici
zorluklar hizmet Oncesi Ogretmenlere bu zorluklar {izerinde diistinmeleri ve
¢oziimleri icin Ogretmenliklerinin ilk yilinda kullanabilecekleri fikirler iretmeleri
acisindan olanak saglayabilir. Bu ayni zamanda onlarin 6gretmenlik becerilerini
gelistirmede etkili olabilir. Dahasi, 6rnek durumlar tartigmalara teoriyi de ekleyerek
analiz edilebilir ve buy olla hizmet dncesi 6gremenlerin teori bilgisi genisletilebilir,

test edilebilir ve pekistirilebilir (Sykes ve Bird, 1992).

Bunlara ek olarak, bu calisma hizmet Oncesi 6gretmenlerin bils ve eylemlerini
sekillendiren unsurlar iizerine olan yazina katkida bulunmustur. Calismanin genel
sonuglart hizmet oncesi 6gretmenlerin siif i¢i zorluklarla basa ¢ikmadaki bilis ve
eylemlerinin kendi 6grenme yasantilari, 6gretmen yetistirme programinda aldiklar
dersler, staj okulundaki ders gozlemleri, staj boyunca yaptiklari uygulama dersi
deneyimleri ve son olarak da mentor Ogretmenin Onerileri tarafindan
sekillendirildigini gdstermektedir. Ogretmen yetistirme programlari hizmet 6ncesi
Ogretmenleri kendi diisiinme siirecleri konusunda biling kazandirma agisindan
firsatlar yaratabilir ¢linkii eylemlerini sekillendiren diisiince sistemleridir. Okul
deneyimi ve oOgretmenlik uygulamasi gibi derslerde 6gretmen egiticileri hizmet
oncesi Ogretmenlerin diisiince sistemlerini acik hale getirip onlarin iizerinde
calisabilirler. Sedece bu yolla bilisleri yeniden yapilandirilabilir. Ogretmen
yetistirme programlarinda hizmet Oncesi 6gretmenlerin 6gretme ve kendi 6grenme
yasantilari tizerine olan 6n bilgilerinin incelenmesi gerektigini savunan arastirmacilar

vardir. Oztiirk (2014) doktora tezinin sonuglarini temel alarak eylemlerde degisiklik
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yaratabilmek i¢in bilisde farkindalik yaratmanin esas oldugunu belirtmistir. Almarza
(1996) da dgretmen egitimi derslerinin hizmet dncesi 0gretmenler i¢in 6n bilgilerini
masaya yatirip incelemeleri ve 6gretmen egitimi bilgileriyle ne dlgiide ortiistiiglinii
gorebilmeleri agisindan zaman ve firsat yaratmalar1 gerektigini savunmaktadir ki
Ogrenme siireci daha anlamli olabilsin. Farrel (1999) ‘bu 6n bilgiler konusunda nasil
farkindalik yaratilmali ve bunlar programa nasil entegre edilmelidir?’ seklinde ¢ok
onemli bir soru ortaya atmis ve Ogretmen egitimi derslerine 6n bilgilerin ve 6n
deneyimlerin farkindalik seviyesine yiikseltilmesi ve daha sonra da derste sunulacak
olan alternatif goriisler dogrultusunda degerlendirilmesi i¢in derslere 6zdiisiinim
boyutu katilmasini 6nermistir. Ciinkii, Zheng’in (2009) de iddia ettigi gibi, hizmet
oncesi Ingilizce dgretmenleri ancak incelenmemis ve ortiik inanglar1 agik hale
getirilirse onlar1 belirleyip degerlendirebilirler ve ancak bu yolla 6gretmen yetistirme
programlar1 bu konuda bilgilenebilirler. Eger hizmet 6ncesi dgretmelerin inanglari
incelenmez ve farkindalik seviyesine yiikseltilmezse sakli ve ortiik kalir (Burnes,
1993, aktaran Farrel, 1999). Kagan (1992) 1n da belirttigi gibi bu dnemlidir ¢iinkii
hizmet Oncesi dgretmenlerin inanglar filtre gibi islev goriir ve 6n bilgiler/inanglar
hizmet Oncesi Ogretmenler ve Ogretmen egitimcileri arasindaki etkili iletisim

agisindan sorun yaratir.

Diger bir goze carpan konu ise, hizmet Oncesi 6gretmenlerin bilis ve eylemleri
arasindaki iliskinin smif i¢i zorluklarin kategorisine gore degisiyor olmasidir. Yani,
ogrenci temelli zorluklara oranla hizmet Oncesi Ogretmenlerin kaynak temelli
zorluklarla basa ¢ikmadaki bilis ve eylemleri arasinda daha fazla bire bir Ortiisme
gozlemlenmistir. Ek olarak, bireysel bazda incelendiginde bilisleri ve eylemleri
arasindaki 1iligki daha da zayiftir ¢iinkii hizmet Oncesi Ogretmenler bilis ve
eylemlerinde sinif i¢i zorluklarla basa ¢ikmak i¢in farkli farkli stratejiler
iretmiglerdir. Dolayisiyla, 6gretmen egitimcilerinin hizmet Oncesi 6gretmenlerin
bilis ve eylemleri arasindaki iliskiyi anlamalar1 ve bilislerinde var olanlar
eylemlerine yansitmalart1 konusunda onlar1 yonlendirmeleri ve desteklemeleri
onerilebilir. Bu, dgretmen egitimi derslerindeki mikro-6gretim oturumlariyla ve staj
stiresince yuriitecekleri gercek derslerle 6gretme isini pekistirecek firsatlar yaratarak
gergeklestirilebilir. Cilinkii diisiince ve eylem arasindaki ortiismenin etkili 6gretme
i¢in esas oldugu diisiiniilmektedir. Ogretmen egiticileri hizmet &ncesi 6gretmenlere

bilisleri ve eylemleri arasindaki iliskiyi kesfetmede 6zdiisiinme etkinlikleri ve doniit
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ve tarytigsma oturumlartyla rehberlik edebilir. Zheng (2009) in ileri stirdiigii gibi, bu
kesif hizmet Oncesi Ogretmenler G6gretme isine baslamadan Once eylemlerini
etkileyen istenmeyen inanglar1 gidermede Ogretmen yetistirme programlari icin

degerli bilgi saglayabilir.

Ozetle, bu calisma ve kaydadeger nicelikteki arastirmalar biitiinii 6gretmen
yetistirme programlarinin ve 6gretmen egiticilerinin hizmet Oncesi 6gretmenlerin
biliglerini dikkate almalar1 gerektigini ve kendi diisiince siirecleri konusunda
farkindalik yaratmalari; 68retmenin belirli boyutlarina iliskin bilis ve eylemleri
arasindaki iligkiyi sistematik olarak incelemeleri gerektigini ve bu yolla
diistinmelerinde ve davraniglarinda gerekli ise degisiklik yaratma firsatlari

saglamalar gerektigini ortaya koymustur.

fleride Yapilacak Arastirmalara Yonelik Oneriler

Bu calismanin dgretmen bilisi yazinina Ingiliz dili 6gretiminin az ¢alisilan bir boyutu
olan siif i¢i zorluklarla basa ¢ikma konusunu c¢alisarak katkida bulundugu
diisiiniilmektedir. Bu ¢alismanin odak noktalar1 hizmet 6ncesi 6gretmenlerin sinif igi
zorluklarla basa ¢ikmalarina iligkin bilis ve eylemleri, bilis ve eylemleri arasindaki
iligki ve bilig ve eylemlerini sekillendiren unsurlar olarak belirlenmistir. Ancak gene
de bu ¢alismaya baska boyutlar da eklenebilir. Ornegin, hizmet ncesi dgretmenlerin

sinif i¢i zorluklarla baga ¢ikmadaki duygusal egilimleri de ek olarak arastirilabilir.

Calismayi ileri tasiyacak baska bir adim da orneklem ve veri kaynagi acisindan
almabilir. Orneklem sayisi arttirilabilir ve simf igi zorluklarin saptanmasi igin orta
okullarda ¢alisan daha fazla Ingilizce 6gretmenine ulasilabilir.Ek olarak, Mugla
disindaki diger illerden Ogretmenlerin katilimi saglanabilir ve 0Ogretmenlerin
deneyimledigi sinif i¢i zorluklarin illere gore degisiklik gosterip gostermedigi
arastirilabilir. Veri kaynagina gelince, bu ¢alisma tekrarlanabilir ve ilk okullar, liseler
ve hatta tiniversiteler gibi egitimin diger katmanlarinda hizmet 6ncesi 6gretmenlerin
bilis ve eylemlerini farkli Ingilizce 6gretim baglamlarinda gdzlemlemek igin bu

calisma tekrar yiirtitiilebilir.

Sonug olarak, hizmet 6ncesi 6gretmenlerin 6gretme isinin diizeltici doniit verme,

ogrencinin kavramasi ya da sinif yonetimi gibi farkli boyutlarina iliskin bilis ve
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eylemlerinin ¢aligilmas: &nerilebilir. Ogretme isinin incelenebilecek olan boyutlarini

iceren bu listeyi genisletmek miimkiindiir.

241



J: CURRICULUM VITAE

PERSONAL INFORMATION
Surname, Name: Cimen, Seyda Selen
Date of Birth: 16.04.1984

Place of Birth: Mugla, Turkey

Current Affiliation: Mugla Sitk1 Kogman University, Faculty of Education,
Department of Foreign Languages Education

E-mail: seydaselen@mu.edu.tr

EDUCATION

2010-2017 Ph.D. METU, Department of Foreign Language Education

2006-2009 MA  Mugla Sitki Kogman University, Department of Foreign
Languages Education

2002-2006 BA  Mugla Sitki Kogman University, Faculty of Education,
Department of Foreign Languages Education

WORK EXPERIENCE

2012 — Present Research Assistant, Mugla Sitki Kogman University, Faculty of
Education, Department of Foreign Languages Education

2010 - 2012 Research Assistant, METU, Faculty of Education, Department
of Foreign Language Education

2006 — 2010 Research Assistant, Mugla Sitki Kogman University, Faculty of
Education, Department of Foreign Languages Education

PUBLICATIONS

1- Cimen, S. S. & Cepik-Kiris, H. (2015). Pre-service EFL Teachers’ Perceptions of
and Strategies in Dealing with Misbehavior. International Journal of Educational
Researchers. 6(3), 43 — 49.

2- Cimen, S.S. (2015). A Comparative Study on Language Learning Beliefs of Pre-
service and In-service EFL Teachers. ELT Research Journal. 4(4), 266 - 285.

242


mailto:seydaselen@mu.edu.tr

3- Kémiir, §. & Cimen, §. S. (2007). Ingilizce Ogrenen Universite Ogrencilerinin
Otonom Ogrenme Uzerine Goriisleri (Mugla Universitesi Ornegi). Tiirkiye'de
Yabanci Dil Egitimi Ulusal Kongresi. 22-23 Kasim, Gazi Universitesi, Ankara.

4- Cimen, $.5.(2013). Acquisition of English Article System by Turkish Learners in
an EFL Setting. Mugla Sitki Ko¢gman Univesritesi Sosyal Bilimler Enstitiisii Dergisi.
31, 90-105.

5- Cimen, S$.S. (2012). Features of T-Talk: The Aspect of Learner Involvement. 11"
METU Internation ELT Convention. 31 May — 02 June, METU, Ankara.

6- Cimen, S.S. (2011). The Analysis of Aspects in Turkish Narratives: A Case Study
of a Turkish Monolingual Child’s Narration. The 8" METU Postgraduate Coference
on Linguistics and Language Teaching. 24 — 24 November METU, Ankara.

7- Cimen, S.S. & Komiir, S. (201 1) Cross Linguistic and Cross Subject Investigation
of Speech Acts of Refusals. 6™ International Symposium on Politeness: Corpus
Approaches. 11 — 13 July, METU, Ankara.

8- Komiir, S. & Cimen S.S. (2009). Using Conceptual Metaphors in Teaching Idioms
in a Foreign Language Context. Mugla University Journal of Social Sciences. 23(1).
205-221.

9- Ustiinel, E. & Cimen, S.S. (2008). Reflecting on Individual Learning Styles in

English Language Classroom Practice. The 5" International ELT Research
Conference. 23 — 25 May, Canakkale Onsekiz Mart University, Canakkale.

SCHOLARSHIPS

Red Cross Nordic United World College Full Scholarship 2001/2002

243



K: PERMISSION FOR PHOTOCOPYING

TEZ FOTOKOPISI iZIN FORMU

ENSTITU

Fen Bilimleri Enstittsi

Sosyal Bilimler Enstitiisii X

Uygulamali Matematik Enstitiisii

Enformatik Enstittisi I:I

Deniz Bilimleri Enstitiisi

YAZARIN

Soyadi : Cimen
Adi : Seyda Selen . )
Boliimii : Yabanci Diller Egitimi Boliimii, Ingiliz Dili Ogretimi ABD

TEZIN ADI (ingilizce) : A Case Study on Pre-service English Language
Teachers’ Cognitions and Practices Regarding Most Commonly Experienced
In-class Challenges

TEZIN TURU : Yiiksek Lisans Doktora X

. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

. Tezimin igindekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir
boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir. X

. Tezimden bir bir (1) yil siireyle fotokopi alinamaz. X

TEZIN KUTUPHANEYE TESLIiM TARIiHI:
26.05.2017

244



