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OzZET

OGRETMENLERIN KENDI OGRETIMLERI UZERINE GORUSLERI:
DENEYIMLI VE DENEYIMSiZ OGRETMENLERIN ETKILESIMLI
DUSUNME VE KARAR VERME SURECLERI

EBRU SIRE

Doktora Tezi, Ingiliz Dili Egitimi Anabilim Dah
Damgman: Prof. Dr. F. Ozden Ekmekgi
Mayis 2004, 361 sayfa

Bu ¢alisma dgretmenin S3retimsel hareketlerinin kendi diiglince ve yargilarindan
etkilendiBi varSayimina dayanmakta olup deneyimli ve deneyimsiz dgretmenlerin ders
sirasinda almg olduklari etkilegimli kararlar: kargilastirmaktadir. Ayrica bu ¢aligma
Oretmenlerin etkilegimli kararlar verirken neler dusiindiiklerini ve hangi faktorlere
oncelik verdiklerini aragtirmay1 da amaglamaktadit. Bu sebeple bu ¢aligmada biligsel ve
yorumsal bir yaklasim izlenmigtir.

Veriler, derslerin video kameraya ¢ekilmesi, ¢agrisim ieknifine dayah gbriigme,
yar1 yapilandirilmig gdriigme, ders plam, simif oturma plam ve snake teknigi kullamlarak
toplandi. Bu ¢ahgma Cukurova Universitesi Yabanci Diller Egitim Metrkezinde
(YADIM) uyguland:. Dort deneyimli ve dort deneyimsiz Ingilizee dgretmeni calismaya
katild1. Her katilime: §gretmenin kendi sinifinda vermis oldugu dersin tamami (45
dakika) sistemaﬁk bir bigimde aym donem ic;erisindé i kez video kamerayla |
kaydedildi. Aym giin ya da bir sonraki giin yapilan gagrisim teknigine dayah gorismede
6gretmene kendi dersi izletilerek vermis oldugu etkilesimli kararlar ve bu kararlarin
dayandif1 olas1 sebepler hakkinda yorumlar yapmasi istendi. Elde edilen veriler hem
nitel hem de nicel olarak analiz edilip yorumlandilar,



Aragtirma sonuglarma gdre, 53retmenlerin diiglinme faaliyetlerinin karmagiklik
derecesi deneyim seviyelerine gore degigsmektedir. Buna paralel olarak, deneyimsiz
Oretmenlerle kargilagtirildifinda, deneyimli 6gretmenlerin etkilesimli karar verme
slireglerinin daha karmagik bir yapida oldugu goriilmiigtiir. Bu ¢aligmaya katilan hem
deneyimli hem de deneyimsiz 6gretmenlerin smf iginde kargilagtikiar: Sgrenci

_performans gﬁsteréeqlerini(ipux;larm) tamyabildikleri saptanmugtit. Ayrica, bu c;ahsn:ia,
deneyimli 5gretmenlerin dgrenci performans gostergeglerine kargihik verirken daha
fazla ve degisik 6gretimsel hareket kullandiklarini da ortaya koymustur. Diger yandan,
deneyimsiz 5gretmenlerin simf ydnetimi ve idaresi ile ilgili sorunlarla daha gok ilgili
olduklan ve buna paralel olarak bu tip sorunlarla uiragmak i¢in degisik ¢6ziim yollar1
ve teknikler geligtirmis olduklar: saptanmugtir,

Cahgmadan elde edilen verilere dayamlarak hem deneyimli hem de deneyimsiz
dgretmenler i¢in etkilegimli karar verme modelleri geligtirilmistir. Calisma sonuclar,
sadece hizmet i¢i 63retmen egitimi programlari i¢in degil ayn: zamanda 53retmen
yetistirme programlari iginde bir takim degisiklikler ve yenilikler 6nermektedir. Ayrica,
bu ¢alismada ySntem, teori ve katilime: agismdan etkilegimli karar verme stireci lizerine
yapilabilecek baka galismalardan da bahsedilmektedir.

ANAHTAR KELIMELER;
Etkilegimli Karar

Deneyimli Ogretmen

Deneyimsiz Ogretmen

Cagrigim Teknifine Dayali Goriisme
Ogrenci .Pe'rformans Gostergesi (Ipucu)



ABSTRACT

REFLECTING ON TEACHING:
INTERACTIVE THOUGHTS AND DECISIONS OF
EXPERIENCED AND NOVICE EFL TEACHERS

Emui SiRE

Ph. D. Dissertation, English Language Teaching Department
Supervisor: Prof. Dr. F. Ozden EKMEKCI
May 2004, 361 pages

This study is mainly concerned with the instructional decisions EFL teachers
make in the class (i.e., interactive decisions). It aims to contribute to our understanding
of what teachers are thinking about when they make a particular interactive instructional
decision. The ultimate purpose is to investigate and compare the interactive thinking
and decision making process of experienced and novice teachers. The underlying
assumption is that teachers’ behavior is guided by their reason based thoughts,
judgments, and decisions. Therefore, the study adopts a cognitive and interpretative
approach.

Four novice and four experienced EFL teachers participated in the study. The
data were collected through videotaping procedure, stimulated recall technique, semi-
structured interviews, lesson plans, classroom maps, and snakes. The study was
conducted at YADIM (i.e., Center for Foreign Languages), Cukurova University. In the
study, each teacher was videotaped three times in her regular classes, and then she was
invited to comment on her in-class behaviors and interactive decisions at the stimulated
recall interviews. The findings were analyzed and interpreted both quantitatively and
qualitatively.



The results indicate that the complexity of teachers’ thinking process change in
regard to their expertise level. In line with this finding, the interactive decision making
process of the echerienced teachers is seen to be much more complicated than that of
.. the novices in the study. Moreover, the experienced teachers are ébserved to employa
wider set of instructional actions in response to the student performance cues. However,
both the experienced teachers and the novices are able to recognize student peffbrmance
cues they observe in the class. Another finding indicates that the novice teachers are
much more concerned with the classroom management related issues especially with
student off task behavior and develop a good repertoire of coping strategies to deal with
such behaviors. In addition, interactive decision making models are proposed for both
the experienced and novice teachers throughout the study.

The results of the study suggest some significant implications not only for in-
service teacher training programs but also for pre-service teacher training programs.
Besides, the study also covers some methodological and theoretical implications for
future research.

KEY W S:

Interactive Decision
Experienced Teacher
Novice Teacher

Stimulated Recall Technique
Student Performance Cue
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CHAPTER 1
INTRODUCTION

' 1.1. An Tntroduction to Teacher Decision Making Behavior -

The classroom is the crucible place- where teachers and learners come together
to initiate learning pro;:ess. Both teachers and learners do not, however, enter the class
empty-handed: s:cudents bring with them their whole experience of learning and of
classroom life together with their reasons for being there and their own particular needs
which they hope to be satisfied. The teacher also brings his or her experiences of
learning, teaching and of life, too. No matter what they bring, everything depends on
how they react to each other when they all interact in the class. Even though teachers
use the same materials, give the same lessons, or even sometimes do the same exercises,
there seem to be some basic differences about what is really going on in those classes.
On the surface, the textbook item seems to constitute the lesson but real learning takes
place as a result of the interactions among the students and teacher. What happens in the
classroom will certainly determine what learning opportunities learners will get
(Allwright & Bailey, 1991; Gaies, 1980; Woods, 1991, 1996).

Hunter (1982) claims that teaching is now defined as a constant stream of
professional decisions made before, during, and after interaction with the students.
Decisions which, when implemented, increase the probability of learning. Stevick
(1980) has also talked about teaching as the making of ‘informed choices’ or ‘changing
among options’. Similarly, Shavelson (1973) asserts that any teaching act is the result of
a conscious or unconscious decision, which the teacher makes after the complex

cognitive processing of available information.



Freeman (1989) believes that teaching is a dynamic decision-making process. In
line with this belief, Shavelson (1983) claims that decision making is integrated into
teaching in a way that it is described as the most important professional activity a
teacher does.e\.rery day while planning the lesson,uteaching in the class, and evaluating
the lesson.b That is’to say, instructional decisions constantly operéte before, during, and

after teaching, respectively as pre-active, interactive, and post-active decisions

A teacher plan is like a road map descrii)ing where the teacher intends to go ina
lesson, taking the students along. The importance of planning can not be ove;estimated
because the decisions made during planning have a profound influence on a teacher’s
instructional behaviors and the nature of teaching outcomes students receive. These
decisions made before the lessons, while planning the instruction are called as pre-

active decisions (Bailey, 1998; Richards & Lockhart, 1994; Westerman, 1991).

Lesson planning helps the teachér to reduce uncertainty and provide confidence -
in his or her instructional behavior; This is only one side of the picture; the other side is
covered by interactive decisions since what gets planned will not always equate with
what gets taught. Moreover, we, as teachers, do not usually do our business as usual
because a lesson is actually co- produced by the teacher and the learner. That is to say,
we may change our instructional behavior in the classroom due to some reasons such as
student expectations, student behavioral cues (i.e., errors, questions, etc.), teachers’
prior teaching experiences, and so forth (Artiles, Mostert, & Tankersley, 1994; Borko &

Shavelson, 1990; Johnson, 1992; Nunan, 1988, 1991; Shavelson, 1983).




Decisions teachers make while interacting with their students in a classroom
atmosphere may be called with differently such as in-flight, in class, on line, and/or

interactive decisions since these decisions are mostly spontaneous and intuitive.

Interactive decisions are also defined as conscious choices between continuing to
‘behave as planned é;nd behaving.in a different way (Artiles et aL; 1994; Bailey, 1996;
Borko & Shavelson, 1990; Johnson, 1992; Shavelson, 1983).

The last category, post-active decisions (i.e., evaluative) are made after the
lesson. Teachers'make these decisions about the effectiveness of the lesson and the way
to plan the following lessons (Richards & Lockhart, 1994; Westerman, 1991).

Nevertheless, teacher decision making, either pre-active and interactive or post-
active, is not so easy to analyze because the decisions teachers make certainly vary in
magnitude, complexity, the degree of self consciousness, and pre planning. In other
words, decisions may be either micro decisions such as sitting or standing at a particular
juncture in the lesson or macro decisions such as deciding about content, methodology,
or classroom dynamics (Fogarty, Wang, & Creek, 1983). Freeman (1989) also proposes
that the decision remains constant as a component of teaching although its contents are
continually changing.

In addition, Clark and Peterson (cited in Noakes, 1995) suggest that teachers’
fnteractive decisions often appear to be a mixture of partially articulated theories,
beliefs, and values about their roles and about dynamics of teaching and learning
processes. They further assert that how teachers name and frame critical variables in
their environment are based on their background and experience as well as their
knowledge. However, most of the studies have not differentiated the level of teacher
expertise, which is very important especially in employing routines to cope with

unexpected classroom events.



Regarding all these claims and suggestions stated above, the present study is based
on the following assumptions emerged from previous research into interactive decision

making behavior of the teachers:

* Teachers ’ar'e' érofessiona]s who make reasonable judgements and decisions in
a complex and uncertain environment in which there are no answers and no
absolutes.

* There is a relationship between thought and action: teachers’ behavior is
guided by their reason based thoughts, judgements, and decisions.

* Expertise is an important factor in decision making behavior of teachers in
terms of making use of routines and knowledge and recognizing student
behavioral cues.

(Borko& Shavelson, 1990; Farrell, 1998; National Institute of Education [NIE],

1975; Noakes, 1995; Sendan, 1992).

It seems that a description of teachers’ thoughts, decisions, and judgements, and
an understanding of how these cognitions are transferred into action are two essential
criteria to understand the teaching process. Therefore, in this study, a cognitive and
interpretative approach is adopted to uncover teacher thoughts about how they act in the

class and why they act in that way.



1.2. Background to the Study

Shavelson and Stern (1981), and Clark and Peterson (cited in Richards, 1998)

identify interactive decision making as the key dimension of teachers’ thought process.

“They have &evglbped a model of teacher depisi@n making process in wﬁich‘teachiﬁg is
viewed as a type of improvisational process. In this model, while teaching, the teaqher
fills out and adapts the lesson based on students’ responses and reactions. Lesson plan
provides a ﬁ'amework‘for approaching a lesson; in the coursé of teaching, this
framework may iae revised continually so that the teacher can respond to students’
understanding and participation and redirect the lesson in midstream appropriately. It is
clearly evident that not all decisions result from systematic and organized planning.
Rather they may emerge out of personal interactions each day. Due to rapid pace of
classroom teaching and learning, decisions are made intuitively; teachers depend on
their .experiences and quick thmkmg fo provide the most appropriate instructional
technique (Orlich, Harder, Callahan, & Gibson, 1998).

Most of the research on teachers’ decisions comes from general education. For
example, Westerman’s (1991) study, on the differences between novice and experienced
teachers’ interactive decisions, shows that experienced teachers are more aware of the
students in the pre-active phases. Moreover, experienced teachers are found to monitor
more often for student cues such as student errors or questions during the interactive
phase.

In recent years, researchers have begun to focus on teachers’ decisions in
language classes. Johnson (1992) investigates interactive decision making process of six
pre-service ESL teachers’ through stimulated recall and retrospective writing. She finds
out that the teachers made use of instructional routines to cope with misbehaviors of the

students and maintain the flow of instructional actions. She also suggests that



pre-service teachers must recognize the routines and patterns which experienced
teachers rely on to lessen the number of conscious decisions necessary during
instruction.

Woods‘(1989, 1996) also analyzes decision making and proposes a model
‘covering two types of decisions; sequential decisions and hierarchical decisions.
Sequential decisions occur when one decision follows another in a sequence, but not as
part of the previous decision. Hierarchical decisions, on the other hand, occur when
decisions are carried as a means of achieving the previous decision. Woods (1989,
1996) concludes that teachers’ interactive decéisions are not only sequentially but also
hierarchically related.

In his study, Nunan (1992b) focuses on the decisions teachers made in planning
and implementing their plans. Nunan (1992b; 1996), in his observation of nine
Australian ESL teachers in the mid —range of experience, has noted that 30 % of their
decisions involve management, class organization, and vocabulary followed by
pronunciation and grammar. He also claims that what gets planned will not always
equate with what gets taught and that what gets taught will not always equate with what
gets learned. Parallel to these findings, Carter and Doyle’s (1987) study yields that most
of the decisions teachers take in the classroom are concerned with management rather
than instructional actions.

Similarly, Bailey (1996), in her study on the interactive decisions of six
experienced teachers, uses observation, field notes, follow up interviews, and recall
techniques. The participants were questioned about the typicality of the lesson plan,
what had preceded and would follow this lesson, their perceptions of the lesson, how
well the lesson fit in time available, and whether they were aware of any departures

from the lesson plan. Finally, they were requested to articulate the principles guiding




their decisions. At the end of the study, she categorizes the common reasons the
teachers give for their interactive decisions as follows: (1) Serve the common good, (2)
Teach to the moment, (3) Further the lesson, (4) Accommodate students’ learning style,
and (5) Dlstnbute the wealth.

Moreover Peterson and Clark (cited in Borko & Shavelson; 1990) suggest that
pre-active and interactive decisions increase with experiences and that experienced
teachers are more capable of coping with unexpected events they come across in the
classroom because they have a well established set of teaching routines which novice
teachers usually lack. In another study, Borko, Livingston, McCaleb, and Mauro (1988)
examine the relationship between teacher preparation programs and student teachers’
thinking. They find out that student teachers lack a well established repertory of
routines for classroom management and the organization of instructional activities.

Some other studies are conducted to summarize a number of patterns that
emerge from the studies conducted on teachers’ interactive thinking and decisions. They
state that novice teachers at;e more concerned with behavior and classroom
management, whereas experienced teachers focus more on instructional information and
hence instructional behavior. Automaticity is found to be more associated with
experienced teachers; that is, they respond to a greater number of classroom events
without conscious awareness. Most of these findings are seen to fbe:parallel to the
differences reported in other areas of expertise such as chess playing and physics

problem solving (Borko & Shavelson, 1990).



1.3. Statement of the Problem

The central focus of research in the area of language learning / teaching has
shifted over the years, from the method of teaching to the learner and learning
processes, and fore fécgntly to the classroom setting in-which formal learning is taking
place. What the teacher brings to the learniné experiences of thé students in both EFL
and ESL classes have been neglected or disregarded. In 1960s, for example, it was
believed that teachers cio not make any difference in school learning; however, after
conducting procéss product research on teaching, both educators and researchers have
agreed that teachers did make a difference. To orchestrate the classroom life, a teacher
should be aware of the variables which affect the classroom milieu and the dynamic
interplay of these variables during classroom teaching (Woods, 1991).

Since the 1950s classroom research has focused on what is observable in the
classroom, namely the language used by the teacher and learner or the patterns of
classroom interaction. Above all, in all these studies, the analysis is made from an
observer’s perspective without any attempt to see what is going on inside the
participants® minds. Therefore, such studies put less emphasis on the unobservable
dimensions of classroom interaction. Yet, accessing what is going on in teachers’ mind
certainly provides a better understanding of the complexities in classroom processes
(Halkes & Olson, 1984). For this reason, recently, we, as teachers and researchets, bave
begun to employ ethnographic approach to investigate classroom events from the
participants’ perspectives rather than the observers® perspectives. In other words, we
have tried to look “at the other side of the desk” (Savignon, 1976).

In line with these claims, Bailey (1998) proposes that the most professional and
frequent activity of an EFL teacher is decision making. She further suggests that

teachers are constantly engaged in this process and that there is a dynamic tension




between the plans teachers make and the adjustments to those plans which they decide
to make during class. Therefore, as Nunan (1991) claims, we can not assume that
planning equals teaching and teaching equals learning. Scriviner (1994) also says that a
teacher has opt%ons at every point in the lesson: to say something or to say something
different; to tell of ;1 late cémer or to welcome him; to take three minutes to deal with a
question or to go on with what you planned previously. These options emerge as thé
lesson progresses, and each given decision will certainly take the teacher on his or her
particular route. Therefore, teachers should be acknowledged that there is no best way
to behave in the class and that they should learn how to apply their knowledge to make
decisions so that they can continually act appropriate to the dynamic moment to
moment complexity of the classroom teaching and to improve student performance.
(Dembo, 1977; Scriviner, 1994).

As Johnson (1993) remarks, the teachers, especially novice teachers, should
understand the relationship between their own planning and teaching so that they can
/should adjust their lesson plans according to what actually occurs during a lesson. In
other words, novice or student teachers should become aware of the instructional
options open to them and the principles by which they can reevaluate their teaching
alternatives. Only then can they improve tﬁeir teaching practice and be responsible and
powerful in working out where to begin, how to shape the lesson, and when to depart
from the lesson plan. (Dembo, 1977; Schon, 1987).

In addition to these views, Zeichner (1983) suggests that teachers should not
only be concerned with what actually happens in the classroom but also be able to
discuss what should be dealt with and why. Teachers must also be able to look at and

explain their actions. Moreover, Ebraheem and Botros (2002) claim that much of what
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happens in teaching is unknown to the teacher. That is to say, teachers are often

unaware of the kind of teaching they do.
1.4. Aim and Scope of the Study

Nowadays, ’there has really been precious little research on Whét teacher brings -
to the process of second language education. There is no right way to teach and there
are no simple answers to the complexities of teaching since teaching is a very
indeterminate practice. Furthermore, a teacher knows what to do in the class on the
bases of a wide range of considerations. The ways teachers think about these
considerations are centered at the core of understanding teaching. In teaching, there is a
wide choice of ends to put into action. Moreover, many decisions made in the class are
not simple matters in which teachers identify a situation, recall, and apply the correct
course of the action. Teaching judgements and decisions can not be made on an
individual basis since every dealing of the teacher with one student will certainly affect
the other students in the class in one way or another, which increases the complexity
and stress of the situation (Johnson, 1999; Halkes & Olson,1984; Pratte, 1986).

Therefore, this particular study is conducted to explore the nature of teacher

decision making in the EFL classes from the teachers’ perspective. The ultimate
purpose is to identify and compare the interactiye thoughts and decisions of
experienced and novice language teachers, foéusing on possible reasons underlying
their interactive decisions.

We also hope that the study can act as an awareness-raising tool especially for
the novice teachers in terms of the relationship among the three stages of decision
making : Pre-Active (i.e., planning process), Interactive (i.e., what actually occurs in a

language classroom), and Post-Active (i.e., evaluative process) Decisions.
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1.5. Research Questions

The following research questions constitute the basis of the study:

1. Are there any differences between experienced and novice teachers in their

‘interactive decisions?

a. Do experienced teachers respond to certain types of student behavioral cues

in the same way as novice teachers do?

b. Do experienced teachers make the same type of interactive decision (i.e.

reflective, immediate, and routine) as novice teachers?
¢. Do experienced teachers consider more instructional alternatives (i.e., goals)

while making interactive decisions?

d. Do experienced teachers make more interactive hierarchical decisions than

novice teachers?
e. Do experienced teachers approach (i.e., feel about) their interactive decision

making behavior more positively than novice teachers?

2. What are the possible reasons (i.e., context, materials, prior knowledge, etc.)

underlying the interactive decisions of experienced and novice teachers?

3. What classroom incidents cause the most frequent discrepancies between the

lesson plan and the actual lesson?
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1.6. Operational Definitions (In Alphabetical Order)

Action: The activities, performances, behaviors, the observable physical or speech acts
of teachers and-students (Shulman, 1986).

B Anchdlfihg Routines: Routines which are used to link the present subject material with
the previously learnt material (The University of Kansas Center for Researcﬁ on
Learning [UKC], 2002).

Anecdotal Records: Quicﬂy written notes about students, student behavior,
interactions with ;students, or other aspects of the teaching and learning in the class
which seem compelling and related to the inquiry (Freeman, 1998; Samway, 1994).
Attitude: An inter play between externally oriented behavior and perceptions and
internal intrapersonal dynamics, feelings and reactions; the observable personal
characteristics demonstrated during the class itself (Freeman, 1989; Lake, 2002).
Awareness: Becoming aware of how much knowledge one possesses, how well skilled
one is, to account for why teachers grow and change (Freeman, 1989).

Capacity: The relatively stable and enduring characteristics of ability, knowledge and
capable of change through either learning or development (Schulman, 1986).
Classroom -Centered Research: Research centered on the classrooms distinct from,
for instance research that focuses on the inputs to the classroom such as the syllabﬁs or
on the outputs from the classroom such as students’ scores. Instead, classroom research
simply focuses on what is actually happening inside the classroom (Allwright & Bailey,
1991).

Classroom Management: Refers to the ways in which student behavior, movement,
and interaction during a lesson are organized and controlled by the teacher to enable

teaching to take place most effectively (Richards, 1990b; Stevick, 1998).
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Cognition: Related to the various thinking processes characteristic of human
intelligence (Costa & Presseisen, 1991).

Concept Mapping: In this method, participants are asked to brainstorm about a
particular topic. such as group work to produce a list of terms and then arrange them so
that their connectic;ns are demohstra’ted. On some occasions, tiiese relationships are |
labeled (Morine-Dershimer, 1993).

Content: Is the substance of the discipline, the facts, principles, concepts

(Grossman, Wilson, & Shulman, 1989).

Convergent Thinking: Requires a single correct answer to a problem or question
(Costa & Presseisen, 1991).

Creative Thinking: The formation of possible solutions to a problem or possible
explanations of a phenomenon. Critical thinking is the testing and evaluation of these
proposed solutions. (Moore, Mccann, & Mccann, 1985).

Cx'itical Thinking: Is also known as directed thinking: Using basic thinking process to
analyze arguments and generate insight into particular meanings and interpretations
(Costa & Presseisen, 1991).

Decision: Teachers are frequently confronted with a range of alternatives and are asked
to choose among these options the ones they think are best suited to a particular goal.
The option the teacher selects is known as decision (Richards and Lockhart, 1994).
Decision Making: The process in which one of several options is selected after
considering possible alternatives, facts, ideas, personal values, and probable
consequences (Costa & Presseisen,1991).

Diary: A first person account of a language learning or teaching experience,
documented through regular, candid entries in a personal journal and then analyzed for

recurring patterns or salient events (Bailey, 1990).
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Direct Instruction: Refers to academically focused, teacher directed classrooms using
sequenced and structured materials (Richards, 1990b).

Divergent Thinking: Requires generating many different responses to the same
question or proi)lem (Costa & Presseisen, 1991).

Education 3eﬁefs; Are required beliefs about the nature of knowledge, about causes of
teachers or students’ performance, about specific subjects or disciplines, about factors
affecting student and teacher performance, and about perception of self and feelings of
self worth (Dunne, 1993; Yero, 2002).

Elaborate: To expand on concepts or ideas; to give an idea or object greater detail
(Costa & Presseisen, 1991).

Elicited Response: The response students give to the teacher when s/he tries to get an
answer or reaction from the student.

Espoused Theory of Action: This is the theory that encompasses our aims and
intentions and is easy to articulate. These are the theories "that we use to explain or
Justify our behavior" When people are asked about their behavior in a certain situation,
most people respond with their espoused theory of action for that situation (Argyris,
Putnam, & McLain Smith, 1985; Schulman, 1987).

Ethnographic Research: Research investigating classroom events from the
participants’ rather than from the observer’s perspective, looking at these events in their
naturalistic settings and in their entire context (Tsui, 1998).

Experienced Teachers: In this study, the teachers who have been teaching at least for

five years are considered to be experienced.
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Experiential Knowledge: The knowledge that a teacher gets from her or his
experiences of teaching. Johnson (1999) defines it as the accumulation of our real life
experiences, which shape who we are and how we perceive and respond to the world
Flexibility: The al;ility to take alternative points of view; try several different
approaches; apply concepts, ideas, or rules to a variety of situations (Costa &
Presseisen, 1991).

Heuristic: A general strategy or rule of thumb that is used to solve problems and make
decisions. While it does not always produce a correct answer, it is usually a helpful aid
(Costa&Presseisen, 1991).

Immediacy: Refers to the rapid face of classroom events (Doyle, 1984,1986).
Instruction: The purposeful direction of the learning process and is one of the major
‘teacher class activities along with planning and management, Instruction is complex and
can take many forms. It is a vitally important classroom activity which must be |
considered in the light of such factors as measures of desired learning, controlling
student behavior, individual differences among students and school processes and
characteristics (Huit, 1994).

Instructional Decision: In this study instructional decisions are considered to be any
kind of decision a teacher makes in relation to teaching process either at the pre-active
or interactive phase..

Instructional Process: A wide concept including all the important components taking

place in classroom instruction as well as the steering factors defined in the curriculum

(Kansanen, 1993).
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Interactive Decisions: Decisions which teachers make in relation to the specific
dynamics of the lesson they are teaching. These decisions generally do not involve
thinking, reflection, or additional information. Interactive decisions are also called as
real time, in,-ct'(.zss, on-line, ot inflight decisions (Johnson, 1992; Shavelson, 1983).
Inferviewer: The I;erson who probes the subject’é thinking during the stimulated recéll,
stopping the tape at appropriate points in the encounter (Barrows, 2000).

Judgement: The process of forming an opinion or evaluation based upon a value (Costa
& Presseisen, 1991).

Knowledge: What is being taught, to whom it is being taught, and where it is being
taught. (Freeman, 1989).

Lesson: Some time bound unit of instruction, often structured around thematic units
such as vocabulary items or literary selections. The term also reflects the concept of
structuring when the teacher’s intentions are clear and instructional activities are
sequenced according to a logic and structure that students can perceive (Bailey, 1996;
Richards, 1990b).

Lesson Planning: All preparations teachers make (i.e., selecting materials, activities,
etc.) to guide their instructional action in a particular lesson (Yinger, 1980).
Microteaching: Presenting structured mini-lessons using specific strategies and
techniques (Richards, 1990b).

Multidimensionality: Refers to the large quantity of events and tasks in the cléssrooms
(Doyle, 1984).

Novice Teachers: In this study, the teachers who have been teaching English for two

years or less are considered as being novice teachers.



17

Planning: A basic psychological process in which teachers visualizes the future,
inventories means and ends, and construct a framework to guide their future actions-
what Yinger (1980) calls thinking in the future tense.

Policy Capturing (=Hypothetical Situations): This is a kind of reflective data
coiléction techniqu’e which entai];s' giViﬁg the participants descriptions of hypothetical -
students or teaching situations. Then, the participants are asked to make judgements or
instructional decisions about each description. Then these judgements are rated on a
Likert scale (Fang, 1996).

Post-Active (=Pro-Active or Evaluative) Decisions: Decisions which a teacher must
make after the lesson about its effectiveness and what the follow up to the lesson will be
( Richards & Lockhart, 1994).

Practical Reasoning: A conceptual framework in which beliefs, desires, emotions,
experiences with particulars, intentions, and knowledge of universals of teachers
interact in a reasoning process leading to the conclusion to act (Noel, 1993).

Practical Theories: Practical theories of teachers are notions about how to teach which
have been gathered by individual teachers from their own experiences of teaching to
suit their own particular work settings. They are personalized, context specific, implicit,
and also intensely practical (Marland, 1998). Handal and Lavuas (1987) define this term
as a person’s private, integrated but ever changing system of knowledge, experience and
values relevant to teaching practice at any particular time.

Practice Teaching (= Practicum): Participating in a variety of teaching experiences

that are closely supervised by a skilled teacher (Richards, 1990b).
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Pre-Active Decisions: These are the decisions taken before the lesson begins. Since
these decisions are made in planning the instruction, they are also called as planning
decisions. Contrary to interactive decisions, pre-active decisions are generally reflective
in nature ( Rlchards & Lockhart, 1994).

Process-Product Research Research whlch investigates the behavmrs of effective
teachers and the relationship between teacher behavior and student learning in the class.
The older research program has often been linked with the behaviorist paradigm;
however, the newer research program is linked with the cognitive paradigm (Berliner,
1990; Richards, 1990a).

Process Tracing: A general term which describes a group of verbal report methods in
which participants are asked to engage in such activities as making decisions and
judgements about a task. Think aloud, retrospective interview, stimulated recall, and
journal keeping are the most common examples of policy tracing (Fang, 1996).
Professional Development: A vaﬁety of activities in which teachers are involved to be
able to improve their teaching practice (Arechaga, 2001).

Propositional Structures: Include teacher knowledge about components of teaching
and learning process such as students, their classrooms, the subjects they teach, and the
teaching methods they use (Anderson, 1984; Borko & Shavelson, 1990).

Recall Enhancement and Clarifying Routines: Routines that are used to help students
remember information and understand the terms better (UKC, 2002)

Reflection: A learning process in which a teacher critically recalls, considers, and
evaluates her or his teaching regarding different models of the nature, aims, and context
of teaching(i.e., in relation to a broader purpose). This kind of reflection acts as a basis
for evaluation and decision making and as a source for planning and action (Schon,

1983, 1987).
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Reflection-for-Action: Teachers undertake reflection to guide their future instructional
actions: Reflective-for-action is pro-active in nature (Farrell, 1998).
Reflection-in-Action: Teachers think about what they are doing (i.e., their teaching) in
the classroom ;vhile they are doing it. This thinking serves to reshape what they are
| doing in the cla'ssr’oom: Dééling with on-the ép‘ot professional problems as they éccm
(Schon, 1983, 1987).
Reflection-on-Action: After the class, teachers recall and thmk back on what they have
done (i.e., their teaching) in the class: They give reasons for their instructional actions in
the class. This includes reflecting on our reflecting-in-action (Schon, 1983, 1987).
Reflective Decisions: These decisions are taken both in planning and implementing the
plan in the class. They involve much thinking and evaluation ( Shavelson, 1983).
Reflective Thought: The careful, persistent examination of an action, proposal, or
belief and the analysis or use of knowledge in 1ight of grounds that justify it and its
probable consequences (Dewey 1933 & Black, 2001).
Routines: Well established teaching behaviors that are performed automatically to cope
with the classroom events especially with unexpected events. Routines have become an
ordinary part of everyday teaching and they are usually employed without conscious
thinking. Moreover, routines have the function of minimizing conscious interactive
decisions (Leinhardt, 1983).
Scenes: Include knowledge about peoplé and objects involved in classroom interaction
such as group work and individualized learning (Anderson, 1984; Borko & Shavelson,
1990).
Schemata: The body of general knowledge a teacher possesses, including a network of
related facts, concepts, generalizations, and experiences that help teachers to

comprehend events, student actions, and so on (Borko & Shavelson,1990).
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Scripts: Knowledge structures that include everyday activities which become automatic

after a while and can be observed as routines (Borko & Shavelson, 1990).

Second (=Foreign) Language Classroom Research: Research that is carried out in the
- language class;oom for the purpose of answering important questions about the learning

and teaching of fb;eign classes. Ii“foCuses on teachers or students, or on the interaction |

between students and teachers (Nunan, 1990).

Self Concept: The picture each person has of the kind of the person he or she is

(Kagan, 1992). -

Simultaneity: Refers to the fact that a teacher must continually monitor a large number

of events, many of which occur at the same time (Doyle, 1984).

Skill: What a teacher is able to do such as presenting the material, correcting errors,

managing classroom interaction, etc. (Freeman, 1989).

Spontaneous (<Immediate) Decisions: Immediate decisions made in the class in

response unexpected situations. Therefore, these decisions are said to be based on

immediate thinking and snap judgements rather than reflective thinking or evaluation

(Shavelson, 1983).

Student Behavioral (=Performance) Cues: Students, consciously or unconsciously,

signal whether they are learning the subject matter well or having troubles by using

some cues such as asking questions, errors, deficient responses, unexpected responses,

or initiation. Teachers tend to rely on these signals they receive from the students in

order to direct their further teaching appropriately in the class. These signals are referred

as student behavioral cues in the literature (Fogarty et al., 1983; Johnson, 1992, 1999).
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Task (=Activity Structure): Refers to activities that teachers assign to attain particular
learning objectives. A piece of classroom work which involves learners in
comprehending, manipulating, producing or interacting in the target language while
their attent';on 1s principally focused on meaning rather than form (Richards, 1990a;
Nunan, 1993). |

Teaching: An interpersonal and interactive process typically involving verbal
communication, which is undertaken for the purpose of helping one or more students
learn or change the ways in which they can or will behave. Instruction is an inclusive of
teaching (Anderson & Burns, 1989).

Teaching Expertise: Teaching expertise includes the knowledge about how to adapt
planned instruction to environmental conditions and student learning states (i.¢.,
adaptive instruction practices) (Borko & Shavelson, 1990).

Teaching Portfolio: A collection of documents that represents the best one of one’s
teaching and provides one with the occasion to reflect on his\her teaching with the same

intensity devoted to research (Murray, 1994; Bastidas, 1996).

Theories-in-Use: The tacit theories that underpin practice and determine
actions. Theories-in-use exist predominantly as tacit knowledge, that is

knowledge we hold but cannot articulate easily (Shulman, 1987).

Thought: The cognitions, meta-cognitions, emotions, purposes (Shulman, 1986).
Triangulation: Is a means of checking the data against two or more other methods of
data collection, such as interviews, documents, or other observations of the same event

(Cohen & Manion, 1994; Freeman, 1998).
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1.7. Abbreviations

BAK: Belief, Assumption and Knowledge
EFL: English as a Foreign Language
ELT: Engiiéh Language Teaching |

ESL: English as 'a.Second Language

S: Student

SS: Students

T: Teacher

YADIM: Center for Foreign Languages (the research context)

In this chapter, we have provided some background information about
teachers’ thinking and decision making processes. Moreover, we have stated our
problem and research questions which will be explored throughout the study. The next
chapter reviews the relevant literature in regard to teachers’ thinking process and
decision making behavior, types of decisions, decision making models, approaches to

teaching, and reflective data collection tools.
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CHAPTER 2

REVIEW OF LITERATURE

In this chapter, the releva;lt literature is reviewed .to provide background
information about teaching conceptions, approaches to teaching and teacher thinking,
decision making procesé of teachers, with specific reference to interactive decision
making. Then, a s’elective overview of the studies conducted on interactive decision
making is given. Finally, the historical development and functions of the data collection

tools are summarized to decide on their reliability and validity in the study.

2.1. Teacher and Classroom Teaching

Teaching covers the processes of knowing and establishing knowledge in which
teachers focus on the learning of students. Teachers are viewed as —and principally see
themselves- as consumers but not as producers Qf knqwledge. The knowledge always
changes in the implementation. For example, when you cook from a recipe, the food
you cook will always be unique in some ways. Similarly, when teachers use an exercise
from a textbook, they transform each activity from something that exist in a limbo
outside of time and put it in the concrete messiness of their classrooms. Teachers always
redefine the received forms in smaller or larger ways in particular classrooms at a
specific time for a group of learners (Freeman, 1998). As Stevick (1980) says, teaching

and learning are concerned with what goes inside and between people.
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Schon (1983) claims that professionals in their own areas are valued for their

capabilities to inquire, apply the known to the new, novel, or unknown. However, this
process is reversed in teaching: Teachers are valued as professionals only when they
' kﬁow what tc") do. Moreover, Freeman.(1998) claims that teachers usually face new,
novel, or unknown events in the classroom with no adequate “ti.me, support, or
preparation to investigate it. Teaching has two sides: On one side, they teach a process
in which they manage tile class and deliver the content; on the other side, the wondering
and speculating, tile doubting and having hunches, the puzzling and questioning appear.
Therefore, recently, ongoing instructional decisions teacher make in the class have
received increasing attention in educational research. In this sense, teachers should be
considered as clinical diagnosticians who are expected to monitor the students’
individual learning needs and make either preplanned or on the spot decisions in
response to those needs. Freeman (1989) also asserts that a skilled teacher is able to
make rapid on-line decisions, to explain their decisions, and to articulate principles
which underlie the decisions they make.

McMeniman, Cumming, Wilson, Stevenson, and Sim (2000), on the bases of the
research findings, represent the current view of teacher practitioner mediating a
propositional knowledge base and interacting with a variety of research informed

sources and formal research (Figure 2.1).
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Teachers™ knowledge base
Other research 1.Content knowledge
access points .
" 2.General pedagogical
1.Professional knowledge
. . X culum knowledge -
and newslatters TEACHERS AS \ 1
FORMAL 2.Recent tertiary ACTIVE 4.Pedagogical content
RESEARCH courses MEDIATOR | knowledge
3.Seminars 3 Knowledge of learners
TRANSFORMER and their
4.Peer interaction characteristics
5.The popular 6.Knowledge of
press edicational contexts
7.Knowledge of
edicatuonal ends,
values
and purposes
(SHULMAN. 1987)

Figure 2.1. Theoretical model of teachers’ knowledge in action and the
influences of research (From McMeniman et al., 2000).

Figure 2.1 construes the teacher as an active mediator and transformer of
knowledge creating new meanings and understandings to inform classroom action. The
research points proximal to the teacher are given under the title of other research access
points. The teacher accesses formal research either directly or through these proximal
research access points. As in the relevant literature, the teacher in the role of a reflective
practitioner is informed by action, which is displayed by the two arrows at the bottom of
the diagram. The teachers’ knowledge categories in Figure 2.1.are quoted from
Shulman (1987).
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The actual process of teaching is defined by Leinhardt and Greeno (1986) as

follows:

A complex cognitive skill requiring the construction of plans and making
r';tpid on-line décisions. The task of teaching occurs in a relatively ill-
structured, dynamic environment. Goals and problem—soiving operators
are not specified definitely, the task environment changes in a way that
is not alwaj;'s under control of teachers’ actions, and information appears
dmmé the performance that is needed for successful completion of the
performance. (p.75)

‘Therefore, teachers are said to have a complex knowledge structure referred as
schemata. These schemata includes global teaching activities such as checking
homework and some smaller units of activity such as distributing paper to the class.

Parallel to this claim, Doyle (1986) asserts that classroom teaching, regardless of
level, is a complex cognitive activity having three important aspects or dimensions.
simultaneity, multidimensionality, and immediacy (i.e., unpredictability). Simultaneity
refers to the fact that a teacher must continually monitor a large number of events, many
of which occur at the same time. Multidimensionality refers to the large quantity of
events and tasks in the classrooms. Classroom teaching is multidimensional because
demands and aims generally conflict in a teaching context. The last dimension,
immediacy refers to the rapid face of classroom events and it is affected by the
simultaneity of the classes and the opportunity for unexpected happenings.

Teachers, however, should deal concurrently with a lot of students and these
classroom teaching dimensions at one time. Therefore, the research in this area focuses
on the complexity of classroom processes, the skillfulness needed by the teacher to deal

with such complexity and the ways teachers at different levels focus on different
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classroom behaviors and events (Caldearhed, 1996; Chaudron, 1988; Freeman, 1998:

Fogarty et al., 1983; Nilssen, 1995).
2.2. Reflective Teaching
2.2.1. The Concept of Reflective Teaching

Reflection is at the heart of practice and key component of teacher development.
Furthermore, teachers’ own reflection on daily classroom activities is the first and most
important basis for professional development, which is more than thinking because
reflection deliberates on experience, and mirrors experience. Reflective teaching has
been credited as a way of developing informed decision making in the classroom. That
is to say, while teaching or in retrospect, teachers analyze and become aware of their
thoughts, alternatives leading to their final action (Arechaga, 2001; Bartlett, 1990 Black,
2001; Calderhead & Gates, 1993; Florez, 2001; Hole & McEntee, 1999; Laba &
Abrams, 1999; Lange, 1990; Pennington, 1992; Richards, 1990a; Spence, 1996; Tripp,
1993; Ur, 1999).

Reflective teaching approaches are associated with the notions of growth
through critical inquiry, analysis, and self-directed evaluation; however, the term
reflective teaching has been characterized by a vast number of concepts, all of which
éncompass some notion of reflection: “teacher as reseaicher”, “reflective practice”,
“inquiry-oriented teacher education”, “reflection-in-action”, “teacher as decision
maker”, “teacher as professional”, and “ teacher as problem solver”(Cabaroglu, 1999;

Sendan, 1995).
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Calderhead and Gates (1993) suggest that reflective teaching is not only an

attempt to understand what is distinctive about teachers’ professional development but
also a reaction against increasing centralization in the control of education which views
teachers as technicians or deliverer of the curriculum. As Thiel (1999) and Dewey
(1933) claim, in reflective practice, teachers are involved in a continuous cycle of self-
observation and self-evaluation to understand their own actions, beliefs, and the
reactions they prompt in themselves and in learners. Reflection is not conducted for its
own sake, rather it is done to improve instructional practice; therefore, teachers must
link information and insights gained from the reflective process to changes they are
making in the classroom. Furthermore, reflection is always informed by a view of the
world which is shaped by our culture, values, and experiences (Leino, 1995;
Pennington, 1992; Russell, 1993; Tripp, 1993).

Farrell also (1998) claims that reflective teaching helps teachers avoid the “I do
not know what I will do today” syndrome. Moreover, they feel the need to improve their
teaching skills beyond their initial survival strategies so that they can reconstruct their
own particular theory from their practice. That is to say, reflecting on our teaching
experiences certainly helps us to reconstruct our own educational perspective.

Similarly, Black (2001) states that teachers employ spontaneous reflection while
they are teaching in the class: When an ungxpect¢d event arises in the class, teachers
quickly analyze the situation and change plans accordingly. Since reflective teaching
emerges from the needs and interests of the teachers, it can address this variety
including instructional context, learner groups, curricula, etc. Moreover, new teachers

can closely examine their successes and failures in a constructive environment.
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The benefits of reflective teaching can be categorized into five groups. Firstly,

seasoned teachers further their self-awareness and knowledge through personal
experience (i.e:, flexibility). Secondly, in this process, teachers can make connections
between what is happening in a specific context and their broader beliefs (i..,
practicality). Thirdly, in terms of professionalism, reﬂecfi;/e practice covers ongoing
exercise of intellect, responsibility, and professionalism. It promotes deliberate actions
not only in planning and implementing instruction but also in ongoing engagement with
theory. Thereforé, through reflective teaching, teachers are said to improve their ability
to react and respond as they are teaching, to asses, revise, implement approaches, and
activities on the spot.

Moreover, it creates a cyclical process that allows time for reflection,
implementation, and follow up (i.e., sustainability). Challenge is the last category
including the fact that it emotionally challenges the teacher since some teachers may not
be ready to confront the uncertainty about their teaching philosophies and competence
that can be a part of the process. In short, reflective teaching introduces teachers to ways
of exploring and reflecting upon their classroom experiences, employing a carefully
structured approach to self observation and self evaluation. Therefore, reflective
teaching is essential for professional growth.

Reflective teachers monitor the effects of their instructional actions and the
cognitive processes they employ in decision making. Furthermore, reflective teachers
are able to explain the reasons behind their instructional actions to other professionals.
In reflective processes, developing teachers are encouraged to become aware of their
own teaching and learning and second, to view the curriculum of schools and its

implementation (Black, 2001; Farrell, 1998; Florez, 2001; Thiel, 1999).
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Van Mannen (cited in Noakes, 1995) identifies three levels of reflection:

-The first level (technical rationality) is concerned with the efficient and
effective application of educational knowledge (i.e., skills and technical knowledge).
This level examines teaching act after it takes place. At this level, the institutional
contexts of the classroom, school, and community are not treated as problematic.

-At the second level of reflectivity, the dominant concern is practical action and
predispositions underl‘ying practical affairs. Every action is viewed as linked to
particular value c",ommitments.

-The third level (=critical rationality) integrates moral and ethical criteria into
the discourse about practical action. The main focus is on educational goals,
experiences and equitable forms of life. At this level both the teaching and the context

of teaching are seen as problematic.
2.2.2. Approaches to Reflective Teaching
2.2.2.1. Cognitive, Critical, and Narrative Reflection

Reflective teaching has been parsed into three approaches as Cognitive, Critical,
and Narrative. The cognitive approach to teacher reflection is rooted in information
processing and covers reflection as analysis and decision making, which is also named
as technical or empirical-analytical. This approach is heavily relied on empirical
research and psychologically oriented theories of learning and teaching to guide
decision making (Sparks-Langer, Colton, Pasch, & Starko, 1991).

The critical approach involves the experiences, values, sociopolitical
implications, and goals of teachers. Critical reflection implies that teachers at least

should be aware of their belief systems and constantly monitor how far their actions
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reflect their beliefs or are keeping with them (Brookfield, 1995). Richards (1990a)

claims that critical reflection is also a response to a past experience and requires
conscious recall and examination of the experience, which becomes a basis for
'evaluation,'décisioﬁ;mak.ing, planning, and action. As Bartlett (1990) claxms, the word
critical does not mean criticizing or being negativé: It refers to situations in which
teachers sce their actions in relation to the historical, social, and cultural context where
their teaching is actuall); rooted.

In the narrajttive approach, reflection is integrated in the context of teachers’ work
and teachers’ own voices. The main emphasis is on teachers’ own descriptions of the
circumstances in which they make instructional decisions. Therefore, local relevance
and meaningfulness is more important than generalizability in the evaluation of the
research results. In this sense, research is anthropological, literary, and collaborative.

All these approaches to teacher reflection constitute an important whole in
exploring and understanding the process of teacher thinking and these are mutually

exclusive (Sparks-Langer et al., 1991).
2.2.2.2. Research-Based Knowledge and Knowing-in-Action

Schon (1987) differentiates between two kinds of professional knowledge:
Research-based knowledge and knowing-in- action. The former covers facts, data and
theories that usually stem from some kind of research. Therefore, it is called “theory-
then-practice” approach. The other type of knowledge is the tacit knowledge one can
only learn through his or her practice and experiences.

Schon (1987) proposes that we reveal this knowledge in our intelligent action,
and we can not characteristically make it verbally explicit. In other words, our knowing

precedes our thinking about our knowing, and tacit knowledge precedes articulated
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knowledge. For that reason, this kind of tacit knowledge can be discovered by

observing and reflecting on our spontaneous actions, which requires a process including
the sequences of operations and the rules we follow such as values, strategies, and
assumptions which form our theories of action (Dewey, 1974; Ethel & McMeniman,
2000; Olson, 1992; Schon 1987).
Knowing-in-action is dynamic, but facts, procedures, rules, and theories are
static. For example, Schon (1987) describes this term with an example from daily life:
When we know how to catch a ball, for example, we anticipate the ball’s
coming by the way we extend and cup our hands and by the online
adjustments we make as the ball approaches. Catching a ball is a
continuous activity in which awareness, appreciation, and adjustment
play their parts. (p.25)
Schon (1983) also claims that knowledge-in-action is at the center of
professional practice, teaching:

............... the workaday life of the professional depends upon tacit
knowing —in action. Every competent practitioner can recognize
phenomena- families of symptoms associated with a particular disease,
peculiarities of a certain building site, irregularities of materials or
structures- for which he can not give a reaSonably accurate or complete
description. In his day-to-day practice he makes innumerable judgments
of quality for which he can not state adequate criteria, and he displays
skills for which he can not state the rules and procedures. Even when he
makes conscious use of research-based theories and techniques, he is

dependent on tacit recognitions. Judgments are skilful performances.

(pp.49-50)



33
2.2.2.3. Application of Reflection

2.2.2.3.1. Reflection-in-Action

Our spontaneous knowmg—m—act1on gets us through the day Moreover,
knomng-m—acnon is tacit, spontaneously delivered with no conscious dehberatlon,
however, in some cases it does not. For example, when a familiar routine results in an
unexpected outcome or‘ an error stubbornly resists correction which does not fit into the
categories of our ’lmowing-in-action, we feel something odd about these situations and
begin to look for new ways. Actually, we are surprised by all such pleasant or
unpleasant experiences. In such cases, we may respond to our surprise by reflection and
brush knowing-in-action aside and thus surprise leads to reflection within action-present
which is called as reflection-in-action in relevant literature (Schon, 1983, 1987).

The most commonly discussed approach is Schon’s (1987) notion of réﬂection-
in-action: In this process, teachers are required to identify and solve problems through
the consideration of alternative modes of framing or viewing a professional situation.
Reflection-in-action has a critical function in the way that it questions the assumptional
structure of knowing-in-action. In this type of reflection, we critically think about the
thinking which directed our actions and restructure strategies of action, understand the
phenomena or ways of framing problems. On the spot, experiments emerge from
reflection. Reflection-in- action can be differentiated from other types of reflection by
its immediate significance for action because teachers think about what they are doing
in the classroom while doing it and thus reshape what they are doing (Schon, 1983;

1987).
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Similarly, Smyth (1987) asserts that when we engage in reflection-in-action,

we begin to act reflectively and turn thought back on action. Generally, reflection-in-
action occurs as a response to some puzzling, troubling or perplexing situation with
which we are struggling. We méy pause in the midst of an action to make a reflection,
which Arendt (1971) calls stop and think, In either cése, our reflection is not directly
connected to present action. Furthermore, we may reflect in the midst of an action

without interrupting it.
2.2.2.3.2. Reflection-on-Action

In reflecting on our action, we do not immediately reflect on the present action,
but we think back on what we have done previously to see how our knowing-in-action
may have contributed to an unexpected outcome. That is after the fact (Hatton & Smith,
1995; Schon, 1983, 1987). In such cases, reflection can not have an immediate effect on
the action since there is big time gap between the action and the reflection process.
However, in reflection-in-action, our reflection can still make a difference to the
situation at hand. Actually, reflection-on-action covers both reflection-in-action and
thinking about the way we think, but of course it is different from reflection-in-action.

In order to become reflective practitioners, teachers should reflect on their
teaching critically and plan their further teaching taking the outcome of such reflection
into consideration. The process of reflection-in-action requires the application of
theories which underpin each professional’s own unique way of working instead of
externally imposed knowledge or theories. Therefore, we should make this tacit
knowledge explicit by reflection-on-action by continually generating questions and
checking our emerging theories with both personal past experiences and with the

reflections of others (Schon, 1983, 1987).



2.2.2.3.3. Reflection for Action »
In addition to the categories cited above, Farrell (1998) adds a new category:
Reflection for action. This type of reflection is different ﬁ'om the previous notions of
reflection bécause itis p;'o-active in nature. In dthcr words, reﬂéctibn for action covers
reflecting on one’s experience to revisit the past or to become aware of the meta-
cognitive process s/he is experiencing to guide her or his future action. Farrell (1998)
also states that the notion of reflection for action is connected to action research. Itisa
kind of self-reflective enquiry conducted by teachers in their classes to improve their
teaching practices and to understand both these practices and the situations in which
these practices are carried out.
Johnson (1999) introduces a new term- reasoning teaching as a kind of cognitive
-activity which underlies teachers® practices. This reasoning directs teachers’ actions.
Reasoning teaching is said to represent the complex ways in which teachers
conceptualize, construct explanations for, and respond to the social interactions and
shared meanings that exist within among teachers, students, parents, and administrators
inside or outside of the classroom. Johnson (1999) prefers to use the term reasoning in
order to expand the traditional concept teacher thinking from the one that covers what
teachers think about before, during, and after they teach to one that describes how

teachers think about these things within the context of the classroom.



2.3. Cognitive Models of Decision Making Process ¥

Language teaching can be viewed as a decision making process based on four
constituents:.klbiowledge, skills, attitude, and awareness, rcgardingcurrent ;esearch

| lftEratdre on teache;ré’ interactive decision making (Freeman, 1989).

Fogarty et al. (1983) summarize the characteristics of the classroom instructional
process revealed by the models of teacher thinking and decision making:

a.) Knowing when to apply an effective instructional action in response to an
environmental cue is a basic teaching skill,

b.) Interactive teaching often covers testing cue information against stored
knowledge about students, subject matter, and teaching principles,

c.) It is not so easy to preplan strategies for effective achievement of instructional
goals since most of the strategies depend on the nature of environmental cues that
emerge during the lesson.

Most of these cues are student performance cues which emerge during the class.
Therefore, teaching is defined as improvisational performance since the teacher fills out
and adapts his or her lesson plan regarding students’ reactions to the lesson (Richards,
1994).

Studies on novice and experienced teachers show that experts are more able to
think quickly through a situation than novices are (Borko & Livingston, 1989). Two
explanations are provided by the cognitive psychology: First, information is organized
into a network of related facts, concepts, experiences, and generalizations. In decision
making studies, experts are observed to have richly connected schemata to be utilized
while making decisions, whereas novices’ schemata are less elaborate (Anderson,

1984).
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Second is related to automaticity: Experienced teachers store automatic scripts to
handle common routines without any conscious thought. A decision making schema
Aécts. as a reéls;)nable‘proféssioﬁal process of makmg important decisions such as
selecting textbooks, pacing work and changing routines during instruction (Anderson,

1984).

2.3.1. The Interactive Decision Models

Shavelson and Stern (1981) proposed a model of teachers’ interactive decision
with regard to many of the research findings and conclusions discussed till that time.
Shavelson and Stern (1981) in their model, assert that ovem'djng concern of teachers
in their decision making is to maintain the flow of the lesson and the use of routines
during interactive teaching. They have characterized teachers’ interactive decisions as
reflecting well established routines. Once the instructional tasks become routinized,

they are typically played out.
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FIGURE 2.2. Model of teachers’ decision making during interactive teaching

(From Shavelson & Stern, 1981, p. 483)
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As seen in Figure 2.2, teachers’ interactive teaching is best described as the

carrying out of well established routines because interactive decisions usually arise
when the teaching routine is not going as planned: While making use of the routines in

_ the class, the teacher monitors the classroom, 'boking, for the cues to see if a routine is
going as planned or not. When the £eacher realizes that a cue such as unacceptable |
student behavior is outside the range of tolerance (i.e., unacceptable behavior such as
lack of student involvément), s/he should decide whether an immediate action is
necessary. If an z;ction is immediately needed, then teacher tries to find an available
routine for handling the problem. If there is an available routine, it is initiated. If not,
some other instructional actions are carried out to correct the situation. If immediate
action is not required, the teacher considers whether or not delayed action is needed. If
the delayed action is called for, the teacher makes a mental note and continues teaching.
If the delayed action is not necessary, s/he decides whether to remember the information
and continues teaching (Shavelson & Stern, 1981).

The model in Figure 2.2. focuses on student behaviors and characteristics as the
cues which the teacher monitors throughout the lesson in the class. However, the model
should not only cover observing student cues but also monitoring other aspects of the
lesson such as time and instructional materials because such aspects could also show
whether the lesson is not proceeding as planned. This model is criticized in the way that
it acts as a threshold mechanism whereby observed cues lead to the development of the
interactive decision making process only when they are judged to be outside of the

teachers’ tolerance (Borko & Shavelson, 1990).
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Moreover, as Clark and Peterson (cited in Borko & Shavelson, 1990) claim,

no research has been done to find out whether this model is at the center of interactive
decision making. Some in-class decisions are triggered by unexpected events which
fall oﬁtsicie the range of the teachers’ tolerance, but other decisions may be part of the
normal enactment of routines (i.e., selecting student respondents during the
interactive teaching). Moreover, the model may display many of the research findings
about teachers’ intel:active decisions; however, it may not accurately summarize all
types of decisi;)ns or all cases in which decisions are carried out.

Peterson and Clark (cited in Hayes, 1999) suggest another model in which cue
observation is considered to be the most significant factor in the interactive decision
making process. Teachers constantly try to interpret signals from what is happening in
the classroom and respond appropriately. Moreover, this model clarifies the
importance of knowing how effective cue interpretation evolves; for example,
whether through trial and error, or through a combination of factors.

Apart from the complete decision making models, Shavelson (1983) summarizes
some techniques that teachers apply with regard to students’ performance cues they
observe throughout their in-class teaching. One principle is compensation by which
teachers try to compensate the shy or low achieving students in their classes. The
second is strategic leniency which entails being lenient with a student who is in need of
special attention. A third principle is power sharing by which teachers exert their
influence. Progressive checking is the fourth technique, where the teacher checks
student progress throughout the lesson. Lastly, suppressing emotions which helps the
teacher to systematically suppress their emotions in front of students since their
emotions may cause them to harm students’ self concepts or treat different students

unjustly (Shavelson, 1983).
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As illustrated in Figure 2.3, Shavelson and Stern (1981) also put forward another

.-model to identify some important factors that may affect teachers’ judgments and

decisions.

TEACHERS JUDGMENTS

Information about Teachers™ Attributions
Students such as: of Probable Causes of
|——»! Student Behavior
+ability
+participation Teachers™ Use of
-+bebavior Heuristics
Individual Differences Teachers™ Judgments
between Teachers such as:
+About students
+beliefs -ability
+conceptions of -motivation
subject matter -behavior
+conceptual :
complexity +About content
level
-pace

Nature of the

Instructional

Task such as:

+activities

“+grouping

+materials q\\\

Institutional Constraints

Pedagogical
Decisions

Figure 2.3. Some factors contributing to teachers’ pedagogical judgments and decisions
(From Shavelson and Stern, 1981, p. 472)
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As seen in Figure 2.3., teachers need information about their students’ general

abilities or achievement, class participation, work habits, classroom behavior,
independence, social competence, and self concepts, which can be obtained through
many sources such-as their own formal observation, anectedol reports of ,othé.r teachers,
and school records. Thxs information is then integrated to”n;ake decisibns and judgments
about students’ cognitive, affective and behavioral states, which are then used to make
pedagogical decisions éppropn'ately.

Teachers .;)elect and integrate information to reach a judgment in part on the
bases of a few heuristics and their attributions for the causes of events. Teachers’
attributions for the causes of achievement may serve as the basis for teachers’
judgments about students, such as student ability and success. Since people can not
process simultancously a large amount of information, they use heuristics for selecting
informatibn, judging the probability of an event, classifying objects and people, and

revising their initial judgments (Shavelson and Stern, 1981).

2.4. Types of Decisions
2.4.1. Sequential and Hierarchical Decisions

‘Woods (1991, 1996) and Bailey (1998) believe that decisions were not
independent from each other, nor are they randomly related. However, they are
continually interwoven. That is to say, they are made in the context of other decisions.
In the light of this belief, decisions can fall under two categories regarding the
relationship among decisions: sequentially-related decisions and hierarchically-related
decisions. The former occur when one decision is made just after another in a

sequence but not as a necessary part of the previous decision, while the latter occur



43
when one decision is made as a means of achieving the previous decision (ie.,

decisions are made and carried out in support of previous decisions). As Woods
(1991, 1996} states, the question word what and the word then (i.e., after or before) as
in what did you".the'n. led to sequentiél‘lyAfeIated‘dec}iSions.“ The question word how as
in how are you going to do that activity led to hierarchical decisions. |
In sequential decisions, decisions have a coordinate relationship; in the other
case, some decision; are subordinate to others. This distinction is seen to be the same
for both ng and implementation decisions; nevertheless, decisions are more
immediate in implementation. In both cases, previous decisions are observed to limit
as well as direct later decisions and actions. Bailey (1998) provides examples for both
types of decisions as follows:
So a teacher may say ¢ Today we are going to go over the homework,
then we’ll do some group work to prepare for the newspapers you’ll be
producing next week, and finally, at the end of the class, we’ll have an
oral report from Choi’s group about their trip to the library.’(This
statement about the intended lesson plan reflects sequential decisions.)
However, the teacher’s further explanation illustrates hierarchical
decisions: ‘In your newspaper group you need to make sure that the
reporters have all gathered their facts and have written the outlines of
their stories. Check to see that the main points in the outlines are all
supported by examples. Set up a plan for reading one another’s draft in
class next Monday.” (These are all pre-active hierarchical decisions

articulated in support of the plan to produce student newspapers.) (p.1)



2.4.2. Reflective and Immediate Decisions and Routines

Sutcliffe and Whitfield (1979) state that teachers’ decisions are based on a wide
. range of stim.uli; some of the decisions are instinctive (i.e., without conscious
awa‘reneés), and ;>thers &e based upon a conscious processing of alternative
responses. Moreover, Calderhead (1984) suggests that classroom decisions are
routines and do not require conscious thought for experienced teachers, but may
require such conscious decisions from the novice teachers. Therefore, much of the
novices’ teaching will be pre-determined.

Hayes (1999) also differentiates between conscious decision making (i.e.,
rationally derived; after a careful consideration and weighing of alternatives) and
subconscious decision making (i.e., spontaneously derived; will just happen without
recourse to logic or pre-formulated plans). This means that actions taken in the class
may not necessarily be the result of decision making. For example, novice teachers
may react spontaneously but they lack the wisdom of experience and the needed
sensitivity. Experienced teachers, on the other hand, sense that a more rational
approach is necessary and want to take their time deciding.

Similarly, Calderhead (1984) categorizes teaching decisions into three groups as
reflective, immediate, and routines. Reflective decisions are taken both in planning and
implementing the plan in the class. They involve much thinking and evaluation.
Immediate (i.e., spontaneous) decisions, on the other hand, are made in the class in
response to unexpected situations. Therefore, these decisions are said to be based on

immediate thinking and snap judgments rather than reflective thinking or evaluation.
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Routines, the third type, are defined by Leinhardt (1983) as small, socially

scripted pieces of behavior that are known by both teachers and students. They provide
familiar patterns which offer social secure structures for both students and teachers alike
and thus facilitate studentS’ learning. That is to say, the students can follow the
instructions and éatch up what ever the teacher do in the class easily because of the
familiarity of the instructional behavior. Therefore, they have more time to focus on the
content of the lesson. for instance, while distributing paper, the teacher usually walks
across the front rc;w with a pad of paper and give some sheets to each child in the front
row to initiate the routine. Then, the first student takes one piece and passes the rest
back through the column. This routine helps the teacher to distribute the paper more
quickly and efficiently in several activity structures.

Teachers should deal with a numbers of interacting dimensions of the classroom
while teaching such as giving turns, answering the questions, monitoring the students,
grading on the spot, making presentations, and so on. Therefore, they should develop
and use automatically some routines in the class to cope with these repeated interactions
and simultaneous demands on their attention (Roberts, 1998). Moreover, teachers rely
on routines to maintain the flow of the activity, create a positive learning environment,
and make use of instructional methods effectively throughout the lesson. Routines also
reduce both the cognitive load on the teacher and the cognitive complexity of the
teaching environment. Besides, they expand the teacher’s facility and free the teacher to
deal with the unpredictable and the unexpected (Olson, 1992; Roberts, 1998).

One type of routines is verbal routines such as giving response chorally or turn
taking without repeated explanation. Intellectual routines are also observed in classroom
teaching. They may take the form of turn taking in solving a new type of problem:

“Watch and listen! and “Now you try to figure it out”
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Leinhardt and Greeno (1986), who have studied the activity structures and

routines between experienced and novice mathematics teachers, conclude that
experienced teachers have a large repertoire of routines and each routine may appear in
sevéral fd@ during the instruciion. These routines are very flexible, their order can be
changed, and they can be carried out with little or no explanation. In commsf, novice
teachers do not make use of routines and do not recognize routines as desirable or
necessary; therefore, ea;ch lesson is different from the next one and the novices spend
much more time and energy to explain each activity and students’ roles in each activity.
Similarly, Clark and Yinger (1987) and Barduhn (2000) claim that novices lack the
necessary routines to catch up with the dynamic course of the classroom. This means
that novices are easily derailed and find it difficult to get back on track.

Routines minimize conscious interactive decisions teachers have to make in
terms of timing, sequencing of the activities and student behavior. Moreover, as Bell
(1997) asserts, routines are repetitive which occur with little pianning, practice, or
forethought. Several studies on interactive decisions have revealed the centrality of
routines in teachers’ interactive routines. Decision making models propose that when
teachers have problems, they may call up an alternative routine or react interactively to
the situation and they reframe the lesson on the bases of their understanding of the
problem and how best to address it. In such a case, it is the teacher who decides whether
to persist with the routine, adapt it in some way or abandon it altogether. Actually, it is
not so easy to change the established routines and teachers tend to change these routines

only in extreme cases (Borko & Shavelson, 1990; Nunan, 1989).
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2.4.3. Decisions Before, During, and After the Lesson
Teachers’ decisions can also be classified into three main groups in regard to
when they are made, before the lesson (pre-active decxsmns), during the ongomg
mstructlon (mteractlve decisions), or after the instruction about what the follow up will

be (post-active) (Bailey, 1998; Richards & Lockhart, 1994).
2.4.3.1. Pre-Active Decisions

Pre-active decisions are the ones made by the teacher prior to their teaching in
the classroom. This type of decisions are usually made in relation to the former history
of the class, the characteristics of the students, lesson and unit plans, seating
arrangements, instructional materials and some management strategies, students’ needs,
the most appropriate goals and objectives to meet those needs, and the instructional
modes and teaching strategies most suited to the attainment of those goals and
objectives. Therefore, these kinds of decisions are pro-active in nature. At this stage,
teachers are alone and have time to consider long and short range plans, the students’
progress toward objectives, the availability of materials, time constraints, order of tasks,
pacing, participation of the students, and etc. (Concord College [CC], n.d.; Cooper,

1 986, Richards, 1990b). Plans have such an impact on teachers that they tend not to
deviate from them once they have begun teaching (Kansanen, 1993; Shavelson, 1983;
Woods, 1996). Furthermore, teachers’ planning decisions affect the content, materials,

social climate, and activities of instruction (Borko & Shavelson, 1990; Richards, 1994).
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Planning Decisions are made after a process of reflection by asking questions

of the following nature:
What do I want my students to learn from this lesson?
: Why should I teach this lesson?

How well do I understand the content of the lesson§

What activities will be included in the lesson?

The teacher alv;'ays works in a predetermined context acting according to
curriculum and s;)cietal factors which directs the curriculum. Planning and the whole
pre-active phases of the instructional process are important since the curriculum affects
to a great extent the intentions of the teacher which define the intentional situation in the
instructional process. The teacher may have different intentions while engaged in
teaching and therefore, a teacher should internalize the aims and goals of the curriculum
into her or his thinking, hence we can call it pedagogical thinking.

Lesson plans are shaped, at least in part, by factors other than the ones controlled
by the teacher. These factors are the sequence of information in the textbook, the
content, and administrative time units (i.e., duration and frequency of class periods).
Moreover, institutional frames provide the broader conditions under which the teacher’s
work is taking place. However, the quality and quantity of learners’ participation are the
most important factors which affect the realization of the plan in the class (Bailey, 1996;
Kansanen, 1993).

In the studies on teacher planning, most teachers are found to plan spontaneously
throughout the day and never produce written plans (Clark and Yinger ,1987; Yinger,
1980). Teachers’ plans, mostly in the form of the mental scripts, greatly influence their

interactive decisions. Their mental plans are usually accompanied by the sketchy and
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typical notes including lists of important points to remember (Borko & Shavelson,

1990).

McCutcheon (cited in Borko & Shavelson, 1990) characterizes mental planning
as mental dialqgs. The teachers’ méntal dialogs in‘hér study inéhide a wide range of
concerns such as the teaching of particular skills and concepts to individuals and
groups, handling of behavior problems, and tying together of different subject matter
areas. These mental dialogues are found to help the teachers to articulate and short
circuit potential i)roblems, elaborate written plans, learn the subject matter to be
presented, and feel more confident about teaching. McCutcheon (cited in Borko &
Shavelson, 1990) also remarks that teachers and administrators do not recognize mental
planning as an important professional activity since it is not viewed by theoreticians or
teacher educators as an important part of planning.

Morine-Dershimer (cited in Shavelson, 1983) differentiates between three types
of information processing with regard to the extent of the differences between the lesson
plan and interactive teaching in the class: Firstly, if there is little or no discrepancy
between teacher plan and classroom reality, teacher information processing is image
oriented. In this case, teachers recall previous knowledge about students as the major
determinant of their decisions, and they employ established routines while making
decisions. Secondly, teacher information processing is named as reality oriented when a
minor discrepancy is observed between teachers’ plans and classroom reality. In such a
case, teachers cope with the situation by interactive decisions. The last category,
problem oriented information processing refers to the situation in which a more
pervasive discrepancy between teachers’ plans and classroom reality is observed.
Teachers have to tap a broader spectrum of information about students. In such cases

where a large discrepancy exists, decisions are postponed to a later time.
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2.4.3.2. Interactive Decisions

Lesson plans may act as the starting point of a lesson, yet they are not the sole
determinant of what happens during a lesson. Since lessons are dynamic in nature to
some extent unpredictable, and characteﬁied by constant change, teachers have to make
decisions continually appropriate to the specific dynamics of the lesson they are
teaching, which are called as interactive decisions. Woods (1996) also states that
interactive decision making process is complex not only in terms of the type and
number of the decisions but also due to the multiplicity of the factors impinging on
them.

Interactive decisions are those that teachers make on the spot in response to
situational demands of the classroom. Interactive decisions are improvisational in nature
and take into account contextual, theoretical, and practical knowledge. Moreover,

interactive decisions are based on a context which is unique to each classroom.
Therefore, the thinking and decision making processes of teachers constitute a large part
of the context of teaching.

Freeman (1989) also notes that teaching involves decision making which is
based on teachers’ social practice and their perception of the world around them.
Through the decision making process, a teacher should adjust the lesson plan to enrich,
extend, reinforce, or teach differentially toward formally stated curricular objectives for
both individual students and small groups of students. Otherwise, it would be
impossible for the teacher to be able to respond to students’ needs. Instructional
decisions reflect and recognize that student needs might change from subject to subject
over time .Teacher’s responsiveness to feedback from learners allows him or her to

make on the spot changes and adjustments which might enhance learning conditions,
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and this shows that the teacher is capable of self evaluation in terms of teaching

strategies. Teachers whose teaching is directed solely by a lesson plan and who ignores
the interaction dynamics of the teaching learning process is hence likely to respond to
| students’ nieeds (Ebraheem & Botros, 2002).

Prior knowledge of the teachers is also an important factor affecting teacher
classroom decision making. Prior knowledge is meant to be the sums of the knowledge
teachers gather from p:ast life experiences in their communities and the schools they
attend either as a’ student or as a teacher. Such knowledge is an integration of the
academic, cultural, and social aspects of their experiences (CC, n.d.).

Clark and Peterson (cited in Borko & Shavelson, 1990) in their review of
definitions of interactive decisions used by the teachers, conclude that interactive
decision is a deliberate choice to implement a specific action. In this way, an interactive
decision is a conscious choice between continuing to behave as before and behaving in
a different way, which means that teachers do not consider an alternative course of the
action. Some researchers, on the other hand, do not agree with them. For example,
Warner (1987) claims that the definition of interactive decision should cover two
different types of interactive thinking, which should be considered due to their different
patterns of occurrence in classrooms. The former refers to the situations in which
teachers have alternatives and choose one of the alternatives, which is labeled as
interactive decision making. The latter refers to the situations in which deliberate action
occurs because the teacher sees a need for some action or response, but considers only
one course of action,

Similarly, Casteel and Stahl (1997) differentiate between deliberative and non
deliberative (or hasty) decision maker; the former refers to the ones who consider the

situation, the available information, possible options, and possible implications of the
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decisions before making adequate decisions. They also tend to take a serious look at

the long and short range consequences of their decisions. The latter ones, on the other
hand, do not adequately consider the options available and short and long term effect of
'iheir deci‘sio"hs«. They focué much more on the immediaté,makihg of a choice without
any prior considerations. Interactive décisions are made on the spot concerning different
aspects of the lesson, many of which had not been planned (Casteel & Stahl, 1997,

Richards, 1994; Richards & Lockhart, 1994).
2.4.3.2.1. Alternative Interactive Decisions

Borko and Shavelson (1990) assert that teachers consider a few course of action
while making interactive decisions. Similarly, Clark and Peterson (cited in Borko &
Shavelson, 1990), in their study on alternative courses of action in interactive decision
making, find out that teachers consider alternatives in only 20% to 30% of the cases,
across 3 days of instruction. Moreover, they are seen to seek confirmation for their
choices but tend not to evaluate alternatives critically. Teachers are also observed to
consider only few alternatives.

MacKay (cited in Shavelson, 1983) has proposed that teachers rarely consider
more than two alternatives. In another study, Morine and Vallance (cited in Borko &
Shavelson, 1990), analyze interactive decisions among 40 teachers and report that the
mean number of alternatives considered for each decision is betweeﬁ 2.2. and 3.2

However, Warner (1987) investigates alternatives from a different perspective:
He does not categorize the decision as interactive decision unless alternatives are
considered. He also claims that a choice between whether to continue with the lesson
and to change the route should not be considered as a choice among alternatives unless

the teacher considers more than one alternative. Regarding this criterion, it was found
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out that teachers rarely consider alternative actions while making choices during

interactive teaching. Moreover, they consider instructional alternative actions only when
teaching is going poorly. Warner (1987), in his study on alternative instructional
actions, notes 21 interactive decisions and 96 deliberate actions.

Similarly, Parker (1983) states that intefactive decision makmg process covers
monitoring student behavior, considering alternate teacher behaviors, weighing these
alternatives, and electi;lg a teacher behavior.

White ( 1597) also mentions about different alternative instructional actions
when the lesson is going as planned. In such a case, teachers make decisions about

a. Appropriate feedback ¢. Appropriate questioning behavior

b. Verbal participation d. Monitoring
However, when the lesson is too difficult, teachers make decisions about

Continue lesson? b. Modify lesson? ¢. Abort lesson?

Peterson and Clark (cited in Bailey, 1996), in their study on decision making
among junior high school teachers, employ teachers’ self reports of their own cognitive
processes as they are teaching and stimulated recall technique. They identify four
possible pathways through a lesson: Path 1 is named as business as usual: Everything
proceeds well according to the plan, and therefore there is no need for the teacher to
change the lesson plan or behavior. In Path 2, teachers are aware of the problems, but
since they have no alternatives, espécially in the case that they are surprised or
powerless, they decide to continue with the plan which apparently does not work.

In Path 3 (the least common) teachers perceive problems and have alternative
courses of action available, but stuck with their plans or preplanned behavior. Path 4 is
the second most frequent category among the participants and increase with the level of

expertise: Teachers perceive problems and have alternatives available, and they choose
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to change their behavior. Peterson and Clark (cited in Bailey, 1996) conclude that

student learning is facilitated in the case that teachers have alternatives for altering the
course of lessons. Path 3 is negatively associated with student achievement and attitude,
Where;as Péth 4is a;,édciated WIth students’ learning of higher.order ideas and Path 1 is
concerned with learning of facts. -

To sum up, interactive decisions are pointed in two different directions: It has its
background in the origins of iés purposes and its future in its results. Time is important
in this process because l;lanning and evaluation always precede and follow the

interactive teaching in an instructional process (Kansanen, 1993).
2.4.3.3. Post-Active Decisions

Teachers’ post-active decisions are rooted in and consistent with the
assumptions and beliefs about language learning and teaching which underlie their
actions in the class. These post-active decisions are also named as retro-active or
evaluative decisions in relevant literature (Woods, 1991).

Richards, Ho, and Giblin’s study (1992) on evaluative decisions among teachers
in training indicates that as teachers gain more experience and develop a deeper
conceptualization of teaching, their criteria in evaluating teaching change to reflect their
new assumptions, beliefs, and level of awareness. Moreover, they add the fact that these
teachers use these evaluative decisions act as the input to their subsequent planning
decisions. Planning, interactive and evaluative decisions of teachers are found to be

interconnected (Richards & Lockhardt, 1994).
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Evaluative decisions arise from asking questions about a lesson such as

follows:
Was the lesson successful? Why or why not?
Did the students learn what they were intended to learn?
What were the main strengths and weaknesses of the lesson?

At the reflective stage, a teacher make decisions about evaluation of instruction,
appropriate connective and supportive feedback, reports to parents, value of results ofa
lesson, why successful or unsuccessful a lesson has been. While evaluating the
instruction, teacher decides whether they have progressed to the next level, and they
should give additional support. Moreover, teachers should be aware of the level of
mastery and strengths and weaknesses of the students while providing appropriate

feedback (White, 1997).
2.5. Instructional Decision Making and Teacher Competence

During the post-active stage, a reflective analysis takes place in which decisions
are modified (CC, n.d.) As Cooper (1986) suggests, at this stage, teachers examine the
results of their teaching and see whether they were successful in accomplishing their
objectives. On the bases of such evaluation, teachers decide to adjust their planning,
implementation, or evaluation or to continue on the same bases.

The teacher as a decision maker is illustrated in Figure 2.4. as a way of
conceptualizing the instructional role of the teacher. It may simplify what actually
occurs in teaching; however, it is useful in the way that it helps us to clearly see the

forest without being confused by the trees.
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Figure 2.4. Relationship of teacher-competence areas to process of instructional
decision making (Cooper, 1986, p.10)

The model presented in Figure 2.4. is simple and has the power of capturing the

essence of what teachers do in the instructional process. It is based on several

assumptions: First, teaching is goal based and directed, seeking some change in the

thinking and behavior of the students. Second, the model assumes that teachers actively

shape their own behavior. That is to say, they continually make plans, implement them,

and adjust them to new information concerning the effects of their actions. Third,

teaching is assumed as a rational process which can be improved by examining its

components analytically. The model also puts forward that teachers can control the

feedback process by deciding on the amount and kind of feedback to use. Lastly, it
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assumes that teacher actions can affect students’ observable behavior and learning

(Cooper, 1986).

In the model provided in Figure 2.4., the feedback dimension refers to
examining (%ne’s own teaching and its results so that the teacher can decide how
adequately s/he handled each of these three functions. Only then can s/he determine i
whether s/he has succeeded in attaining the objectives or whether s/he needs to make
new plans or try diﬁ"er‘ent implementation strategies. Therefore, feedback is the new
information a tee;cher processes into his/her decision making to adjust his/her planning,
implementation, or evaluation functions or to continue on the same bases. In other
words, feedback is the decision-making system’s way of correcﬁng itself.

The model also covers the four general areas of teacher competence, which
represent the broad categories of preparation. These categories enable teachers to make
intelligent and effective decisions. Thus, these four areas provide teachers with the
appropriate tools necessary to make and implement professional judgments and

decisions (Cooper, 1986).
2.6.The Source of Decisions

McMeniman et al. (2000) and Waller and Travers (1963) summarize the source of
the teacher’s decisions that have emerged throughout the research on teacher as follows:

Own learning,

Intuition (seeming naturally to do),

Personal Characteristics of the Teacher,

Peer Influence,

Self Motivation,

Initial Training (pre-service teacher education),
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Critical Others (being influenced by a specifically identified person such as a

principal or an academic or a researcher),

Professional Reading (journals, other media including the Internet),

In-selzﬁce Studies (through professional workshops and conferences); '

Formal Postgraduate Studies (completed through tertiary institutions),

Traditions of Teaching,

Social Learning ‘(imitating master teachers),

Philosophi-cal Traditions,

School and Community Conditions and Pressures,

The Teacher’s Own Needs,

Teacher as a researcher in the form of data collector

or participant in formal studies.

Moreover, as decision makers, teachers’ experiences are based on field and
university experiences (i.e., sequential and comprehensive). Field based experiences
include early field experiences, part time participation, observation in real classrooms,
etc. University based experiences , on the other hand, include continued tasks and
activities, scaled down versions of actual teaching experiences such as peer teaching,
role playing, tutoring, classroom volunteering, and micro teaching, practice of discrete
skills relevant to instruction, and reflective criticism of method of instruction
(Greenwood & Fillmer, 1997; White, 1997).

Although we, as teachers, make decisions, it is not possible for each of us to
make the same decisions, even in nearly identical situations. Our current needs, our
relevant information, degree of objectivity, our perceived focus, etc. will certainly affect

our decision making process.
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2.7. BAK- Beliefs, Assumptions, and Knowledge- and Interactive Decisions

2.7.1. Beliefs

"feacims’, belief system is a primary source for teacher classroom practices,
which teachers build up over time and bring with them to the classroom. Teacher beliefs
consist of a structured set of principles derived from their experience as language
learners, educational tl;eory, reading, and experience of what works best, established
(i.e., school) prax;tice, personality factors, and principles derived from an approach or
method and other sources. Furthermore, beliefs include a cognitive, affective, and
behavioral component, and they affect what one knows, feels, and does. Therefore,
teachers’ beliefs are considered to have a filtering effect on teachers’ thoughts,
judgments, and decisions (Davies, 1996; Ebraheem & Botros 2002; Johnson, 1993;
Kagan, 1992; Marland, 1998; Moore et al.,1985; Murphy, 2000; Richards,1994, 1998; .
Shavelson, 1983; Shavelson & Stern, 1981;Woods, 1996; Yero, 2002).

The relationship between interactive decisions and underlying beliefs gradually
becomes evident in studies on decision making using stimulated recall interviews. In
such studies, teachers comment on their intentions and evaluate what has happened.
Personally held theories, values and beliefs may serve as an organizing and functioning
factor in underlying teachers’ classroom decisions and behaviors. Moreover, beliefs
affect not only what teachers recall but also how they recall it. Some critics suggest
another perspective to better understand teacher behaviors- focusing on the things and
ways that teachers believe. This suggestion is based on the assuxﬁption that beliefs are
the best indicators of the decisions people make throughout their lives (Richards, 1994,

1998; Shavelson, 1983; Shavelson & Stern, 1981; Woods, 1996; Yero, 2002).
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Moreover, teachers interpret and understand new teaching experiences on the

bases of their current beliefs and values; however, most of these beliefs remain only
partially articulated. Therefore, teachers should involve themselves in a continuous
process of éersongi reﬂecfién‘to understan& their owg:implicit theories, and how these
theories affect their classroom teaching (Kansanen, 1995; Schon, 1987; William &
Burden, 1997).

Kindsvatter, Wﬁem and Ishler (1992) divide the personal belief system into two
categories: the ir;tuitive and the rational. The former is rooted in our personal needs and
tradition, whereas, the latter may be founded on our pedagogical principles, research
findings, scholarly contributions, and examined practice. The intuitive beliefs may
affect our lives outside the classroom, while the rational beliefs are directly related to
classroom practice and may develop only in the context of classroom teaching. Both
groups of beliefs are referred as general beliefs about teaching and learning in the
relevant literature (Dunne, 1993; Woods, 1996; Yero, 2002).

Smith (1996), in her qualitative study on the nature decision making of ESL
teachers from their own perspectives, is concerned with how the contextual factors and
teachers’ personal beliefs about L2 teaching and learning affect their planning and
interactive decisions. She collects the data, using video-taped observations accompanied
with observational notes, post observation (i.e., video-taped conference) and interviews.
She concludes that teacher beliefs about language teaching and learning emerge as a
critical factor affecting the decisions teachers made not only in planning the instruction
but also in implementing the plan in the class. Among the contextual factors, student
characteristics are seen to have the most impact on decision making of the teachers

especially at the lesson level.



2.7.2. Assumptions °

Assumptions give meaning and purpose to who we are and what we do.

- Assumptions about language play an important role ina language course because
lénguage is both thé means by which the subject matter is taught and' the subject matter
itself. Teachers hold assumptions about the nature of language learning, which are
equally complex and related to the assumptions they have about language. However,
assumptions about teaching are more complex than the previously mentioned ones
because the assumptions about learning will certainly the way we assume we should
teach the material. Similarly, the assumptions about language determine what the
material is. Therefore, it can be said that teachers crucially depend on their own
assumptions about language, learning, and teaching in structuring the classroom
teaching (Woods, 1991).

Brookfield (1995) distinguishes between three types of assumptions:
Paradigmatic, Prescriptive, and Casual.

Paradigmatic assumptions refer to the structuring assumptions by which we
order the world into fundamental categories. We do not recognize them as assumptions.
We insist that they are just one part of the reality. For instance, adults are self-directed
learners.

Prescriptive assumpﬁons are the ones about what we think should be happening’
in a particular situation. For example, how teachers should act in the class, or what
obligations students and teachers owe to each other. These assumptions are the
extensions of our paradigmatic assumptions. If a teacher believes that adults are self
directed learners, then s/he assumes that the best teaching is the one which encourages

students to take control over designing, conducting, and evaluating their own learning.
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Casual assumptions are concerned with how different parts of the world work

and about the conditions under which these can be changed. These assumptions are
usually expressed in predictive terms. An example for this type of assumption is that if
we, as t,each'ers,. make mistakes in front of studenis, and this will create a trustful
learning environment in §vhich students feel free to make errors without any fear of
censure or embarrassment. Of these assumptions, casual ones are the easiest ones to

cover, whereas paradigmatic ones are the hardest to cover (Brookfield, 1995).
2.7.3. Knowledge

Teachers bring and make use of different knowledge types in a teaching and
learning environment; therefore, teachers can be said to have an interrelated system of
knowledge bases (Cutter, 2002; Roberts, 1998; Shulman, 1986, 1987):

- Content Knowledge covers teachers’ knowledge of target language systems,
their analytic knowledge, target language competence, factual information, organizing
principles, central concepts, and so on. There is evidence that knowing about a subject,
and knowing how to teach it are not two distinct processes; rather how you would teach
a subject is determined by what you know about it. Shulman (1987) claims that
teachers’ knowledge of the content affects both what teachers teach and how they teach
it. Moreover, teachers’ view of teaching affects what they think worth knowing, and
teachers’ experience of subject matter shapes how they organize, plan, and teach their
courses (Bartels, 1999; Bennett, 1993).

- Pedagogical Knowledge covers the knowledge of language teachers need to
teach such as the problematic aspects of the target language for our learners and the
teaching order of the aspects of the target language in deciding what to teach now and

leave for later. Shulman (1987) puts forward that ‘pedagogical content knowledge’ lies
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at the heart of teaching since it “blend[s] academic content with teaching methods,

organize instruction, and unite all these elements with the interests and abilities of the
students in their class™ (p. 8).

' -"Ge;xera,l Pedagogical Knowledge is 2 huge term coveﬁng p;incip_les and
strategies for classroom management, monitoring and feedback, formal assessment of
learning, the use of aids and resources, and a repertoire of language learning activities
regarding different learmng situations.

- Curricu]’m' Knowledge includes information about the official language
curriculum and available resources. Moreover, the nature of examinations is another
concern.

- Contextual Knowledge creates awareness among teachers towards the
characteristics of learners and schools. Furthermore, it deals with the expectations and
accountability regarding the wider system, community.

- Process Knowledge, the last category, refers to a set of skills which help the
teacher to develop him or her self: academic study skills, collaborative skills such as
teamwork, inquiry skills such as observation and self evaluation, and meta processing
skills such as self awareness and self management.

Wallace (1991) adds two types of knowledge development: Received
Knowledge and Experiential Knowledge. Received Knowledge can be learned from
theoretical academic courses. Experiential Knowledge, on the other hand, can be
defined as the accumulation of one’s real —life experiences, which shapes who s/he is
and how one perceives and responds to the world around him or her. That is to say,
what teachers know about teaching is insuperable from who they are as people and what
they do in the classrooms. Therefore, teachers’ knowledge is recognized as largely

experiential, that is the knowledge is socially constructed out of the experiences and
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classrooms from which teachers have come and in which they teach. This knowledge

is based on teachers’ prior learning and teaching experiences to a great extent (Connely
& Clandinin, 1988; Elbaz, 1983).

. 'Teac'hers conSid’er all sort of thmgs as th¢y teach: their subject matter content,
their students, their own teaching and strategies etc. How teachers think about all these
factors is affected by their experiential and professional knowledge and beliefs and by
the professional landsc‘apes in which teachers live and work. How they think about their
own teaching is t;ased on their own prior learning and teaching experiences, their image
of themselves as teachers, how they make sense of their teaching, and the expectations
they have for themselves and their teaching, and for their students within their own
classrooms. Teachers bring their both experiential and professional knowledge to the
classroom, even though they do not articulate it, and employ the knowledge to make
sense of their own and students’ actions (Freeman, 19§6a; Johnson, 1999; Kolb, 1984;
Schon, 1983, 1987).

Research on experienced-novice differences among teachers shows that
experienced teachers have a special kind of knowledge about classrooms which is
different from that of novices. That is to say, the knowledge of novice related to
classroom practice is rather disorganized, scant, and not readily related to action,
whereas the expert’s knowledge is more systematically organized and related to
classroom practice. Besides, experts draw more inferences and make use of domain
specific knowledge to understand the classroom, and they tend to use higher order
cognitive systems to categorize the problems they encounter. Moreover, they are seen to
be more concerned with students’ needs and employ continuous, in-class assessments to
direct their pedagogical practice and the essential information for planning the next

lesson. Novice teachers, on the other hand, are seen to primarily focus on subject matter
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activities while organizing their classes. All these characteristics of knowledge

structure suggest that experienced and novice teachers reflect upon teaching in different
ways ( Leinhardt & Greeno, 1986; Nlllsen, 1995; Noakes, 1995; Schempp, Tan,

Manross, & chher, 1998)
2.8. Teacher Thinking

The concept- te;acher thinking covers how teachers’ conceptualize their work
and the kinds of thmkmg and decision making process underlying their practice.
Teacher thinking research has significantly contributed to our understanding of teacher
planning, teacher decision making and reflection and teacher experience as well as
teachers’ practical and pedagogical content knowledge (Calderhead, 1987a, 1987b,
1990, 1991; Munby, 1982; Schon, 1987). Teachers and researchers, therefore, should
study teachers” thinking- their planning and interactive decisions in order to investigate
what is uniquely human about the process of teaching (Borko & Shavelson, 1990;
Shavelson, 1983).

A wide diversity of key terms and definitions in teacher thinking research has
been used in the studies conducted, which are defined differently. Due to the diversity
of issues in the content of teacher thinking research, different methods of inquiry have
emerged. This diversity leads to some variation in research focus and approaches in
the area of teacher thinking. Such differences in both research focus and approaches
result in differences in the terminology used: “teachers as action researchers”,
“teachers as problem solvers”, “teachers as reflective practitioners”, “teacher as
decision makers”, “ teachers as critical thinkers”, “teachers as improvisers”, and

“teachers as scholars teachers” (Cabaroglu, 1999; Sendan, 1995)
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This diversity is also seen in referring to teachers’ knowledge about learning

and teaching such as teachers’ practical knowledge (Elbaz, 1983), content knowledge
(Shulman, 1987), practical theories, personal practical theories (Clandinin &
Connely. 1987), implicit theories (Munby, 1982), and perspectives (Diamond, 1991).
Sendan (1995) and Cabaroélu (1999) éfovide more information on the diversity Qf the

terms used in the field of teacher thinking.
2.8.1. Teachers> Schemata

Teachers’ interactive decisions and thoughts can be best described and analyzed
using concepts in cognitive psychology. The concept of schema is at the core of
cognitive analysis of teaching: Anderson (1984) defines the term as an abstract
knowledge structure that summarizes information about many particular cases and the
relationships among them. Three types of cognitive schemata characterize teacher
thinking: scripts, scenes, and propositional structures (Borko & Shavelson, 1990).

A script is a knowledge structure including information about familiar and
everyday experiences. Experienced teachers are found to have scripts for common class
activities such as conducting class discussions and correcting homework. When these
scripts become automatic, they turn into routines.

The second component, scenes, refers to teachers’ knowledge of people and objects
in common classroom events. On the bases of these schemata, experienced teachers are
able to store a great deal of information about the relationship among people and objects
in recurring classroom activities, and thus they can rapidly recognize common activity

structures (Anderson, 1984; Borko & Shavelson, 1990).
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The third category, propositional structures, is the part of the teachers’ factual

knowledge about the teaching and learning process such as the knowledge about the
students in their classrooms, the subjects they teach and the teaching methods they use.
For instanét;, experig:ncéd teachers store melitél representations of stu_dent ability “
knowledge, motivation, and behaviof pattern in their propositional structures
(Anderson, 1984; Borko & Shavelson, 1990).

A common ass;nnption underlies all these differences between experienced and
novice teachers’ ;zognitive schemas: cognitive schemata change in predictable ways as
teachers develop their expertise throughout their teaching practice. Regarding these
three knowledge components, Borko and Livingston (1989) claim that experienced
teachers have more elaborate, more complex, more interconnected, more sophisticated,
and more accessible cognitive schemata than novices. Therefore, experienced teache;s
can instantly access a bigger and better reportier of facts, principles, and experiences as
they plan, act, reflect, or engage in pedagogical reasoning (Nilssen, 1995; Woods,
1991).

Experienced teachers also have a good range of repertoire of explanations,
demonstrations, and examples to communicate the subject matter to students easily.
Furthermore, experienced teachers have well developed mental representations of
typical students, of typical tasks, and of expected problems and solutions. This
difference emerges between the novice and experienced teachers because novices are
found not to have the propositional structures for pedagogical content knowledge which
enables them to construct representations on the spot (Barduhn, 2000; Bell, 1997; Borko

& Livingston, 1989; Dewey, 1974; Livingston & Borko, 1990).
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2.8.2. Research Paradigms on Teacher Thinking

2.8.2.1. The Behaviorist Research Paradigm

ThlS para&igm was pbpular around >19'70$ and focused onthe observéblé
behaviors of teachers in the classroom and the influences of these behaviors on the
learning of students. This approach developed under the influence of behavioristic
psychology which alms at producing prescriptive knowledge (Williams & Burden,
1997). That is to’say, it aims to define what teachers do in the classroom and what
happens to their students (i.e., what students do or learn) and the relationships between
the two. Most of the classroom research in this approach adopted a general view of
process product research to relate the teacher behavior to the success of students.
Therefore, teaching is evaluated, explained, and measured through defined standards in
quantitative terms: For example, researchers were interested in the connections between
the length of wait time and the type and accuracy of student answers (Allwright, 1988).

In the current state of education, teaching is viewed as doing, and doing means
taking care of learners. Some critics argue that such a view contributes directly to de-
skilling of teachers because this view will break teaching down into routinized
activities, and teachers become like the repetitive performers of routine tasks (Apple &
Jungck, 1990; Shulman, 1986). This view also tends to simplify the teaching process
which is actually an extremely complex process by not considering the role of teachers
and learners as thinking people. Moreover, behaviorism fails to recognize the mutual
constructions of teachers and students in the class and the influence of the situation on
teacher performance. Therefore, this approach tends to explain teaching in behavioral

and impersonal terms which are beyond the contexts in which it occurs.
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In this sense, teaching becomes a collection of behaviors and a landscape of

activities, isolated from the world in which it takes place and the person who does it.
However, soon-it became obvious that this was far from the whole picture since this
paradigrﬁ d1d not cénsidef the multitude of unpredictéblé qumanebus decisions that
teachers make during each class nor the pro-active thinking and planning which take
place before the class begins. These limitations recognized in the behaviorist approach
led to a shift towards c;)gnitive psychology on teaching (Brown, 1987; Freeman, 1996a;

Lowyck, 1990; Shulman 1986).
2.8.2.2. The Cognitive Research Paradigm

The emergence of the teacher thinking paradigm in the mid 70s leads some
fundamental changes in the field of teacher research. First, this new approach focused
on the mental lives of teachers which had not been studied before. The focus of the
research on teachers changed from studies on observable teacher behavior to the
internal dimensions of teaching underlying their decisions and actions in the class:
“What is it that teachers know? How is that knowledge organized? How does it inform
their actions? Second, as a result of the studies conducted on teacher thinking, new
insights, which contravene and over tune the existing conventions and assumptions
related to research, knowledge, and the production of knowledge for teaching, have
emerged (Marland, 1998; Williams & Burden, 1997).

Researchers have begun to recognize that teachers are intentional agents who
have beliefs, desires, emotions, intentions, and goals enabling them to make up their
" aims and actions in their teaching. Thus, a new domain of educational inquiry known as
teacher-cognition research emerged, which locates teachers’ perceptions- their

reasoning, beliefs, and intentions at the center of their research. By 1988, teacher



70
thinking was the dominant theme of the whole conferences, journals, and books. New

societies concerned with teacher thinking were created and new journals were born
(Kansanen, 1995; Noel, 1993; Olson, 1992).

' Thet metaphor of the teacher as thiﬁkcr‘yields é con'céptual ﬁ‘a;r;eﬁork whiéh
provides a rich alternative to behaviorist paradigm. This metaphor, as claimed by
Freeman (1996a, 1996b) and Richards (1994, 1998), focuses research on teachers and
emphasizes the centrai importance of teachers’ cognitive world. Thus, a more wholistic
and abstract vie\;v of teaching has become dominant which mainly aims to provide a full
description of cognitive aspects teaching. Moreover, Maminta (1999) explains that
cognitivism values the teachers’ own perspectives and understanding of teaching and
learning.

The cognitive perspective combines thought with action. In other words,
teaching covers the crucial cognitive and affective dimensions which accompany and
indeed shape the classroom behavior of both the teacher and students. The theory
underlying cognitive studies is that teachers consciously follow some rules to process
the information they receive from the teaching environment (Kansanen, 1995; Olson,
1992). Therefore, Freeman (1996) suggests that we should combine thinking and
activity in context while framing our teaching view, which he names as knowing what
to do.

This approach also maintains that teaching is a thoughtful process of decision
making with the focus on the teacher as the ultimate decision maker. Therefore,
research on teachers’ decision makmg deals with the cognitive information processing
that teachers employ to identify problems, attend to classroom routines, formulate plans,

make interactive decisions, and evaluate alternative courses of action.
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With the development of cognitive psychology, another shift occurred in the

research methodology: The methodology has changed from a prescriptive approach to a
more descriptive, naturalistic design, and qualitative data collection. Since teacher
thmkmg is i;lvestigaxed only th;'ough asking them about their thmkmg process, many
kinds of questioning techniques have become popular (Freeman, 1996b; Kansanen,
1993, 1995). Researchers have begun to adapt some research methods to access to the
often covert thinking z;nd knowledge of teachers, which had not previously been
regarded as valua-lble data collection tools in serious scientific research (Marland, 1998).
Therefore, verbal reports and conversational tools have become popular in collecting
the data instead of questionnaires or standard tests. These techniques are concept maps
(see Morine-Dershimer, 1993; Tankersley,1992), stimulated recall (Alexandersson,
1994; Calderhead, 1981a, 1981b; McMenimann et al., 2000; Nunan, 1989, 1992a; Sire,
2001b), think aloud, structured or unstructured interview (Cohen & Manion, 1994;
Sire, 2001a). McDonough & McDonough,1997; Mischler, 1986; Nunan, 1989) learner
reports, observations, oral or written critiques of video-taped teaching episodes, diaries/
journals, logs, ethnographic research (Bailey, 1990; Burns & Hood, 1995; Chaproan,
2000; Day, 1990; Jarvis, 1992; McDonough & McDonough, 1997; Nunan, 1989, 1992a
; Seliger & Shohamy, 1989; Tsui, 1998; Wallace, 1998; Woodward, 1991), video and
audio-tapes (Day, 1990; Van Lier, 1988) biographies and autobiographies, repertory
grids ( Kelly, 1955a, 1955b ; Sendan, 1995; Solas, 1992), anecdotal notes (Samway,
1994), teaching portfolio (Bastidas, 1996; Murray,1994), scripted writing, critical
incident technique, and structured tree approach (Calderhead, 1990), and snakes

(Cabarogiu, 1999; Denicolo & Pope, 1990).



2.8.2.3. Knowing What to Do: The Interpretivist View "
Teachers constantly interpret their world. They interpret the content, the

classroom coni'e)d, apd the people in it. Thgse interpretaiions. lie at the core of their
thinking and beha‘;ior. Claésroonjs, aside beiﬁg settings for teachers to imblement 1deas,
serve as interpretation frameworks which teachers use for knowing: Knowing how and
when to act and react, what information to present or explain, how and when to respond
or correct students and how to asses and reformulate what they have just learned. In this
view, teachers’ statements reflect the highly complex and interpretive nature of the
knowledge teachers use while teaching. In this approach, knowing involves
understanding how teachers interpret their worlds. Therefore, researchers involved in
this kind of studies encourage their participants to articulate their perspectives and
voices (Freeman, 1996a; Woods, 1996).

Moreover, knowing how to teach goes behind behavioral knowledge of how to
do particular things in the classroom. Instead, it involves a cognitive dimension
combining thought and action within an embedded context, interpretive process of
knowing what to do. Teachers learn this contextual know-how through experience.
Since knowing the story of teaching covers all these elements, telling the story of
teaching is more complicated than simply reporting on how things are done in the class
or even providing theoretical, personal or other reasons underlying their actions in the

class (Freeman, 1996a; Woods, 1996).



2.9. Research on Interactive Decision Making &
The research on teacher decision making illustrates the complexity of
im§ractive decision making in instructional settjngs. Interactive decisions and thoughts
baxl'e studied in relation to their content and the pfo;:esses involved. That is to sziy, some
researchers are concerned with what teachers are thinking about while teaching,
whereas, others investigate how teachers are thinking about teaching related issues.
Actually, interactive decision making process is complex not only in terms of the type
and number of the decisions but also due to the multiplicity of the factors impinging on
them. Moreover, these factors operate simultancously in dynamic interactions with

other individuals such as the learner and other teachers and produce a range of short and

long term consequences (Bullough, 1992; Woods, 1989, 1991, 1996).

2.9.1. Teachers’ Expertise and Interactive Decisions

Nowadays, most of the teacher’s research has focused on the differences
between experienced and novice teachers. Studies investigating such comparisons have
revealed that teachers differ in their thinking and decision making processes. In these
studies, researchers make use of the language and findings of the cognitive psychology
to contrast the cognitive processes of experts and novices. Gage and Berliner (1984), for
example, state that novices lack meta-cognitive and monitoring skills because of their
less elaborated schemas. In contrast, experienced teachers have information-rich

schemas that aid them in problem solving and decision making during teaching.
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Fogarty et al. (1983), in their study on interactive decision making of novice

and experienced teachers, analyze and describe components of component classroom
decision making and classroom teaching. They also aim at improving both pre-service
and iri,-seryice teacher tralmng i)rogr'ams fégmdhg clagsroo'm decision making
processes of teachers. The data collection procedure comprises video-tapes and
interviews. The study reveals that experienced teachers pursue a greater variety of
instructional goals anci implement larger variety of instructional actions in response to
student perform:;nce cues in the class. Moreover, novice teachers are claimed to have
less tendency in considering prior knowledge about pedagogical principles, subject
matter content, and student history during the classroom teaching. Lastly, experienced
teachers are found to have more complex links between specific categories of
instructional actions and categories of instructional actions.

Similarly, Berliner (cited in Sendan, 1992) explores fhe differences between
novice and experienced teachers’ professional thinking. He mainly focuses on the
effects of classroom teaching experience on teachers’ thought and action, using
stimulated teaching tasks regarding the information about students provided by the
previous teacher and the slides of the lessons. Parallel to the findings reported by
Fogarty et al. (1983), Berliner (cited in Sendan, 1992) concludes that experienced
teachers have a well established set of instructional routihes, and they are more able to
understand and deal with managerial and instructional issues appear in the class.
Moreover, they are also found to be more concerned with what students already know
and their capabilities. On the other hand, novice teachers are seen to be more dependent
on the textbook, the comments of previous teachers about students, and what and how

teachers had taught the particular class.
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A further group of studies employing observations and subsequent stimulated

recall interviews suggest that inexperienced teachers make decisions mostly regarding
the management and organization of the classroom, teacher talk, language, tasks, and
éﬁ’ective, ih;:tdrs réthgr than the diﬁicuities of indiVidUai students. They also claim that
management considerations rather than instructional aspects of teaching direct their
instructional decisions, whereas students® needs primarily direct instructional decisions
of experienced teachers while making interactive decisions. Moreover, these studies
show that experienced teachers perceive anomalies, or atypical events, better than less
experienced teachers and that experienced teachers have better formulated instructional
strategies in response to these events. Another finding indicates that novice teachers do
not want to take a risk and depart from the lesson plan so easily (Berliner, 1990;
Bromme, 1987; Carter & Doyle 1987; Housner & Griffey,1985; Nunan, 1991; Okan,
1999).

Another researcher, Elliot (1993) investigates interactive decision making of
teachers from another perspective. He examines situational and non-situational factors
among novice and experienced teachers teaching children. Non-situational factors exist
regardless of context (e.g., when a child comes to class hungry, the effect of hunger on
the student will be the same regardless of the lesson or teacher), while situational factors
relate to the particular lesson context (e.g., a child behaving inappropriately because of
the formal approach employed by the teacher in a lesson, may be dealt withina
collaborative problem solving activity). He also continues to state that novice teachers
are less likely to be aware of non-situational factors; nevertheless, they can not decide
appropriately about which ones are significant at the time they are making decision

about taking a particular course of action.



2.9.2. Pre-Service Teachers and Interactive Decisions "

Johnson (1992) examines the instructional decisions and actions of pre-service
ESL teachers during their initial teaching experiences through video-taped observation, -
stimulus fecall'reports, and written retrospé;:tive accourits. Her MCh identifies éight
categories of instructional considerations which teachers thought while teaching in the
class: student motivation and involvement, Instructional management, curriculum
integration, student affective needs, subject matter content, student understanding,
student language skill and ability, and appropriateness of teaching strategy. The study
also shows that it is not what the students say or do in the class which affects teachers’
interactive decisions, but how teachers interpret what the students do or say influences
their interactive decisions and ultimately their classroom practice.

In their study, Borko et al. (1988) also investigate planning and post-lesson
reflections among pre-service teachers as one part of their student teaching experience.
They aim to identify factors that influenced their teaching through observation and
audio-taped interviews. The study indicates that student teachers focus on similar
elements of teaching and learning during planning and post-lesson reflections,
regardless of the content area and grade level of the class. Nevertheless, the participants
tend to differ in the nature of their comments and in the emphasis they put on these
classroom elements. Moreover, student teachers are found not to have developed
repertoires of routines for classroom management and the organization of instructional
activities, which is generally counted as one of the characteristics of experienced

teachers.
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Some other studies are conducted to explore the relationship between pre-

service teachers’ conceptions of planning, their instructional behaviors in the classroom,
and pupil responses to lessons. These studies have shown that around one-half of
decisions oc':gur in'requnée to st‘gdent 'ﬁerformancegues'in the class; the othér half 1s :
rooted in antecedents originating in the student as a person or the environment in whfch
the decisions occur. The studies also indicate that the planning conceptions of the pre-
service teachers are co‘ngment with the kind of interactive behaviors they display in the

classroom (Artiles et al., 1994; Kwo, 1994).
2.9.3. Teachers’ Perceptions of Classroom Events and Interactive Decisions

Another difference in the scope of interactive decisions of teachers is related to
the meaning they bring to the analysis of classroom situations. Studies comparing expert
and novice thoughts and actions have shown that experienced teachers perceive
classrooms in different ways. They can see more complex patterns in their immediate
surrounding and develop a set of principles and procedures to respond to these complex
patterns in making instructional decisions. Moreover, experienced teachers can draw
upon their personal knowledge of classrooms and students while discussing their
classroom experiences. Therefore, they can predict, identify, and deal with classroom
events and problems more quickly and routinely than novices can (Winitzky, 1991,
Borko & Shavelson, 1990).

Calderhead (1981b), for example, investigates the differences between
experienced teachers, first year teachers, and student teachers in terms of their
perceptions of teachers. He finds out that experienced teachers use a large quantity of
knowledge about children and that experienced teachers in a sense know their new class

even before they meet it.
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In another study, Sabers, Cushing, & Berliner, (1991) investigate differences

between experienced and inexperienced secondary science teachers in their perception,
monitoring, and understanding of classroom events. Their study is designed as one part
of a larger research project to identify differences in pedagogical knowledge among
experienced and inexperienced teachers. In line with the other findings in the area of
expert and novice teachers, they note that experienced teachers focus their attention
more than the novices ;vhﬂe observing the classroom events. Moreover, novices’

pedagogical reasoning skills are seen to be less developed.
2.9.4. Relationship between Pre-Active, Interactive, and Post-Active Decisions

Westerman (1991) examines the thinking and decision making of expert and
novice teachers before, during, and after teaching process, using audio-taped planning
interviews, video-tapes of lessons, post teaching inferviews, stimulated recall
interviews, and delayed self-reports. Integration of knowledge, student behavior, and
interaction among three stages of decision making are seen to be the most notable
differences between novice teachers and expert teachers. She also concludes that during
teaching, expert teachers respond to students’ cues more frequently to satisfy their needs
when necessary. Novices, on the other hand, represent a more linear trend during the
instruction: they plan the lesson, they teach what ever they have planned, and then
evaluate them. That is to say, they just follow the plan closely, ignoring student needs in
the class. Moreover, expert teachers are observed to integrate present learning with the
students” prior knowledge, whereas novices just jump into the subject matter of the day

without recalling students’ prior knowledge (Westerman, 1991).
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Westerman (1991) introduces a model of expert and novice teachers’ decision

making which covers all the three stages: Pre- active, Interactive, Post-active, in the

hope that they will contribute to our understanding about experience and novice

- differences. The Iﬁodél developed for the expén teachers decision making is presented

in FIGURE 2.5. below:
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Figure 2.5. Expert teachers’ decision making (From Westerman, 1991, p. 300).
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The model illustrated in Figure 2.5 is dynamic because all information

processing is dynamic. As seen in the model, the components of three decision making
stages, pre-active, interactive, and post-active, are seen to be interrelated. Nevertheless,
this model 1s criticized in some Ways..For exax.x;pie,v Berﬁner (i990) suggests that .
teachers have enough pedagogical and content knowledge; however, it is not enough to
become an expert teacher since these two knowledge categories should interact with one
another in teaching pr;cess.

Similarly; the model presented in Figure 2.5. is not a good account of expertise
in teaching since novices may have a great deal of knowledge but can not teach
effectively; therefore, it is information rich components and the interaction among the
components which account for expertise. For example, during planning, expert teachers
shape their goals on their understanding of the learning task. Nevertheless, during
interactive teaching, they shape and tailor these goals according to what is happening in
the class so that they accommodate student needs, which many novices, even the ones
having a high degree of content knowledge in the area, are not able to do. Moreover, the
elaborate schemas of the experts help them to weigh information quickly, which is very
important in the complex and unpredictable class teaching process (Westerman, 1991).

In contrast, Westerman (1991) claims that decision making of novices is more
linear than dynamic across the three stages as presented in Figure 2.6. As seen in Figure
2.6., novices consider a limited number of factors in teaching area and know only few
teaching strategies or alternatives while making decisions. The dotted lines in Figure
2.6. show that the components of the novice teachers’ decision making model are not

rich as much as those of the experts.
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As seen in Figure 2.6. above, novices’ information components are not

interconnected to other components in the way as the experts’ components seem to be.
Similarly, Borko and Livingston (1989) reports that differences between experts and
no‘}icc teac]:l'efs mall areas of teaching result from the novices’ less ,elabérate, less
interconnected, and less accessible schemas.

The models presented in Figure 2.5 and Figure 2.6. provide reasons and
evidence for other rese;rch findings suggested in the relevant literature (Borko &
Livingston, 1989; Fogarty et al., 1983). For example, the models suggest that experts
consider information from a wide variety of sources while interpreting classroom
events. Moreover, experts are seen to be concerned with underlying causes while
solving classroom events, whereas novices pay more attention to surface features
because of their lack of knowledge in their unclaborated schemas about students.

Lastly, experts are more attentive in monitoring student learning and cues and
adapt the lessons appropriate to student needs; therefore, they change their preplanned
teaching strategies when necessary, but always moving toward achievement of their
goals. Westerman (1991) also finds out that expert teachers are more aware of the
students in the pre-active phases and in the interactive phase (i.e., during the lesson),
and therefore, they monitor more often for student cues (i.e., learning or behavior).

Similarly, in another study, Borko and Livingston (1989) examine the planning,
teaching and reflection of experienced and novice teachers. They state that novice
teachers are seen to be more varied, less selective post-lesson reflections than experts.
Moreover, they find that experienced teachers are observed to show less time

consuming and more efficient planning than novice teachers.



2.9.5. Student Performance Cues and Interactive Decisions »
The research conducted on teachers’ decision making suggests that the learner
. factors and neéds such as student ability, personality, sex, participation structures, self-
concept, social co£npetencé, independence, skills and- prefe’rences at unobservable
cognitive level, classroom behavior, and work habits may affect teacher interactive
decision making process (Berliner, 1990; Nunan, 1989; Saskatchewan Education Center
[SASKEDY], n.d;-Shavelson, 1983; Warner, 1987).
Dewey (1933) also remarks that the teacher should observe his or her students
and respond to their immediate needs on the spot:
The teacher must have his mind free to observe the mental responses and
movement of the student....The teacher must be alive to all forms of bodily
expression of mental condition- to puzzlement, boredom, mastery, the
dawn of an idea, feigned attention, tendency to show off, to dominate
discussion because of egotism, etc- as well as sensitive to the meaning of
all expression in words. He must be aware not only of their meaning, but
of their meaning as indicative of the state of mind of the pupil, his degree
of observation and comprehension (p.275).

In line with this claim, some recent studies report that student cues are the most
frequently identified antecedents for interactive decisions of teachers (Berliner, 1990;
Borko & Shavelson, 1990; Johnson, 1992, 1999; Warner, 1987). In these studies,
teachers are observed to rely on different types of student cues such as disruptive
behavior, inattentiveness, incorrect or incomplete answers, unsatisfactory work, and
apparent lack understanding. It is also emphasized that thinking about instructional

processes and strategies -such as the nature of questions, explanations, reinforcement,
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review, sequencing, pacing activities and transitions between the activities- constitute

the second largest category of antecedents for interactive decisions of teachers.
However, content or subject matter and instructional objectives represent the smallest
éercentages of teaéhers’ statements about their interactive thoughts (Borko & M ,
Shavelson, 1990; Johnson, 1992, 1999). |

In a similar study, Paterson and Graham (2000) examine the thinking of five
junior high school teaciaers as they teach in inclusive classrooms through triangulating
data from se@-Med interviews, stimulated recall of interactive thinking while
viewing video-taped lessons and researcher field notes. This qualitative study yields the
fact that teachers recognize student individuality from both academic and non-academic
perspective in their interactive thoughts.

Johnson (1992, 1999) also analyzes student performance cues, teachers’
instructional actions in response to these cues, and teachers’ interactive decisions
among pre-service teachers. She notes that pre-service teachers use more student
responses that are elicited rather than initiated and that they employ more instructional
attention to errors and deficient responses, while initiated and elicited responses receive
less attention. The study also highlights that pre-service teachers are primarily affected
by unexpected student responses and the need to control the flow of instructional
activities while making interactive decisions in the class. Another finding indicates that
majority of their instructional decisions are concerned with student understanding,
motivation and involvement, and instructional management.

Similarly, a group of further studies are conducted to explore interactive
decisions with regard to social studies instruction among teachers teaching a social
studies unit. These studies yield that teachers use the cues of student participation and

involvement in the class to judge how well their lessons were progressing. Another
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finding reveals that the correlation between a measure of the complexity of teachers’

interactive decisions and measures of student achievement and attitude are negative. In
particular, students’ achievement and attitude scores are seen to be lower in situations in
which teachers report oons1dermg alternative teachmg strétegie;s and deciding not to
change their behavior (Borko & Shavelson, 1990; Shavelson, 1983).

In contrast, Wodlinger (1980) investigates interactive decisions and concludes
that most of the intera(;tive decisions reported by teachers are triggered by
environmental fa’ctors such as interruptions, instructional materials, equipment, and time

constraints rather than student performance cues.

Of the studies referred to above, our study is to some extent consistent with
Johnson’s (1992), Fogarty et al.’s (1983), and Westerman’s (1991) studies in terms of
methodology and purpose. Moreover, as in our case, all these studies adopt a cognitive
and interpretative approach to uncover the thoughts of the teachers while making
decisions. As for the methodology, these three studies mainly employ the stimulated
recall technique to elicit what teachers think while lecturing in the class. Apart from
the stimulated recall technique, Westerman (1991) uses post-teaching interviews and
delayed self reports, and Johnson (1992) employs written retrospective accounts of the
teachers. We also cover some other reflective data collection tools such as the snake to

obtain more reliable data throughout the study.



86
2.10. Reflective Data Collection Tools

2.10.1. The Stimulated Recall Technique

Reg:;rding tﬁe inﬂuence' éf the developmen_t of c’bgnitive psycholog');, a nﬁmber
of qualitative and narrative research data collection tools are being used in the studiés
on teacher thinking to gain useful and appropriate insights into the thought processes of
both teachers and studénts (Freeman, 1996b; Kansanen, 1995; Olson, 1992).

Most studles on interactive decision making have conducted the method of
stimulated recall which relies heavily on teachers’ verbal reports. The stimulated recall
technique is designed to enable teachers to reflect on their teaching so that they can
come to the conclusions and make generalizations about the teaching and learning
processes taking place in the class at the time of teaching. For this reason, the stimulated
recall interview is a means of reflection-in-action rather than reflection-on-action, which
contributes valuable insights into the life of language classrooms, as well (Nunan,
1989). In this technique, teachers are asked to produce retrospective reports of their
thinking with regard to the provision of extensive retrieval cues on video-tape. As stated
by Bloom (1953b), the rationale underlying this technique is that a participant “may be
enabled to relieve an original situation with vividness and accuracy if s/he is presented
with a large number of cues or stimuli which occurred during the original situation”

- 1.61).

Originally, Bloom (1953a, 1953b), in his study with college students, develops the
methods of stimulated recall to revive the memories of students after a class so that they
can recall the thoughts that occurred during it. In these studies, Bloom (1953a, 1953b)
uses sound recordings as the stimulus. Later, Kagan (1984) and Kagan, Krathwohl, and

Miller (1963), in similar studies, elaborate these methods to work with psychological



87
counselors and other members of helping professions. Subsequently, stimulated recall

has been employed in ed'ucational studies in different ways and with various stimuli
such as written records, audio-tapes, and video-tapes (Axelsson, 1999; Elstein,
Shulman, and Sprafka, 1978; O’Brien, 1993). Actually, Kagan (1984) is one of the
researchers who uses video-tape as a stimulus and develops many of the interrogation
procedures used by following researchers,

In a stimulated ‘rccall technique, the researcher or the teacher stops the video-
tape at useful int;rvals to inquire about the thinking process of the teacher at that
moment. It has been found out that more interesting recollections are obtained when it is
the teacher who decides where to stop the video rather than the researcher. In this
technique, it is assumed that teachers are able and willing to articulate their thought
processes. Therefore, in a stimulated recall procedure, the task of the interviewer is to
encourage reflection, and the video-taped lesson acts as a stimulus and support for the
memories of the participants. Actually, the subject’s verbal facility and ability to put
thoughts into word form are the most important criteria deciding the effectiveness and
fruitfulness of the technique (Barduhn, 1997; Kagan, Schauble, Resinikoff, Danish, and
Kratwohl, 1967; Poulisse, Bongaerts, & Kellerman, 1986; Wear & Harns 1994).

In the stimulated recall technique, if the person is not too anxious or stressed,
the self-confrontation experience occurs. That is to say, teachers will notice some
dis&epancies between what he thought he is doing and what he is actually doing or a
difference between what he is doing and what he wants to do. The former is called as an
incongruence discrepancy and the latter is a deficiency discrépancy. The person
confronts himself at three levels : First, he confronts himself as he is, and second, he
confronts his instructed behaviors- his conscious information processing and decision

making, and at last, he confronts the consequences of both (Shavelson,1983).



88
The stimulated recall technique is a useful tool especially in collaborative

research because not only teachers but also students and the researcher can present their
interpretations of what is going on in the classroom. Furthermore, such verbal reports
are considere‘ad' as the indicators of the cognitive processes of teachers The results can
be reliable and valid in the case that this technique is employed in association with otiaer
techniques (Nunan, 1992a; Poulisse, Bongaerts, & Kellerman, 1986).

McMeniman et ‘al. (2000) summarize the limitations of some other methods
employed in resee-lrch on teaching and teachers in regard to stimulated recall technique.
They state that interviews and survey data are unreliable predictors of actual classroom
behavior since the data are removed from the teaching and learning environment.
Similarly, observation can not enable the researcher to access to the thinking of teachers
at the time of teaching in a complex and entangled environment. As for interaction
analysis, they claim that it only provides a crude and superficial record of teacher
actions and of the process of teaching. Therefore, McMeniman et al. (2000) report using
the stimulated recall technique in order to minimize the possibility of superficial self-
presentation and elicit implicit personal theories and beliefs of teachers which underline
their actions in the class which would be difficult to obtain in any other way.

Calderhead (1981a) also asserts that stimulated recall technique is a systematic
approach in collecting potentially useful data in research on teaching especially in
naturalistic, classroom based research even though some problems in respect to its
validity can not be completely resolved. Calderhead (1987a) comments on the problems
associated with the stimulated recall technique as follows:

Where there is a time lag between the thinking and reporting of the
thought, it is possible that the reported thought is an abstraction or

reinterpretation of real thinking. Some thinking may not be recalled or be
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verbalisable. In some cases, teachers may not wish to expose or

confront their thinking.... In fact, each mode! appears to provide us with
one rather contrived and possibly distorted view of teachers’ cognitions.
' (op184-185) . |
Furthermore, the video-taped data should be exploited carefully because

ambiguity may occur about what the subject is responding on the tape and the degree to
which the researcher 1s seeing the same thing. In addition, the researcher should be very
careful not to ask leading questions but only ask for information relating to a specific
problem or situation. Therefore, it is particularly difficult matter to select questions and
analyze the responses in the stimulated recall technique. Noakes (1995) also remarks
that participants may censor or distort their recall of thoughts to present themselves
more favorably. Finally, Barrows (2000) notes that stimulated recall is underutilized

because its existence is not generally recognized and its usefulness not appreciated.

2.10.2. Video-Taping and Audio-Taping Procedures

Rosenstein (1997, 2002) presents a review of the literature on the use of video in
the social sciences and in program evaluation. She asserts that modern technology has
facilitated such use and that video cameras are lighter, less complicated, and computer

compatible in digital format.

Day (1990) states that video and audio recordings are the most neutral
techniques for observation since they help teachers to see and hear themselves as their
students see and hear them. Along with their complete objectivity, they can capture the
essence of the classroom. Moreover, they can be viewed or listened over and over so

that the participants can discuss their actions appropriately and agree on an
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interpretation of an event or behavior. However, video-tape feedback can be a ‘

stressful, anxiety-arousing experience (Nunan, 1992a; Van Lier, 1988).

Regarding observational benefits of video nse, Collier and Collier (cited in
Rosenstein, 2002) state that thé video-iaping procedure helps the researcher to deal with
the ‘what’ as well as the ‘how’ of behavior since it can capture the ‘sparkle and
character’ of an event.” Moreover, traditional observation techniques are selective from
the outset, which leaves possibly important information out of the record and therefore
lost. The video-taped record, although selective in the positioning of the camera and the
breadth of the lens, still records all that is within its view. Such an inclusive record can
then be analyzed by multiple viewers for varied purposes. Besides, it can provide a
permanent record of contextual and paralinguistic data such as chalkboard work, the
layout of the classroom, gestures, and so on.

Parallel to these ideas, Schratz (1992) comments on the benefits of audio-visual
recording as follows:

Audio-visual recordings are powerful instruments in the development of
a lecturer’s self-reflective competence. They confront him or her with a
mirror like objective view of what goes on in class. Moreover, class
recordings which are kept for later use, can give a valuable insight into an
individual teacher’s growth in experience over years. (p.89)

Prosser (cited in Rosenstein, 2002), on the other hand, points out that video
recording has some considerable limitations such as ‘representativeness’,
“trustworthiness’, ‘interpretation’, and reflexivity’ on the obtained data. However, as for
the issue of accurate representativeness, Rosenstein (2002) has found, in years of use,
that people including children of all ages, respond to the presence of the camera in the

same way as they would to the presence of an observer. That is to say, they act self-
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consciously in the class for approximately twenty minutes and then the observer, the

audio-tape, or the camera fades into the background. Thus, after twenty minutes, the
recorded bel}avior is an accurate representative account. Another limitation is that video
and audio recordings may make the parﬁcii)ams anxious and less ﬁkély to reveal
confidential information. Moreover, audio and video-tapes also take a long time to
transcribe and analyze (Blaxter, Hughes, & Tight, 1996).

Piloting is important in both video-taping and audio-taping procedures because
the researcher gets familiar with the procedures before the actual study. Otherwise, s/he
may have difficulties in using the video camera, standing at an appropriate spot, or

managing the timing of the lesson.
2.10.2.1. Transcribing Video and Audio-Recordings

Transcriptions of audio-recordings include only verbal interactions (i.c., verbal
interactions) in the activity or lesson. Transcriptions of video-tapes, however, include
both verbal and nonverbal interactions in an activity or lesson.

Video-taping provides rich data on a permanent —recall basis; nevertheless, specific
items of data may not be very accessible. For example, if you are interested in how the
teacher corrected the errors, it would be much easier to locate examples in a transcript
than by going backwards and forwards on a tape. Moreover, after transcribing the
material, the researcher can easily make use of the transcript for the analysis of multiple
factors such as student errors, teacher talk, or question types. Sometimes, depending on
the aim of the study, it is possible to transcribe on a selective basis, not the whole thing

(Allwright & Bailey, 1991; Van Lier, 1988).
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Davis (1995) states that the commentary to the video and audio-tape should be

transcribed and analyzed inductively to identify emerging themes. Then, the common
patterns should be given to the participants to review to see if they are understood

correctly, what Daws (1995) calls member checks.
2.10.3. The Snake Technique

The snake is a thic flow chart used to promote reflection on critical
incidents in the lif"e history of the participants, which is named differently in the relevant
literature such as “river”, “river of experience”, or “a developing fish.” The rationale
behind this technique is to reveal some specified aspects of a person’s life rather than a
comprehensive life history (Denicolo & Pope, 1990).

In line with Kelly’s (1955a) fundamental personal construct corollaries, the use
of the snake is based on the principle that a construct Bblps us to anticipate a finite range .
of events only. In other words, constructs should be related to the specific events or
experiences on which they are formed. Moreover, Pope and Denicolo (cited in
Cabaroglu, 1999) claim that these constructs develop gradually and influenced
consciously or unconsciously by formative experiences.

Albanese (cited in Cabaroglu, 1999) remarks that the snake technique is
conducted to get information about participants’ beliefs and to obtain some clues as to.
what has led them to their beliefs by unraveiing important incidents in their personal life
stories. Therefore, this technique can be said to provide a depth of information which
otherwise would not be easily accessible through pre-determined interviews. Besides,
Pope and Denicolo (cited in Cabaroglu, 1999) state that the snake enables the
participants to use their own words and to indicate events which are personally

significant. For this reason, the snake is supposed to yield high quality:data.
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The snake technique can either be employed on its own or in combination

with other data collection techniques to confirm some aspects of the already collected

data by other means or to elaborate the data (Denicolo & Pope, 1990).
2.10.4. Interview

Interviews can be unstructured (i.e., open), semi-structured (i.e., semi-open), and
very structured depenciing on their degree of explicitness and structure.

In unstructured interviews, there is usually a topic for the interview, and the
researcher does not control the interviewee. Since the interviewee has a maximum
freedom of expression and elaboration, often unexpected information emerges. In such
interviews, one question leads to another without a preplanned agenda of what will be
asked. Therefore, unstructured ipterviews are mostly preferred in qualitative and
descriptive studies.

The second category, semi structured interviews, includes specific and
predetermined questions which the interviewer asks the interviewee to explore in-depth
information; however, some elaboration in the questions and answers takes place during
the interview. In addition, some other questions are asked according to the route the
interview proceeds.

Thirdly, in structured interviews, completely predetermined questions are asked
to the interviewee, For this reason, no elaboration takes place in either questions or the
answers. This type of interview is preferred when a large number of participants are to
be interviewed or when uniform and specific information is needed (Borg, & Gall,

1989; Cohen & Manion, 1994; Robson, 1993).
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All these data collection tools summarized above are employed in the present

study to obtain more reliable and valid data considering their weak and strong points as
suggested by the relevant literature. Moreover, nowadays, these are the most popular
rcﬂective data collection tools elﬁployed in the area to uncbvgr teachers” thoughts and -

implicit beliefs (Borg, & Gall, 1989; Cohen & Manion, 1994; Robson, 1993).
2.11, Triangulation -

Tﬁangulz;tion means using multiple tools of data collection, holding multiple
points of view on the topic, and covering multiple research questions and source of
information. The rationale behind the use of triangulation is that using a number of
different methods while investigating a question will yield accurate results (Freeman,
1998). A sociologist, Denzin (cited in Freeman, 1998) outlines four basic of
triangulation as follows:

1. Data Triangulation: Using several sources of data in a study: Writing itself,
teachers’ corrections and assessment of another teacher can be several sources of data in
a study on student writing.

2. Investigator Triangulation: Using more than one investigator to collect the
data. That is to say, the researcher, in addition to him or herself, can ask a colleague to
make field notes on the writing class or conduct interviews.

3. Methodological Triangulation: Using multiple ways to collect data in
studying the problem. Interviews, observations, and questionnaires can be conducted
together to study the issue in depth.

4. Theoretical Triangulation: Using more than one perspective in analyzing the
data such as analyzing a video-tape for the sequence of activity; for gender and

participation and for topic, language used, and errors made.
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Every method has its own special strengths and weaknesses therefore no

single method is uniformly superior. Regarding this statement, a combination of
methods, theories, and investigators can be employed while investigating a set of
reéearch quéstion&t’o compensate for the weaknesses of ~each. approach, method, 61‘
researcher. Such triangulations will minimize the weaknesses of a single approach by
building the strengths of a particular type of data collection tool.

Triangulation also enables the researcher to validate and crosscheck the findings.
Moreover, the use of some other types and sources of data helps the researcher to
understand the setting and the people being studied more deeply and clearly.
Researchers can also explain more fully the richness and complexity of human behavior
from more than one standpoint (Cohen & Manion, 1994; Creswell, 1994, 1998;

Freeman, 1998).

This chapter has reviewed the relevant literature and presented information
about some relevant current conceptions and theoretical underpinnings of teachers’
thinking and decision making processes. The next chapter reports our research design
and methodology. Moreover, the pilot study and its implications for the study will be
covered in the next chapter. Finally, the data analysis procedure used to analyze both

quantitative and qualitative data will be explained in detail.
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CHAPTER 3

METHODOLOGY

3.0. Introduction

This chapter aims to describe the overall design of the study including the
participants, the research context, and the data collection and analysis procedures. The pilot
study, conducted prior to the main study in Spring, 2001, is also covered in detail, focusing
on the methodological modifications and adaptations proposed for the actual study.
Moreover, ethical and personal issues that may arise before, during, and after the study are

mentioned throughout the chapter.
3.1. Overview of the Study

The study primarily investigates interactive thoughts and decisions of EFL teachers
from teachers’ own perspectives regarding teachers’ expertise level, focusing on possible
reasons underlying their interactive decisions. Therefore, it adopts a cognitive and

interpretative approach to teacher thinking process.
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The study aims to answer the following research questions:

1. Are there any differences between experienced and novice teachers in their -

interactive decisions?

a. Do experienced teachers respond to certain types of student behavioral cues in
the same way as novice teachers do?
b. Do experienced teachers make the same type of interactive decision (i.e.
reflective, immediate, and routine) as novice teachers?
c. Do experienced teachers consider more instructional alternatives(i.e., goals)
while making interactive decisions?
d. Do experienced teachers make more interactive hierarchical decisions than
novice teachers?
e. Do experienced teachers approach(i.e., feel about) their interactive decision

making behavior more positively than novice teachers?

2. What are the possible reasons (i.e., context, materials , prior knowledge, etc.)

underlying the interactive decisions of experienced and novice teachers?

3. What classroom incidents cause the most frequent discrepancies between the lesson

plan and the actual lesson?
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3. 2. Theoretical Assumptions and Interactive Decisions

Regarding a cognitive at;d interpretative approach, thc_ study is mainly based on the
assumption that tea’clilets‘ are professibnals who make reasonable ‘judgm.en'ts' and. decisbhs
in a complex and uncertain environment. It also assumes that teachers’ behavior is guided
by their reason based thoughts, judgments and decisions. Another assumption is that
expertise is an important factor in decision making behavior of teachers in terms of making
use of routines and knowledge and recognizing student behavioral cues. Finally, it is
assumed that teachers interpret classroom events differently and thus react to classroom
events differently ( Borko& Shavelson, 1990; Farrell, 1998; NIE, 1975; Noakes, 1993;

Sendan, 1992).
3.3. The Pilot Study
3.3.1. Why Piloting?

Piloting is the process whereby researchers try out the research techniques and
methods together with the analysis of the collected data they have in their mind so that they
can see how well they work in practice and if necessary modify their research plan or any
aspects of the plan accordingly. That is to say, pilot study is not an end in itself but only a
means by which the main study can be improved. Therefore, the value of piloting can not
be overestimated. Piloting is also important in both video-taping and audio-taping
procedures because gets familiar with the procedures before the actual study. Otherwise,
s/he may have difficulties in using the video camera, standing at an appropriate spot, or

managing the timing of the lesson (Blaxter et al., 1996).
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Pilot studies are carried out with fewer participants than those of the actual study;
however, they serve all the purposes of the usual tryout. That is to say, pilot studies
.improve data collection routines, enables the researcher to try scoring techniques, and
check the appmpﬁﬁteness of Stanciard measures and locally developéd measures. Moréover,
they allow the researcher to test the hypothesis preliminarily before its actual precise testing
in the main study so that researchers may drop some and develop new hypothesis when
necessary. In addition, since unforeseen problems may be revealed in the pilot study, the
researcher greatly recognizes the treatment errors and tries to overcome them in redesigning
the main study. Pilot studies may also save time and money on a research project which
will yield nothing since many research ideas which seem to be promising are actually
unproductive when carried out in research settings. Above all, the pilot studies provide
enough clues or data for the researcher to make sound decision on the advisability of going

ahead with the main study (Blaxter, et al., 1996; Borg & Gall, 1989).
3.3.2. Introduction to the Pilot Study

This section particularly focuses on the methodological lessons, the necessary
modifications, and adaptations proposed for the actual study. Since the study was
conducted as a pilot study prior to a PH.D dissertation on interactive decision making of
teachers, the primary goal was to test the appropriateness of the questions, data collection
procedures, and analysis methods as well to familiarize the researcher with the reflective

data collection tools and qualitative data analysis procedures employed in such studies.
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3.3.3. Aim and Scope of the Pilot Study

The present study aims to investigate differences between experienced and novice
teachetfs’ interactive decision making behavior in tht;. EFL, classtoom from the tc#cher
perspective.

The following research questions constituted the basis of the study:

1. What are the possible reasons (i.e., context, prior knowledge, etc.) underlying the
interactive decisions of experienced and novice teachers?

2. Are there any differences between experienced and novice teachers in their interactive
instructional thoughts and decisions?

a. Do experienced and novice teachers respond to certain student performance cues

in the same way?

b. Do experienced and novice teachers employ the same kind of teaching routines

in the class?
3.3.4. Methodology
3.3.4.1. Participants

Two experienced (with at least ten year teaching experience) and two novice EFL
teachers (with three years or less teaching experiénce) voluntarily participated in the study.
All the participants were female EFL teachers teaching at the ELT Department of
Education Faculty at Cukurova University. They have all been teaching at the department
since their initial teaching experiences. Their ages range from 25 to 45. The average year of

teaching for experienced teachers is 15, whereas it is only 3 years for novice teachers.
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3.3.4.2. Data Collection and Instruments

The data were collected through video-taping procedure, stimulated recall
technique, audio-recording, hypbthetiéal situaﬁons, ,Iessoii plém's,Aand snakes. 'fWo—hour '
classes for each teacher were videotaped only once. Prior to video-taping procedure, each
participant was asked to choose a class to be videotaped and submit us a lesson plan of that
class. The video-taped lessons were Linguistics, English Literature, Reading and Study
Skills, and Listening and Speaking. We coded the video-tapes to identify and categorize
student performance cues and interactive decision points, using a standard classification
scheme adapted from Fogarty et al. (1983) (see Appendix 4).

In the stimulated recall sessions, each teacher was shown her teaching and invited
to comment on her instructional actions and recall thoughts and decisions they made during
the class. The teachers were asked to stop the tape at any point they recall any thoixghts or
decisions. In the case the particiﬁants did not stop the video-tape at a possible decision
point identified before, we stopped the tape and asked whether she made a decision at this
point or not. We also asked a set of probe questions to find out the effects of possible
factors on their interactive decision making behavior.

During the interviews the participants were asked probe questions to go deeper into
the participants' response such as Why did you act like that? Patton (cited in Cabaroghu,
1999) distinguishes among three types of probe questions as clarification, detail oriented
and elaboration probes: the first refers to clarifying ambiguous points (i.e., Would you
please clarify what you mean here?). Moreover, non verbal behaviors of the teachers were
also noted to be noticed while interpreting the audio recorded data., the second is used to

fill in the blanks in the responses (i.e., How do you know that?), and the last type allows the
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respondent to talk or comment more on the issue (i.e., Would you please comment more on
your behavior?):

A cpnstmct}ve technique, the snake was used to promote reflection on critical
incidents in the life history of the participants. Hypothetical situations ~'ff...what

statements- were also employed in the study to investigate the issue in-depth.
3.3.4.3. Data Analysis

A standard classification scheme was adapted from Fogarty et al. (1983) (see
Appendix 4) to classify student performance cues, instructional goals, prior knowledge, and
teachers’ instructional decisions in the video-taped lessons. Content analysis was conducted

for the analysis of the stimulated recall interviews.
3.3.4.3.1. Student Performance Cues and Instructional Actions

Table P3.1. Student Performance Cues Utilized by Experienced and Novice Teachers

Student Performance Experienced Teachers Novice Teachers
Cues A (25)* B(28) Total | A(23) B (21) Total
% % % % % %
Deficient Response 34 37 355 | 13.04 6.41 9.72
Initiation 1 26 20 23 42.76 49.61 46.18
Errors 24 18 21 13.77 14.18 13.97
Attention 16 25 20.5 | 3043 29.80 30.11

*NOTE: The total number of the cues is given in the parenthesis.
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Percentage frequencies of student performance cues are displayed in Table P3.1. As
shown in the tablg, there are both individual and group differences in the use of student
performance cues by ,the participants. Experienced teachers utilized Deficient Responses
more than any othe; category. Furthermore, experienced 't'eachers.were séen to employ all
the categories almost equally. Novice teachers, on the other hand, made use of Initiations
more than any other category, which covered almost half of the performance cues reported
by the novices. The second most frequent cue was seen to be the category Attention among
novice teachers. In contrast with experienced teachers, the novices reported the category
Deficient Responses as the least frequent cue category when compared to the other cue

categories.

Table P3.2. Instructional Actions Implemented by Experienced and Novice Teachers
for Student Performance Cue Categories

Student Performance Cues
Instructional |Deficient Responses | Initiations Errors Attention
Actions Exp.  Novice |Exp. Novice |Exp. Novice |Exp. Novice
% % 1% % (% % |% %
Gives 6.25 20 0 8.69 |37.5 20 0 0
Feedback
Explains 21.25 40 0 17.3912.5 0 334 13.30
Checks 41.25 20 0 434 |50 20 16.7 40
Knowledge
Focuses 12.5 40 50 13.04 |0 40 334 334
Attention '
App, Ex,or P [18.75 0 25 26.08 |0 10 0 0
Elicits, and 0 0 25 30.43 10 10 16.7 134
Incorporates
Input
Manages 0 0 0 0 0 0 0 0
Total number {16 5 4 23 8 10 6 15
of the actions
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As observed in Table P3.2, some differences appeared among the instructional
actions employed by experienced and novice teachers in response to specific cue
categories. For instance, in regard to Deficient Responses, experienced teachers were found
to employ the category Checks Knowledge more than any other category, whér’eas the
novices appeared to equally employ the categories Explains and Focuses Attention more
often than any other category. Mf;reovcr, experienced teachers employed the category
Applies, Extends, and Plans with a frequency of 18.75 %; however, the novices did not
implement this category at all in response to Deficient Responses.

As for the category Initiation, experienced teachers were not found to employ the
categories, Gives Feedback, Explains, and Checks Knowledge; novice teachers, on the
other hand, utilized these categories with a combined frequency of 10.15. The most
frequently employed category for Initiation in the group of experienced teachers was
Focuses Attention (with a frequency of 50 %), whereas it was Elicits and Incorporates Input
for the novices.

In response to another student performance cue category, Errors, experienced
teachers implemented the Checks Knowledge (with a frequency of 50 %) category more
frequently, while the novices employed the Focuses Attention category more often than any
other category. It is interesting to observe that novice teachers employed a wider range of
instructional actions when confronted with the instructional action categories Initiation and
Errors. As for the last student performance cue category, Attention, experienced teachers
utilized the categories Explains and Focuses Attention more frequently, while the novices

utilized the category Checks Knowledge more frequently.
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As for the similarities, both groups did not implement any management related

actions in response any student performance cue category reported in this study. Moreover,

"in regard to De‘ﬁc_iegt Responses, both the experienced and the novice did not implement
the cat:e'gory Elicits Inpui. Another finding revealéd that neither group responded to the
category Attention with the instructional action categories, Gives Feedback and Applies,
Extends, and Plans, which supports earlier findings reported by Fogarty et al. (1983).
Overall, the categories, Checks Knowledge, and Focuses Attention were found to be the
most frequent instructional actions among the participants in response to student
performance cues.

Different and interesting combinations of student performance cues and
instructional responses to those cues were observed during the study. For example,
Experienced Teacher A completely changed the content of the lesson on the spot, regarding
the student performance cues, as follows:

“Teacher A: What are the bilabial sounds? (Checks Knowledge)
The class: No answer (Deficient Response )

Teacher A: Bilabial sounds are ......... ( Explains ). OK! Today we are going to

study bilabial sounds instead of phonological development.

At the interview, she commented that she had planned to study phonological
development of children in that class; however, she realized that the students were not able
to describe English sounds they had just started studying. Therefore, on the spot, she

decided to change the content of the lesson.



Another example can be given from the class of Novice Teacher A:

“Teacher: Do you remember the characters in the novel?

(Checks Knowledge)

The class: Housewives (Error)

Teacher: Only housewives? ( Focuses Attention)
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Teacher: There are some other people working in the house. (Elicits Input)

The Class: And ... (Initiation)

In the preceding example, the teacher employed an error correction strategy since

she could not receive the correct answer: She first directed the students’ attention on the

error and then encouraged the students to initiate a conversation to find the correct answer.

These two examples show that both the experienced and the novices were capable of

identifying student performance cues and implementing appropriate instructional actions in

response to these cues.

3.3.4.3.2. Instructional Goals

Table P3.3. Instructional Goals Reported by Experienced and Novice Teachers

Instructional Goals Experienced Teachers Novice Teachers

A(26)* B(26) %ofgoals | A(22) B (30) % of goals
Student Motivation/ + + 23.07 + + 15.14
Involvement .
Student Understanding + + 23.07 + + 21.96
Social/Affective Development] + ~+ 13.46 + + 16.81
Group Management + + 15.38 + + 16.02
Curriculum Integration + + 9.61 + + 15.75
Development of + + 13.45 + + 6.21
Language Skills :
Subject Matter + + 7.3 + + 21.69

* Note: Total number of instructional goals reported by each participant is given in parenthesis.
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Table P3.3. displays information on the instructional goals the participants
considered during their teaching in the class and mentioned at the stimulated recall
interviews. ’I‘hej p’lug (+) indicates that the participant considered that specific goal at least
once dliring‘.her teaching. Table P3.3. shows fhat both gréups considered each goal at least
once but with a difference in their appearance frequencies.

As shown in Table P3.3, experienced teachers considered Student Understanding
and Student Motivation / Involvement more often than any other goal category, whereas the
novices appeared to prefer the goal categories Student Understanding and Subject Matter
more frequently. This indicates that regardless of their expertise level, the participants
reported the goal category Student Understanding as one of the most important
instructional goals they considered during their interactive teaching. However, Subject
Matter which was reported as one of the most frequent goal categqﬁes by the novices was
found to be the least frequent category among experienced teachers.

Another interesting finding shows that novice teachers were much more concerned
with combining the old and new information (i.e., Curriculum Integration) while making
interactive decisions. Nevertheless, experienced teachers were seen to consider the
development of language skills more often than the novices. It also appears that while the
teachers reported considering a wide set of instructional goals as a basis for their interactive
decisions, they considered these specific goals at different times in the class.

Both groups were seen to be capable of considering more than one
instructional goal at a time. However, experienced teachers attended to multiple

instructional goals more frequently than the novices.
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The following excerpt from the class of Experienced Teacher B may illustrate the
multiple use of instructional goals very well:

" “Teacher: Do you know any sleep disorders?(Checks Knowledge)
The class: No answer(Deficient Response)

Teacher: Okay! Some of the sleep disorders are imsomnia and snoring

(Explains) " Let’s write these words on the board (Focuses Attention).

Experienced Teacher B commented on her behavior as follows:

“ I just wanted to introduce some kind of vocabulary because they were not
Jamiliar with such words as imsomnia and snoring.”

In the preceding example, the teacher pursued two different instructional goals
while accomplishing that action: Development of Language Skills and Subject Matter
because she tried to teach both the lesson content (j.e., sleep disorders) and the spelling and
pronunciation of these words.

An example for the goal category Group Management was found in the class of
Novice Teacher A. She read aloud some lines from the novel to show the part describing
the boy’s diving in the novel they were reading. She said she did it knowingly:

“I decided to read these lines Jfrom the novel so that the students could easily
Jollow and find that part in the novel. ”

Another excerpt from the class of Novice Teacher A clearly shows the relationship

between the student performance cues, instructional actions, and instructional goals:

“Teacher: What kind of description is it? (Checks Knowledge)

The class: No answer (Deficient Response)

Teacher: Is it a figure of speech? (Extends & Focuses Attention)

The class: Correct answer.
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Novice Teacher A explained the reason behind her decision as follows:
‘:Since they could not answer the question at first, I decided to provide some
’ cluef to ﬁnd the correct answer because 'they'seemgd not to realize what I
was asking at that moment. I knew that they could ;lnswer’ the questio;z' .
because they should have studied it before.”
This excerpt is an example for the consideration of multiple goals among the
novices during their ongoing instruction. In her comment, the teacher reported considering
both Student Understanding and Curriculum Integration at the same time in making that

decision.
3.3.4.3.3. Prior Knowledge

Table P3.4. Prior Knowledge Categories Reported by Experienced and Novice Teachers

Types of Prior Knowledge Experienced Teachers | Novice Teachers
A(20)* B(26) Total% | A(17) B (22) Total%

Pedagogical Principles + + 37.30 + - 38.48
Student History + + 23.46 + + 17.94
Academic Skills n ¥ 1076 | + + 3348
Knowledge + + 11.34 + - 11.09
Preferenceé o+ + 10.76 - - 00
Important Content + + 6.34 - - 00

*NOTE: Total number of prior knowledge categories for each teacher is given in parenthesis.
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Another dimension of teacher thinking and decision making is displayed in Table
P3.4.- prior knov‘vledge the participants recalled during their in-class teaching. Overall,
‘experienced teachcr§ were seen to consider a wider range of prior knowledge.A For example,
hovice teaChers.did not repoﬁ ihe categories, Impé’rtant Content, Preferences as é basis for
their interactive decisions, whereas experienced teachers were found to report these
categories with a combined frequency of 8.55. Moreover, only one of the novice teachers
recalled the category of Knowledge while commenting on her in-class actions.

As for the other categories, most of the reports for the prior knowledge by
experienced teachers were in the categories of Pedagogical Principles and Student History,
while the novices concentrated on the categories of Pedagogical Principles and Academic
Skills. That is to say, both groups primarily focused on Pedagogical Principles but with a
difference in their emphasis: Experienced teachers significantly preferred this category as
the most dominant oﬁe, whereas, novice teachers preferred the categories Pedagogical
Principles and Academic Skills almost in equal percentages.

Another remarkable finding is that the goal category Academic Skills was seen to be
one of the most popular categories among the novices, whereas it was the least frequent
category among the experienced teachers. The last category, Knowledge, received equal
percentages from both groups, which indicates that both groups preferred it in a moderate
degree.

Experienced Teacher B provided a good example for the utilization of Student
History in her decision making process: The main topic in that specific lesson was sleeping,
and she started a conversation with a student by asking the question “how many hours do
you sleep a day?” Then, all the students began to laugh, and the student answered the

question as “16 hours.”
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Later, at the interview, Experienced Teacher B explained the reason behind her
decision as follqws:

* % In the past, that student told me that he could sleep about 16 hours a day in
holidays. At that time, we laughed about it. Since today we v}ere going to
listen to a passage on ‘sleeping disorders’, I preferred to start with him both
to have some fun and to relate the lesson content to their daily lives.”

The other experienced teacher, Teacher A mostly emphasized Pedagogical
Principles while commenting on her instructional actions. For example, as a routine, she
was seen to summarize the previous lesson in Turkish not in English. She commented on
this routine as:

“If the students are able to express something in their mother tongue, this
means that they have internalized that information, and it is their own idea.
When you ask them to summarize some information in English, they usually
come up with memorizing.”

Another example of how teachers make use of Pedagogical Knowledge was
observed in the class of Novice Teacher B:

“Teacher: Yes, you please! (She gives a turn to a student.)

(Focuses Attention)

The student: Reducement (Error)

Teacher: Can you please repeat? (Focuses Attention)

You mean reduction ? (Checking Knowledge )

The student: Reduction ( Correct Answer)”
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Novice Teacher B commented on her behavior as follows:
e {]sually I do not provide the correct answer ; instead, I make them find the
. corref:t answer because if I correct them all the time, they will be very relax
whz'lekpeaking and do not control their speeciz all the time. » |
The same teacher asked what skimming and scanning were in subsequent questions,
and she received correct answers. The overriding concern of the teacher here was to
combine the new subject matter with the prior knowledge (i.e., Curriculum Integration)
because she said that these students took the prep class; therefore, they should have studied

these strategies- skimming and scanning- before.

3.3.4.3.4. Teaching Routines

Routines are well established teaching behaviors that are performed
automatically to cope with the classroom events especially with unexpected events. They
are usually employed without conscious thinking (Shavelson, 1983). Regardless of their
expetrtise level, all the participants reported using teaching routines at different points in
class. The most frequent routines reported by the participants are presented in Table P3.5.

below.



Table P3.5. Routines Employed by Experienced and Novice Teachers
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Experienceq Teachers
Greeting the student,s in Turkish,
Summarizing the pfevious 1ess§n,
Starting the lesson with something from the daily lives of the students,
Stating the aim of the lesson at the very beginning of the class,
Asking if the students have any questions in regard to lesson content,

Checking the attendance.

Novice Teachers
Greeting the students in Turkish,
Checking the attendance,
Checking homework,

Summarizing the present lesson at the end of the lesson ,
Summarizing the previous lesson,

Conducting warm up activities.

As shown in Table P3.5., the experienced teachers and the novices employ almost

the same kind of routines in the class such as greeting the students in Turkish,

summarizing, and checking the attendance; howéver, some differences were observed. For

example, experienced teachers started their lessons with something else rather than the

lesson content, whereas the novices jumped into the subject matter as soon as the class

began. Furthermore, the novices employed management related routines more frequently,

whereas the experienced teachers employed the routines which facilitate student

understanding and involvement more often.
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The present study also shows that teacher beliefs about how to behave in the class
affect the nature~of teaching routines and interactive decisions. For instance, Experienced
Teacher A tended to summarize each part of the lesson instead of summarizing the whole
lesson. She explains her behavior as follows: |

“In my opinion, this summarizing technique facilitates student
understanding because it enables the students to see the relationship

between that summarized part and the overall subject matter of that lesson.”

3.3.4.3.5. Discussion and Conclusion

The results suggest some major differences and similarities between experienced
and novice teachers’ interactive thoughts and decisions. As for the student behavioral cues,
experienced teachers primarily focused on Deficient Responses, whereas the novices
focused on Initiation. However, all the participants, regardless of their expertise level, were
seen to be able to identify student performance cues they came across in the class.

In response the student performance cues, the experienced teachers and the novice
differed in the implementation of the instructional actions to a great extent. Moreover, in
contrast with previous findings, the novices implemented a wider set of instructional
actions especially when confronted with Errors and Attention. Nevertheless, both groups
reported Checks Knowledge and Focuses Attention as the most frequent instructional
action categories in their overall interactive decision making processes. Moreover, neither
group implemented management related instructional actions in response to any student

performance cue.
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Among the instrﬁctional goals, even though the groups differed in the consideration
of different instr‘uctional goals while teaching in the class, the category Student
Understanding appeflred to be one of the domjpantgoal categories in Vboth groups.
Moreover, in line with the eai‘iier findings, é);perienced teachers attend to multiple
instructional goals more frequently than the novices. As for the prior knowledge,
experienced teachers employed a wider range of prior knowledge about Pedagogical
Principles, Student History, Academic Skills, Important Content, Knowledge, and
Preferences during ongoing instruction. However, both groups reported Pedagogical
Principles as the most frequent prior knowledge category affecting their interactive decision
making.

Both the experienced and the novice employed a well established set of teaching
routines during ongoing instruction. However, the novices employed management related
routines more frequently, whereas the experienced teachers employed the routines which
facilitate student understanding more often. The study also suggests that teacher beliefs

about their teaching have a considerable effect on their decision making process.
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3.3.5. Implications of the Pilot Study for the Main Study

3.3.5.1. Aim and Scope of the Study

The pilot study yielded invaluable rich .qiialitative data beyond the research
questions investigated in the pilot study; therefore, more research questions were involved

in the actual study to make use of the data gathered in the actual study.
3.3.5.2. Instruments and Data Collection

First of all, the pilot study familiarized us with the use of video-tapes in terms of
how to use the video-tape appropriately, how and where to stand in the class, how to
focus on the interactions between the teacher and students, classroom seating
arrangement and teachers’ nonverbal behaviors. Moreover, the students in the pilot study
were observed to be anxious during the video-taping procedure in the pilot study;
therefore, they were told that it was just a kind of academic investigation focusing on
their teachers’ actions rather than a formal assessment criterion. Furthermore, we
realized that the video camera may have produced some expected or unexpected effects
on the observable in-class behavior of the students and teachers. That is to say, they may
have acted differently in the videotaped classes due to the video-taping procedure.
Nevertheless, as stated in the relevant literature (Résen’stcin, 2002), the students were
observed to act self-consciously in the class for ten or fifteen minutes and then we and
the camera faded into the background.

Secondly, through the pilot study, we got familiarized with the stimulated recall 5
technique which we had never employed before. Moreover, we learnt when and how to

conduct these interviews after the video-taping procedure and how to prepare the
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questions to be asked at the interviews more appropriately. We also realized that we were
asking some leading questions at the stimulated recall interviews to elicit the reasons
behind the actions of the participant teachers. Therefore, we have reviewed the relevant
Titerature to see the nature and types of the questions asked in other suc;h studies and tried
to modify our questioning style. In addition, regarding the participants’ comments, we
have reformulated our interview questions in terms of wording, clarity, and scope of the
actual study. Piloting has also helped us to estimate the average time length for the
stimulated recall interviews. Besides, we have observed that length of the interviews and
quality of the data can be affected by the work schedule and personality of the participant
teachers such as being shy, relaxed, talkative, etc.

Thirdly, we have noticed that some terms such as theory and interactive decision
were vague or different for some of the participants due to their different methodological
backgrounds. Therefore, we have decided to clarify such terms whenever needed
throughout the actual study to obtain more reliable data. Regarding the lesson plan,
participants in the pilot study were seen not prepare any wriiten lesson plan; therefore,
we have prepared a written lesson plan outline to be completed by the teachers before the
video-taping sessions in the actual study.

Fourthly, we used policy capturing (i.e., hypothetical situations) and diaries in the
pilot study. However, with regard to the comments made by the participants and some
other competent researchers in the area, we have decided to withdraw these two
reflective data collection tools in our study. Moreover, the stimulated recall and semi-
structured interviews proved to provide a large amount of data about interactive thoughts

and decisions of teachers.
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We have also learnt how to conduct the snake activity to gain information about the
learning and teaching background of the participant teachers and any other significant
event that'may have contributed to their teaching until that time. Lastly, we have become
aware of our iveaknesses and strengths in conducting: each data collection tool
throughout the pilot study. Thus, we have had confidence in conducting these data

collection tools to gather data in the actual study.
3.3.5.3. Data Analysis

The pilot study has also provided valuable insights into the analysis of the actual
study findings. A classification scheme, developed by Fogarty et al. (1983) (see Appendix
4), was used in presenting the results in the pilot study. The comments on the analysis of
the findings have indicated that the scheme is appropriate for the actual study to display the
data both quantitatively and qualitatively. The pilot study has also revealed that the data
should be presented both quantitatively and qualitatively since the former will certainly
provide an overall idea about the scope of the study, and the latter will provide a more in-
depth and extensive analysis on the bases of the categories given in the quantitative part.
Moreover, throughout the pilot study, the need for an appropriate statistical calculation has
arisen to support the quantitative data scientifically. Therefore, with regard to the nature of
the quanfitative data, chi-square test (X°) seems to be an appropriate analysis method for

our study.

In the following section, the research design for the main study will be presented in

detail.
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3.4. The Research Design

Among different kinds of data, a basic distinction between the quantitative (i.e.,
numbers) and the qﬁalitaéivé .A(i..e., words) may be recogmzed, which wiil dgtezfmine toa
great extent how data will be collected and analyzed. The collected data may sometimes
reflect both types, though either the qualitative or the quantitative may predominate.
However, this distinction is not so clear in all cases, and both approaches provide a well
representation of reality of participants. The qualitative approach provides more details
about the participants under consideration, while quantitative approach offers more
precision, but both provide only partial description. However, these approaches have a
tendency to shade into each other since it is very rare to find a research report which does
not include numbers and words together. Moreover, in some cases, qualitative data can be
quantified, and similarly, quantitative data can be qualified. Therefore, a research design
can be eclectic in such studies (Blaxter et. al, 1996; Seliger & Shohamy, 1989).

Qualitative research is concerned with describing phenomena that occur naturally,
without intervening any experiment or an artificially contrived treatment. Furthermore,
qualitative research is heuristic but not deductive since few decisions, if any, regarding
research questions or data are made before the research begins. The ultimate goal of
qualitative studies is to discover phenomena and understand those phenomena from the
perspectives of the participants involved in the activity; therefore, qualitative studies reflect
subjective data, whereas quantitative studies provide objective data which are free from the

bias (Borg & Gall, 1989; Creswell, 1994, 1998; Seliger & Shohamy, 1989).
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This study is mainly designed as a qualitative one singe it aims to collect and
analyze the data from the perspectives of the participant teachers. However, the qualitative
data will also'be qua’ntiﬁed to provide a general overview of the ﬁfequencies of different '
‘decision types and some other emerged céteg’orie# throughout the study. Therefore, an
eclectic approach, a combination of qualitative and quantitative approaches, is adopted in

designing the present study.
3.5. The Research Context

The study was conducted at the Foreign Language Center (YADIM), Cukurova
University. The center provides an extensive English language learning program for the
students of Cukurova University. The program is a thirty two-week course which includes
four blocks, each of which lasts eight weeks. The proficiency level of the students is
determined as Beginners, False Beginners, and Pre-Intermediate through a standard
proficiency exam at the beginning of the year. Therefore, the syllabus the teacher follows
(see Appendix 7 and Appendix 8) and the exams given to the students in each block change
according to the proficiency level of the students. All the quizzes and exams for all level
students are prepared by the testing unit, and teachers are responsible only for conducting
and evaluating the exams properly.

The students at this center are grouped into two broad categories as undergraduate
and graduate. Undergraduate students are those who have just entered the university and
whose age range between 17 and 25, whereas graduates are those who graduated from a
faculty and attend there as a compulsory requirement of their Master Program. Their ages
range between 21- 35. Both groups should successfully complete the program to be able to

attend the courses in their own department in the following year.
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Totally, 65 teachers graduating from different universities and having different
teaching experiences have been teaching at YADIM. Some of these teachers are attending
post graduate'programs (i.e., M.A. aqd Ph. D) in ELT offered by Cukurova University or
diﬁ’ere:ﬁt universities. Rééarding the nature of the courses, afl éoursés bintegrate four skills:
Reading, Writing, Listening, and Speaking. Moreover, two or three teachers teach the same
class and each teacher starts her or his lesson from the point where the other teacher has
left. Therefore, some committees such as Syllabus and Grammar are established, and the
committee coordinators hold weekly meeting sessions with all the teachers to see whether
everything is going well regarding the teaching order teachers should follow in every block.

As for the facilities, YADIM has a self access room, library, a meeting room, a
material production unit (MPU)), testing unit, teacher training unit, and video rooms. Some
teachers are responsible for these units_ and therefore, they are given no teaching duties or
their teaching duties are reduced. BeSidcs, teachers do not usually prepare teaching
materials since they can borrow their materials from the material production unit on daily

basis.
3.6. Participants

The participants of the study are EFL teachers who were, at the time of the study,
teaching at YADIM, Cukurova University. The participants were selected by a
convenience sampling strategy. In other words, the nearest teachers were chosen as the
participants of the study so that we could collect the data easily and reach the participants
whenever necessary. In addition, stratified random sampling was employed because of

the subgroups included in the study.
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The teachers in the study can be divided into two subgroups, novice and
experienced teachers, in terms of the years of experience teachers have. Novice teachers
are those who have, been teaching English for two years or less, and experienced teachers
- are those who have been feaching English at least for five years.

As for the number of the participants, 4 experienced and 4 novice teachers
participated in the study voluntarily. All the participants were female EFL teachers whose
ages ranged from 23 to 45. The average year of teaching for the experienced teachers was
15, whereas it was only 2 years for the novice teachers. Moreover, only one of the novice
teachers, Ece, had no prior formal teaching experiences at the time of the study. The other
novice teachers, Gamze, Zeynep, and Burcu had two years of teaching experiences. As for
their academic studies, apart from Gamze, all the novice teachers were M.A students at
the ELT Department of Education Faculty, Cukurova University at the time of the study.

Among the experienced teachers, Kumru was the most experienced teacher with 20
years of teaching experience. Moreover, she had been involved in different types of
academic studies till that time (see Appendix 10). For example, she had attended Aston
University Distance learning M.A program and Fullbright summer courses. In addition,
she had worked as a Cambridge University COTE tutor and organized School-University
Colloboration at YADIM. As for the other experienced teachers, Kezban and Merve were
not so interested in academic studies except some.in-.service teacher training courses
being held at YADIM. The last experienced teacher, Selen, had completed her M.A thesis
in ELT at the Education Faculty, Cukurova University. Kezban, Merve, and Selen were

teaching English for ten years at the time.
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3.7. Instruments

The qualitative method allows us to employ a variety of reflective data collection
t0§ls and_.met_hod;of analysis. Théfgfére, different reflective instruments were conducted:
throughout the study to collect more reliable and accurate data on the interactive thoughts .
and decisions of teachers : the stimulated recall technique, video-taping, semi- structured
interview, the snake, audio-taping of the stimulated recall sessions, transcripts of video
and audio-tapes, classroom maps, lesson plans, and teaching materials.

Data collection tools were chosen on the bases of their practicality, appropriateness
with respect to the nature, focus, and design of the study, methods of analysis, the research
context, and the characteristics of the participants. The extensive literature review on the
use of these tools has also clearly identified where, how and when to use these tools more
appropriately throughouf the data collection process. Most importantly, all these data
collection tools were piloted and closely examined prior to the main study so that the
weaknesses and strengths of each tool were identified. Moreover, the pilot study was
presented at an international conference, and the instrumentation part has been modified
with regard to the comments made on the study by expert researchers at the conference.

The design of the study determines the degree of explicitness of the data collection
tools. Field notes, records, diaries, observations, and open informal interviews or
conversations with participants are typical low degree data collection tools. These types of
data collection tools are mostly observed in heuristic/synthetic type of research, focusing on
understanding a phenomenon in its interactive environment where it occurs, without
isolating variables from the general context and without making precise pre-data collection

decisions. High degree data collection tools are, on the other hand, structured questionnaire,
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discrete point tests, formal interviews, and meta-linguistic judgment tests. Such data
collection tools involve the use of formal and structured type of data collection procedures
which deterrhine in advance the specific focus of the data that will be sought (Seliger &

| Shohamy, 1989). | . |

Regarding this classification, the data collection tools in this study are said to be low
degree data collection tools: the stimulated recall interview (see Appendix 1), semi-
structured interview (see Appendix 2 and 3), the snake (see Appendix 10 and Appendix
11), and video and audio-recording.

Similarly, Marton (1981) distinguishes between first-order and second order
research regarding the nature of the data obtained through the use of each instrument. The
former focuses on what people do, whereas, the second refers to how people perceive what
they do. That is to say, the distinction is based on the accounts of activity and behavior and
accounts of thinking and perception, which requires a shift in the research perspective.
Marton (1981) also claims that in first order research, we orient ourselves towards the
world and make statements about it. In the second perspective, on the other hand, we orient
ourselves towards people’s ideas about the world.

Table 3.1. presents the instruments used in the study together with their primary
aims and the research questions they answer. Moreover, the table also clarifies whether

these tools are first order or second order.



Table 3.1. Instruments to be utilized in the Study
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Seating Maps

the class behaviors of the teachers.

Instrument Aim Research |First order or
o ‘ ‘ questions | Second order
Snakes Method()flogicél triang'ﬁlat_io_n ~ 2 TFast &Second
To obtain objective data on the professional . "
background of the teachers
Semi-structured | To identify beliefs, learning and teaching theories of |2 Second
 Interview the participant teachets
Video-taping To video-tape what teachers and students do and how |1 First
they react to each other in the class; their oral language,
social interaction patterns, students’ work, and
teachers’ non verbal actions
Stimulated To evaluate how teachers think about what they do and |jall Second
Recall Interview | how they react to students’ actions in the class. To elicit
their beliefs, perceptions, and reasons underlying their |
in-class actions
Audio-taping To record the interviews for the analysis so that we can |le, 2,3 First
obtain permanent data
Lesson Plans and | To see the effect of lesson plans and teaching activities |4 First
Teaching on the nature of teachers interactive decisions.
Materials
Transcriptions of | To analyze the audio-taped data more practically all First
Audio-tapes without rewinding the tape recorder,
Transcriptions of | To enable us to analyze the video-taped data more all First
Video-tapes practically without rewinding the video-tape.
Classroom To see the effect of classroom seating arrangementon |2, 3 First
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3.8. Data Collection

Even though stimulated recall and video-taping were the primary data collection
tools of the ';.)res'ent study, some other tools were also émployed to g.ather‘ more gliable é,nd '
accurate data and to support the findings from different perspectives. Thus, the study has
yielded richer and more in-depth data on the interactive decisions and thoughts of EFL
teachers.

Table 3.2. ;’)rovides information about the date of employing a specific instrument,
research context, and whether the data were collected before, during or after in- class

teaching throughout the study.



Table 3.2. The Data Collection Schedule
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Research Context Before, During or
Date Instrument (YADIM) After Teaching
September, 2001 " .| Briefing [Meetingroom - |Priorto the data:
o collection process.
September, 2001 | Snakes In the office, alone | Prior to the first
video-taping.
October, 2001 Semi-structured Interview Offices of the teacher | Prior to the first
interview room video-taping.
November, 2001 | Video-taping 1 Classroom | During teaching
Stimulated Recall Interview 1 interviewing room After teaching
Audio-Taping 1 interviewing room | During the interview
December, 2001 | Video-taping 2 Classroom During teaching
Stimulated Recall Interview 2 office After teaching
Audio-Taping 2 office During the interview
January, 2002 Video-taping 3 Classroom During teaching
Stimulated Recall Interview Office After teaching
Audio- Taping 3 Office During the interview
Prior to each Lesson plans; teaching materials | Office Before teaching
Video-taping
March- August Transcriptions of Video and Video room & After the data
2002 Audio-tapes Library collection period
November, 2001~ | Classroom Seating Maps Classroom During teaching

January, 2002
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3.8.1. Briefing

Prior to the data collection procedure, we conducted a meeting with all the
bérticipants to ¢xp1;in fhé aim and .the complete procedure of the study as well as to answer
any question coming from them about the study. Moreover, all the participants were
assured about the confidentiality and anonymity of the findings; therefore, they were asked
to find a code name to be utilized throughout the methodology and data analysis part.
Furthermore, the p:artic ipants were told about the methods of data analysis roughly to
ensure that even the methods of data analysis would not threat them in any way. Finally, we
got their weekly teaching schedule and telephone numbers to contact with them whenever

necessary during the study.
3.8.2. Semi-Structured Interviews

Semi-structured interviews (See Appendix 2 and Appendix 3) were conducted with
each participant teacher separately prior to the first stimulated recall interviews to elicit
their regular planning procedures, use of routines, and any learning and teaching theories
underlying their in-class actions. Even though we used a pre-determined list of questions
(see Appendix 2 and 3), the participants directed the route of the interview with their
responses. In addition, all the semi-structured interviews were audio-taped and then
transcribed for practical purposes. Moreover, non-verbal behaviors of the teachers,
observed at the interview, were noted to be considered in the interpretation of the audio

recorded data.
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3.8.3. Video-Taping Procedure

Lessons for each teacher were video-taped, in random order, three times at regular
intervals in the same seniester: at the beginning, in the middlé, and at the end of the |

semester. The participant teachers were video-taped in their regular classes. Moreover,
prior to every video-taping procedure, they were asked to choose a class to be video-taped
and submit us a lesson plan of that class. While video-taping the classes, we tried to stand
only at one point while video-taping the classes in order not to distort the security of the
classroom environment; however, we sometimes had to move to record some classroom
activities better and focus on the teacher in some cases.

The class period was 45 minutes, and there were 20 students in each class. Some
classes were Graduate students, and some classes were Undergraduate students taking prep
class before attending their department as a full time student. Nevertheless, after the first
video-taping sessions, some special remedial classes for the students who got very low
grades from the first achievement were formed at YADIM. This change affected the study
procedure because three of the participant teachers had to leave their regular classes and
began teaching these remedial classes. However, since the study focused on the teachers
not on the students, they were observed in the remedial classes without changing anything

in the data collection procedure.
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3.8.4. Stimulated Recall Interviews

At the stimulated recall sessions, each participant teacher was invited to view her
own video-tap;:d lessons and rcéall her mner though’té »ax.ld. .decis:_ionstwhile _teaqhing.. The |
teachers were asked to stop the tape at any point they recalled any thoughts or decisions. In
the case the participants did not stop the video-tape at a possible decision point we had
identified beforehand, we stopped the video-tape and asked whether she made a decision at
that point or not. The participants were also asked to comment on their instructional actions
and explain why they chose to act in that way (see Appendix 1). By showing these video-
tapes to the participants, we also validated our interpretations of what had occurred in the
class.

Throughout the stimulated recall interviews, the teachers were informed about the
value of their honest responses and comments due to the qualitative nature of the study. It
should also be noted that the participants were really able and willing to articulate their
thought processes in relation to their in-class teaching, which yielded more reliable data
throughout the study. After each stimulated recall interview, the participants were asked if
they had anything to add apart from the issues discussed at the stimulated recall interview.
Moreover, their sudden reactions to the video-taped classes were noted throughout the
stimulated recall sessions.

Most of the stimulated recall interviews took place either on the same day or the
following day, but not immediately after the class in order not to distort the data obtained
through the stimulated recall procedure. That is to say, a considerable time length was left
between each video-taping session and following stimulated recall interview to elicit their

real interactive thoughts rather than reinterpretations of their thinking in the class.
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Furthermore, the interview schedule was arranged according to the teachers’ daily
teaching schedule so that they could attend the stimulated recall interviews comfortably.
Prior to the stimulated recall interviews, we coded the video-taped data to identify and
' clds#ify student performance cues, tea:chers’ instructiomﬂ responses to these cues, their
interactive decisions, and their concerns while making interactive decisions, adapting a
standard classificaﬁon scheme developed by Fogarty et al (1983) (sece Appendix 4).

Regarding the relevant studies in the literature (Fogarty et. al., 1983; Johnson, 1992,

1999), we tried to pose clear and meaningful questions to the participants, ask questions
including only one idea, use open-ended questions to elicit richer qualitative data without
challenging them (see Appendix 1, Appendix 2, and Appendix 3). In addition, we tended to
avoid asking biased or leading questions to have more objective data. The teachers were
also asked some probe questions to elicit more complete information on their interactive
actions and thoughts. Probes can be used for elaboration, explanation, clarification, and
completion of detail to go deeper into the participants' response. Patton (cited in Cabaroglu,
1999) distinguishes among three types of probe questions as clarification, detail oriented,
and elaboration probes. The first refers to clarifying ambiguous points (i.e., Would you
please clarify what you mean here?). The second is used to fill in the blanks in the
responses (i.e., How do you know that?), and the last type of probes allows the respondent
to talk or comment more on the issue (i.e., Would you please comment more on your
behavior?).

Preparative questions such as “Now, I would like to learn about or I want to ask a
question about” were also asked at the stimulated recall interviews so that the participant

had more time to organize her thoughts before the question was asked. Sometimes, without
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giving any warning, they were asked direct questions such as “I will ask you questions
about ...” whicl{ Patton (cited in Cabaroglu, 1999) calls as direct announcements.

We tried to talk less than the teachers at the interviews to gather more information
on their interactive fﬁbughfs and dec isioné. Moreover, we arranged 'the stimulated recall
interviews such in a way that most of the complex and controversial questions were asked
for the latter part of the interview after the rapport between we and the respondent had been
established. In addition, we tried to use a conversational mode throughout the stimulated
recall, communicating empathy, encouragement, and understanding to create a trustful and
relaxed atmosphere.

All the interviews either stimulated or semi structured, were audio-taped. Therefore,
we were controlling both the audio-tape and video-tape simultaneously throughout every
stimulated recall procedure. Most importantly, we assured the teachers that the study would
yield valuable insights into their teaching in order to make the participants develop positive

feelings toward the data collection procedure employed in the study.
3.8.5. Snakes

A constructive technique, the snake was used to find out whether personal and
professional backgrounds of the participants affect their interactive decisions.

Prior to the data collection procedure, each participant was asked to draw a snake
chart and remark the critical incidents contributing to their teaching profession (see
Appendix 10 and Appendix 11). Therefore, all the participants were explained how a snake
chart was drawn by showing them some samples obtained from the other studies. In this
study, snakes were not analyzed separately; however, they were used as prompts during the

stimulated recall sessions while interpreting the video-taped data. Another purpose behind
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the use of the snake in the study is to triangulate the data obtained through stimulated recall

interviews.

3.8.6. Leasso;rhﬁﬁ 'énd ’I"each'.ing.Materials .

Lesson plans cover the objectives of a class, the teaching materials, the processes
planned to accomplish those objectives, the timing and pacing of the activities, and the
expected roles of the te;zcher and the students in the class. Teaching materials, handouts and
syllabus are also ;:xamined in classroom based research to examine the factors affecting the
in-class teaching of the teachers (Freeman, 1998).

As mentioned earlier, the participants were asked to submit the lesson plan of the
lesson to be video-recorded; however, the participants were found not to prepare any
written lesson plan due to the fact that each teacher starts teaching from the point her
partner leaves. To overcome such a drawback in terms of the research design, we had
developed a model of lesson plan to be filled by the teachers (see Appendix 5 and
Appendix 6). We also made a file of the teaching materials, handouts and worksheets given

to the students in each class, and the teaching orders (see Appendix 7 and Appendix 8).
3.8.7. Classroom Maps and Seating Arrangements

Classroom maps are the visual representations of how space and movement work in
the classroom. They indicate the location of people, desks, windows, and other relevant
items and also show movement patterns of both teachers and students in the class (Day,
1990; Freeman, 1998). Classroom seating arrangements, which were in circle shape at the

time of the study, also serve as one of the data collection tools in the present study.
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3.8.8. Transcriptions of Video-Taped Classes and Audio-Taped Interviews

We transcribed both the video-taped classes and audio-taped interviews in order not
to deal with the vidéo and audio-tapes while analyzing the data (see Appendix 9).

Moreover, these transcriptions constituted the bulk of the data collected in the study.
3.8.9. Problems Encountered

As inall st’udies, some expected and /or unexpected problems emerged throughout
the study. For example, the teachers sometimes postponed the video-taping sessions
without giving any early notices or excuses. Moreover, sometimes, we could not find an
appropriate place to conduct the stimulated recall sessions since each room is designed
specially for some specific academic meetings or learning activities at YADIM. Therefore,
majority of the interviews were conducted in the offices of the participants which they
share with three colleagues. However, we were lucky since the officemates of the
participants were really polite and tolerant during the interview sessions. In some cases, the
participants required us to be very quick in conducting the interview because they had
something else to do after the interview. In such cases, we preferred to divide the interview
session into two reasonable parts or completely postpone it to a closer date in order not to
lose anything from the quality of the collected data. Since we knew the research context
and the participant teachers very well, it was not so difficult for us to fit in the research
context.

The most difficult part of the study was to transcribe almost 60 cassettes- 30 video-
taped classes and 30 audio-taped interview data. It took almost a whole year to transcribe

and code the gathered data in the study. It was really hard work since the whole class period
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—45 minutes- were completely videotaped in all the sessions regarding the teacher and
students’ verbal‘ and non verbal bebaviors, and their interaction patterns throughout the
lessons. Therefore, it seemed that the study would take several years more while
tfénscribiﬁg the data. Apai't from the backachés, headaches, and ﬁéhed eyes, we could not
sleep properly for a while since we had to watch the video-camera cassettes for eight hours

a day for two months. -
3.9. Ethical Considerations

Ethical issues may arise throughout a study due to some possible sources: the nature of
the research itself, the context for the research, the procedures to be adopted, the data
collection methods, the nature of the participants, the type of the data collected, and what is
to be done with this data. Any kind of research has the potential of raising ethical issues or
considerations; therefore, every researcher owes a duty to him or herself as a researcher, as
well as to other researchers and to the participants of the research and the audience for the
research, to exercise responsibility in the processes of data collection, analysis and
dissemination (Borg& Gall, 1989; Eichelberger, 1989).

Ethical research means that researcher should get the informed consent of those they
are going to interview, question, observe or take materials from. Moreover, it also covers
reaching agreements about the uses of the data, and how its analysis will be reported and
disseminated. Problems associated with ethical considerations concern conflicts of interest
between the demands of confidentiality or anonymity, and those of legality or
professionalism. This conflict can also be observed between the desire of the researcher
who would like collect as much good data as s/he can and the wishes and demands of the

participants (Borg& Gall, 1989; Eichelberger, 1989).
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Another ethical consideration, confidentiality is demanded about how to use the
material collected. That is to say, after collecting the data, the participants should be
ensured that no one el;e can reach the collected data except the researcher and co
investigatdrs. The participants should also be explained the reésons for conducting such a )
research, and its value and possible outcomes. Besides, the participants should be informed
about every aspect of the study that might affect their willingness to participate.

Another consideration is that participants should have the right to withdraw from
the research or decline to participate in at any time throughout the study. Moreover, the
researcher has the responsibility of protecting the participants from physical and mental
discomfort, harm, and danger which may arise due to research procedures (Blaxter et al,

1996; Borg & Gall, 1989; Cohen & Manion, 1994; Eichelberger, 1989).
3.9_.1.' Ethical Considerations in the Study

All the teachers were mature enough to decide whether to participate in the study or
not. In briefing, they were ensured that they had the right to withdraw from the study at any
time they wanted. Moreover, the aim of the study, the data collection procedure, and
methods of analysis were explained to them in detail. They were also promised that the
collected data would be kept confidential and anonymous at various stages of the study:
data collection procedures, analysis, reporting findings. For this reason, their names were
removed from the data, and the participants were asked to choose code names to be used
throughout the study.

Above all, the participants were treated with respect. In addition, they were
reminded that their cooperation was essential to obtain more fruitful data on their thinking

process. Finally, we got official permission from the administration of YADIM to conduct
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the study there and benefit from the available facilities throughout the data collection

procedure.
3.10. Data Ahaly;sis '
3.10.1. Data Analysis Procedures and Strategies for Testing the Findings

The methods of data analysis will primarily depend on the nature of the research
problem, the desién of the study, and the type of the data collected. Drawing patterns,
applying schemes, and categorization are some of the techniques applied in the analysis of
qualitative data. In qualitative data analysis process, the researcher looks for commonalties,

regularities, or patterns across the data available (Seliger & Shohamy, 1989).
3.10.1.2. Grounded Approach versus A Priori Approach

Figure 3.1. illustrates two basic approaches to data analysis: grounded and a priori
approaches. In the first approach, the analysis is grounded in what is in the data, whereas,
in the second approach, pre-existing or priori categories usually gathered from the relevant
studies and literature are applied to the data. No matter which approach you carry out, when
you name what you see in the data, you take the first step in deciding what the

interpretation will eventually be (Freeman, 1998).
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Outliers

NAMING/KEY
IDEAS & CONCEPTS

GROUPING /
CATEGORIES

Outliers

The numbers (1-3) mark the path of grounded data analysis:
It starts with naming, then moves to grouping (1), finding
patterns (2),and displaying (3).Outliers generally occur in the

grouping stage.

The letters (A-C) mark the path of a priori data analysis:
It starts with established categories and organizes them into a basic
display (A), than names by category (B), and finds patterns ( C), in
the display. Outliers generally occur as relationships are identified
among categories.

FIGURE 3.1. Grounded and A Priori approaches to data analysis (From Freeman, 1998)

In the grounded approach (i.e., inductive), the interpretation is build upon on what
you are seeing ‘in the data. That is to say, the names and categories evolve as you work
through the data. Once the categories have emerged, they are applied to the remainder of
the data to refine categories and discover new commonalties and patterns. Therefore, this
type of approach is descriptive and exploratory in nature. Besides, grounded theory
involves a cyclical or spiral perception of research process in which data collection and data

analysis take place in close conjunction and feed into each other (Blaxter, et al., 1996).
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In contrast, in a priori approach (i.e., deductive), a set of pre-determined names and
categories will be ‘employed to analyze the data. In other words, the data will be analyzed
with an ordering system of categories that already exist. A common kind of anglysis_ seen in.
an a priori approaci) is measuriﬁg quantities or countihé mstances in the data to name what
is in the data. This system is designed either out of a conceptual framework or from the
specific research questions (Freeman, 1998; Seliger & Shohamy, 1989).

Qualitative approach emphasizes the grounded theory since it will more accurately
reflect the data (Borg & Gall, 1989). The qualitative data analysis includes four elemental

activities: Naming, grouping, finding relationship, and displaying (Freeman, 1998).
3.10.1.2.1. Naming

The process of labeling the data in some way is called naming, and the emerging
labels are called codes. In this process, the items or groups are assigned codes to simplify
and standardize the data for analytical purposes and direct further analysis. Codes can differ
in size such as words, phrases, sentences, and paragraphs (Blaxter, et al., 1996).

The codes in any qualitative research are originated from three basic sources:
categories outside the data, the data themselves, or the categories created by the researcher.
The first category enables the researcher to code the data in relation to the setting, the
research question, previous research and so on. As for the second source, the researcher
may code the data by using the terms emerged in the data. Finally, the third category covers
the names given by the researcher to patterns she or he sees in the data. The second and
third categories are called grounded codes since they are rooted in the data collected,
whereas the first category codes are called a priori codes since the codes come from outside

the data (Freeman, 1998).
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In the case codes emerge throughout the analysis, they can be either named as they
are articulated by the participants or by assigning inductively generated categories. The
former is called as in vivo-codes (Strauss, 1987) or emic level codes (Miles & Huberman,
1994).The latter is called as sociologically constructed codes (Strauss, 1987) or etic level
codes (Miles & Huberman, 1994). Emic is what insiders know; etic is what outsiders see

(Coffey & Atkinson, 1996; Freeman, 1998).

3.10.1.2.2. Defining and Testing Codes

The identified codes should be operationally defined to make the meaning of each
code clear and distinct for both the analysis part and the reader since some codes may seem
ambiguous or different for some people due to their different experiences or insufficient
knowledge in that area. Therefore, all the coded data should be organized under each code
with their operational definitions. Codes are continually tested throughout the analysis
process. In the case, the codes are seen to be ill-fitting and inapplicable; they can either be

omitted or redefined throughout the analysis process (Freeman, 1998).

3.10.1.2.3. Grouping

This stage covers reassembling the names the researcher is giving to parts of the
data by collecting them into categories. As with codes, the categories can also be grounded,
emerging from the data, or they can be a priori from outside. Grouping the names starts
creating a structure around the data, like the scaffolding on a building while being
constructed. Thus, an interpretation of the data that accounts for what is going on in them

emerges (Freeman, 1998).
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3.10.1.2.4. Finding the Relationships and Patterns

Aﬁerwards, the patterns among the categories are 1dent1ﬁed to strengthen that
structure. Whlle grouping, one should see which codes are hke each other and which thmgs
go together and which do not. Miles and Huberman (1994) call this process as clustering.
These patterns share a deep structure of three basic characteristics: superior\ subordinate,
co-occurring, and sequ;ntial or recursive.

Ina superi;)r \ subordinate relationship, something seems to cause, direct or include
-something else; for example, loosing one’s job makes some people angry or create a new
direction in their lives. The second one, co-occurrence emerges when one topic occurs in
data in relation to another topic. In the example given above, if the ones who are angry

because of loosing their jobs also report having financial difficulties, this will be a co-

occurring relationship. The third, sequential or recursive reiationship is based on patterns of

order and time, in which, one thing precedes or follows another. When the patterns go
linearly, the relationship is sequential, when it connects back to itself; it is recursive. For
instance, the daily or weekly class schedule is a recursive cycle; however, when the

curriculum is presented in a textbook, it is mostly organized sequentially (Freeman, 1998).

3.10.1.2.5. Outliers

It is critically important to look at what does not fit into the emerging structure of
the analysis while naming, grouping, and finding relationships in the data. The parts that
do not fit are called outliers since they lie outside the analysis. However, outliers will
provide valuable insights about your analysis since they clearly indicate whether our

interpretation is weak or incomplete, and how it should be redirected (Freeman, 1998).



142

3.10.1.2.6. Data Display

At this stage, the researcher is mainly concerned with setting out the patterns and
relationships s/he sées among the categories to make the interpretation conicrete and visible.
Such a process enables the researcher to see how the parts connect into a whole. Moreover,
data displays are both processes and products. That is to say, making them is as important
as having them completed. In making and remaking displays of data, the researcher is
refining the interp;’etations which fit the data in response to the research question and
inquiry. Data displays arc also dynamic and always open to rethinking and remaking.
These four categories naming, grouping, finding relationships, and displaying are
the basic elements of any data analysis. Even if you enter the process at different points
depending on your aim, the four activities will remain the same and stand in the same

relationship to one another (Freeman, 1998).

Apart from those four stages mentioned above, two more categories will be covered
in the analysis of the data in the present study; familiarization and selection (Blaxter et al.,

1996).
3.10.1.2.7. Familiarization

The researcher should get familiar with the data through familiarization process in
which s/he repeatedly reads the whole data. While reading the data, s’he should keep the
research questions and the purpose of the study in mind so that s/he can recognize new
issues more easily. Moreover, the relevant parts of the data can be underlined or

highlighted, and some parts of the data can be changed by addition of marginal notes and
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comments. Such a process may also draw attention to what is being concerned as more
important perhaps for later quotation. Therefore, familiarization process will act as the first

stage of the analysis in this study (Blaxter et al,, 1996; Miles & Huberman, 1994)..
3.10.1.2.8. Selection

Selection is a key process which the researcher relies on to manage the data
collected in his or-her study. Actually at this point, the researcher selects, for various
reasons, some interesting, significant, unusual, or representative examples of his or her data
to illustrate, emphasize, and discuss the argument; therefore, this process always reflects a
good deal of subjectivity. Selection is always the last component of the analysis since
selection of interesting or more fruitful examples can take place only after the completion

of the whole analysis process (Blaxter et al., 1996).
3.10.2. Quantitative Analysis

In the quantitative analysis of the findings, the classification scheme developed by
Fogarty et al. (1983) (sec Appendix 4) was adapted to classify student performance cues,
teachers’ instructional actions in response to these cues, their instructional goals, and prior
knowledge. Some new categories or sub categories, such as management factors, teacher
related factors, and institutional fact()rs, emerged throughout the analysis of the collected
data.

Moreover, the appearance frequencies and percentages of the categories for each
teacher were displayed numerically in tables to provide a general overview of the findings.
Statistical Package of Social Sciences (SPPS) for Windows, Release 12.0 was used to

calculate X2 values to evaluate the significance of the numerical differences found between
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the experienced and novice teachers in the study. Moreover, some excerpts from the video-
taped classes and interviews also accompanied the quantitative data to support the

quantitative data and the interpretation of the data.
3.10.3. Qualitative Analysis

In the qualitative part, the analysis of the data began after the first video-taping
observation and continued throughout the data collection period. That is to say, the data
were concurrently collected and analyzed because each stimulated recall session was an
integrated part of the analysis procedure. This also enabled us to check whether we were
gathering the data sufficiently and appropriately before the data collection procedure was
completed.

The qualitative data analysis procedure covers a combination of both a priori and
grounded approaches. That is to say, the categories sometimes emerged from the data, and
at other times, the analysis started with the pre-determined categories usually gathered from
the relevant literature (Bailey, 1996; Fogarty et al., 1983; Johnson, 1992, 1999). We looked
for the commonalties, regularities, or patterns across the data. The non-verbal message
conveyed by the participants, intentionally or non-intentionally, while commenting on their
in-class actions also contributed to the interpretations of the qualitative findings.

In the content analysis, as one part of the qualitative analysis, a scheme used by
Noakes (1995) was modified and broadened throughout the analysis (see Appendix 9).
Moreover, the categories developed by Bailey (1996) were adapted to classify and report

pure qualitative data obtained through semi-structured and stimulated recall interviews.
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The categories of Bailey (1996) are given below as follows:
Serve the Common Good
Teach to the Moment
Further fhc Lesson
Accommodate Students’ Learning Styles, Preferences, and Needs
Promote Students’ Involvement
Distribute the Wealth.

Furthermore, parallel to Westerman’s (1991) decision making models, interactive
decision making models of the experienced teachers and novices were developed in regard
to their video-taped and stimulated recall data. Finally, a graphic representation of student
performance cues and the associated instructional actions the teachers made in response to
these cues were also drawn for each teacher in the study.

To conclude this part, as Miles and Huberman (1994) state, social phenomenon is
rooted half in the mind of the people and half in the objective world. For this reason, the
aim of the study is to provide a bridge between the study findings, the participants, the

reader, and of course the researcher to develop a shared understanding.
3.10.4. Checking the Findings
3.10.4.1. Validity and Reliability

The results of the present study can be said to have reasonable confidence for some
reasons. First of all, each data collection tool served to find an answer to the specific
research questions investigated in the study (see Table 3.1.). Moreover, the appropriateness

of each data collection tool was tested in the pilot study. In terms of reliability,
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triangulation of the data collection tools in the study yielded some useful insights into to the
interpretation oi: the findings. Furthermore, triangulation helped us to see whether the
participant teachers were consistent in what they do and what they say.

All the teachers were videotaped m the same week to eliminate the threat of
teaching different units or points, which may have considerable effects on the content and
quality of the interactive decisions they make. Moreover, the stimulated recall interviews
were conducted in the same room for all the participants, using the same design for all the
participants throughout the study. Above all, the stimulated recall data were elicited from
the participant teachers separately so that the participants could express themselves more
easily and were not affected from the comments given by the other participant teachers.
Besides, the participants themselves directed the route of the stimulated recall interviews,
which has provided much more fruitful data. That is to say, the. participants themselves
were given the opportunity to stop the tape and reflect on their actions whenever they
wanted or thought they had made an interactive decision. All the participants were also
seen to be really open and honest in their comments at the stimulated recall interviews and
in their informal post-reflections they had with us after the interviews.

As for the size of the sample, the data were collected from a large sample of the
teachers to be able to generalize the results more easily. Moreover, the teachers were
videotaped in their regular classes three times, and subsequently they were interviewed
three times in the following stimulated recall sessions to check the consistency of the data

gathered from the participants.
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3.10.4.2. Researcher Effect

The researcher may influence both the situation and the participants or s/he can be
affected by the research setting since s/he spends a great deal of time there (Miles &
Huberman, 1994). To eliminate such biases in this study, the participants were explained
the purpose and data collection procedures of the study in detail. Keeping the research
questions in mind throughout the study, triangulating the data collection tools, interacting
with some other knowledgeable people on the site were some of the strategies employed to
reduce the researcher effect in the study. Besides, a good rapport was established between

the researcher and the participants since both parts had known each other for a long time.

3.10.4.3, Member Check

The participants were asked to confirm the analytic categories created,
interpretations made and conclusions reached throughout the study. Quality of their
comments was also good because the teachers did not only answer the questions as yes or
no but also they commented on their behaviors critically and made lengthy comments about

the findings.
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This chapter has presented information about the research design, the methodology
and the data analysis procedure in detail. In the following chapter, we will present and

- discuss the quantitative findings obtained throughout the study.
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CHAPTER 4
DISCUSSION OF QUANTITATIVE FINDINGS

| 4.0. Introduction

This chapter displays quantitative data on the student performance cues the
teachers utilize in the ciass, and the instructional actions they employ in response to
these cues. Morec;ver, the graphic representations of the student performance cues and
the associated instructional actions of the teachers in response to these cues will also
accompany the quantitative data to accurately indicate the relationship between the
student performance cues and the instructional actions the teachers make in response to
the cues. Besides, the instructional goals teachers pursue, and the prior knowledge
categories they utilize while making interactive decisions will be investigated in this
chapter. Finally, types of decisions, hierarchical and sequential decisions, will also be
explored in this chapter.

The quantitative data will be presented using the frequencies of the categories
and the corresponding percentages. In addition, a Chi-square (X*) test is conducted to
see the significance of the differences observed between the experienced and novice
teachers. X* values have been calculated using Statistical Package of Social Sciences
(SPPS) for Windows, Release 12.0 with the help of a statistician. We also include some
relevant classroom excerpts and comments teachers made at the interviews to clarify,
support, and illuminate the quantitative data. In reporting the findings, some examples
may appear to represent more than one category. In other words, the same example can
be seen to exemplify another quantitative or qualitative finding throughout the

discussion part.
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4.1, Student Performance Cues

Table 4.1. presents the percentage frequencies of student performance cue
categories utilised by both experienced and novice teachers during their interactive
teaching’ in _tile, class. As Fogarty ét al (1983) reported, some remarkable differences
have been note.d~ between the groups of the teachefs. For examplé, contrar} to the pilot
study findings (see Section 3.3.4.3), the experienced teachers were observed to make
use of the category Atténtion almost twice as much as the novice teachers. Kezban,
however, seems t;) be the only experienced teacher who used the Attention category the
least among all the teachers in the study. Moreover, parellel to the pilot study findings
(see Section 3.3.4.3), the experienced teachers also employed the Deficient Response,
Initiations and Errors categories more frequently than the novices. However, novices
were found to be more interested in the Incomplete Answer, Elicited Response and
Noise categories compared to the the experienced teachers. All these differences were
also statistically supported by the Chi-square(X?) values calculated for each category
(see Table 4.1.).

Overall, the frequencies reported in Table 4.1. for the utilization of the student
performance cues, have revealed significant differences between the groups of the
teachers (X?: 225.516 p < 0.001) except for the category of Error. In general, the
experienced teachers utilized more student performance cues than the novices at the

stimulated recall interviews.
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Parallel to the findings reported by Fogarty et al. (1983), some differences have
appeared among the individual teachers within each group in terms of the use of the
student performance cues, as well. For example, two of the experienced teachers,

- Kumru and Kezi:an, were concerned with the Errors category more than the other two
experienced teachel:s, and they did not hesistate to use the mother tongﬁe while
correcting these errors. However, the other experienced teachers, Selen and Merve,
completely avoided using the mother tongue while correcting students’ errors. Another
remarkable finding is that the experienced teachers Selen and Merve did not report
utilising the category of Noise at all. This may be due to the fact that they were teaching
graduate classes throughout the data collection period.

Similarly, the most inexperienced teacher Ece was seen to be interested in
correcting errors and reducing the amount of the noise in the class much more than the
other novices in the study. This may{be due to the fact that she was trying to act
according to some teaching principles she had been taught at the faculty. Another
novice teacher, Zeynep, favored Deficient Response category more than the other
novices due to the nature of the course; she taught reading passages in all three video-
taped lessons, Moreover, she was interested in the comprehension of the passages more
than the management of the class.

As for the similarities between the groups, the category of Elicited Response was
found to be the most frequent student performance cue cate‘g‘or;y among all the
participants, which indicates that all the participants are sensitive about the students’

performance in the class.
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4.2. Instructional Actions

Table 4.2. displays the frequencies and percentages of instructional actions the
teachers implemented for all the categories of student performance cues in the class
regarding thjc experﬁse level of the participant teachers. Overall, the teachers, regardless
of their expertise level, are seen té employ all the instructioﬁal actions categories, giving
the most attention to the categories of Gives Feedback and Focuses Attention/Effort. As
regards the category oi:: Focuses Attention/Effort, apart from Selen, all the other teachers
were seen to favc;r the category to a great extent. Selen claimed that the motivation of
her class was already good; therefore, she did not need to employ this instructional
action category a lot. For this reason, some other factors may be said to affect teachers’
choice of the instructional actions rather than their expertise level.

As for the striking differences, the experienced teachers were found to
implement the instructional categories, Explains Concept/Procedure, Applies, Extends,
or Plans, and Elicits and Incorporates Input more frequently than the novices. However,
the novices were observed to favor the instructional action categories involving Gives
Feedback, Checks Knowledge, and Focuses Attention/Effort much more than the
experienced (see Table 4.2.). The possible reason for this difference may be that the
novices perceive Deficient Responses and Errors as indicators of student
misunderstanding or lack of understanding. Therefore, in line with the findings reported
by Fogarty et aL (1983), the teachers were seen to choose to respond to these cues with.
the instructional action categories of Checks Knowledge, Gives Feedback, and Focuses
Attention/Effort. That is to say, teachers’ reactions may also differ with regard to how
they perceive the student performance cues they observe throughout the lesson. All
these differences between the experienced and novice teachers were also found to be

statistically significant (p < 0.001).
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Some individual differences are also observed within the groups in Table 4.2.
For example, the most inexperienced teacher Ece implemented the category of Gives
Feedback more frequently than any other categories in response to student performance
cues (30.10 %).‘Moreover, this is the highest percentage category among all her
repofted instrﬁction;il action categories m Table 4.2. Nevertheless, she paid the least
attention to the category of Focuses Attention/Effort when compared to the other novice
teachers in the study. As for the experienced teachers, Selen focused on the categories
involving Applies, Extends, or Plans, Checks Knowledge, and Explains
Concepts/Procedure more frequently than the other experienced teachers. Another
finding indicates that the most experienced teacher Kumru was found to implement the
category Checks Knowledge (1.63%) the least as compared to the other experienced
teachers and to the other action categories she implemented throughout the study (see
Table 4.2.).

As shown in Table 4.2., both groups rarely implemented No Response category
with respect to the cues they observed in their classes (0.73% for the experienced
teachers and 1.50% for the novices). Regarding the X” value (p: 26.884), the novices
were found to keep their silence in some of the observed situations more frequently than
the experienced teachers. This finding may also imply the fact that the experienced
teachers are more ready to respond to the unexpected situations using a wider set of
sponge activities and routines.

As regards the number of the instructional action categories, the experienced
teachers were found to employ more instructional categories (3141 vs. 2908) than the
experienced teachers in Table 4.2., which also reveals statistical significance. The
instructional actions of the novices, on the other hand, are observed to fall into the

categories almost in equal frequencies (see Table 4.2.).
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4.3. The Instructional Actions of the Teachers for Separate Student
Performance Cues
Table 4.3. reports the frequencies and percentages of instructional actions
teachers employ m response to spgciﬁc student performance cues they observe during
the 6ngoing’ lessons. As seen in Table 4.3., some remarkable differences fiéve appeared
between the groups. For instance, as for the Deficient Response category, the
experienced teachers implemented the categories of Gives Feedback, Explains Concept/
Procedure, and Elicits and Incorporates Input with a combined frequency of 15.68,
while the novice teachers employed these instructional action categories less frequently
(8.95% combined frequency) in response to the Deficient Response category. The
novices, however, were seen to employ Checks Knowledge and Applies, Extends, or
Plans categories more frequently than the experienced teachers (see Table 4.3.).
Furthermore, as found by Johnson (1992), all the experienced teachers react to the
Deficient Responsé category using at least one of the instructional categories, whereas
0.57 % of the novices are seen to remain silent in response to Deficient Response
categories in some instances. However, compared to the other instructional actions, both
experienced and novice teachers employed the Focuses Attention/Effort category in the
greatest percentage in response to the Deficient Response category (see Table 4.3.).
As shown in Table 4.3., both groups implemented Focuses Attention/ Effort,
' Gives Feedback and Explains Concept/Procedure categories in response to Initiations

cue category almost in the same percentages, giving priority to the experienced teachers

group.



LST

1000 Sdyps 100 5d4u 50705 &
#xx0VE 1T 9L0'9 snsVL8'L8 Y1 0C #1089 *5x 0P 9T %651°91 X
001 €T 001 L1] 001 08 001 OF{O00TCIIT 00I 956001 0¥T 001 w.:. 001 #E€T 001 ¥ZE| 001 €65 001 LT9! 001 €TS 001 STS 1230,
ok
000Ck| - - € ¥~ - - -1 ¢T 91 S - - -, 80 § = | 6T ¥l - -l €0 € - - asuodsay ON
ndug
* sareodioou]
(474! = = 911 o1 8 Ol +¥] 6 101 LU T9U[ 8 €V SSPI 19| ¥'6 TT SELI LS 8 € 5001 €9 81 ¥#6 TL'IC ¥11 pue syong
§ . suB|J 10
SLEVYIi 6 T LI € 11 6 §CTI S| 8 €6 S IS| ¥l TE€ TLIL 6F| O1 €2 v6y 91| 0L 19 8L 6¥| 9091 ¥8 EE€T 0L| ‘spusxy ‘sonddy
. yopgH
Ekk . \uonusny
T1€0°CY |16 1T €T V| € LT OV 91| ST €8C €T 6TC| 1€ $L 0£TE SC€I{ LE L8 ¥E 801 0f 9L1 LETE €0T] 8F S8I IL°¢f LLI SOST00,]
. agpomouy
S06'¥1| - - LT1] 9 ¢ ¢ 1101 LOI 8C 9z| 8 81 II't €I 88 61! L¥C 8] 9 Lg SE€E€ 1T O1 €5 06'S 1€ $3o3UD
21npasoid
e . . ydeouo)
8TSPEl - - yC VI LT 6 = =~ ¢00 $IT €1 ITI| ST S€ 89'ET 66 L 91 9%8S o6I] 81 LOL #¥6'61 STI| S1 LL TLLYL £6 sufedxg
o . i Foeqpasg
LLG'8T| -~ =~ - ~| 8T TC &€ ¥1{ 9¢ ¥6E 6E L9¢]| ¥T 8S ST 19] LT S9 8§'SE OITj ST OST Ly9C 991 91I'S LT T9L OF S9A1D)
% 3 % ¥ % 3 % 3+ % ¥ % I|% 3 % 3| % 3 % I | % I % J!| % % 3
X
z
N ¥F| RN Uxg| RN G| RN UF|  WON TR WN  WE| N TR suonoy
[euOHONISU]
3BON RSy apdwooy] | SISTOASTY POl TONUNY SI0ITy suonenIa] N RUEGIE ¢ |
RN AICLAN

$ON)) SOUBULIONISJ JUSPNIS 0] SIOYOES ], IIAON PUB paousiIadxy sy Aq pazI[n ) SUOLOY [euononysu] Jo sarousnbai,] a8eiusoing




158

Table 4.3. indicates that the groups of teachers employ different instructional
actions in response to the Error category. The experienced teachers, for example, used
Gives Feedback category more than the novices in response to the cue category of
Error, whereas t.he novices employed Foquses Attention/Eﬁ'ort more ﬁ'eq}xently than the
niovices. MOre;)ver;’Gives Feedback category appeared to be the most predominant -~ -
category among the experienced teachers giving secondary importance to the category
Focuses Attention/Effort, while the novices favoured the Focuses Attention/Effort as the
most pre-dominant category, giving the secondary importance to the Gives Feedback
category. Furthermore, the novices implemented the categories of Checks Knowledge
and Applies, Extends, or Plans more frequently than the experienced teachers when
confronted with Errors. Nevertheless, the experienced teachers employed the category
Elicits and Incorporates twice as much the novices in response to the Errors categories.
The only similarity emerged in this part is that both groups responded to the Errors
category in the category of Explains Concept/Procedure with a value under the 10%
(6.35% a combined frequency) (see Table 4.3.).

Similarly, the fourth student performance cue category, Attention, has reflected
both similar and different patterns between the groups. As for the similarities, Focuses
Attention/Effort category was the major category employed by both group teachers in
response to Attention category, whereas the Checks Knowledge category was the only
cate’goﬁ receiving the least attention by all the teachers in the study. As for the
differences, the novices were seen to employ Gives Feedback category more frequently
than the experienced teachers, whereas the experienced teachers favored Elicits and

Incorporates Input more than the novices in response to the Attention category.
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In regard to Elicited Response category, both groups favored Gives Feedback
and Focuses Attention/Effort almost in the same percentages (see Table 4.3.). However,
the experienced teachers implemented the Explains Concept/Procedure and Elicits and

Incorporates Input categories with a combined frequency of 14.80%, whercasthe
novices employed tixose categories with & cdmbiﬁed‘ﬁ:equency 0f9.70 %. Even though
Checks Knowledge and Applies, Extends, or Plans categories were found to be the least
popular categories in both groups for the cue category of Elicited Response, the novices
employed those instructional actions more frequently than the experienced teachers
throughout the study.

As displayed in Table 4.3., both groups implemented Gives Feedback and
Focuses Attention/Effort categories as the major instructional action categories in
response to the Incomplete Answers; nevertheless, the experienced teachers employed
these categories more frequently than the novices. However, the novices responded to
the Incomplete Answers category' utilizing the category of Checks Knowledge more
frequently than the experienced teachers (6% versus 2.5%). Besides, 11 % of the
novices used the category of Explains Concept/Procedure, whereas no experienced
teachers implemented this category at all in response to Incomplete Answers category.
The groups, on the other hand, did not differ in the use of the other two categories,
Elicits and Incorporates and Applies and Extends or Plans in response to the cue
category of Incomplete Answers (see Table 4.3.).

As for the last student performance cue, Noise, neither group employed Gives
Feedback category (see Table 4.3.). However, the experienced teachers employed a
wider set of instructional actions in response to the Noise category, whereas, the novices
employed only two instructional actions, Focuses Attention /Effort and Applies,

Extends or Plans, However, the experienced teachers preferred not to respond to the cue
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category of Noise in some instances, while the novices reacted to the Noise category
utilizing a kind of instructional action throughout the study.

Overall, as seen in Table 4.3., the experienced teachers responded to the student
: performancg cues of Elicited Response, Initiation and Attention by implemen;ing acyle
of i'nstrucﬁonal acﬁ,ons which cover Gives Feedback, Focuses Attention/Effort and
Explains Concept/Procedure. The novices, on the other hand, paid more attention to the
student performance cue categories of Elicited Responses, Initiation and Deficient
Responses and respond to them using a cycle of instructional actions which include
Gives Feedback, Focuses Attention/Effort and Elicits and Incorporates Input. The cue
categories of Errors and Incomplete Answer received the least instructional attention
from the teachers in both groups. However, priorities and preferences of the teachers
differ in their reactions to these student performance cues with regard to their expertise
level. The experienced teachers, for example, utilized Giving Feedback category m
response to Errors and Incomplete Answers cue categories as the pre-dominant fesponse
category, whereas the novices gave the priority to the category of Focuses
Attention/Effort (see Table 4.3.).

Apart from the Incomplete Answer category, all the differences appeared
between the groups are found to be significant. Therefore, in contrast to Fogarty et al.’s
(1983) findings, the experienced teachers differ from the novices in the use of the
instructional actions in response to specific student performance cues during the

ongoing instruction.
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4.3.1. Relationship between Student Performance Cues and the Instructional

Action Responses of the Teachers

The relationship between the student performance cue categories and the
associated instructional actions made in response to these categories by teachers in each
group were illustrated inF igures 4.1 to 44 The three pairs in: Figures 4.2, 4.3, é.nd’4.4
were matched randomly, whereas Kumru and Ece, the teachers in Figure 4.1, were
assigned into the same pair on purpose since Kumru was the most experienced teacher,
while Ece was the most inexperienced teacher among the participants.

As represented in Figures 4.1 to 4.4., consistent with the findings reported by
Fogarty et al. (1983) and Westerman (1991), the instructional actions that the
experienced teachers made are seen to form a more complex and connected structure
compared to those of the novices’. The instructional action responses of the novices, on
the other hand, are observed to copstitute simpler and more linear combinations in all
the figures.

In all the representations of the experienced teachers, almost all the cue
categories are connected to the instructional actions, even the same category is
connected to different action categories at different points throughout the lesson.
However, the actions of the novices represent fewer connections to some action
categories. Besides, some instructional actions of the novices have appeared to be
unconnected to any cue category. These findings reflect that the novices are anxious
about some management problems and methodological principles at the time of the
teaching; therefore, they tend to implement some unconnected instructional actions

during their ongoing instruction (see Figures 4.1 to 4.4.).
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In addition, the experienced teachers are found to implement a cycle of
instructional actions varying between 3 and 5, whereas the novices are observed to
employ only one instructional action category in the majority of the cases and two
instmctional.act.ions‘at most, in rare cases, in response to the student performapce cues
they observé in the ,class (see Figure 4.1. to 4.4.).

To provide some insights about how these figures were drawn, the
corresponding classroom excerpts of the teachers (i.e., student performance cues and the

instructional actions in response to those cues) are given prior to each figure.
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The classroom excerpts of the most experienced teacher Kumru and the most

inexperienced teacher Ece in Figure 4.1 are given as follows:

' KUMRU:

ECE:

T: Bir de ne 6grendik gegen derste? (Focuses Attention/Effort)

SS: NO RESPONSE (Deficient Responses)

T: Disgusting!!! (Focuses Attention/Effort)

T: But we don’t say it! Children say it, degil mi? (Explains Concept/Procedure &
’ Checks Knowledge)

T: Alright! (Focuses Attention/ Effort)

T: What you think? What is delicious? (Elicits and Incorporates Input)

SS: NO RESPONSE (Deficient Responses)

T: Listeden bakarak degil mi? (She shows the list) (Focuses Attention/ Effort)

T: You choose the one that is delicious for you! (Explains Concept/Procedure)

S: Bananas is delicious. (Error)

T: BananaS? (Focuses Attention/Eﬁ'ort)

SS: ARE!! (Initiation)
T: Alright! (Gives Feedback)

T: How many roles are there? (Applies, Extends, or Plans)

S8: NO RESPONSE (Deficient Response)

T: Do you know all these questions? (Checks Knowledge)

T: Yes, any questions about the questions? (Applies, Extends, or Plans)

SS: Silence (Deficient Response)

T: Do you know all these questions? (Focuses Attention/ Effort)

SS: No (Elicited Response)

T: OK! I want you to make a pair work activity (Explains Concept/Procedure)
SS: Yerimizi degistirecek miyiz. (Initiation)

T: Yes, turn your chairs like this (Gives Feedback)

T: (She shows with her hands that they should sit face to face)
(Applies, Extends, or Plans)
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Kumru

Cue: Deficient Responses

TN

Action; Focuses Action: Applies, Action: Elicits and

Attention/Effort ‘Extends, or Plans Incorporates Input
Cue: Deficient Respdnses _— Action: Explains
Concept/Procedure
Action: Checks
Knowledge
Cue: Errors
Action: Gives
Feedback
L
Cue: Initiations
Ece
Cue: Deficient Responses f '
Action: Applies,
Extends, or Plans Action: Checks
Knowledge
Action: Focuses -
Attention / Effort Cue: Deficient
Responses
Cue: Elicited 4 Action: Explains
Responses Concept/procedure
Action: Applies, ——
Extends, or Plans Cue: Initiation

Action: Gives Feedback

Figure 4.1. Relationship between instructional action responses and student performance cue
categories for the experienced teacher Kumru and the novice teacher Ece
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The classrom excerpts of the experienced teacher Selen and the novice teacher

Burcu in Figure 4.2 are given as follows:

SELEN:

S: Did people /wear/ jeans one hundred years ago?
(Wrong pronunciation; Error)
T: WEAR jeans one hundred yeats ago?
(She corrects his pronunciation) (Gives Feedback)
T: Yes! (Focuses Attention/Effort)
T: What do you think? (Elicits and Incorporates Input)
T: Did they wear jeans? (Applies, Extends, or Plans)
SS: (Murmur): Yes! Yes (Elicited Response)
T: OK! (Gives Feedback)
T: You know jeans were first like uniforms for? (Checks Knowledge)
SS: Farmers (Error)
T: Farmers! Or the ones who searched gold! (Checks Knowledge)
T: You know! You know at the States! (Explains Concept/Procedure)
SS: 4 1t yapmadik heralde hocam! (Initiation)
T: Yes, 4 Pakize! (Focuses Attention/Effort)

BURCU:

S: He always /answered/ questions correctly (Wrong pronunciation; Error)
T: Yes, he always answered questions correctly. (Gives Feedback)

(She pronounced the word correctly.)

T: Yes, Yasemin! (Focuses Attention/Effort)

S: He never told out of turn. (Elicited Response)

T: Yes, he never told out of turn (Gives Feedback)

S: Hocam! Ne demek out of turn? (Initiation)

T: For example, I say Tuba, I say Mediha

T: 1 say Ahmet, but somebody talks, (Explains Concept/ Procedure)
SS: S6z almadan konusmak!!! (Elicited Response)

T: Then, number 8! Nazli! (Focuses Attention/Effort)
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Figure 4.2. Relationship between instructional action responses and student performance cue
categories for the experienced teacher Selen and the novice teacher Burcu
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The classrom excerpts of the experienced teacher Merve and the novice teacher

Zeynep in Figure 4.3 are given as follows:

~ MERVE:

SS: Nineteen seven (1907)!
Ninety seventy (1970)! (Attention)
T: The first one is 1935! (Gives Feedback)
T: Yes! (Focuses Attention/Effort) After that? (Elicits and Incorporates Input)
S: Nineteen seventy (1970)! (Attention)
T: And the next one is nineteen seventy (1970)! (Explains Concept/Procedure)
SS: SILENCE (Deficient Responses)
T: OK? (Gives Feedback) Let’s check it again! (Applies, Extends, or Plans)
T: (She plays the tape again and stops it after the first date). (Routine)
T: YES! (Focuses Attention/Effort.)
SS: Nineteen seventies (1970s)! (Elicited Response)
T: Yes, 1970s! Very good! (Gives Feedback)
T: 1970s: -s here! (Focuses Attention/Effort)

ZEYNEP:

T: Did you like the song? (Elicits and Incorporates Input)

SS: No! (Attention)

T: You do not like the song? (Focuses Attention/Effort)

SS: Evrim and I do not like the song. (Initiation)

T: WHY? NEDEEN? (Elicits and Incorporates Input)

SS (Murmur): Because........ (Elicited Response)

T: Just a moment! (Applies, Extends, or Plans)

T: (She played the song again) (Routine)

T: OK! Now, let’s check the answers! (Elicits and Incorporates Input)
T: (She reads lines and stops before the first blank) (Focuses Attention / Effort)
SS: Wrong answer (Error)

T: Be careful! It is not the answer (Gives Feedback)
T: (She played that part again) (Applies, Extends, or Plans)
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performance cue categories for the experienced teacher Merve and the
novice teacher Zeynep
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The classrom excerpts of the experienced teacher Kezban and the novice teacher

Gamze in Figure 4.4 are given as follows:

KEZBAN:
* T: Arkadaslgr hatirhyorsaniz, en iyi gekli bu sifatlarin
dgrenilmesi igin! (Checks Knowledge) '
S: Zit anlamlan ile! (Initiation)
T: Giizel! (Gives Feedback) Zit anlamlariyla beraber!
T: Cogunu biliyorsunuz. (Explains Concept/Procedure)
(She is cleaning the board)
T: For example, 0ld? (Applies, Extends, or Plans)
S: Young! (Incomplete Answer)
T: OLD? (Checks Knowledge)
S: New. (Elicited Response)
T: New or young, Good! (Gives Feedback)
S: Hocam bu aligtirma nasil olacak? (Initiation)
T: Now, I am going to give you the example on the board and we are just doing
the same thing again. (Explains Concept/Procedure)
T: Right? (Focuses Attention/Effort)
T: And you are going to write in your notebooks! (Explains Concept/Procedure)
T: (She writes): This room is warm (Focuses Attention/Effort)

. GAMZE:

SS: Fifty-seven. (Initiation)

T: Yes, Hiiseyin!! (Focuses Attention/Effort)

H: Fifty-seven. (Elicited Response)

T: Read the whole sentence, please!!(Explains Concept/Procedure)

SS: NO RESPONSE (Deficient Response)

T: That was.............. (Focuses Attention/Effort)

T: (She makes some gestures with her hands to get
the answer.)(Applies, Extends, or Plans)

H: Sixty-three years ago. (Elicited Response)

T: Thank you 63 years ago. (Gives Feedback)

T: (She fills in the blank with the answer)
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Figure 4.4. Relationship between instructional action responses and student performance cue
categories for the experienced teacher Kezban and the novice teacher Gamze
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4.4. Instructional Goals

Table 4.4. illustrates another dimension of differences between the experienced
and novice teachers regarding the instructional goals teachers pursue during their
ongqing inst;'uction: The data reported in Table 4.4. were obtained from the stirnulated
recall interviews conducted for the videotaped classes with the teachers after the class.
That is to say, these categories emerged out of what the teachers had recalled about their
instructional behaviors ;vhﬂe watching their video-taped lessons. Table 4.4. provides the
data in the form o’fthe individual frequencies and percentages for both groups of
teachers as well as their total scores as a group, and the X? values associated with the
findings.

Regardless of the expertise level, all the six categories were attended by all the
participant teachers throughout the study. X? values indicated a great statistical
difference between the groups in regard to instructional goals they pursue while making
interactive decisions. Consistent with the pilot study findings (see Section 3.3.4.3.),
regardiess of the expertise level, Student Motivation and Involvement and Student
Understanding were the most consistently and frequently recalled instructional goal

categories among the teachers (see Table 4.4.).
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As for the differences, X2 values show that Group Management category was the
only goal category experienced teachers favored more frequently than the novices
throughout the study. The novices, on the other hand, were observed to mention the goal
. categories of St;ldent Motivation and Involvement, Student Understanding, Curriculum

'. Integration, Subjeét,'Métter Content, and Social Development more ﬁequenﬂ)} than the
experienced teachers. However, these goal categories also received considerable
attention from the experienced. For instance, one of the experienced teachers, Merve,
explains her reason of chosing pair-work as to motivate the students and promote their

involvement throughout their interactive teaching:

Pair work was not something planned for that lesson. I want them to
discuss it in pairs because they did not want to talk to me. I thought they
could talk more freely with their partners, (Student motivation &
Involvement) and I could hear them ta]king (Practice). They may have
been frightened to make mistakes since they were being recorded
(Pedagogical Principles & Student History). Before the lesson, I had
planned to employ only question and answer technique. But at that time,
they did not talk, so pair work was just a solution to make them talk more
at the time (Pedagogical Principles)
Merve also gives the students some prompts to promote their involvement in class

activities:
1 also provided my students with some words they can use in the
sentences they would produce (Subject Matter Content & Student
Motivation and Involvement) to help my students. IfI do not help them,
they can not talk every time (Student History). They may feel that “our

teacher helps us, so I can raise my hand and I can start talking. I am sure
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she will help us”. So this is a good way of making the students participate

in the class and one more thing, encouraging them (Student Motivation

and Involvement).
' The most inexperienced teacher Ece tries to involve the students in the activity
in the following classroom excerpt‘: :
T: (Number 5, Aslthan! (Routine)
T: T-Shilit (Gives Feedback)
S: i\Io RESPONSE (Deficient Response)
T: False? (Checks Knowledge & Focuses Attention/Effort)
T: (She goes nearer Ashihan while she is trying to give the correct
sentence.) (Applies, Extends, or Plans)

T: (She waits for few seconds) (Applies, Extends, or Plans)
Other SS: She is wearing jeans. (Initiation)
T: Ashihan makes it. (Elicits and Incorporates Input)
S: NO RESPONSE from Asbhhan (Deficient responses)
T: What is t-shirt Aslthan? (Checks Knowledge)

Ece tries to explain the rationale behind her decison emphasizing the goal

category of Student Involvement as follows:

I insisted on Ashhan because if I say “OK, Aslthan! Forget it!” and I take
another student for turn. I would never do this because I want to win the
students. I want to involve every student (Student Involvement). That is

our aim. I wait. I do not believe that it is loosing time (Belief).
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As for the goal category of Student Understanding, different combinations of
student performance cues and instructional actions in response to these cues emerged for
both groups. Moreover, both groups preferred almost the same strategies to make the
| students understand the task, meaning, message or the mstrucuons One of the
experienced teaéher;, Ke’zban, chose to give a concrete exa;nple' to enhance Student
Understanding:

“You know dam? Seyhan dam!”
(Checks Knowledge & Focuses Attention/ Effort)

Kezban explains the idea behind using that example as follows:

Seyhan dam is the easiest example I could think at the time. (Student

Understanding & Knowledge)The students could not understand what dam

meauns at first sight because when I told them dam Seyhan, the first thing

that came to their mind was the river (Knowledge), but I am sure, secondly

it would come baraj in Turkish. So it was a good example (Student

Understanding).

Paraphrasing is another technique both groups of teachers employed for the goal

category of Student Understanding as observed in the class of the novice teacher Ece:

T: What is the traffic like in Adana? (Elicits and Incorporates Input)

S: Some streets are crowded, difficult, and problematic.

(Elicited Response)
T: So, it is sometimes difficult you say.

T: Especially when you go shopping Where? Which place in Adana.
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Ece commented on the excerpt as follows:
I think here the students could not understand what I mean (Student
Understanding). Especially I want them to say or define which place in
* Adana is more problematic regarding the traffic. I just paraphrased my

question so that they could understand it (Student Understanding).

As observed in Table 4.4., Curriculum Integration, another instructional goal
category, was favored t;y the novices more frequently than the experienced teachers;
however, the expérienced teachers also tend to combine the old and new information
successfully. Moreover, regardless of the expertise level, all the teachers were seen to
be aware of the curriculum guidelines and valued the principle of Curriculum
Integration while explaining majority of their in-class actions at the stimulated recall
sessions. They also appeared to believe that Curriculum Integration can help students to

learn and retain thé ‘knowledge better.

One of the experienced teachers, Selen, refers to student psychology while

explaining her reason for explaining the aim of the next lesson:

1 stated the aim of the next lesson as well. It is connected with the first
lesson we had (Curriculum Integration).May be some students may feel
that they could not understand the focus of the lesson perfectly, so they can
feel badly and stressed, which cause them feel worse (Student Motivation
and Involvement). Therefore, I tell them this is not finished, so I do not
think that you are guilty if you do not understand properly. This is not
finished and in the second hour, this unit will go on. So you will have the
chance of learning properly. That’s why. Just to gain such students

(Student Motivation and Involvement).
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Consistent with the other findings throughout the study, the experienced teachers
are seen to be more concerned with pedagogical principles while explaining why they
integrated the old and new information. For example, one of the experienced teachers,
Merve, commcn;s that -

Iam asking about their previous lessons because thcy have to make a link -
between the previous and the current lesson in their minds (Curriculum
Integration). This is important (Belief). Actually, I know what they have
done. But when they remember the previous hour, they feel themselves
ready for the next activity (Student Motivation). They also feel that their
teacher is really aware of their studies. Their teachers really come from
them. This is also important (Student Motivation).

Another experienced teacher, Kezban, who was teaching a remedial class at the

time, was observed to integrate the old and new informatiéﬁ indirectly:

T: It is uncountable, right? (Explains Concept / Procedure)
T: If we say sugar, do we say are there? (Checks Knowledge)
T: How much sugar are there?
T: Can we say? (Checks Knowledge)
T. No, because it is uncountable. (Gives Feedback & Explains)
T: So, we use “is there” (Explains Concept / Procedure)

Kezban also uses her pedagogical knowledge in her comments:

Sugar! Well! I am going from known to unknown (Pedagagical
Principles). Giving example hey know. I am sure they know about sugar
(Knowledge), so I gave this example (Student Understanding). There was

no question about it from the students, but no need to be asked a question;
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Just a stepping stone to a new one. Let them acquire the new thing

(Pedagogical Principles & Personal Choice).

The novice teacher Zeynep also reports considering the instructional goal of

- Curriculum Integration in the follqwing classroom excerpt:

| T: OK! (Gives Fwdbackj .‘

T: Burglar is a person who steals.... (Elicits and Incorporates Input)
S:stole!! Steal (Elicited Response)

Zeynep explicitly explaines that she aimed to integrate the old and new

information at the time:

I repeated the sentence to correct the mistake he did, and also I wanted to
take their attention on the use of relative clause, which they learnt last
week, so I wanted them to remember this knowledge, so I gave them an

example (Curriculum Integration).

Another novice teacher, Burcu, states that she uses the old knowledge to see how
much the students progressed with her partner in the previous hour:
1 am practicing the present perfect tense because they had learnt it the day
before. I was not sure whether they could use it effectively or not. I had not
had any lesson with them yesterday, so I was just trying to be sure what
they have learnt (Curriculum Integration).
Apart from the quantitative differences reported in Table 4.4., some qualitative
differences have appeared between the groups in terms of Curriculum Integration. For
example, the experienced teachers are more concerned with summarizing the

information at the transition points to prepare the students for what is coming after that
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stage. Moreover, the novices integrate the old and new information mostly in terms of
the relevant lesson and rarely relate present learning to past or future learning, whereas
the experienced teachers are more concerned with the previous and next hours to see
whether the cun:ent lesson fits to the total teaching order or syllabus. The experienced

" teachers are also ob.;,erved'not o hesitate to double back to relate the new information to

prior knowledge, which confirms the findings reported by Westerman (1991).

Table 4.4. indicates that the novices consider the goal category of Subject Matter
Content (17.10% versus 15.42%) more frequently than the experienced teachers while
making interactive decisions. For example, the novice teacher Burcu uses her own daily

life experiences to introduce the new subject:

I really went to the dentist, but I did not plan to mention it in the class. It
Jjust came to my mind. My tooth was aching at that time, and I just wanted
to shére it with them (Student Motivation and Involovement). Later on I
introduced the subject using this experience. It happened on the spot
(Curriculum Integration). How I start the morning activities depends on the
topic because in this unit, the present perfect tense focuses on experience
(Subject Matter Content), so I focused on both my and their experiences. It
depends on the nature of the topic at hand (Student Motivation and
Involvement & Nature of the Activity). Therefore, today I started with a

kind of speaking activity (Student Motivation).
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Similarly, one of the experienced teachers, Selen, was observed to be concerned

with the goal category of Subject Matter Content in the following classroom excerpt:

T: Yes!

" Z:1baven’t been to Hungary (Elicited Behavior).
T: Good Zohre!
T: She has not been to Hungary (Gives Feedback)
T: Yes, Medine! (Focuses Attention/Effort)

Selen comments on the preceding classroom excerpt as follows:

1 repeated her sentence by adapting it to third person form in present
perfect tense (Curriculum Integration). I wanted to introduce them that
grammar point authentically. I do not like writing them on the board: 1,
yOU......etc. (Student Motivation and Involvement) But this is just
comparing have and has (Curriculum Integration). To give them the
message that I takes bave and with the third person, it becomes has!!!
(Student Understanding) But they are acquiring it. They are not aware of
that they are learning actual grammar (Pedagogical Principles).
Regarding the least popular goal categories among the participants, Social
Development was the only goal category receiving the least attention from both groups
of teachers with a percentage undef 10 (8.10% for the experienced teacher and 8.62%
for the novices) (see Table 4.4.).
As for the individual differences, the experienced teacher Kezban, and the
novice teachers Gamze and Ece were seen to pursue the goal categories of Student
Understanding and Subject Matter Content more frequently than any other teachers in

the study since they were teaching remedial classes with a different teaching order
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throughout the study (see Table 4.4.). That is to say, the proficiency level of the students
is seen to be a determinant factor for dominating the instructional actions throughout the
study. For example, the most inexperienced teacher Ece states that she can spend more
time on an acnv:ty than planned due to the low level of the stgden_ts in the rgmedial
class: ’ | | |
Sometimes, I even make them listen to the text three times. I let them
listen to-more difficult parts during the second listening section and the
whole during the third time so that they can check their answers one by
one especially in Level 1 (Routine, Student Understanding &Student
Motivation and Involvement).

To conclude this part, parallel to Johnson’s (1992) findings, all the participant
teachers are observed to consider different specific goals at different times throughout
their ongoing instruction. Moreover, they appear to consider a wide set of instructional
goals while making interactive decisions. Nevertheless, contrary to the previos research
findings (Fogarty et al, 1983; Johnson, 1992), the novice teachers report more
instructional goals than the experienced teachers in the study (1062 versus 906);
however this difference does not reveal any statistical significance.

These findings reflect that the novices in the study have a strong methodological
background covering the teaching and learning theories, trends, and strategies they
learnt at the faculty. Besides, the teacher they model throughout their teaching in the

class may have affected their actions as well as their interactive decisions.
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4.4.1. Multiple Instructional Goals

Regardless of the expertise level, all the teachers were seen to be capable of

considering more than one instructional goal at a time. However, the experienced

teachers attended miultiple instructional goals more frequently than the novices. For -

example, the experienced teacher Merve considers multiple goal categories while

commenting on one of her interactive decisions at the stimulated recall interview as

follows:

This was something I decided on the spot: Asking them to report about
their own partners (Student Motivation and Involvement), so they are
going to make sentences with “he or she”, the third person form
(Academic Skills, Subject Matter Content, & Curriculum Integration). I
add one more thing to the activity. Moreover, I had five minutes left after

the activity. That’s why I added it (Group Management & Timing).

Similarly, the novice teacher Burcu combines some instructional goal categories

while commenting on her video-taped actions at the stimulated recall interview:

I focused on the phrase “bookworm” because it was the title of the activity
(Subject Matter Content). Here I did not give its Turkish meaning because
if I say a person who reads a lot, they may say clever, hard working, such
kinds of things (Student Understanding). But the worm, the meaning is-
different because it is the same in Turkish. If they see what worm means,
they can easily connect (Curriculum Integration). I preferred to draw it
because visuals, visual things are more effective and I can (Teacher

Preference).
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To sum up, in line with the relevant studies (Johnson, 1992, 1999), the
experienced teachers are seen to attend multiple instructional goals more frequently than

the novices while making interactive decisions.
4.5, Pﬁor Knowledge

Table 4.5. summarizes the data on the prior knowledge categories the participant
teachers reported recalling while teaching in the class. Contrary to the findings reported
by Fogarty et al. (1983), it is in this part that the least differences are observed between
the experienced and novice teachers’ interactive decision making behavior. Moreover,
regardless of the expertise level, Pedagogical Principles and Student History were the
most frequently and consistently recalled prior knowledge categories among the
participant teachers. However, as shown in Table 4.5., the experienced teachers focused
on Pedagogical Principles and Student History categories more frequently than ﬂle
novices while commenting on their video-taped classes at the stimulated recall
interview. The pedagogical principles category was also seen to be associated with the
other prior knowledge categories and instructional goal categories in most of the

reported cases throughout the study.
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As mentioned earlier, the experienced teachers were observed to be more

concerned with the goal category of Pedagogical Principles. For instance, the

experienced teacher Selen emphasizes Pedagogical Principles in her comment:

. Time to time, I repeat the sentences the student uttered may be to correct

their ’pronunciaiion (Pedagégical Princij)les & Academic Skills &
Language Development). That’s why I want to hear all the studnets the
correct form (Group Management). A bit error correction may be
(Pedagogical Principles) instead of directly warning him or her that it is
not good. Just to model the other students (Belief & Alternative Action).
Other students can feel that it was wrong, but the teacher did not correct it
(Group Management), and if I correct it immediately the student who
made the mistake can be discouraged (Student Motivation and
Involvement), but this is a good way of error correction (Belief). The other
students can see the exact correct model and that student can not fell

himself inferior, either (Balance Student Learning and Psychology).

Secondly, as shown in Table 4.5., the experienced teachers utilized the prior

knowledge category of Student History more frequently than the novices at the

stimulated recall interviews. The experienced teacher Kezban, for example, states that

she considers her knowledge on the students’ proficiency while giving the turn in the

class:

Sevgi is a very slow student. The first time she came to Yadim, she had no
knowledge in English. So she had a great improvement in English (Student
History). That’s the reason and I did not want her to read her sentences
loudly because her pronunciation is not good enough (Academic Skills). I

do not want to make it worse to let her read (Group Management).
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Similarly, another experienced teacher, Merve, also draws upon the Student
History category while making an interactive decision in the following classroom excerpt:
T: Ayla! Are you going to watch Fox Kids?
(Eﬁcits and Incorporates Input)
T: Because of yom"}son! (Focuses Attention/Effort)
S: (laughing): Yes! Cok sik! (Elicited Response)
Merve explains. the reason for choosing Ayla to answer the question as follows:
“Ayla has a five year old son and | have a five year old son, so I know the
problem (Student History & Knowledge).”

Another instance also appears in the class of Merve who has a great deal

information about her students:
T: What are your plans?
(Focuses Attention/Effort & Elicits and Incorporates Input)
T: Ithink you are going to an internet café? (She laughs)
(Focuses Attention/Effort)
In this excerpt, Merve uses the information about the student’s private life to
participate her in the activity:
I'know that she is going to visit an internet café because she has had a boy
friend in the USA, and every afternoon she goes to an internet café to chat

with him (Student History & Student Motivation).
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An interesting situation arose in the class of the experienced teacher Selen. She
did not react to talking students during the lesson since she knows that they are good
students:

- Those talking students are great students. I love them so much and one of
thern passed an exam for being an instructor at the university, That's why
he was so smart (Student History), so I did not tell anything to them
because I knew, I was sure that they would focus on what we were doing
in a few minutes (Student History).

The novices were also seen to consider the Student History category as a
determinant factor in their interactive decision making behavior. For example, one of
the novices, Burcu, emphasizes the low profiency, age, and attention span of the

students, and the level of the task in her stimulated recall comments:

Recep is one of the silent students (Student History). He is also very bad at

English and needs to improve his English (Academic Skills). He prefers to

be silent because he is older than the others, older than me. Also he always

wants to be silent, so he needs to be encouraged. I asked him to answer

such an easy question to make him participate in the lesson unconsciously

(Student Motivation and Involvement).

Thirdly, parallel to pilot study findings (see Section 3.3.4.3.3.), the Academic

Skills category is seen to be favored by the novices more frequently than the
experienced teachers (see Table 4.5.). For example, the most inexperienced teacher Ece
covered her plan earlier and decided to fill in the aliotted time with a kind of listening

activity since she thought that her students needed more input provided by native English

speakers:
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Before the lesson, I was hesitating to include this listening
activitybecause the same activity is given in the book. On the spot, I

decided to use that activity because it is a kind of listening input for the

. students (Social Development). It is not bad for them to listen to native

- sﬁéakers.~ This is just one aim and I had to fill in my time (Time

Constraint). I checked my time and saw that it was enough for the
activity. This free speaking activity was not planned before, but every
time if 1 have a few minutes left in the end, I can conduct any kind of
task or activity related to the new pattern (Routine, Academic Skill &
Social Development).

As for the similarities observed in Table 4.5., the experienced and novice

teachers considered the prior knowledge categories of Important Content, Knowledge,

and Preferences almost in equal percentages which reveal no statistically significant

differences between the groups of teachers (X*: 5.811 * p> 0.05). Moreover, the

categories of Important Content (5.26 % for the experienced teachers and 3.80 for the

novices) and Preferences (5.7 6%.for the experienced teachers and 4.75 % for the

novices) received the least attention from both groups with a combined frequency of

4.90. The Knowledge category, however, seems to be more popular than the Important

Content and Preferences categories among the teachers in the study. The most

experienced teacher Kumru illustrates the Knowledge category in her comment as

follows:

I know they have learnt the phrase a pair of because we studied it together
in the previous lesson (Knowledge & Important Content). They know a
pair of glasses, shoes. Just to make them remember that information

{Curriculum Integration)
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Another experienced teacher, Selen, changed the nature of the activity since she
knew that none of the students had been abroad:
T:’ Think about the cities you have been!
" T: Think about the cities in our country! (Applies, Extends, or Plans)
T: And make some sentences! (Explains Cénceét / Proceduré)

Selen comments on her behavior as follows:

I def:idedto do such an activity at the time because I could not get any
positive sentences about the countries (Curriculum Integration) because
none of the students have been abroad (Student History & Knowledge), so
I just turned it into cities for just getting that structure in positive sentences
(Student Involvement).

All the novices were also seen to make use of the Knowledge category a lot
while commenting on their video-taped actions at the stimulated recall interviews. For
example, the most inexperienced teacher Ece asks questions about Paris, relying on
their world knowledge:

Paris is a very well known city and if they have not been to there. They
may have heard about it from media. They have some knowledge about
Paris (Knowledge).

Another novicé teacher, Burcu, tries to give extra information about the work of

- -Shakespeare to make the students participate in the activity:

T: OK! (Gives Feedback)
T: Have you seen a play by Shakespeare?

SS: NO RESPONSE (Deficient Response)
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T: Romeo and Juliet?
(Elicits and Incorporates Input & Focuses Attention/Effort)
SS; Yes, we know it! (Elicited Response)
‘T: OK! I have seen Hamlet.
T: I have seen Macbeth. (Explams Concept / Procedure)
In this classroom excetpt, the novice teacher Burcu was aware of her students’

current knowledge and needs:

I count the names of his plays because unfortunately, these years some
students lack cultural knowledge about literature or other things or their
own culture, (Knowledge)When I ask about authors or poets, they always
have no idea. So sometimes, I feel the need to give extra information for
them: The names of the writers, poets, some places, or cinemas
(Curriculum Integration & Subject Matter Content).

In the following classroom excerpt, the novice teacher Zeynep reformulated her
question since she suddenly remembered that the students had not learned the passives
yet:

T: And did the burglars... ? (Checks Knowledge)
T: I mean, did the police catch the burglars? (Aplies, Extends, or Plans)
T: Tahsin! (Focuses Attention / Effort)
Zeynep commented on her action as follows:
I just wanted to ask the question in the passive form, but then I

remembered that they had not learnt the passive yet. Therfore, I changed it

into an active sentence (Knowledge).
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Another novice teacher, Gamze, also tries to use the students’ knowledge of
Atatiirk’s life to involve them in the activity:

T: (Under the title, she writes): (Focuses Attention/Effort)

T: (She Tooks at the class and waits for few seconds.)
T: (Focuses Attention/ Effort)

Gamze was sure that the students knew the date of Atatiirk’s death:

I know that they have had some knowledge about Atatiirk from my
experiences. This is culture you know (Knowledge). This is Turkish
culture. All primary school students know when Atatfirk died, the dates
and it was sometime close to the Atatiirk’s death anniversary. That is why,
1 used Atatiirk in the sentence (Student Motivation and Involvement).
Some individual differences within each group were also noted in regard to the
number of the prior knowledge categories recalled at the stimulated recall interviews.
For example, in the experienced group, Kumru reported recalling 72 categories,
whereas Kezban recalled 154 categories and in the other group, Zeynep recalled 79
categories, whereas Ece reported 138 categories (see Table 4.5.). That is to say, the
number of the prior knowledge categories the teachers recalled at the stimulated recall
- interviews is seen to be affected by some other factors rather than the level of the
expertise.
Contrary to the findings reported by other researchers (Fogarty et al, 1983;
Johnson, 1992; Westerman, 1991), the novices in this study are seen to be able to
employ and recall the same prior knowledge categories in the way the experienced

teachers do, implying that these categories have also developed in novice teachers. This
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finding can be related to the novices’ methodological knowledge and their graduate

studies on ELT and EFL students.
4.6. Instructional Management
'Table 4.6. presents information on the classrom management issues adressed by

the participants at the stimulated recall interviews.

Table 4.6. Instructional Management

Categories Experienced Teachers Novice Teachers
Kumru Merve Selen Kezban | Gamze Burcu Zeynep Ece

Control the students |2 * 2 * 11 * * 2
Equal turn giving 4
Seating arrangement | * *
Use of resources 2 3 3 3 *
Number of the
students * * *
Adjusting teacher's
speech rate * * 3 3
Level of the text * * * * * * * 3
Nature of the task
/activities 5 2 2 3 2 4 * *
Timing the activities |7 8 7 8 17 12 {14 |17
Totals for the
individual teachers |17 16 16 17 38 22 18 23
Totals for the groups | 66 101

* The category is mentioned only once at the stimulated recall interviews.
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As indicated in Table 4.6., the novices reported more management related issues
than the experienced teachers (101 versus 66). Our findings, therefore, are compatible
with Borko and Livingston (1989), Borko and Shavelson (1990), Fogarty et al. (1983),
and Johnson.(1§92) who report that novices are concerned with classroom management
issues more ﬁequer;tly than experienced teachers during oﬁgoing instruction. |

Moreover, Table 4.6 indicates that all the teachers in the study have a tendency
of controlling the students when they are off-task; however, experienced and novice
teachers appeared to differ in their reactions to student off task behavior. In line with
the previous findings in this study (see Section 4.5.), the experienced teachers were
observed to make use of Pedagogical Principles category more often than the novices in
the case they faced such management problems, The experienced teacher Kezban, for
example, comments on the strategy she chose to cope with some management problems
as follows:

I assign some duties to some students who have already finished the
activity (Group Management). I know that they could do the activity
correctly. In a way, those students are better than the others, at least in
this activity (Student History & Academic Skills). You know peer
correction is a good way (Pedegagocial Principles & Belief). They can
casily understand from each other more than the teacher (Student
Understanding). IfI did not give them this duty, they would talk, so some
discipline problems may have arisen. In one way, I tried to manage the

class (Group Management).
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Similarly, the most inexperienced teacher Ece is very sensitive about the off-

task behavior of the students:

¥t is the beginning of the second lesson, I generally choose the student I
thmk who is busy with something else. Sometimes, they talk to each

6ther or just try to find something, so I choose 'oneA of the students who do -
not listen to me at that time so that I take their attention. It is a routine for

me (Routine & Student Motivation and Involvement).

Another r;ovicc teacher, Burcu, announced the aim of the next activity to make the

students who finished the task earlier busy:

I explained the next activity for the students who finished earlier (Social
Development). They should be silent and on task. They should not
interrupt the others who are studying, so they can be busy with the pictures
(Group Management). I do not like sleeping and talkmg students while I -
am lecturing (Teacher Feelings). I can also let them go out if they are not
interested in the lesson. I can ask them whether they want to go out. If they

want they can go out.

Burcu has also provided some verbal warning cues for the students to be silent:

T: HELLO! HELLO! (Focuses Attention/Effort)
T: (To the last group): What is happening? (Elicits and Incorporates Input)
T: (She goes there) (Applies, Extends, or Plans)

T: Did you listen? (Focuses Attention/Effort)




195

Burcu comments on this strategy as follows:

These students were off task. They were speaking to each other in Turkish.
’;‘hey were not interested in the pullover. In the end, Fabio fainted because
“ he had six pullovers under his ja.cket, so they should understand why he
famted (Student MotiVaﬁon and Involvement). They are the talking’ |
students. Now, it is time to study, to do something related to the lesson.
They are the talking students. Now, it is time to study, to do something
related to the lesson (Student Motivation and Involvement).
Another example emerges in the class of the novice teacher Gamze:

T: He gave the first aspirin to his teacher. Right!

T: (Elicits and Incorporates Input & Focuses Attention/ Effort)

SS: No, to his father! (Elicited Response)

Gamze comments on the excerpt as follows:

“I told a wrong statement to test if they are listening or not. To see whether
they are on task or of-task. It is very practical (Student Motivation and
Involvement).”

Another novice teacher, Zeynep, decides to spend some time answering the
students’ question about the videotaping procedure to avoid management problems that

might arise during the lesson:

I explain why you are videotaping us because they are not accustomed to a
video camera in the class (Student History & Psychology). They also
wonder why you are there, so I feel that I have to explain. IfI did not, they
would talk among each other and ask me questions throughout the lesson

(Student Motivation).
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As shown in Table 4.6., equal turn giving and seating arrangements were not
seen to affect interactive decision making behavior of the teachers in both groups. Use
of the resources and number of the students, on the other hand, were found to affect the
novice teachers; interactive decisions more frequently than the experienced teachers.
For example, one o;'the novice teachers, Gamze, reports how she adapted her lesson
according to the small number of the class on the spot:

1 told before the lesson that I would not use a specific teaching technique,
but I suddenly felt the need I mean we should move somehow because the
students are already unwilling to study (Student Motivation and
Involvement). They are not happy to be in the classroom (Student
Psychology). There are only 8 students, so they are not totally motivated. 1
was low motivated as well (Student Motivation and Involvement). I just
felt that we needed some movement, and then I made immediate plans and
used TPR, which increased my motivation (Pedagogical Principles &

Teacher Motivation).

Gamze also reported making some changes in the content of the lesson due to the

small number of the students at the time:

When I saw that there were so few students, I changed the content of the
lesson (Group Management). Before the lesson, I planned to teach three
points; want, would like somebody to do something, and encourage. 1
could teach only the two. May be when all the students are in the class next
time, I can revise these two structures (Subject Matter Content &
Curriculum Integration). I tried to answer their questions. I focused more

on vocabulary (Social Development). All these things come to mind on the

spot.
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As for another dimension revealed in Table 4.6., the experienced teachers
reported adjusting their speech rate appropriate to the level of the students more
frequently than the novices. Although all the participant teachers, regardless of their
expemse Ievcl, were concerned with the leveI and nature of the task at hand, the
expenenced teachers recalled the task related decisions more than the novices while
explaining the rationale behind their interactive decisions. The most experienced
teacher Kumru, for example, explains that the level and length of the task affect her
interactive decisions:

I did not prefer to conduct the activity in pairs because it was an easy task
to do in pairs (Teacher Preference & the Nature of the Task). I usually ask
them to work in pairs in more difficult tasks. Moreover, I can not check
their pronunciation in pair work (Control the Language of the Students).

I make them to repeat. The listening section is quite long, and they are
asked to identify who tell the sentences, so they have to be familiar with
the sentences. I thought it would be easier for them to get what is said
(Curriculum Integration). Time to time, I am stopping the tape and ask
about the sentences they hear because it is a quite long text for this level
students (Academic Skills). Besides, I try to put the sentences into chunks
and check if they are doing it properly (Pedegagical Principles & Subject
Matter Content) because if they are lost in the beginning, and if I do not
stop it, till the end, they may get lost for a while. I check in a way their
attention and give time for the students who are lost (Student Motivation
and Involvement & Student Understanding). I do this almost with every

long listening text especially at this level (Level of the Text).
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Another experienced teacher, Selen, remarks the artificiality of the task while
commenting on her video-taped behavior:
1 omitted two cities asked in the instruction because in that case, it would
. be so long and artificial not natural (Subject Matter Content & Student
Mo’;ivatioﬁ' and In\?olvement). That’s why, I announce it just before they
start and after I arrange it because I decide it at that point (Group
management). It would be artificial because we have already asked about a

lot of places. There is no need to ask more places (Curriculum Integration).

Similarly, Zeynep, a novice teacher, provides extra information about the
characters in the listening text so that the students can do the task more easily:
T: He travels all around the world, ha!
T: All around the world. (Focuses Attention / Effort)
T: And, he plays tennis in different championships.
(Explains Concept / Procedure)
T: Ha, in different countries in different cities.
(Explains Concept / Procedure)
Zeynep comments on her action as follows:
I explained that tennis players always go to the different countries because
in the listening text, the speaker is talking about his trips and may be the
students could not catch the reason. Just to give them a frame work

(Knowledge).
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Regarding the comments of the teachers given above, both groups of teachers tend
to change either the content or the structure of the task to make it clearer and more
appropriate for the students. They also believe that such a change encourages the students
to participate, in class activities.

| As for the tix,hing the activities on the spot, all the participant teachers, régardiess
of their expertise level, recalled it as a determinant factor in their immediate decision
making at the stimulated recall interviews; however, as indicated in Table 4.6., the
novices mentioned it more frequently than the experienced teachers. For example, one
of the experienced teachers, Merve, reported changing some of the management
strategies she had planned not to lose time since they needed time for the rest of the

class:

I preferred to assign the students into pairs because we had a little time for
that only 5 minutes more (Timing), so I did not have much time to give
them the chance to choose their own partners (Group Management). I
preferred getting the answers about the listening part orally for the whole
class (Group Management). Otherwise, it would take a long time (Timing),
and the answers were only “yes or no”, so I thought that it was not so
necessary to get the answers individually (Subject Matter Content).
Similarly, the novices were also seen to adapt the nature of the task according to
the time left towards the end of the lesson. Moreover, they are more sensitive than the
experienced teachers about controlling the time throughout the lesson. For instance, the

most inexperienced teacher Ece comments on this issue as follows:

Even though the word refreshing is new for them (Knowledge), I only
explained it in Turkish because we did not have enough time left (Time

Constraint), and I think the word is not very important (Curriculum
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Integration). They do not need to know it. I just wrote it on the board

because they asked for it (Social Development). Furthermore, I did not

plan to give turns to each pair to read their dialogs. It all depends on the
. time left (Tnmng) I had extra time, and there were just six or seven

pairs, so all of them could read it (Filling the Time Appropritely).

4.7. Teacher Related Factors

Table 4.7. 'presen.’cs teacher related factors teachers reported considering while
making interactive decisions. Among the categories observed in Table 4.7., teacher
style, belief, and teacher preferences were found to be stated at least once by all the
teachers at the stimulated recall interviews throughout the study. As seen in Table 4.7.,
the category of teacher’s learning experiences received attention from all the
experienced teachers, whereas it was mentioned only by one of the novice teachers.
For instance, the most experienced teacher Kumru explains why she employed self-

correction strategy in the class with regard to her learning experiences:

May be, the reason for this sort of correction (i.e., loudly) may have
resulted from my real life experiences (Teacher’s Learning Experiences):
when I was a student or it may be rooted in my real life outside the class.
When I listen to people, I hear the correct version of something, and I do
not need to ask it to anyone. I make the correction automatically. May be,

this is something to do with my learning style.
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Table 4.7.Teacher Related Factors

Categories Experienced Teachers Novice Teachers

Kumru Merve Selen Kezban {Gamze Burcu Zeynep Ece

Teacher style - 3 * 3 2 * 6 * *
Teacher's lea’mjng' . |
experiences * * ® * . 1 *
Teacher's
preferences 2 3 4 6 7 4 1 3
Teacher belief 4 3 17 26 9 8 8 9
Teacher planning * *
Learning theory * *
Teacher’s learning | * 3 5 4
style
Totals for the
individual teachers |11 |8 27 40 22 22 10 14
Totals for the groups 86 68

* The category is mentioned only once at the stimulated recall interviews.

As indicated in Table 4.7., in the novice group, only the most inexperienced

novice teacher Ece refers to her learning experiences while commenting on her action:

I stand around my desk. I thought about this before. I do not want to
disturb them due to my presence because I am teaching them (Routine,
Student Motivation and Involvement). If I get very close to them
sometimes they can get stressed, I can feel it. (Creating Relaxed
Atmosphere). This is also something I felt during my learning
experiences as a student. When I was a student I did not want the teacher
to come closer to me. I do not know the reason (Learning Experiences &

Student History).
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Table 4.7. indicates that belief is one of the dominant teacher related factors
affecting the interactive decisions of both groups. Nevertheless, the groups of teachers
differ in the number of their recalling instances. The experienced teachers (12.5%)
recalled their, beiie,fs more frequently than the novices (6%) throughout the sﬁmulated
re;:all interviews. F(:}r éxamplé, one of the emeﬁenced teachers, S elen, emphasizes her
belief about the importance of authentic learning tasks:
I sometimes repeat the answers just to motivate them (Student Motivation
and Involvement), and also I add my personal views for making the
conversation real not artificial (Student Motivation and Involvement &
Pedagogical Principles). If you talk about the real things, the students can
feel that the classroom atmosphere is real. We are having an authentic
conversation (Nature of the Activities& Student Motivation and
Involvement). These are the things that we should learn, so the students
can match the things they see in the class with the things in the life.
Therefore, this is a good way of learning (Pedagogical Principles).

Selen also relies on her beliefs while giving turns and correcting students’ errors:
The first pair is always from the ones who have better pronunciation.
Then, it goes from the best to the worse because the first readings must be
good models (Pedagogical Principles & Academic Skills). I did not
interfere in their dialogs on purpose because it is not good to interrupt the
students while they are speaking or reading something unless they have a
global mistake (Student Motivation and Involvement & Pedagogical
Principles), so I do not like error correction very often unless it is a huge

one (Teacher Style). I always correct my students in a non threatening
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way. This is a good way of error correction (Pedegogical Principles &
Belief),

The novices were also seen to hold some belief about error correction. For

example, the most mexpcnenced teacher Ece claims:

event:

I generally correct pronunciation even with more proficient students

(Subject Matter Content). I think this is important. If I do not correct,
they do not learn it and continue to mispronounce it (Belief & Student
Léaming). If1 correct the students, they would not try to correct and
monitor themselves while talking (Pedagogical Principles& Belief). If1
make him be aware of his mistake, the next time he or she tries to speak
better and be aware of the grammatical items (Social Develpoment,
Students’ Needs & Language Development).

Another novice teacher, Zeynep, came across with an unexpected classroom

S: (A student raises his hand) (Initiation)

S: Aldatmak ne demek? (Initiation)

T: OK! Don’t you have a dictionary? (Applies, Extends, or Plans))

T: Frrat, do you have a dictionary? (Focusés Attention / Effort)

T: (She takes the dictionary from Firat and gives it to the other student)

(Applies, Extends, or Plans)
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Zeynep explains the rationale behind her behavior regarding her belief about the

retention of the knowledge:

I did not give the meaning because I believe that if I provide the answer

) dxrectly, it can not be long lasted (Be.liet).AMdreover, I always provide a
context for the unknown word. Ifthé student tries to do Sbmething, spends
some time to find the meaning, I think it will be more long lasted
(Pedagogical Principles).

Sometimes-, the experienced teachers and the novices were seen to share the same
or similar beliefs while explaining the reasons for their actions. For example, the rationale
stated by Zeynep in the above comment was observed to be favored by the experienced
teacher Kezban, as well:

I try to give the structure that is our focus in example sentences since
isolated words never stay in their mind (Subject Matter Content, Student
Learning & Learning Theory) May be the examples come to their mind
more easily (Curriculum Integration).

Some differences, however, have also appeared among the individual teachers
within each group of teachers. For example, as shown in Table 4.7., two of the
experienced teachers, Selen and Kezban were found to be more belief oriented than the
other two experienced teachers in the study. As for the novices, all the individual
teachers reported almost the same number of belief categories (8-9) throughout the
study, which means that the novices consider the category of belief equally while
making interactive decisions. This finding suggests that interactive decisions of the
teachers may be affected by some personality and belief factors rather than the expertise

level of the teachers.
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Table 4.7. displays that only two experienced teachers report the effect of the
lesson plan on their in-class decisions; however, all the teachers participating in the
study explain the fact that the central system of YADIM and teaching order they have to
foﬂqw.aﬁect.mék classroom teaching fo a great extent. Moreover, all the teachers tend

“to prepare their plans just in the form of mental images (see Appendix 5 and Appeﬁdik
6) as uttered by the most experienced teacher Kumru:
“I do not-write my plan, but I take notes in my notebook or book with a
pencil or on a piece of paper. I always plan the lesson in my mind.”

As for another dimension, learning theories teachers consider while teaching in
the class, only two of the experienced teachers made use of their learning theories while
explaining the reasons behind their actions. One such experienced teacher is Kezban

who puts emphasizes on i+1 Theory and passive learning in explaining her behavior:

My students are total beginners (Academic Skills), but I give the
instructions in English (Teacher Preferences). I know that they can
understand me (Student History & Student Understanding) because from
the very beginning of the semester, I started speaking English because I
believe in i+1 theory (Belief & Use of the Target Language). You know at
first, they did not understand me, but they tried to understand, and now
they can understand me. I just look at their faces and eyes (Social
Development). This is my style i+1 as I said before (Teacher Style). I want
them to get the instructions smoothly before they learn it (Student

Understanding), so when it is time to learn, it would be easier. I am sure;

just acquisition and passive learning (Learning Theory).
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Similarly, the experienced teacher Selen also recalls a learning theory from her

Master lessons (i.e., graduate study) while commenting on the use of the board:

I did not put it on the board because I do not like writing wrong things on

" the board. I usually use the board for the correct things (Routine,
Pedegogical Principles & Belicf). While I was doing my M.A, in one of
the lessons, it is said that students have the tendency of learning everything
even the wrong things from the board (The use of the whiteboard &

Academic Knowledge of the Teacher).

As presented in Table 4.7, teachers’ learning style was observed to receive
attention from half of the participant teachers in each group; nevertheless, the novices
utilized this factor more frequently than the experienced teachers at the stimulated recall
interview. The novice teacher Gamze, for instance, comments on her video-taped

actions focusing on her own leatning style as follows:

Here, while getting the answers, I both repeat their answers and write them
on the board (Pedegogical Principles). In a way students both see the word
and hear how it is pronounced because they have difficulties pronouncing
the dates (Social Development & Language Development). I am myself a
visual learner, and I want to see the words all the time (Teacher Learning
Style). If someone reads me something, I do not understand it. I have to
see it. So when I think of myself, I think the students, and I am sure there
are some visual learners among them and for those students, I have to

write it on the board (Students’ Learning Style).
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Overall, the experienced teachers are found to recall teacher related factors more
frequently than the novices (86 versus 68) while explaining the reasons for their video-
taped actions. Moreover, the experienced teacher Kezban reports almost half of the
categories (40) ;'c;called by all the experienced teachers in the study, which reflects that
the interactive decision making behavior of the teachers isvaffected by some other .
factors such as their beliefs, learning styles, learning preferences and experiences, and

learning theories rather than their expertise level.
4.8. Institutional Factors

The institutional factors reported by the teachers at the stimulated recall sessions
are summarized in Table 4.8. The novices reported considering more institutional
related factors than the experienced teachers in their interactive decision making process
(25 versus 10). As can be observed in Table 4.8., the novices considered catching up
with the syllabus and sequencing the lesson content in their interactive decision making,
while no experienced teachers utilized these factors at the stimulated recall interviews.
For instance, the most inexperienced teacher Ece comments on the effect of the syllabus

on her interactive teaching as follows:

We made some writing activities. Therefore, I know how they write,
which ones are good or not (Student History & Academic Skills). I have
some ideas about them (Student History). We do not use the same
materials with the teachers teaching other remedial classes. We do not
use the textbook, but we have to follow the syllabus given to us every

week.
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Categories

Experienced Teachers
Kumru Merve Selen Kezban

Novice Teachers

Gamze Burcu Zeynep Ece

Catching up with the
syllabus

Sequencing the
lesson content
Formal assessment
Having other classes
with the same
students

Lack of the contact
with the partner

Cultural information
Forgets

Teaching multiple
classes

Totals for the
individual teachers

2 2 2 4

2 .* *

10 7 4 4

Totals for the groups

10

25

* The category is mentioned only once at the stimulated recall interviews.

Another novice teacher, Gamze, reveals how the syllabus affected her interactive

decision as follows:

Actually, as I mentioned in the beginning, T was not going to introduce

TELL. I did not want to teach it in that hour. It was in my plan, but when I

saw that there were so few students in the class, I just gave it up (Group

Management). However, then we lost a lot of time in the syllabus. At the

time, we should have been learning simple past tense. We are still loosing

time studying these structures. Therefore, I decided to move to TELL;

two structures at one time (Syllabus).
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Moreover, the novices were seen to refer to formal assessment category more
frequently than the experienced teachers while commenting on their video-taped
behavior (see Table 4.8.). Among the experienced teachers, one of the experienced
teachers, Kezbax;,, mentioned this category more frequently than any other experienced
teachers because shé was teaching the remedial class students wh§ got the lowest grades

at the achievement exams at the time.

Another experieniced teacher, Merve, considers formal assessment while
emphasizing the instructions in the class:
1 emphasize the instructions because the students are not good at
understanding the instructions (Student History). I know that they have
some problems especially at the exam. That’s why I want to repeat the
instructions (Formal Assessment).
The most inexperienced teacher Ece also favors the formal assessment criterion

in her interactive decision making as follows:

I wrote only those words on the board because these are all important
word (Subject Matter Content), and I know that they will be asked in the

quizzes or achievement (Formal Assessment).

The experienced teachers were seen to be more relaxed than the novices in the
case they could not cover what they have planned since they had some other classes
with the same students either on the same day or the next days in that week. Therefore,
the novices can be said to follow the teaching order more strictly than the experienced
teachers, which may result in their desire to be an ideal teacher and accomplish their

duties properly since they are new at the institution.
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Having block hours is also seen to affect their immediate decisions as uttered by

the novice teacher Zeynep:

I did not have any worries about the time because I am sure that the time

" was enough for wha; I had planned (Timing). Moreover, | have another
hour with them on that day. T had three hours and this is the ﬁrst hour with
them (Having some other classes with the same class & Subject Matter

Content).

Table 4.8. indicates that the teachers in both groups provide cultural information
as the need arises throughout the lesson. The last category, Forgets, appeared at the
stimulated recall data of two novice teachers, Gamze and Burcu. They reported that they
changed their plans towards the end of the lesson because they forgot to introduce one
of the related subject matter points in the beginning. However, neither was seen to get
panicked in such a case as illustrated by Burcu in the following stimulated recall
interview excerpt:

Actually, I was going to introduce “shall we?” in the beginning, but I
forgot it. While checking those two students’ work, I saw that they used
shall in a statement and thus I decided to introduce and explain it at the

time (Subject Matter Content & Forgets).

Similarly, the most experienced teacher Kumru also forgot to announce the
instruction to the activity, which caused the students to spend @re time to find the
correct answer. Therefore, she had to change her plan and exclude the last activity from
the plan:

I forgot to warn them that they should put a tick under each house. When
they finished the activity, they realized that they could not figure it out

immediately which one is left. My missing that “you can put a tick under
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each picture” caused me 5 minutes (Student Understanding). Therefore, it
lasted 5 minutes more than I planned. This also made a change in my plan.
There was a brief activity I was planning to include. It was a 15 minute

. activity. Since ten minutes here left, I a bit made the final stage longer and

gave the homewdrk afterwards (Group Management).

As shown in Table 4.8., among all the teachers in the study, only the novice
teacher Gamze reports that teaching multiple classes affects her interactive decision
making behavior:

I sometimes ask such spontaneous questions. I sometimes immediately
decide (Routine). I used the same thing in my previous class one hour ago,
and it worked (Important Content & Pedagogical Principles).

To conclude this part, some management, teacher and institutional related factors

rather than the expertise level of the teachers may determine the content, quality and

number of their interactive decisions.

4.9. Types of Decisions

Table 4.9. displays the data obtained on the sequential and hierarchical decisions
made by the teachers with respect to their expertise level. As seen in Table 4.9.,
regardless of the decision type, the experienced teachers were seen to makevm'ore
decisions than the novices (264 versus 226) throughout the study. Moreover, they were
observed to make hierarchical decisions more frequently than the novices while

teaching in the class, which represents statistical significance (X*: 20.928 p < 0.001).
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One of the experienced teachers, Merve, illustrates how the experienced teachers

form hierarchical decisions in their interactive teaching as follows:

T: Selda!

T: D1d Baird send pictures froﬁ:x Londén to Glas,go.w? -»
T: (Checks Knowledge)

S: In 1927! (Elicited Response)

T: ’(She smiles)

T: So, make negative, please! (Hierarchical Desicion)
T: Once bi olumsuzunu yapm sonra olumlusunu! (Hierarchical Decision)
The most experienced teacher Kumru also makes a hierarchical decision while

explaining the aim of the activity:

T: Now! (Focuses Attention/Effort)

T: Tell me! But! When you tell me;

T: Anlatirken dikkat edin! Yalniz burda g6stermek istedigi neyse ona....

T: (Explains Concept / Procedure) (Hierarchical Decision)

SS: Cogul! (Initiation)

T: Ya! (Gives Feedback)

T: What is good for you? (Elicits and Incorporates Input)

T: What is delicious? (Applies, Extends, or Plans)

T: What is.....? (Focuses Attention/Effort)




214
Similarly, one of the novice teachers, Burcy, also makes hierarchical decisions
while clarifying the aim of the activity.
T: This is a worm and book worm. (Gives Feedback)
T (§he w;ites the phrase “bookworm” under the apple.)-
T: (Applies, Extends, or Plans & Focuses Attention / Effort)
T: Yes! It is about book worm, Benny. (Gives Feedback)
T: (She agam sits in front of her desk)
T: Fn'st, read about the sentences, OK!
T: First read the sentences and put them, all the words.
(Hierarchical Decision) (Explains Concept/Procedure)
T: After you finish, we are going to look at the pictures, OK!
(Hierarchical Decision) (Explains Concept/Procedure)
In contrast to the hierarchical decisions displayed in Table 4.9., no significant
differences were found between the groups of teachers with respect to the number of the

sequential decisions they make in the study (X*: 1.659 p= 0.05). That is to say, both the

experienced and novice teachers make sequential decisions almost equally in the class.
The following example for the sequential decisions is taken from the class of the
novice teacher Gamze:
T: OK! Before we start, any interesting news or even;s?
T: (Sequential Decision)
T: (Focuses Attention/Effort & Elicits and Incorporates Input)
T: (She moves towards the students.) (Applies, Extends, or Plans)

T: Are you happy with the quiz tomorrow? Yes?
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T: (Focuses Attention/Effort & Elicits and Incorporates Input)
T: Why not? (Elicits and Incorporates Input)
T: (Keeps to the plan.)
" T: OK! Today, we are starting Unit 8. (Explains Concept/Procedure)
Another novice teacher, Burcu, also exemplifies sequential décisions véry well
in one of her videotaped classes:
T: (She checks the time) (Routine)
T: ’Lesson is finished! (Explains Concept / Procedure)
T: But, I want to ask you something! (Focuses Attention / Effort)
T: (She cleans the right side of the board):
T: How many past participles have you learnt so far?
(Sequential Decision) (Checks Knowlgdge)
T: Past participle? (Focuses Attention/Effort)
T: Go, went, gone for example!
(Applies, Extends, or Plans & Explains Concept/Procedure)
T: (She utters and writes the question on the board).
T: (Applies, Extends, or Plans)
T: How many past participles have you learnt so far?
T: (Checks Knowledge)
T: Any? (She looks at the class) (Focuses Attention/Effort)
T: When did you start learning perfect tense?
T: (Elicits and Incorporates Input)

SS: Two days ago!
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T: Two days ago, OK! (Gives Feedback)
T: How many past participles have you learnt so far?
(Elicits and Incorporates Input)
Similarly, the.expérieﬁcéd teacher Merve provides another example for
sequential decisions: | | |
T: Yes, best seller! (Gives Feedback)
T: OK! (I"ocuses Attention / Effort)
T: Now, we learnt the new words! (Gives Fedback)
T: Let’s read here!(Sequential Decision) (Explains Concept / Procedure)
T: Read these texts!
T: Read first and then we are going to listen later! (Sequential Decision)
T: (Explains Concept/Procedure)

Another finding revealed in Table 4.9 indicates that all the teachers are observed
to make more hierarchical decisions than sequential ones within their own groups,
which is statistically supported for the experienced teachers but not for the novices.
Apart from the level of teaching expertise, some other factors such as teaching order the
teachers follow, the textbook style, sharing the class with partners, and having a central
system at YADIM may cause the teachers to favor hierarchical decisions more than the

sequential opes.

In this chapter, we reported and discussed the quantitative findings. The next

chapter presents the qualitative data obtained throughout the study.
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CHAPTER 5
DISCUSSION OF QUALITATIVE FINDINGS

5.0. Introduction

This chapter mainly covers the reasons, principles, and factors which guide the
interactive decision mz;tking behavior of the teachers from their own perspectives. Based
on the categories; developed by Bailey (1996), the emerged categories throughout the
study will be adapted by adding, deleting, or combining them to more accurately reflect
the responses of the participant teachers. Moreover, information that is not appropriate
for any of the categories is also noted to be mentioned seperately. This chapter also
presents qualitative findings on the use of the teaching routines as well as the immediate
and reflective decisions favored by the groups of the teachers. Alternative decisions and
teacher feelings are the other issues to be discusses throughout the chapter.

Finally, regarding the models provided by Westerman (1991) and the principles
mentioned by some other researchers (Fogarty, et al., 1983; Borko & Livingston, 1989;
Borko, & Shavelson, 1990; Johnson, 1999), models for experienced and novice teacher
interactive decision making will be proposed in regard to the findings obtained in this
study. Therefore, the post-reflections uttered by the teachers at the stimulated recall
interviews will also be wve@ in this chapter to emphasize some parts of the models
appropriately. Besides, snakes drawn by the participants (see Appendix 10 and
Appendix 11) will be considered in the interpretation of the data to see the effect of the

previous teaching and learning experiences of the teachers on their interactive decision

making behavior.
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5.1. Reasons
5.1.1, Serve the Common Good

The prin.ciple of Serve the Common Good arises in classes where a student asks
a questionvbr' hasa 1’>roblem which the teacher considers to be aﬁissue for the other
students, as well (Bailey, 1996). In the present study, this principle was observed to
underline the in-class actions of the experienced teachers to a great extent. Moreover,
they did not hesitate to change or depart from their lesson plans in such cases because
they believed that dealing with the individual problems would certainly benefit the
whole class.

Such an example was observed in the class of the experienced teacher Merve
who insisted on correcting the pronunciation error of a student in the mid of the lesson.

I focused on the wrong pronunciation because I taught them how to
pronounce “-ed” before (Knowledge). They know it. I just warned them.
Since the others heard the mistake, I wanted to correct it immediately
(Group Management & Pedagogical Principles).

Another experienced teacher, Kezban, was also seen to be more concerned with
the Serve the Common Good principle since she was teaching a remedial class
throughout the study:

I think they made a mistake, but I can not remember it right now. I am not
sure, but it was two or three students (Student Understanding). If it is just
one student, I just whisper it to them that this is not true, and it should be
like this (Routine). Since more students did the mistake, I preferred to
warn them loudly to take the others’ attention as well (Group Management

& Student Understanding). I mean it works (Pedagogical Principles).
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Similarly, the most experienced teacher Kumru gives the students feedback loudly
to draw the attention of the other students to the issue:
I sometimes give the feedbacks loudly. I sometimes do it on purpose
. becauselftheother students also have suchaproblem, I have this in my
| mmd, the others will listen, and some are very shy (Pedagogical
Principles). They do not dare to ask the teacher if it is correct or not. I may
miss them as going around, so I do it on purpose. Sometimes, I make the
corrections aloud if I think it is a major mistake. I make it aloud so that the
others can hear and correct their sentences silently (Group Management).
Contrary to the experienced teachers, only two of the novice teachers, Ece and
Zeynep, invoked the principle of Serve the Common Good in the study. The most
inexperienced teacher Ece considers the principle in the following classroom excerpt:

T: Do you know what incredible is? (Checks Knowledge)

SS: Yes, imkansiz. (Elicited Response & Attention)

T: How do you spell it? Emrah, spell it.

T: (Checks Knowledge & Focuses Attention/Effort)

T: (While he is spelling, she is writing the letters on the board.) (routine)

Ece clearly states that Serve the Common Good is the main principle behind her

decision in the excerpt given above:

Incredible was presented the week before and this is a very difficult word
for the students.(subject matter) Most of the students had spelling
mistakes in their vocabulary tests (Academic Skills), so I decided to write
this on the white board since a student asked me how it was written

(Social Development).
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Similarly, the novice teacher Zeynep also utilizes Serve the Common Good
principle in her classes as follows:
T: And showing your..... (Elicits and Incorporates Input)
T (Spe shows her heart) (Applies, Extends, or Plans)

SS: Emotions! (Elicited Response)

S: Emotion nasil yaziliyordu? (Initiation)

T: Emotion (She writes it on the white board)

T: ’(Focuses Attention/Effort & Applies, Extends, or Plans)

T: It is like feeling. EMOTION!! (Explains Concept/Procedure)
Zeynep judges that Serve the Common Good principle is very important for the

whole class understanding:

First, the students said what emotion is and then one student here did not
understand it. So I wrote it and explained it because even a student is
enough for me (Student Understanding). I sometimes repeat their answers
for the others to hear well (Group Management) or to correct their
grammatical, content and pronunciation mistakes during the activity

(Social Development & Correcting the students in a non threatening way).

To sum up, all the experienced teachers consider Serve the Common Good
principle while dealing with the problems emerged out of language skills and student
personality. Moreover, compared to the novices, the experienced teachers are found to
employ more appropriate teaching routines in such cases.The novices, on the other hand,
are seen to favor the principle to solve the problems related to the subject matter content

and student level throughout the lessons.



221

5.1.2. Teach to the Moment

In some classroom instances, the teacher drops the lesson plan and explains
something or deals with another issue that emerges on the spot. For this reason, some
unplanned alterniatives to the lesson plan are judged desirable (Bailey, 1996). Peter
Shaw (cited in Bailey, 1996) remarks that in elementary education, this idea is called as
Teach to the Moment.

In the present stizdy, regardless of the expertise level, both the experienced and
novice teachers w;:re found to spend some time to deal with the issues that the students
raise on the spot. For example, Kezban, an experienced teacher, taught the word “fast”

even though it was not included in her plan. She comments on her action as follows:

They are always giving examples of tasty and delicious things and at the
time, I want to teach them the word fast (Student Understanding &
Knowledge). I also tell that word in Turkish. You know it is an abstract

noun (Student Understanding & Academic Skills).
In another instance, Kezban suddenly focuses on the difference between the words
“right” and *“write” which are homophones:
T: That answer is right. (Gives Feedback)
T: (She waits for a second and sits in front of her desk)
(Focuses Attention/Effort)
T: Not wrong but right! (Explains Concept/Procedure)
T: Right! That answer is right! (Elicits and Incorporates Input)
(Now, she makes her thumb up to mean right) (Applies, Extends, or Plan)

T: Not WRITE! (Focuses Attention/Effort)



222

The experienced teacher Kezban comments on the preceding classroom excerpt as
follows:

Right and write! It is another strategy (Routine). In the previous hour, a
student wrote “write”. So you know I talked about it. Yes the
pronunciation is just the same. But here we are talking about right or
wrong (Important Content).That is the reason I give the example, and also
the antonyms help the students a lot to understand (Curriculum Integration
& Student Understanding). I know that they know what wrong means
because in the exams and instructions, we taught them Right x Wrong and

True x False (Knowledge).

(This scene was not video taped since the lesson continued more than
expected)
Teach to the Moment principle is not found to be so popular among the
experienced teachers. They explain that they can not spend so much time for the unrelated
issues even for the related ones since they have to follow a central teaching order and

scheduled exam dates.

The novices were also seen to illustrate this principle in their stimulated recall
interview comments. For example, the novice teacher Gamze decided to teach the
students the phonetic transcription of some words on the spot. She refers to Pedagogical
Principles and student needs while explaining her reason behind her decision:

I focused on the preposition because prepositions are also useful (Belief).
Study, where? Study in the library. I also wrote its phonetic transcription
because the student mispronounced it (Academic Skills). So, instead of

writing the word it self, I wrote the phonetic transcription. I want them to
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learn how to read phonetic symbols (Social Development & Students’
Needs). So, gradually I am trying to teach these symbols (Subject Matter
Content). I am comparing and contrasting both spelling and
. .plzqnunciation. I think this technique is useful (Bedagogical Principles &
Lan'g;iage Awareness) ' B
The most inexperienced teacher Ece is seen to be much more sensitive about this
principle; therefore, lots of examples come from her classes. She, for example, tries to
give some cultural information about the post boxes in Turkey and England, underlying
Teach to the Moment principle in her comments at the interview:
There is a cultural aspect. I think something is very different (Subject
Matter Content). We have post boxes, but the colours are different.
Sometimes the students see them in the pictures; however, they can not
recognize them in English course books. Here, I just want to build a
bridge (Curriculum Integration & Student Understandanding). I think
they did not know what a post box is because we do not have any in

Adana (Knowledge).

In another instance, Ece abandons some part of her plan to remind the students
like+ing structure:
Because one lesson or one week before, we studied like+ing. I like
running or swimming (Important Content). They could not say like
living. They should have known it (Knowledge). This is just repetition
for them.
To sum up, the novices are found to be more concerned with Teach to the
Moment principle than the experienced teachers, which indicates that they are more

concerned with satisfying the needs of the students on the spot.
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5.1.3. Further the Lesson

This principle highlights that teachers override their pre-active manegerial
decisions, which they announce publicly to the class, to promote substance and progress
of the lesson (Bailey, 1996). Further the Lesson is another principle observed to
underline interactive decision making behavigr of the teachers in both groups in the
current study.

The most experienced teacher Kumry, for instance, realized that the lesson was
not going well; th’erefore, she changed the whole class answer technique to individual
answer to progress the lesson and promote student involvement:

First I was getting whole class answers but then I chose Ofuz to answer
because it did not go well (Subject Matter Content). In the beginning some
students were pot in the class, so not everybody answered altogether
(Group Management). So, first I asked Oguz. Oguz had good-
pronunciation as well. The others will hear it correctly (Student History &
Pedagogical Principles).

Another experienced teacher, Selen, used realia to facilitate the lesson since the
students could not understand the issue through the original strategies planned for the

lesson:
Medine’s clothes were so easy to describe. She was wearing jeans, shirts

you know specific things (Student Motivation and Involvement &

Understanding).
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In another video-taped excerpt, the experienced teacher Selen taught the

difference between the verbs “put on™ and “wear” very briefly. She considers Further the

Lesson principle while commenting on her action as follows:

- In the beginning, I explained the difference between “wear and put on”

withou;t going into details because it was not tﬁe point (Social
Development & Subject Matter Content). I have not taught it yet. I have
not taught the present continuous tense yet (Knowledge). They have not
been familiar with the difference between “put on” and “wear” (Subject
Matter Content). Afterwards, I will give examples and explain it
(Curriculum Integration & Student Understanding).

The novices are also seen to utilize this principle while explaining their video-

taped actions. An example is observed in the class of the novice teacher Zeynep as

follows:

T: He says, “my country calls me!” (Focuses Attention/Effort)

T: (She asks slower): Why does your country call you? Talat!
(Applies, Extends, or Plans & Elicits and Incorporates Input)

SS: NO RESPONSE (Deficient Response)

T: Why does your country call you? (Focuses Attention/Effort)

SS: NO RESPONSE (Deficient Response)

T: Turkey calls you! (Focuses Attention/Effort)

T: Why? Hi? (Elicits and Incorporates Input)

T: (To another student): Umit! (Focuses Attention/Effort)
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In the above excerpt, the novice teacher Zeynep gives the turn to another student

to further the lesson and thus facilitate student motivation at the time:

I repeated the question just to help them (Student Motivation and
' Involyement). I did not insist on Talat because if I had, I think I may have
lost the other stu&ents becanse they may get bored (Student Mc;tivation and
Involvement & Pedagogical Principles); therefore, I did not insist on Talat.
I just Waﬁed to get his attention to the lesson (Subject Matter Content &
Attention). He is capable of answering the question, but it may take too
much time (Student History). Since I did not get any response from him, I
turned to another student to get the answer.

To conclude this part, both experienced and novice teachers make use of the
Further the Lesson principle in their interactive decision making, but with a difference in
their concerns. The. eXpeﬁenced teachers are concerned with student understanding ami
appropriateness of teaching strategy, whereas the novices are concerned with time

constraint and student encouragement.
5.1.4, Accommodate Students' Learning Styles, Preferences, and Needs

Parallel to Bailey’s (1996) findings, both the experienced and novice teachers
were observed to depart from the lesson plan to accommodate students’ learning styles,
preferences, and needs throughout the study. However, the experienced teachers were
found to be more relaxed while tailoring the lesson according to student needs, level,

and preferences.
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For example, one of the experienced teachers, Merve, thinks that her students need

a lot of modelling in English:

I repeated their answers to make them hear it easily. They can also hear

" the correct pronunciation from my sentence (Subject matter Content). If

they hear a lot, they can produce the sentences correctly (Belief & |

Student Motivation and Involvement).

Another experieﬁced teacher, Selen, comments that she can easily adapt the plan

or the activities ac;:ording to students’ immediate needs and level she observes in the

class:

I have been teaching this book for more than 2 or 3 years. I know it
(Familiriziation with the Book). Therefore, I can arrange the time limits on
the spot effectively according to their level and immediate needs
(Students’ Needs). I have been teaching them since the beginning of'the
term that’s why I know what they have and haven’t learnt (Knowledge).
This is a very good thing for a teacher. I know their abilities (Pedagogical

Principles).

Selen also tends to use a graded language in the class interactions due to low

profiency level of the students;

I try to use a language which is not complicated for the students
(Simplified Language). I try to give simple instructions using simple
classroom language. I use a graded form of English language (Academic
Skills). For language classroom usage, I want to get some more
interaction with the students (Teacher Interaction). These questions came
to my mind on the spot. I make my sentences according to the mood of my

students (Student Psychology), topic at hand (Nature of the Activity), and
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students’ expectations in that lesson (Student Motivation). You know,
immediate decisions.

Another experienced teacher, Kezban, also invokes the principle of Accommodate

Students' Learnix;g Styles, Preferences and Needs as follows:

I saw that some studenis are not pleased with their pictures (Sé’cial :
Development & Students’ Needs). Some found their pictures difficult to
talk about it. Students’ satisfaction is important for me as it is in every area
of human life (Belief). I also provide some reinforcement for the students
(Student Motivation and Involvement). I believe that they feel self
confident if the teacher says, “Good! Well done!” something like that. I

use them automatically (Routine& Student Psychology).

In another instance, the experienced teacher Kezban changed the nature of the

activity on the spot due to the students’ academic abilities:

In the previous lesson, I was going to study the handouts on which there
are some questions, but after writing the first sentence on the white board,
I thought it would be better to scramble them and ask the students to put
them into the correct order and then answer them ( Student Motivation and
Involvement). Because while writing it on the white board, suddenly I
thought that it would be very easy for the students to answer it (Academic
Skills). I just decided to change the order of the words, so it would be
better for them to practice the structure of the sentence (Subject Matter
Content). They are going to find the subject and the verb, and they object
to combine the words into a meaningful sentence. You know, they like this

kind of activities. It is like a puzzle (Preferences & Student Likes).
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The novice teachers were aiso found to favor the principle of Accommodate
Students' Learning Styles, Preferences, and Needs in adapting their lesson plans on the
spot. The novice teacher Burcu, for example, changed her planned strategy on the spot
- regarding the weak students in the class:
I did not plan to write the sentences on the white board, but I saw that there
was something wrong with the present perfect tense (Curriculum
Integration). I wrote the sentence because in the activity only some words
are given and I want them to provide a complete sentence (Curriculum
Integration). I also wrote it for the weak students to correct their mistakes.
I know my students, and I know what they know and do not know (Student
History). I know what and how they can understand easily (Student
Understanding).

Similarly, another novice teacher, Gamze, accommodated her speech rate

according to the students’ proficiency level:

I speak very slowly, repeating again and again because the previous day,
some students told me that I am speaking fast, and they can not understand
me {Academic Skills, Student History & Student Understanding), but I did
not give much importance to it. The previous day, half of the students told
me that I am speaking fast. So, I decided to speak more slowly and
repeating (Pedagogical Principles & Academic Skills). I am very
controlled here. I was actually bored because I am not accustomed to
speaking so slowly (Teacher Feeling). And this is the first time I am
teaching Level 1 students. For two years I taught 1.2 students (Teacher

Background).
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The most inexperienced teacher Ece tends to conduct some extra speaking

activities in the class because she knows that her students like such speaking activities:

I am patient with the class because this is a very special class. They know
' that they are weaker than the other students; therefore, they feel bad
(Sfudent History & Psychology). We have to be patient and pay extra
attention; otherwise, they can not learn. We would loose all of them
(Student Learning & Student Motivation and Involvement).I generally
conduct speaking activities for this class. I know that it works because
they like speaking (Routine& Preferences). Some students understand
visually: They want to see it because they can not understand may be

what I say (Student Understading and Learning Style).

Another novice teacher, Burcu, considers the student ages, experiences, and daily

life routines while adapting the content of her questions on the spot:
In the course book, it asks about “have you ever been to Spain? Or have
you ever flown?” such kinds of questions. Their ages are not enough. They
are too young to have such kind of experiences, but accidents and hospitals
or toothache is very common, so they could answer it easily (Student
History & Knowledge). I try to ask the most common activities for them
regarding their lives and experiences (Student Motivation and

Involvement).
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On the whole, the principle of Accommodate Student Learning Styles, Preferences
and Needs is seen to underline the interactive decision making bebavior of the teachers in
both groups to a great extent. Moreover, all the teachers are observed to be aware of the
students’ diﬂbrént backgrounds, neeeds, preferences, and styles. Most importantly,
regardless of their é;cpertise level, all the teachets are able to articulate this prinéiple

explicitly while commenting on their in-class actions at the stimulated recall interviews.
5.1.5. Promote Students' Involvement

Teachers eliminate some portions of the lesson, change some planned teaching
techniques and sources on the spot, elaborate on the issues put forward by the students
in the class, or conduct some extra unplanned activities to promote student involvement
in class activities (Bailey, 1996). |

In the present study, regardless of the expertise level, both the experienced and
novice teachers were observed to make interactive decisions to promote student
involvement. The statistical values, however, indicate that the novices consider the
principle of Promote Students’ Involvement more frequently than the experienced
teachers (see Table 4.4.). This may be due to the fact that three of the novices were
assigned to teach remedial classes (see Appendix 8) after the first videotaping session,
whereas only one experienced teacher was assigned to teach such a class throughout the
study.

One of the experienced teachers, Merve, did not hesitate to take part in the class

activity to promote student involvement:

I answered his question because I asked them questions, so I have to
answer their question because I am one part of the class (Student

Understanding & Social Development).
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The groups also differ in the extent and kind of the strategies they employ to
facilitate student participation in the class. The most experienced teacher Kumru for
instance, used different routines to involve the students in the class activities:

I close my ear to the students to show that they have to repeat. I pretended
as if I could not hear it (Pedagogicéx Principles & Student Motivation and
Involvement). I always go around during pair work activities to see how it
is going on, to make corrections whenever necessary (Routine, Student
Understanding & Subject Matter Content). It also motivates the students.
They stop talking Turkish and doing some other things (Student
Motivation and Involvement & Use of the Target Language).

Another experienced teacher, Selen, also employs some different techniques to

promote student involvement in the activities:

I asked the page number just for motivation (Student Motivation). When
the students hear it from one of their friends, they can just get the message
easily, and they can just be motivated in that page (Pedagogical
Principles). May be sometimes the students can not hear it (Group
Management). Using this strategy, I try to make everbody get ready to
answer the question (Student Motivation and Involvement). I wanted every
body to think about the answer first focusing on forming the question
(Subject Matter Content). This is something I use, how can I say?,
regularly: First I ask the question without announcing any name. I wait to
give them some time to produce the answer. Then I choose the student to

answer it (Routine & Student Motivation and Involvement).
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Similarly, the novice teacher Zeynep makes use of students’ lives to encourage
their participation:
T: When you go to the army,
“T: How do you feel? (Elicits and Incorporates Input) -

Zeynep comments on this classroom excerpt as follows:

I ask about their experiences to make them apply the things that we have
studied mto heir own lives (Pedagogical Principles & Student History).
May be in this case, they participate and involve more in the activity.
Some of the students could not think anything. So, I just wanted to guide

them, may be a kind of prompt (Student Motivation and Involvement).
Another novice teacher, Gamze, employs fill in the blank technique to involve
the students in the activity:
T: (She puts another sentence next to the first one on the white board.)

T: (Applies, Extends, or Plans)

T: (She looks at the whole class with her hands pointing the blank
(Focuses Attention/Effort)
The novice teacher Gamze comments that her students are accustomed to her
style:
1 did not say anything, but the students could answer it. I do not usually do
this (Student Motivation and Involvement). The students get accustomed
to this silence (Routine & Student History). I mean they get bored of it,

but if you sometimes use this silent way, this is not a technique

(Pedagogical Principles & Teacher Choice). But let me say what ever we
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call; then the students get involved in the lesson (Student Motivation and

Involvement). So in a way, they participated may be unconsciously, but
they participated.
In andther classtroom instance, the novice teacher Gamze provides real life
examples to promote student involvement in the activity:
T: OK! What about HATE? HATE?
(Focu;'ses Attention/Effort & Checks Knowledge)
SS; NO RESPONSE (Deficient Response)
T: What do you hate?
(Elicits and Incorporates Input& Explains Concept/Procedure)
SS: NO RESPONSE (Deficient Response)
T: For example, I hate @ymg English.I hate crowded buses
(Applies, Extends, or Plans)

SS: Yes, Yes (They laugh) (Elicited Response & Initiation)
Gamze comments on her strategy as follows:

Since no response comes from them, I give a real life example. I hate
getting on the bus because they are always crowded, and I know that they
will agree with me (Knowledge & Subject Matter Content). I just wanted
to interpret their feelings they have at the time. I think they do not hate, but
they are just bored. So I wanted them to feel that I was a student just like
them and thus encourage them to take turns (Pedagogical Principles &

Student Motivation and Involvement).
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To conclude, the principle of Promote Student Involvement is seen to have some
considerable effects on the interactive decisions of all the teachers in the study. Moreover,
both groups of teachers are seen to have developed a good repertoire of strategies to
promote student mvolvement However, the experienced teachers are observed to be
more practical than the novices in employing a wide set of routines to involve the
students into the class activities. The groups of teachers also differ in their concerns
while employing the principle. The experienced teachers, for instance, focus on the
appropriate teaching strategy at the time, whereas the novice teachers are concerned with

off-task behavior.

5.1.6. Distribute the Wealth

This principle involves keeping more verbal learners from dominating classroom
interaction to encourage the less out going students or less verbal ones to participate
more often in the class activities (Bailey, 1996). Both groups of the teachers in the study
articulated this principle in their comments at the stimulated recall interviews. However,
compared to the novice teachers, the experienced teachers were seen to be much more
concerned with the principle of Distribute the Wealth. In addition, they were more
explicit in their reasoning at the stimulated recall interviews.

An example arose in the class of the experienced teacher Selen. She makes every
student to tell a sentence about one of the students in the class:

T: Everybody! (Explains Concept/Procedure)
T: Look at Yasemin and tell a sentence about her!
(Explains Concept/Procedure)

T: Yes! Tell a sentence about her! (Focuses Attention/Effort)
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The experienced teacher Selen comments on the preceding classroom excerpt as

follows:

1 get only one sentence from each student to describe her so that every one
- may have the chance to tell a sentence (Group Management & Social

ﬁevelopment), being a fair teacher. And if I wait for all the possible .
answers from only one student, the other students may feel themselves ina
resting time. May be they do not get interested in the lesson, but in this
case they may think that “may be I can tell a sentence, this is my turn!”
Just to take their attention and increase their motivation. try to give equal
turns. It is how every thing goes (Student Motivation and Involvement &
Group Management).

Selen also explains that she takes the student personality into consideration while

distributing the wealth:

“I want to give the turns to silent and unwilling students (Pedagogical
Principles) because I know that they know the answer, but they are not

brave enough to raise their hands (Student History & Preferences)”
Similarly, the most experienced teacher Kumru employs different strategies to
provide the balance among the students while distributing the wealth:
T: Mrs. Gray’i yazan? (Focuses Attention/Effort)
T: Mrs. Gray? Yes, please! (Elicits and Incorporates Input)
Kumru explains the rationale behind her strategies in giving turns to the students

as follows:

I use the names of the characters in getting the answers because if I direct

the question to the students, I may come across with the same person
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(Equal Turn Giving & Pedagogical Principles). Sometimes, I choose the
students to answer among the volunteers. Sometimes, among the silent
ones just to motivate them to raise their hands (Routine & Student
. Niotivation and Involvement). Fpr example, Miige was one of the silent
students (Student History).
Likewise, the novice teachers were also seen to make interactive decisions with
respect to the principle of Distribute Wealth. For instance, the most inexperienced teacher

Ece comments on the issue as follows with regard to a specific classrom instance:

I especially choose the students who can not pronounce very well and I
correct them (Pedagogical Principle). Olcay is one of them. He is little
bit shy, so especially I pick up the students who do not talk very often in
the classroom (Student History).
Another novice teacher, Zeynep, also agrees with Ece at the following post-

observation conference:
I gave the turn to Erding instead of Yilmaz because a few minutes ago as
remember Y1lmaz had spoken but not Erding. I try to make every one to
speak. In the last ten minutes, I try to give the turns who have not talked
yet in the class (Student Motivation and Involvement). I wanted to give

them a chance to speak. I always want every one to participate in the class
(Routine).
To summarize, the principle of Distribute Wealth seems to affect the teachers’
interactive decision making behavior to some extent. Since they know their students very

well due to the small numbers of the students in the class, they are seen to be able to make

appropriate interactive decisions to distribute the wealth accordingly.
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5.1.7. Subject Matter Content

As indicated in Chapter 4, the novice teachers were observed to utilize Subject
Matter Content category more frequently than the experienced teachers (see Table 4.4.).
Nevertheless, both groups of t‘eacher:s.provide, illuminative examples for the category of

Subject Matter Content at the stimulated recall interviews.

For example, the experienced teacher Merve made a decision on the spot

regarding the content of the lesson she would teach:

I repeat the date after the student to make them say the year correctly
because years, past forms of the verbs, and negative forms of the past
tense are the focus of the lesson (Subject Matter Content). I use the
things in the class to introduce the new subject so that the students can
see clearly. I think it is clear (Pedagogical Principles &Student
Understanding). If I make the students familiar with words and
grammatical items in the text in this way, they can easily remember the
words (Curriculum Integration & Student Understanding).

Similarly, the most inexperienced teacher Ece uses the students’ old knowledge

and mother tongue to make them understand the new information:
T: Am, is are geldifi zaman ne zaman ~ing kullaniyoruz.
(Checks Knowledge)
T: At the moment. Su anda oluyorsa (Gives Feedback)
T: Like ta nasil oluyordu? (Focuses Attention/Effort)
T: Like ta -ing liydi.I like playing football (Applies, Extends, or Plans)

T: Ordaki fark ne? (Checks Knowledge)
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Ece comments that she decided to explain this difference on the spot:
I just asked a student to explain the difference between the two structures
in Turkish (Student Motivation and Involvement). I decided it on the spot
. because | d1d not think this would prepare such problems in the class. I
thought It would be easier for them, and then I noticed it is diffi cult for )
them.Thus I concentrated more on the structures (Curriculum Integration

& Subject Matter Content).

Another novice teacher, Burcu, provides some structures and words for the

writing activity so that the students can write better about the topic:

I wrote the word weather in the centre of the white board because we will
talk about bad and good weather. Fine weather and suggestions, so I
thought, on the spot, it would be good to put the word in the middle of the
white board (Student Motivation and Involvement). Also, they need some
words to explain something especially for suggestions (Curriculum
Integration). Later, I want them to write a dialog “it is too hot or cold.”
They need to learn the related words. I also wanted to see what they have
exactly learnt, what kind of words (Important Content). If they did not
learn the words I am planning to use, I could teach them those words
because we will use those words during the activity (Curriculum
Integration). Actually, I was going to design the white board differently,
but I could not get what I thought before the lesson. I could not get
effective responses (Subject Matter Content), just to help them to make
sentences with the new subject, suggestions (Curriculum Integration). I left
the main points oﬁ the white board and underlined those main points to

attract their attention (Student Motivation and Involvement).
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In another instance, the novice teacher Gamze underlines the main structures in

the sentences written on the white board to draw the students’ attention to the structure:
“(She underlines would like to in) (Focuses Attention/Effort):

I 'would like to play tennis.”
Gamie emphasizes the Sﬁbject Matter Content Qhﬂe exb]aining the reason behind
her action as follows:
I underlined some parts in the sentence to let them see the structure
actually to see where “somebody” comes: between “would like” and “t0”,

to let them see (Student Understanding & Subject Matter Content).

5.1.8. Integration of the Skills

Both the experienced and novice teachers were found to be concerned with the
principle of Integration of the Skills while making interactive decisions. For instance,
the most experienced teacher Kumru emphasizes the integration of four language
learning skills (i.e., Reading, Writing, Listening, and Speaking) while commenting on
her video-taped action:

I had not decided on the homework before the lesson. In the lesson, two
students exemplified the characters, and they did it correcily in the spoken
form, so I do not think it would be difficult for them to write it (Academic
Skills). A written form is also necessary; combining the four skills in a
way (Integration of the Skills, Belief & Pedagogical Principles). They did
it orally and took notes. Written form was left, and if they do it at home, it

would be good for them, just to integrate four language skills.
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Another experienced teacher, Selen, also favors the principle of Integration of the
Skills:
1 try to integrate the skills into the activity. This is a really authentic
-~ dialog in the class (Authenticity & Integration of the skills). I also focus
5n'th;eir world knoWledgé. Our lesson is not something artificial. It is
natural and authentic (Student Motivation and Involvement & Subject
Matter Content).
Similarly, the novice teacher Gamze employs different activities and strategies to
integrate the four language learning skills in the lesson:
I am interested in alternatives because I just want them to use the English
they know (Academic Skills & Subject Matter Content), just to use all the
vocabulary they know. I sometimes ask some questions about the hobbies
in the handout because I think grammar exercises should not only be for
grammatical points (Belief & Student Motivation and Involvement).They
should also serve for speaking purposes sometimes writing purposes
(Pedagogical Principles & Social Development). I just wanted them to feel
that we are not only studying grammar; we are also talking about hobbies.
I just wanted to integrate the language skills in the same lesson (Integration

of the Skills & Student Motivation and Involvement).

To conclude, both groups of teachers share the idea that Integration of the Four
Skills is essential in any language learning process; therefore, they make interactive
decisions to integrate the skills whenever necessary throughout the lesson.
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5.1.9. Student Understanding

As mentioned in Chapter 4, the novices were seen 1o utilize the category of
Student Understanding more frequently than the experienced teachers while making
interactive de;cisions (see Table 4:.4.).' ﬁbw;:ver, both groups of teachers were observed
to employ almost the same teaching sttategieé ‘and routines to enhance Student ..
Understanding in the class.

Merve, an exper‘ienced teacher, illustrates the principle of Student Understanding

in her comments as follows:

1 stopped only for the first date to see if the students are doing the task
propetly or not (Group Management). May be, they misunderstood it, Just
to check the students’ understanding (Student Understanding).
The experienced teacher Merve also uses her body language to convey the
meaning of some words to the students:

I showed my clothes. I could also write it on the white board. I think they
understand what clothes means as a whole, but it is also one part of the
cloth. So I think it is enough to show it. IfI give just the translation, I feel
myself like a dictionary in that time (Student Understanding &
Pedagogical Principles).

Another experienced teacher, Kezban, uses her world knowledge to enhance
Student Understanding in the following classroom excerpt:

T: You know intelligent? (Checks Knowledge)

T: Einstein is an intelligent man. (Explains Concept/Procedure)
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The experienced teacher Kezban explains her choice in the preceding classroom

excerpt as follows:

All the students know who Einstein is and also every body knows that he
" is very intelligent. I was sure they could understand what it means.
(Knowledge) | |
Similarly, the most inexperienced teacher Ece favors the Student Understanding
principle in the followixig excerpt:

T: Or he does not life demiyoruz.Fiil oldugu i¢in ne diyoruz?

(Elicits and Incorporates Input)

SS: LIVE (Elicited Response)
T: Yes, live. Life ne? (Gives Feedback & Checks Knowledge)
T: This is an important point

(Focuses Attention/Effort & Subject Matter Content)

Ece comments on her action in the preceding classroom excerpt as follows:

I preferred to explain it in Turkish since they have to understand that
point very clearly (Subject Matter Content) because I explained it several
times in English. I noticed that it is very unclear for them and still make
mistakes (Student Understanding). I decided it at that moment, I think it
is not very important for them to hear it in Turkish or English (Belief). It
is easier for them to understand it in Turkish. I prefer Turkish for this
reason (Student Understanding & Academic Skills). At that time, to me,
using the target language is not so important. Understanding the structure

is more important (Student Understanding & Belief),
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In another instance, the novice teacher Zeynep uses paraphrasing technique to

enhance Student Understanding on the spot:
T: What were the men doing? (Elicits and Incorporates Input)
* 88: NO RESPONSE (Deficient Response)
T: Or, who were these men? (Applies, Extends, or Plans)
The povice teacher Zeynep comments on the excerpt given above as follows:

He could not answer the question because I think he could not understand
the question. So, as you noticed, I changed my question and ask it
differently. Then he could answer it (Student Understanding & Student

Motivation and Involvement).

Drawing, body language, repetition, and giving examples are the other strategies
employed by all the teachers in the study to enhance Student Understanding throughout

the lessons. For example, the most inexperienced teacher Ece decided to draw on the
white board to illustrate the meaning more properly:
SS: Purse! (Elicited Response)
T: PURSE! Ya! (Gives Feedback & Focuses Attention/Effort)
T: Put your money in purse. Especially, women use purse.
(Explains Concept/Procedure)
T: Something like that
T: (She goes to the white board and draws a purse on the white board)

(Applies, Extends, or Plans & Focuses Attention/Effort).
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The most inexperienced teacher Ece explains the reason behind her decision as
follows:
First, I said women carry a purse. Since they may get a wrong idea and
- think it asawallet intheir minds, I drew it on the white board. I gave an
example because they can get the meaning more easily if they see it in 2.
context other than seeing it in isolation (Student Understanding &
Pedagogical Principles).
Another novice teacher, Gamze, also favors drawing on the white board to clarify

the meanings of the verbs “like”, “love” and “dislike”. She designs the white board for the

activity as follows:

Like® Love w¥ dislikev  hatc vy
don’t like

doesn’t like

The novice teacher Gamze emphasizes Student Understanding principle as

follows:

1 symboliZed the verbs, like, love, dislike, and hate, with hearts to make the
meaning more clear (Student Understanding). If you remember a student
asked love is stronger (Knowledge). Just to let her think so, I do a small
heart. I just thought about this division at that time.I drew them on the
white board just to clarify their meaning (Student Understanding). To see
them altogether on the white board and that after these verbs we use —ing

(Curriculum Integration & Subject Matter Content).
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In the following classroom excerpt, one of the novices, Zeynep, gives examples to
facilitate Student Understanding at the time:
'I:: Yes, he never told out of turn (Gives Feedback)
* S: Hocam! Ne demek out of turn?’ (Initiation)
T: For exémple, 1 say Tuba, I say Mediha, |
T: but somebody else talks, (Explains Concept/Procedure)

T: OK! Out of turn! (Focuses Attention & Group Management)
The novice teacher Zeynep remarks that students can get the meaning easily

through such examples:
I give the names of the students to clarify the phrase out of turn because
these students are sometimes out of their turns, so they can understand
easily (Student Understanding). I did not explain it in Turkish since they
could easily get the idea from the example (Curriculum Integration).
Another novice teacher, Gamze, illustrates an interesting example for the issue.
She chose a different technique, self-correction, to deal with the problem:
S: I would like Asli to open the lamp! (Initiation)
S: (Aslt turned on the lights) (Elicited Response and Behavior)
S: and close it.
T : Davut! Dogru yapt1 mi sence?
(Focuses Attention/Effort & Checks Knowledge)
S: Yaptum. Sonra kapa dedi. (Initiation)
T: Onun haricinde yanlis yaptif1 bir gey var

(Explains Concept / Procedure & Focuses Attention/Effort)



SS: NO RESPONSE (Deficient Response)
T: (She is standing in front of her desk with her hands arms crossed)
(Focuses Attention/Effort)
T Open the lamp dodis di 2i?
(Applies, Extends, or Plans & Focuses Attention/Effort)
S: Lambay1 ag? (Initiation)
T: ﬁS! (Gives Feedback)
T: (She looks at the lights on the ceiling)
T: Lambay1 s6keceksin ve igini agacaksin. (Focuses Attention/Effort)
S: Ha! O zaman 15181 yak olacak.(Initiation & Attention)
T: Ha! Sen 15181 yak anlammda agmak demek istedin!!
(Checks Knowledge & Focuses Attention/Effort)
T: Onun i¢in bagka bir sey var. (Explains Concept/Procedure)
T: (She writes and tells).To turn on the lights
(Focuses Attention/Effort & Aplies, Extends, or Plans)
T: OK! Open kapi agmak, pencere agmak i¢in kullanilir

(Explains Concept/Procedure).
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T: Sen lambay1 agmak i¢in open the lamp dediginde lambay: sokiip i¢ini

acmamiz gerekiyor.

(Explains Concept/Procedure & Focuses Attention/Effort)
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T: Ama 15181 yakmak anlaminda to turn on the lights

(Explains Concept/Procedure)

The novice teacher Gamze comments on the excerpt given in the preceding
exémple as _féilo’wsr |

She did not open the lamp. She turned on the lamp. So, I wanted them
because she did not do what he said. So you are right. I did not just want
to judge him. He made a wrong sentence, but she did not do the right
action, either. I pretended to misunderstand the sentence (Pedagogical
Principles & Student Understanding). Then, I made him correct himself,
and then I provided him with the right structure: to turn on the lights

(Student Motivation and Involvement & Pedagogical Principles).

To sum up, both groups of teachers are found to consider the principle of
Student Understanding in the majority of the interactive decision making cases observed

throughout the study.

5.1.10. Language Use

Both experienced and novice teachers were observed to use the mother tongue,
Turkish, in the class almost for the same reasons: to define abstract and culturally
different words, prevent student misunderstanding so that the activity goes smoothly, to
gain time, to encourage the students, and to present or clarify an advanced structure or
words emerging on the spot. Some individual differences, however, appeared within
each group. For instance, some participant teachers preferred to use a mixture of both
languages throughout the lesson, whereas some tended not to use the mother tongue at

all.
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An example for the use of the mother tongue was observed in the class of the

most experienced teacher Kumru:

T: What is Number 37? (Elicits and Incorporates Input)

- 8: Pasta da olur mu? (Initation)

T: (She smiles) (Focuses Attenfion/Eﬁ'ort)
T: OK! (Gives Feedback)

T: But! Listede yok pasta!

Kumru comments on her choice of language in the preceding classroom excerpt as

follows:

I decided to talk Turkish because if I say it in English at that time, they
would not understand me (Academic Skills & Student Understanding).
Pasta was the correct word, but it was not included in the list. When they
matched the columns, thereWasnopasta, but I told them pasta in the |
previous hour, so it was a good response (Important Content &
Knowledge). So, I did not reject it. I use both languages especially if it is
an information gap activity and if the instruction is quite long (Nature of

the Activity, Student Motivation and Involvement & Academic Skills).

The most experienced teacher Kumru further states that the proficiency level of

the students affects her choice of the language in the class:

I use both languages, especially with the total beginners for 2 and 3 months
in the beginning (Routine & Academic Skills). I do it on purpose you
know. I do not remember how many years I have been doing this. But this
is my style (Teacher Style). I found this way because I want them to hear

the second language (Social Development). But sometimes I think it is not
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enough so I use it as a mixture form or for the first two or three months.
Later on, I usually use only English very rarely Turkish (Pedagogical
principles & Social Development)

Another expenenced teacher, Selen, on the other hand, prefers not to talk

Turkish in the class at all, regardmg some Pedagogxcal Principles:

I never talk Turkish in the class; rarely. Using L1 is negative. Using L1 in
EFL classes is not really good for the students. It does not facilitate the
students because they have to get an exposure of the target language in an
authentic atmosphere (Belief, Student Motivation and Involvement, &
Social Development). The EFL students must hear the target language
everyday in a natural atmosphere. If I use Turkish, they can not have this
chance. They are learning English and it is a natural environment
(Pedagogical Principles).

Similarly, the most inexperienced teacher Ece also prefers not to use the mother

tongue, Turkish in the class:

I try not to speak Turkish in the classes especially in Level 1. I do not
want to speak because their level is very low (Academic Skills), and if I
start to speak Turkish, they will get used to it (Student Motivation and
Involvement & Social Development). I want them to understand English
and in the first week, they could not understand me. They just said we
can not understand anything, but now they understand more complex

structures (Student Understanding).
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Ece, however, reports that she sometimes chooses Turkish to gain time while
explaining something advanced or important. Similarly, another novice teacher, Zeynep,
uses Turkish to clarify the meaning of a difficult word even though she chooses to speak
‘English all theume in the class:

IaonotgivetheTu;kishmeaningatﬁrstsightbecausel'alwaysthinkthat
giving the Turkish meaning is the last step (Belief & Social Developniént).
Sometimes, I want them to provide its Turkish meaning especially for
some abstract nouns or culturally different things. In this way, I can check
whether they understood it or not (Student Understanding). So, when you
are in a difficult situation, you can use Turkish but not always. For
example, in English we have some words which we do not have in
Turkish. So, in this case, we should give them Turkish equivalents of the

words (Subject Matter Content & Student Underdstanding).

The novice teacher Gamze also uses the mother tongue, Turkish, to explain an
advanced structure superficially in the following classroom excerpt:
T: (She points to the phrases on the white board):
(Focuses Attention/Effort)

“was invented and were invented”

T: Was invented ve were invented icat edildi anlamina gelen bir kalip OK!
T: Her zamanki kuralimiz gegerli:
Tekillerde was gogullarda were kullantyoruz

Bu bir kalip (Explains Concept/Procedure)
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The novice teacher Gamze comments on the preceding classroom excerpt as

follows:

It is a new point for them (Knowledge & Subject Matter Content). They do
" not know passive verbs, and I did not want them to get panic,ked'(Stﬁd'eht'
Psychology).Therefore, I ask “What is this? Was /Were iﬁvented, Howdo
these two verbs come together?” (Student Motivation and Involvement)
So, I just turned back to Turkish to help them feel secure (Student
Un;lerstanding & Student Psychology). I use the mixture of both
languages because 1 sometimes feel, realize or observe that they need it. I
can feel it when I look at their faces. Their eyes say Turkish, Turkish and

Turkish!!! (Preferences, Social Development & Students’ Needs)

In another instance, the same novice teacher Gamze reports that she turned to

Turkish since she had no other alternative at the time:

Colour TV is a new word for them (Knowledge) and actually I did not
know how to explain it in English, and I had nothing any realia to show
visual learners (pedagogical Principles & Student Understanding). I
thought all these things at the time. I usually prefer drawing on the white
board (Routine). I draw the objects, but how can I draw a colour TV? 1
can not give the colours, so I prefer to use Turkish (Teacher Preference).
I felt it would be better to do it in Turkish (Belief) and also not to tire

myself because it is not something concrete.

To conclude this part, all the teachers are observed to make interactive decisions
to choose either langnage during their ongoing instruction; however, the teachers in

each group differ from eachother in their reasons, attitude, and orientation.
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5.2. Teaching Routines

The teaching routines observed in the video-taped classes and utilized by the
teachers at the stimulated recall interviews are illustrated in Table 5.1. and Table 5.2.
Table 5'417 p;esentk the routinés emplb&ed ‘l‘)y bofh groups pf the teachers in the study,
whereas Table 5.2. indicates the differences in the routines employed by the
experienced and novice teachers throughout the study.

As displayed m Table 5.1., all the teachers tend to give the attendance list to
their students in ’;he beginning and take it back in the end; however, the groups differ in
their reasons for utilizing the routine in the class. For example, the experienced teachers
remark that they give the attendance list to their students to sign because they trust their
students, whereas the novice teachers reveal that they prefer to give the attendance list
to the students since the other strategies for getting the attendance would take much
more time. However, both the experienced teachers and the novices agree on the idea
that getting the attendance either in the beginning or in the end does not disturb the flow
of the instructional management.

Moreover, all the teachers in the study were found to explain the aim of the
lesson in the beginning to encourage the students to participate in the class activities
(see Table 5.1). They also appeared to believe that if students know what they will do
throughout the lesson, they feel much more comfortable and secure while dealing with

the tasks in the class.
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Table 5.1. Routines Employed by both the Experienced and Novice Teachers

Gives the attendance in the beginning and takes it in the end.

States the aim clearly before starting each activity.

Explains the aim of the lesson at the beginhing of each lesson.
Elicits interesting news or events and thus makes students talk before starting the lesson.

Asks whether the students have any questions at the end of each lesson and
before, during, and after the task.

Opening and Closing Routines

Always greets the students in English as soon as entering the class.
Summarizes the previous hour.

Usually summarizes the whole lesson.

Sometimes asks a student to summarise.

Makes a very short summary to review.
Collects homework in the beginning,

The Recall Enhancement and Clarifying Routines

Pauses; Draws; Uses gestures; Acts out; First letter mnemonics.

Writes the half of the sentence and waits for the students to complete it.

.Uses dialogs and asks them to act it out in front of the class if it is the part of the daily
language.

Reads the instructions given in the book.

Sometimes makes students read it.
Sometimes first reads and then asks them to read.
Explains the activity in both Turkish and English.

Always provides examples for the activities.
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White Board Usage
Does not leave the class without cleaning the white board.

 Cleans the white board while the students are on task to gain.tim'e.‘
Points at the example sentences on the white board.
Writes emerging words on the white board throughout the lesson.
(on the upper right side of the white board with its class)
Writes the sentences and the answers students tell on the white board.
Writes the title on the top of the white board.
Writes the word on the white board if there are some kinds of mistakes.
Writes and tells the new words on the white board.
Writes the word category of the new word next to the word in parenthesis.
Writes the new words on the white board.

Cilfcles and underlines the main structure in the sentences.

to complete the sentence.
for the volunteer and for more volunteers.
Looks at the students on the other side to involve them in the activity.
to warn: you are writing!!!
for the answer.
Looks at the other students in the case of wrong answer.

Looks at a student to make him continue.

Distribute the handouts one by one.
Says: Take one and pass the rest please.

Goes around while students are on task

Assign the students into pairs herself.

Asks students to form their own pairs or groups.
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Table 5.1 displays that asking for unclear points throughout the lesson is another

routine employed by all the teachers in the study. For example, Kezban, an experienced

teacher, considers student personality traits while commenting on the issue:

"I ask whether they have any prqb)ems because I want to learn if there isa
problem or not (Studént Understanding). Thisisa chanée for them to ask
the questions like “Teacher! I did not understand this or that!” (Studeﬁt
Motivation and Involvement) I know that some students are shy to ask

such questions during the instruction.

As for the opening and closing routines indicated in Table 5.1., the experienced
teachers and the novice teachers were found to use these anchoring routines to link the
current subject material with the previously learnt material. Such an example was

observed in the class of the experienced teacher Merve:

T: We talked about the inventors last lesson. (Curriculum Integration)
T: You remember! We studied it in the previous hour.

(Focuses Attention/Effort)

Another finding in Table 5.1. demonstrates that both groups of teachers
summarize the lesson in the end. However, in some instances, the novices prefer to link
the lesson with the previous hours rather than summarize the lesson in the end. At the
semi structured intérview, the most inexperienced teacher Ece comments on this issue

as follows:
1 sometimes summarize the lesson. I have to spend my time economically
because my partner will teach after me (catching up with the Syllabus).

So, T have to finish my part, but generally before I start the lesson, I ifit
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is the first lesson, I generally check what they studied the week before
(Curiculum Integration).
Similarly, another novice teacher, Gamze, comments on the routine of
summarizing the lesson as follows:
B Yes!,I do not often make Wes but I sometimes make répetitions.
For example, I start the lesson with a question and the answer is related -

to the previous lesson (Routine & Curriculum Integration).

Another routine examined in Table 5.1 is recall enhancement and clarifying
routines which are used to help students remember information and understand the
terms better. Both groups of teachers were seen to employ these routines equally
throughout the study. Drawing, gestures, keywords, first letter mnemonics, acting out,
and pausing are the major common recall enhancement and clarifying routines observed

among the teachers throughout the study.

Furthermore, as seen in Table 5.1., the teachers highlighted the use of the white
board as one of their ordinary classroom life routines. They reported using the white
board to teach or revise vocabulary, to enhance student understanding, to draw student
attention, and to summarize the lesson. For example, they were seen to write the word
category of a new word next to the word in a paranthesis to teach the word category of
the word (see Table 5.1.). In regard to this routine, one of the experienced teachers,

Selen, reported that:

I always write the word category of the new word next to the word in
parenthesis. It is a good way of learning vocabulary (Routine,
Pedagogical principles, & Student Learning). They learn the form,
meaning, pronunciation and its category altogether (Subject Matter

Content). May be, at first sight, it may seem a bit much, but they are
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master students, and they can get them (Academic Skills). They always
like to learn parts of speech because I started teaching them vocabulary
in this way (Preferences, Teacher Style). It helps them in their reading
. z;ctivities, in guessing the meaning of new words in a context
(Peéagogical Principles). |
The experienced teacher Selen also arranges the whiteboard differently to teach

the words emerging on the spot:

I wirite the question to focus their attention. As for the white board usage,
usually the left part for the words appearing in the unit and the right hand
side for the words which come out in the authentic dialog (Group
Management & Student Understanding). So, they can see the words
regularly related with the unit. The students can learn the words (Student

Understanding & Subject Matter Content).

In another instance, the most inexperienced teacher Ece uses the whiteboard to

draw the students’ attention to the content of the lesson at the time:

I wanted the others to look at the white board. If1 said only yes, nobody
would listen to us. I wrote it on the white board to get their attention
because it was important (Group Management).
Another novice teacher, Gamze, is observed to use the whiteboard while

teaching mechanical skills:
Time to time, I write words on the white board. I know which ones are
very important and which ones are not. Some mistakes can be OK. They
can do these mistakes, and they will learn them by themselves, I know.
However, some mistakes were more important (Curriculum Integration)

and therefore, they have to be corrected immediately (Pedagogical
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Principles). Moreover, the students should know how to spell a word if it
is an important word and given in the teaching order (Subject Matter

Content & Instutitional Requirement).

Moréover, both the gxp’erienced and novice teachers were observed to use the -
notes written on thé‘ white board throughout the lesson to emphasizé the mampomts or
make a quick review of the current lesson in the end.

Table 5.1. also shows that both groups of teachers have a habit of talking to the
students while wntmg something on the whiteboard or cleaning it. They reported
employing this strategy to gain time and control the class. As the novice teacher Gamze

noted on one occasion:

I both write and tell the sentences because I want them to complete the
sentence or the question (Student Motivation and Involvement). I do not
want to stop the link, the eye contact w1th them because when I turn my
back, I can not control them or I do not know what they are doing. That’s

the reason (Group Management & Pedagogical Principles).

As for another routine, going around in the class, displayed in Table 5.1., the
teachers in both groups were observed to go around in the class for the same reasons
such as giving feedback, drawing students’ attention, answering their possible
questions, and checking whether the studeﬁts are on or off-task. However, in some
instances, the novice teachers could not explain the reasons for their walking around in
the class. This may be reflecting that novice teachers do not monitor their own actions

as much as the experienced teachers while teaching in the class.
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The last routine presented in Table 5.1. is assigning students into pairs or ‘groups.
All the teachers in the study mostly preferred to ask the students to form their own pairs
or groups due to their seating arrangements; however, the teachers were sometimes
observed to form the groups or pairs by themselves so that different students could work
together in different activities. . -

As an example, one of the experienced teachers, Merve, assigns the students into

I assigned them into the pairs. Sometimes, they form the pairs always

with the same student, but I want to avoid having such pairs. They need

to change pairs (Social Development & Pedagogical Principles).

Sometimes, they do not get engaged in the activity, but they talk, chat for

a few seconds (Student Motivation and Involvement). I can accept a

considerable amount of noise for the sake of pairing the students from

different parts of the classroom (Group Management).

Similarly, in another instance, the most experienced teacher Kumru also forms

the pairs by herself:

I choose the pairs, otherwise they move to the left or right, and also it

takes much more time (Time Constraint). I use pair work to make them

talk (Student Motivation and Involvement).

Table 5.2. displays the differences observed between the groups of teachers in

regard to the routines they employ in the class.
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Table 5.2. Differences in the Routines of the Experienced and Novice Teachers

Experienced Teachers

Novice Teachers

silently.

Does not react to the latecomers.

Allows the latecomer to come in

Asks the latecomer for the reason.

Has a classroom rule: If anyone is late, she or he

should not say anything to interrupt our class

| interaction.

Welcomes the latecomer.

Yes, you are right!

Ignores the late comer. Ignores the latecomer.
Verbal Routines Verbal Routines
OK! Good! Let’s! OK!
Very good! Pardon?
Go on! Can you say it in English?
Say it! Pardon? That’s right!
Good surprisingly good! And now!
Ask it again! Yes!
Alright! What else?
Cok giizel! Let’s see! For example!
Yes please! Ya,!
Ha ha! Thank you!
Excellent! Alright!
Now! Remember?
Please the first one,
You know!
That’s right, Yes!
What else?
Let’s listen to him!
Thank you, Right!
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Table 5.2. Differences in the Routines of the Experienced and Novice Teachers

(Continued)

Experienced Teachers

Novice Teachers

Routines for Getting the Attention
Directs the questiops to the students
éitting in different 'paits of the classroom.
Smiles.

Routines for Getting the Attention
Do not tikirdate!!!

Am I speaking Chinese?

Puts her hand on her ear and pretends to

Laughs. listen to the student more carefully.
Pardon! Utters the sentence word by word
Hadi bekliyorumdi!! Knocks on her desk to get their attention
Knockes on the Asks the question word by word
desk.§595559S5558555$ Hello! Hello! Ready?
Puts her hand on her ear and waits for her | Raises tone of her voice
or his answer. Sometimes speaks louder, consciously or
Uses her thumb to mean OK. unconsciously
Utters the sentence word by word.
DINLIYOR MUSUNUZ?7??
Lowers her tone of the voice,
Raises the tone of her voice.
Comments as “Well! I do not know”.

Homework Hon;ework

Mostly assigns the homework in the end.
Usually assigns homework at the end of
the related activity.

Gets the homework in the last hour.
Assigns the homework in both languages.

Assigns the homework in both languages.

Gives the homework in English.

Assigns the homework in the end.
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As revealed in Table 5.2., both groups have some classroom rules for the late
comers. Nevertheless, the teachers within the groups differ in their reactions to the
latecomers. For example, two of the experienced teachers allow the latecomers to come
in silently, whereas another experienced teacher, Selen, does not tolerate these
latécomcrs 50 easily: In one of the instances, the experienced teacher Selen explaines -

her reaction to the latecomer as follows:

I did not react to the latecomets because I told them, as a rule, if they are
late, they should be very quite in the first 5-10 minutes for the first
lessons. I do not warn them every time (Routine & Group Management).
I do not want them to disturb the lesson. Sometimes, they knock on the

door. So, I do not let them come in.

. Similarly, one of the novices, Zeynep, also welcomes the latecomers if they
silently take their seats without disturbing the class:

I have a classroom rule: If anyone is late, she or he should not say
anything to interrupt our class interaction just like a thief. She or he
should go to the seat slowly and silently. It is our rule. If she or he says
something, I will be angry (Routine).

However, two of the novices, Ece and Burcu, warn the latecomers indirectly
using their tone of voice and behaviours. When a latecomer comes in, Ece looks at him
or her and her watch at the same time and warns the late comer orally: “You are late!”
Similarly, Burcu says “Good Morning” to the latecomer and watches the latecomer until
sthe takes his or her seat.



264

As for the verbal routines presented in Table 5.2., both the experienced and the
novice teachers were found to use the verbal routines, especially while reinforcing the
students, to a great extent. The experienced teachers, however, employed a broader
array of the v,erb,;:.l routines (see Table 5.2.). For example, one of the experienced
teé.cﬁe’rs, Selen, ‘coﬁ;ments onthe 'verbai routines she employs mthe class as folléws_: ‘

Time to time, I give different reinforcement to encourage the students. If
something is standard, ordinary not wrong but very common, I say, OK!
Fine! But if something is much more interesting, I say, “excellent!”. If
the students choose a very different context, information, different cities,
interesting activities, I use good words of encouraging or something like
that. If the grammar is totally correct, I use excellent; it changes
regarding lots of things (Routine, Student Motivation and Involvement &

Reinforcement).

As shown in Table 5.2., both the experienced and novice teachers use their body
language, facial expressions, and tone of voice indirectly to draw the student attention to
the focus of the lesson. Nevertheless, the experienced teachers were observed to employ

a wider set of such routines during the ongoing instruction.

As for the homework routines included in Table 5.2., the novices were seen to
assign the homework either at the end of the lesson or at the end of the related activity,
while the experienced teachers preferred to assign the homework only at the end of the
related activity.
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For example, the experienced teacher Selen comments on assigning the

homework as follows:

I assigned the homework at this point because it was the end of the
g activity; instead of going back and reminding them what we did and then .
assxgn the related homework. It is always more wise if you are going to
give homework related to that activity (Student Understanding). It is
better to assign it at that point. Time is important (Routine & Belief).
Since the activity has just finished, it is normal (Pedagogical Principles).
Apart from the findings indicated in Tables 5.1. and Table 5.2,, the experienced
teachers were seen to employ a wider repertoire of the routines in relation to Student
Understanding and Student Motivation and Involvement, whereas the novice teachers
tended to employ more management related routines in the class. However, one of the
experienced teachers, Kezban, conducted an interesting management routine in the
remedial class she was teaching at the time. Kezban commented on her bebaviour as
follows:
I assign some duties to some students who have already finished the
activity (Group Management). You know peer correction is a good way
(Belief & Pedagogical Principles). They can easily understand from each
other more than the teacher (Student Understanding). Also if I did not
give them this duty, they would talk, so some discipline problems may
have arisen. In one way, I tried to manage the class (Group
Management)-.
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5.2.1. Teachers’ Perspectives on the Routines

Al the participant teachers have revealed that they employ routines in the class
very oﬁen smce they believe that routines are essential for any teacher to be an
organized teacher. They also state that teachmg routxmas easy the task of both students-

and teachers in the classroom life. For instance, the novice teacher Burcu has noted:

Sometimes I need them, and sometimes they help because the students
can also know what I will do when they do something. For example, in
the mornings, I greet the class. I say hello, and then I ask some questions
about what they have learnt the previous day or hour (Curriculum
Integration). So, they should be ready for such questions at the beginning
of my first lesson of the day. So, the students know that in the morning

for ten or fifteen minutes, I can give a very short quiz for ten minutes.

However, compared to the novices, the experienced teachers were seen to be
more aware of the routines they employ in the class. They used the language forms such
as “this is my routine” “Every time ... I do this or that” while commenting on their
routines at the stimulated recall interviews. The most experienced teacher Kumru, for

example, uses such expressions in her comments as follows:

I always provide examples for the activities (Routine & Student
Understanding). Especially, if T am teaching total beginners and if the
students are not intermediate or advanced (Academic
Skills).Exemplifying always help the students. They learn, they hear the
correct version and understand that they should do it in this or that way
(Student History & Student Undestanding). They follow that. In this way,

I have them do it correctly. This is my routine (Pedagogical Principles).
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5.3. Immediate and Reflective Decisions in response to the Unexpected Events

In this study, both groups of teachers were observed to make immediate decisions
in response to some unexpected events or problems emerging on the spot. For example,
the most inexperienced teacher Ece decided to conduct the homework activity inthe class
when she covered the plan under the estimated time:

Actually, this was their homework, but there were five i:ninutes to go out.
And I was not sure whether they could understand what they had to do or
not (Student Understanding). This is a writing activity. They have to
choose three places with the help of the map. They should write three
different conversations, using this everyday English and if they start now,
may be they can have the opportunity to ask me, and I can give them
feedback and just help them to find their own ways in writing (Student
Motivation and Involvement). Five minutes is five minutes. So 1 tried to

make use of this.
Another novice teacher, Burcu, also made an immediate decision as follows:

1 had not planned to ask the question about the participles, but we have two
more minutes (Timing). It is also related to the present perfect tense
(Subject Matter Content). Also, may be they have not memorized past

participles. It is a kind of revision (Students’ Needs).

In one of the instances, the novice teacher Zeynep helped a student to find a pen
so that he could attend the lesson more properly. She was so immediate that she could not

explain the reason for her action:
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I was observing the students to see if they all had the worksheet. I noticed
that one of the students did not have a pencil because he was just looking
at the sheet, and he did not do anything. I did not get angry with him.
. M;ty be, he forgot. I do not know. I just gave him a chance to participate
in thefactivity by giving him the i)encil (Student Motivétion and .
Involvement).
Another novice teacher, Gamze, confronted with a term she did not know and

therefore, she immediately decided to assign it as homework:

I assigned the English meaning for “halk oyunlarr” because I do not know
it either (Knowledge), so it was an assignment for all of us, and you know
today a student found it and brought it to the class. Also I did it to make
them search something in English (Student Motivation and Involvement &

Subject Matter Content).

In another instance, the novice teacher Gamze made another immediate decision.
One of the boy students asked a girl student to kiss one of the boys in the class as one part
of the guided speaking activity. However, Gamze immediately decided not to accept that

example at the time:

I did not like this example because this is not something common in our
culture. It is not culturally acceptable (Knowledge & Student History). So,
I decided not to accept it. But, then she decided to do it and I say OK!

(Social Development)

Similarly, Selen, an experienced teacher, made an immediate decision on the
spot since one of the students’ mobile phone rang in the class:
I did not react to her because I knew that she did not do it on purpose.

She forgot it. She is always a wonderful lady, a great student. You know,
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we are all human beings. I wanted to tolerate it (Student History). I did
not warn her, but I really felt myself very bad. I lost my motivation for a
few seconds, and it was difficult for me to come to the point again
. l;ecause it was a terrible voice. I am not a nervous type person, so I could
coﬁt;'ol ﬁxy anger (Teacher Psfchology). |
As for reflective decisions, both groups of teachers were found to be able to make
reflective decisions during their ongoing instruction. For example, one of the experienced
teachers, Merve, considers the nature of the activity while making a reflective decision:
Since I feel that we had much more time than I expected, I introduced an
extra activity just before the last planned activity (Group Management &
Filling the Alloted Time) because after the last activity I was planning to
make a very short summary in relation to that activity. And also the extra
activity was a kind of speaking activity (Nature of the Activity); therefore,
it would be difficult for me to make them be quiet after such activities
(Group Management). In addition, the students can not listen to the
summary carefully and quietly, and thus they can not understand the

summary (Student Understanding).

In another instance, the most experienced teacher Kumru confronted with an
unexpected technical problem while using the OHP in the class. For this reason, she made

some reflective decisions at the time:

At this point the OHP broke down and I had to change the nature of the
second activity (Group Management). They only talked about the
transparency, but for what purpose? I asked the students to make a

decision whether he is going to holiday or on business; a sort of puzzle; a
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reason for them to think about. It also draws their attention (Student

Motivation and Involvement).

The most experienced teacher Kumru also reflects on how she felt at the time:

* 1did not panic, but you know I just remember my tutor telling a story

abot giving a demo. He told that you have to get well prepared (Teacher
Readiness). But if the OHP breaks down, there is nothing you can do. You
know you can not enter the class with two OHPs or whatever it is. Since it
was a picture, it was easy to handle because nothing was written on it. I
thought I could show the picture to the students during the activity (Group

Management & Student Motivation and Involvement).

However, Kumru announces that such an unexpected event affected the other

activities included in the lesson plan:

I had never thought about leaving the activity since it broke down. I was
also planning to turn the sentences into negative forms. But may be due to
OHP, I just forgot about it (Forgets). Negative forms are not emphasised in
the book. It was my additional idea, but you know I just had it in my mind.
If I had a chance somewhere, I was also planning to let them practice

negative forms (Subject Matter Content).

Similarly, one of the novice teachers, Burcu, also made a reflective decision in the

class since her partner did not inform her about what he had covered in the previous

hours:

I changed my mind, and I think may be we can do a post listening activity
to talk about Ryan. What they remember about him. I was thinking about
such kinds of things while I was going around and trying to save time for

me to think about what I am going to do (Group Management&
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Knowledge). I thought of a speaking activity as a solution because we had
conducted a writing activity for an hour in the previous lesson (Academic
Skills & Curriculum Integration). I use the verbs given in the listening task
. whﬂe asking the students questions because I was planning to discuss the
text Wlth them after the listening part (Curriculum Integration), but I -
changed it, and now I am trying to do question and answer part. So, I only

skipped while listening part in my plan (Social Development).

The novice teacher Burcu remarked that the situation was really unexpected for

her at the time:

I sometimes have some ready made activities in my mind for such
unexpected events (Routine & Teacher Readinesses for Unexpected
Events). But for this situation, it was unexpected for me because the
listening activity in my plan would take 20 or 25 minutes with the pre and
post listening activities, but I had 25 more minutes. May be I am ready for
10 or 15 minutes but 25 minutes is very much I had more time than I
expected. I bad some worksheets, but I was thinking of assigning them as
their homework, so I had to think many things at that time to decide
(Alternative Action).

Moreover, Burcu was disappointed and got angry with her partner:
Actually, during the lesson, I got angry with my partner. If we are partners,
we should give every detail to each other about what we have covered in
the lesson (Teacher Feelings) because I can not teach everything in relation
to the present perfect tense (Subject Matter Content). He gave me wrong

information, so I had to change, but actually I did not want to do it. Also 1
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could have prepared some other activities if he had informed me about that
(Appropriateness of the activity).

.To com}lude this part, both groups of teachers are seen to be capable of making
reflective decision§, but with a difference in their concern and reasons. Parallel to the
previous research findings (Fégaﬂy et al., 1983; Johnson, 1992; Westerman, 1991), the
experienced teachers are seen to be more reflective in their interactive decisions. The
novices, on the other hand, are found to be more immediate in their interactive decisions.
Furthermore, both groups of teachers prefer to make immediate decisions mostly in

relation to the classroom management issues.

5.4. Alternative Actions

Few studies have concentrated on the alternative courses of the instructional
actions in teachers’ interactive teaching. Actually, it is not so easy to decide whether the
teachers consider those alternative decisions while teaching in the class or while
commenting on their behaviours at the stimulated recall interviews (Shavelson, 1983).
Therefore, in this study, only the alternative decisions uttered by the participants at the
stimulated recall interviews were analyzed.

The experienced teachers were found to be able to consider two or three
alternative actions (2.8 alternatives per lesson) at most, whereas the novices (1.3
alternatives per lesson) mostly tended to consider only one alternative action while
making interactive decisions, Moreover, the novices rarely considered two or more than
two alternative actions throughout the study. Contrary to MacKay’s (cited in Shavelson,
1983) findings, all the teachers in both groups were seen to evaluate the alternatives

critically in most of the classroom instances reported throughout the study. Only in few
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cases, they simply either reported their alternative decisions or confirmed their
decisions without commenting on their alternative actions.

As an example, the experienced teacher Merve commented on her error
. correction strategy regarding two more alternatives as follows:
I corrected her sentence. May be, her friends could correct her or she could
correct herself. But I chose that way. May be, other options would take
much mo\re time (Time Constraint).
In another instance, Merve made her students ask questions to each other as an
alternative action to her usual teaching style, due to students’ likes and preferences:
T: Let’s answer Mustafa’s question please! (Elicits and Incorporates Input)
T: So, Mustafa! (Focuses Attention/Effort)
T: You ask someone in this class! (Explains Concept/Procedure)
T: Ask your friend! (Applies, Extends, or Plans)

T: WHO? (Focuses Attention/Effort)

In the preceding classroom excerpt, the experienced teacher Merve was trying to

increase Student Motivation and Involvement:

I make the student ask it to his friend. They talked in pairs. So, this was
just for the variety. Other wise it would be boring for the students (Student -
Motivation and Involvement).
As mentioned in the previous part, the most experienced teacher Kumru had some
technical problems while using the OHP in the class. Therefore, she changed the nature of

the activity, trying different alternatives on the spot:
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I changed the technique because I think showing the transparency did not
work. And I was not satisfied with it. I changed my alternative. The first
one was OK! But it did not go as well as I was hoping. I changed it. I

. tl;ought making them ask questions to me would be a better alternative.
This ,would give the other studenis to ask Wh- questions as well (Student
Motivation and Involvement). It had two different advantages from my
point of view. So, for only five students were asking the questions at
first, but after this, the whole class would be asking the questions, so all
of the students would be practicing wh- questions (Group Management &

Subject Matter Content).

On this occasion, the most experienced teacher Kumru was seen to consider
different alternative actions and critically evaluate the possible effects of these
alternatives on the students’ immediate performance. Besides, she favored Student
Motivation and Involvement category more than any other instructional goals while

weighing her possible alternatives on the spot.

However, in another instance, the novice teacher Zeynep reports thinking of only

one alternative action in relation to the management of the class:

I may have walked while they are listening. But I thought if I walked, may
be they could not concentrate oﬁ the task. So, I just stood at one side
(Student Motivation and Involvement).
In the preceding stimulated recall interview excerpt, the novice teacher Zeynep
explains the reason why she did not employ the alternative on the spot. Moreover, she

could even tell how that alternative may have resulted if she had chosen to employ it.
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Similarly, the most inexperienced teacher Ece was thinking of only one alternative
action while correcting the student’s error:
Sometimes, I say is it /live/ or /layv/. Then, he chooses the answer
. (Routme & Academic Skills). But here we were in a hurry because we
havé a lot to do, and I do not want to focus oﬁ such sifnple things
(Subject Matter Content).
Another novice teacher, Gamze, remarks that the action she had carried was the

only alternative she could think at the time:

Even though time is over, I am still trying to get the answers orally
(Student Miotivation and Involvement) I thought collecting them, but
they did not write the sentences on a piece of paper. I just quickly wanted
to hear them. But there were mistakes, so I asked that student to write it
and submit it to me but just that student (Subject Matter Content). That
was the only solution I could think at that time. I do not have any time
(Time Constraint).

In conclusion, both the experienced and novice teachers are able to consider
another alternative while making interactive decisions; however, they differ in their
rationale for considering the alternatives and in the number of the alternatives they think
at the time. The experienced teachers mainly consider Student Likes, Preferences,
Student Motivation and Involvement, and Pedagogical Princi;;les while considering
another alternative on the spot. The novice teachers, on the other hand, emphasize

classroom management, lesson sequencing and monitoring.
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5.5. Teacher Feelings

Both the experienced and novice teachers in the study believe that teachers should
tailor their lessons according to the level, needs, and interests of the students. For
- example, the most inexperienced teacher Ece favors such changes in the lesson
emphasizing student satisfaction as follows: | |
I do not think so! Like the opposite. If you follow your lesson plan as you
prepared; this might create some confusion for the teacher because it is
sometimes necessary to change the plan according to the reaction of the
class (Students’ Reactions and Needs). As long as I have the feeling that
the students are satisfied with the lesson in the end, there is no problem
(Student Satisfaction). Boredom is very negative for me. If they get
bored, there must be a problem. I have to change something immediately.
‘Then I forget the lesson plan, and then I try to find something else
(Student Motivation and Involvement).
Another novice teacher, Zeynep, addresses the roles of the teacher while

commenting on the issue:

I know that as teachers, we are decision makers. We have a lot of roles as
decision makers, guides, and also we are like tailors. We always think our
programs. We adapt our lessons according to the students, and we change
the lesson for them (Social Development & Teacher Feeling). Somctimes,
I decide according to the students’ behaviours (Students’ Needs).
Sometimes, everything does not go according to what you plan. At that

time, you have to decide on the spot (Readiness).
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The novices were seen to rarely feel guilty when they could not cover the plan
throughout the study. Moreover, two of the novices have stated that such changes may
sometimes create some management problems especially if the decision involves a
complicated instruction and pair or group work. However, the experienced teachers were
observed ‘to. feel m<;re positiveiy about on ih’e spbt changes iﬁ the lesson plan. None 6f the
experienced teachers reported feeling guilty in the case they could not cover the plan.

As an example, the most experienced teacher Kumru makes a series of changes in
the case a need arises throughout the lesson:

I do not think it is something negative, if I change it because I definitely
feel that there is a need. In the lesson, I think I make changes according
to the needs of the students. Then I make another plan because change
means there was a need. If it does not fit at that time, I make up my mind
at that time. If it does not fit again, then I make another change. I do
something else. I do not know. Changes follow changes (Students’
Needs).

Another experienced teacher, Selen, also points out that she is capable of
controlling the changes in her plan while teaching in the class:

I can just change or adapt it. I can easily control such changes. I believe
that if I need to change it, I change it and I never feel guilty (Students’
Needs).

To sum up, both groups of teachers feel relaxed while making changes either in
the content or sequence of the lesson plan while teaching in the class; nevertheless, the
novices may have some management problems while changing some aspects of the
plan. For this reason, they try to follow the lesson plan more accurately than the

experienced teachers.
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5.6. Interactive Decision Making Models of the Experienced and Novice Teachers

Westerman (1991) claims that the three stages of decision making process, pre-
active, interactive, and post-active, are closely related to one another since the teacher
. can usc any 'teching method and source or knowledge about the studemsdurmg the |
ongoing instruction to arrive the pre-determined goals. |

Regarding the models developed by Westerman (1991), interactive decision
making models for bot\h the experienced and novice teachers have been developed
throughout the st-udy. These models also cover the post-active reflections of the teachers
because some post-active reflections were elicited from the teachers at the stimulated
recall interviews (see Figures 5.1 and 5.2.). However, the pre-active phase is not
included in the models because all the teachers in the study are observed notto doa
detailed lesson plan. Furthermore, they have to continue the lesson where her partners
leave, and they meet their partners just a few minutes before they start teaching the
class. Besides, pre-active phase is not the focus of the current study, and none of the
participant teachers referred to that phase while explaining the reasons for their in-class
actions.

As shown in Figure 5.1., the factors in the experienced teachers’ decision
making model interact with each other in multiple ways and that all the variables
included in the model affect the process of interactive teaching to a great extent. Parallel
to Berliner’s ideas (1986), content area knowledge is seen to interact with the
Pedagogical Knowledge, which is considered essential in developing expertise. In
Figure 5.1., Pedagogical Knowledge is located at the center of the model affecting
almost all the other related factors, whereas it is the Curriculum Integration category

which affects the other variables in the novice decision making model (see Figure 5.2.).
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As illustrated in Figure 5.2., the novices are more concerned with student off-
task behavior than the experienced teachers while making interactive decisions;
therefore, they employ management strategies at an earlier stage than the experienced
tegchers throughout the lesson. Furthermore, the dotted ﬁnes in Figure 5.2. indicate that
the' Pedagogical Princ';iples and Belief compén'enté are not as rich as their corresponding |
categories in the model of the experienced teacher. However, contrary to the models
proposed by Westerman (1991), the novices are observed to have a great deal
knowledge about their students and be able to employ this knowledge properly in their
interactive decision making process (see Figure 5.2.).

As shown in Figure 5.1 and Figure 5.2, both the experienced teachers and the
novices are seen to accommodate the lesson plan and their goals according to the
classroom conditions, what is happening at the time, and students’ needs. This may
reflect that these novices have a high degree of content knowledge and a strong
methodological background. Moreover, depending on their background knowledge they
have provided in snakes (see Appendix 10 and 11 ), the novices are seen to follow some
improvements and research in their professional field and conduct some professional
studies to improve their teaching and themselves. That is to say, the novice teachers in
the study may lack teaching practice experience; however, they are theoratically well

equipped to teach in the class.



281

Student
learning/
involvement

Covering

the syllabus

INTERACTIVE POST-ACTIVE
Adaptable
Lesson
Objectiyes
Monitoring R
student cues \ Curricutum
Integration
udent Awareness ;)f Subject
istory off- task matter
behavior content
....... . e ——————
uesand | ! Pedagogical |
aliefs L # principles :
i 50 i
________ L
K \ ! Student
Management satisfaction
strategies \ Stodent |
understanding
Teachj_ng Reflection
Key
— Major Influence
. Minor Influence

Figure 5.2. The novice teachers’ decision making model in the study




282

Even though the variables interact with one another in the novice decision
making model, it is more linear than that of the experienced teachers (see Figure 5.1 and
Figure 5.2.), which confirms the findings reported by Westerman (1991) and Borko and
Livingston (1 959). This does not mean that the novices attend fewe; categories rather

they can attend mt;ltiple components as the experienced teachers do. Nevertheless, the
nature of the categories and the complexity of the relationship between these categories
change in relation to the expertise level of the teachers.

These decision making models are also consistent with Veenman’s (cited in
Westerman, 1991) findings in that teachers of different expertise level perceive the

classroom events differently and thus react to these classroom events differently.
5.7. Post-Active Reflections

As for the post-active reflections, both the experienced and novice teachers were
seen to evaluate the lesson regarding student learning, involvement, and satisfaction as
well as the syllabus (see Figures 5.1 and 5.2.). However, as shown in Figures 5.2. and
5.3., the novices considered the syllabus more frequently than the experienced teachers
while making interactive decisions throughout the study. The novice teacher Gamze

comments on this issue as follows:

I wish I had studied only “would like someone to do something” for one
hour. I could have practiced more than we did (Academic Skills). With
TELL, students have less time to produce and practice sentences (Subject
Matter Content). But as I said, we were already behind the syllabus, so I

just try to make up with the syllabus (Catching up the Syllabus).
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One of the experienced teachers, Selen, addresses both her satisfaction and

student satisfaction in one of her post- reflection comments:

If T have completed the things I have to give them, this is one of the

- criteria. IfT have finished the plan, I feel very happy. The other criterion

is that if they are happy, I see this in their eyes and reactions (Student

Satisfaction & Syllabus).

However, the novices emphasized only student satisfaction in their post-

reflection comments. For instance, the most inexperienced teacher Ece reflects on the

lesson right after the lesson by remembering the students’ facial expressions and

reactions;

The faces of the students, I always observe them. If they feel happy,
bored, depressed. That is very important for me, and I think their mood in
the class is very important. They have to like the k;sson and the teacher
(Students’ Likes, Preferences, & Students’ Reactions). If I do not have
any communication with them, there will not be any effective teaching in
the class. That is what I believe. After each class, I always live the whole
lesson in my mind. It is a habit. It comes to my mind. Why did I do like
this? The students liked this or they did not like the other thing. I think
about it. I think it is very effective (Belief). Sometimes I observe they do
not like something and the next time, I say, I will not do this (Group

Management).

In another instance, the novice teacher Burcu also considers student satisfaction:

Especially when students answer correctly, or they ask good questions or
create something by themselves and also when they do their homework

and when they show that they are interested in the lesson and, when I do
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not see bored eyes, I am happy. I do not like bored students and boring

lesson (teacher feeling & Student Motivation and Involvement).
Similarly, another novice teacher, Zeynep, tends to put her self in the shoes of

her students to evaluate the lesson objectively:

I always think myself as a student. I think that if I were a student, would I

like this lesson or not? For example, if I am bored in the lesson, it shows

that students are also bored. If I feel myself good in the lesson, I think

that students also feel in the same way (Student Motivation and

Involvement).

In this chapter, we have presented and discussed the qualitative findings. In the
following chapter, we report our findings in relation to the research questions and prior
research. Moreover, conclusions drawn from our data are summarized in the next
chapter. The implications of the findings for in-service and pre-service EFL teachers are

also mentioned in detail in the following chapter.
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CHAPTER 6
CONCLUSION

6.0. Introduction

This chapter discusses the findings of the study in relation to the research
questions and prior rese\arch findings. Overall conclusions drawn from the study will
also be revealed tl;roughom the chapter. Moreover, the implications of the findings will
be discussed in regard to the current views on reflective teaching, pre-service and in
service teacher training programs, the participant teachers, and the researcher. Besides,
suggestions for further research regarding the focus, the design, and the methodology of
the study will be made in this chapter. Finally, the limitations of the study,

methodological or contextual, will also be mentioned in this chapter.
6.1. Overview of the Study

The present study aims to investigate the interactive thinking and decision
making processes of EFL teachers from their own perspectives with respect to their
expertise level. Therefore, a cognitive / interpretative approach is adopted to uncover
teachers’ interactive thoughts and decisions and the reasons underlying these decisions.

The following research questions constituted the basis of the study:'

1. Are there any differences between experienced and novice teachers in their
interactive decisions?

a. Do experienced teachers respond to certain types of student behavioral cues I

in the same way as novice teachers do?
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b. Do experienced teachers make the same type of interactive decision (i.e.
reflective, immediate, and routine) as novice teachers?

¢. Do experienced teachers consider more instructional alternatives (i.e., goals)
while; making interactive decisions?

‘d. Do experienced teachers make mofe intel;é.ctivé hierarchical decisions than
novice teachers?

e. Do experienced teachers approach (i.e., feel about) their interactive decision
making behavior more positively than novice teachers?

2. What are the possible reasons (i.e., context, materials, prior knowledge, etc.)
underlying the interactive decisions of experienced and novice teachers?

3. What classroom incidents cause the most frequent discrepancies between the

lesson plan and the actual lesson?
6.2. Research Qﬁestions and Findings

In this part, we will discuss our findings in regard to our research questions and
prior research findings. Research Question 1 summarizes the major aim of the study;
therefore, some other subordinate questions (la, 1b, 1c, 1d, le) were formulated to
address the issue in detail. Research Question 2 refers to the possible reasons underlying
teachers’ interactive decisions, and in line with this question, Research Question 3
focuses on the classroom incidents which may affect interactive decision making
behavior of the teachers. Research Questions 2 and 3 have been formulated as wh-

questions in order not to bias the researcher while analyzing the data.
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1. Are there any differences between experienced and novice teachers in their

interactive decisions?

Consistent with prior research (Fogarty et.al, 1983; Johnson, 1992; Westerman,
1991), the findings have revealed some diﬂ'e;‘ential.pattems in the interactive thinking -
and decision making processes of the experienced and novice teachers. Accordinglf,
the results of this study are also compatible with the findings of Fogarty et al. (1983)
in that the complexity of teachers’ thinking process changes according to their

expertise level.

1.a. Do experienced teachers respond to certain types of student behavioral caes in

the same way as novice teachers do?

Our findings have indicated that the experienced teachers are able to observe
more student performance cues than the novices throughout the ongoing instruction (see
Table 4.1.). Moreover, three new student performance cue categories, Elicited
Response, Incomplete Answer, and Noise, have emerged in the study. The experienced
teachers emphasized the student performance cues of Attention, Initiations, and
Deficient Response more frequently than the novices. The novices, on the other hand,
paid more attention to the student performance cue categories of Elicited Responses,
Incomplete Answer and Noise (see Table 4.1). These results confirm the findings of
Fogarty et al. (1983), Johnson (1992, 1999), Nunan (1996), and Westerman (1991) in
that the novices are much more concerned with management related issues than the
experienced teachers in the class

As for the instructional actions, the experienced teachers employed the
instructional categories of Explains Concept/Procedure, Applies, Extends, or Plans, and

Elicits and Incorporates Input more frequently than the novices and the other
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instructional action categories within the group, whereas, the novices utilized Gives
Feedback, Focuses Attention/ Effort, and No Response categories more frequently than
the experienced teachers (see Table 4.2). No Response category is the only
instructional action category added to the classification scheme prpvided by Fogarty et
al. (1983) throughout the study (see Appendix 4).

Moreover, the experienced and novice teachers are seen to differ in their
priorities of the instructional actions in response to the specific student performance
cues. For example; parallel to the previous research findings (Fogarty et.al, 1983;
Johnson, 1999; Westerman, 1991; Leinhardt, & Greeno, 1986), the experienced
teachers responded to the category of Errors using the instructional action of Gives
Feedback in the majority of the cases, whereas the novices responded to the same
student performance cue category by the instructional category of Focuses Attention/
Effort (see Table 4.3.).

Apart form those differences, some siinilar patterns have also emerged betweén
the groups of teachers regarding the instructional actions they employ in response to
specific student performance cue categories. For example, both groups of teachers
implemented the instructional action category of Focuses Attention/Effort more
frequently than any other instructional action categories when confronted with Deficient
Responses (see Table 4.3).

The findings obtained with respect to the number of the instructional actions are
seen to be compatible with the prior research findings (Fogarty et.al, 1983; Johnson,
1992, 1999) in that the experienced teachers employed a broader array of instructional
actions than the novices in response to the student performance cues they observed

during the ongoing instruction (see Table 4.2.).
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Finally, our findings regarding the complexity of teachers’ thinking processes
are consistent with Fogarty et al. (1983) who emphasize that the interactive decision
making process of the experienced is much more complicated than that of the novices
in the study. In~other words, the novicgs, were seen to be more linear in their
instruCtiénal respo;xses to the student performance cues they observe in the élass.
Moreover, some of the instructional actions of the novices were observed to be
unconnected to any cue category due to their concern to manage the class
appropriately. Most of the student performance cues the experienced teachers utilized,
on the other hand, were seen to be connected to several kinds of actions at different

points through the lessons (see Figures 4.1 to 4.4.).

1.b. Do experienced teachers make the same type of interactive decision

(i.e., reflective, immediate, and routine) as novice teachers?

In line with the relevant studies (Bailey, 1996; Fogarty et al., 1983; Johnson,
1992, 1999; Westerman, 1991), the findings from the qualitative data suggest that both
the experienced teachers and the novices employed these three types of the interactive
decisions, namely, routines, reflective, and immediate decisions during the ongoing
instruction (see Section 4.2.) They, however, differed in their orientation, rationale,
and preferences of these decisions.

As regards the reflective and immediate decisions, both groups of teachers were
seen to make reflective decisions in the class; however, consistent with the findings of
Shavelson (1983), the experienced teachers were more reflective in their interactive
decisions and thus took more time than the novices while reflecting on the decisions
they are making at the time. Nevertheless, both groups tended to make immediate

decisions mostly in relation to the classroom management issues (see section 5.3.).
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As for the routines, regardless of the expertise level, all the teachers were
observed to employ teaching routines during their ongoing instruction; however, the
experienced teachers were seen to be more aware of the routines they employed in the
_ class; thereforé,, they were able to define those routines more clearly than the novices
(see section 5.2.1.),; Besides, our ﬁndings’ demonstrate consistency with the findings of .
Bailey (1996), Fogarty et al.(1983), Johnson (1992, 1999), and Westerman (1991) in
that the experienced teachers employed a larger repertoire of the routines in relation to
Student Understanding and Curriculum Integration, whereas, the novices tended to

employ more management related routines in the class (see Section 5.2.).

1.c. Do experienced teachers consider more instructional alternatives (i.e., goals)

while making interactive decisions?

In line with the findings reported by MacKay (cited in Shavelson, 1983), the
experienced teachers considered more instructional alternatives than the novices while
making interactive decisions. They were able to consider two and rarely more than two
alternatives at most for the decision they made, whereas the novices were seen to be
able to consider only one alternative in the majority of the cases. Contrary to the
findings reported by MacKay (cited in Shavelson, 1983), both groups of the teachers in
the study were able to evaluate their alternative decisions critically. The novices were
observed to be able to criticize their alternative actions due to their strong
methodological background and professional studies they were attending at the time.
They, however, differed in their reasons for considering those alternatives on the spot
(see Section 5.4.). For example, the experienced teachers were concerned with Student
Preferences and Likes, Student Motivation and Involvement, and Pedagogical Principles
while considering another alternative on the spot. The novice teachers, on the other

hand, emphasized classroom management, lesson sequencing and monitoring.
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1.d. Do experienced teachers make more interactive hierarchical decisions than

novice teachers?

Few studies have focused on interactive hierarchical and sequential decisions
(Woods, 1991, 1996). Therefore, the findings in this part can not be evaluated properly
in respect to pribr m@ch ﬁndmgs, and our ﬁndings obtained in reléﬁon to hierarchical
and sequential decisions are in need of further investigation.

As regards the current study, the experienced teachers were seen to make more
hierarchical decisions than the novices (see Table 4.9.). This finding implies that the
experienced teachers are more aware of the interactive decisions they make and try to
build the lesson on the previous decisions they make throughout the lesson, However,
no such difference was observed between the groups in terms of the sequential decisions
they made in the study. That is to say, the groups tended to make sequential decisions
equally throughout the study. However, both groups of teachers favored hierarchical

decisions more frequently than the sequential ones.

1.e. Do experienced teachers approach (i.e., feel about) their interactive decision

making behavior more positively than novice teachers?

All the participant teachers, regardless of their expertise level, have agreed that
teachers should tailor their lessons accordjng to the level, needs, and interests of the
students. They are also seen to be aware of the fact that the previously written plan and
the implementation of the plan do not usually go hand in hand during the ongoing
instruction. Therefore, they do not hesitate to change or depart from the plan for the
students’ benefits. The experienced teachers, however, feel more positively about the

immediate changes in their plans (see Section. 5.5.).
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2. What are the possible reasons (i.c., context, materials, prior knowledge, etc.)

underlying the interactive decisions of experienced and novice teachers?

In line with the findings reported by Fogarty, et al. (1983), Johnson (1992),
Shavelson (1983), and Westerman (1991), our findings indicate that teachers bring a

potential weélth into the téabhing environmeﬁt such as their beﬁef;; prior learning B
experiences, and theories, etc. In the present study, these factors were seen to affect the
teachers’ interactions with the students in the class, the strategies they chose to teach
and manage the class, and the decisions they made in the class. The factors both the
experienced and novice teachers considered while making interactive decisions
throughout the study are grouped as follows:

1. Instructional Goals

2. Prior Knowledge

3. Instructional Management

4. Teacher Related Factors

5. Institutional Factors

As regards the instructional goals, all the teachers in both groups referred to each

goal category at least once while commenting on their instructional actions at the
stimulated recall interviews. The results concerning the instructional goals are not
consistent with the findings of Fogarty et al. (1983) and Johnson (1992) in that, apart
from the Group Management goal category, the novices considered all the goal
categories more frequently than the experienced teachers in their interactive decision
making process (see Table 4.4.). Nevertheless, in line with the pilot study findings (see
Section 3.3.4.3.2), all the teachers in both groups focused most often on the
instructional goal categories of Student Motivation and Involvement and Student

Understanding throughout the study (see Table 4.4.).
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As for the multiple instructional goals, all the teachers in both groups were
capable of considering more than one instructional goal at a time; however, as
suggested by the previous studies (Fogarty et al., 1983; Johnson, 1992, 1999), the
experienced teachers attended multiple instructional goals more frequently than the

novices throughout the study (see Section 4.4.1.)

Contrary to the findings reported by Fogarty et al., (1983), the second category,
prior knowledge has reflected the least differences between the experienced and novice
teachers when compared to the other categories (i.e., student performance cues and
instructional goals) analyzed in the study. Moreover, the novices were able té employ
and recall the same prior knowledge categories in the way the experienced teachers did,
implying that these categories had also developed in the novice teachers. The
experienced teachers, however, considered the prior knowledge categories of
Pedagogical Knowledge and Student History more frequently than the novices while
explaining the reasons for their in-class actions (see Table 4.5.). Nevertheless, contrary
to the model proposed by Westerman (1991), in our decision making models (see
Figure 5.1. and Figure 5.2.), the novices were also seen to ha§e a great deal knowledge
about their students and be able to employ this knowledge in their interactive decision
making process. Moreover, the novice teachers paid more attention to the prior
knowledge category of Academic Skills and Abilities when compared to the

experienced teachers (see Table 4.5.).

Parallel to Westerman’s (1991) decision making models, our interactive decision
making models show that the complexity of the relationship among the goal and prior
knowledge categories and some other related factors attended by the teachers during the
ongoing instruction change in relation to their expertise level (see Figures 5.1 and 5.2.).

However, these models reflect that both groups of teachers are seen to be concerned
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with student satisfaction, learning, and involvement as well as covering the syllabus at
the post-reflection stage. The novices, on the other hand, are seen to be more concerned
with covering the syllabus properly.

. The findings with re.spect to classroom management are compatible with the .
previous research (Fogarty et al., 1983; Johnson, 1992; Nunan, 1992b; Shavelson,1983;
Westerman,1991) in that the novice teachers were seen to be much more concerned
with the classroom management related issues especially with student off task behavior
and have a good repertoire of coping strategies to deal with such behaviors. However,
the experienced teachers appeared to recall the task related decisions more frequently
than the novices while explaining the rationale behind their interactive decisions. As for
the timing the activities on the spot, all the teachers, regardless of their expertise level,

recalled it as a determinant factor in their immediate decision making (see Table 4.6.).

Among the teacher related factors, teacher style, belief, and teacher preferences
were mentioned at least once by all the teachers at the stimulated recall interview.
However, the category of teacher’s learning experiences received attention from all the
experienced teachers, whereas it was mentioned only by one novice teacher. Another
teacher related category, belief appears to be one of the dominant categories, which

yields some individual differences within each group (see Table 4.7.).

Overall, the experienced teachers recalled teacher related factors more
frequently than the novices in the study. Moreover, one of the experienced teachers
reported almost half of the teacher related categories recalled by the experienced group,
which reflects that teachers’ interactive decisions are also affected by some other factors
such as teachers’ beliefs and learning styles (see Table 4.7.). Therefore, the expertise
level may not be the only reason for the differences emerged between the groups of

teachers in relation to their interactive decisions.
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However, the novices considered the institutional related factors more than the

experienced teachers in their interactive decision making. For example, they recalled

catching up with the syllabus, and sequencing the lesson content as the determinant

- factors for their interactive decision making, while no experienced teachers mentioned

them at all in their interview comritents (see Tabie 4;8.).

To conclude, some management, teacher and institutional related factors rather

than the expertise level of the teachers are found to determine the content, quality and

number of the interactive decisions teacher make during their ongoing instruction.

3. What classroom incidents cause the most frequent discrepancies between the

results have appeared throughout the qualitative analysis reflecting that some
classroom incidents may also affect interactive decision making behavior of the

teachers. Based on the Bailey’s classification (1996), the principles and classroom

lesson plan and the actual lesson?

Apart from the categories examined in the quantitative part, some outstanding

incidents underlying the interactive thoughts and decisions of the teachers in this study

are grouped as follows (see Section 4.1.):

1.

2.

Serve the Common Good

Teach to the Moment

Further the Lesson

Accommodate Students’ Learning Style
Promote Student Involvement
Distribute the Wealth

Integration of the Skills

Language Use
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Regardless of the expertise level, all the teachers were seen to follow these
principles; nevertheless, they differed in their priorities and rationale for considering the
principles while making their interactive decisions. As for Serve the Common Good
principle, allth; experienced teachers were more concerned with the problems emerged
out of language sktlls and student personality, whereas the novices utilized this principle
when confronted with the problems related to the Subject Matter Content and Student
Academic Level throughout the lessons (see Section 5.1.1.).

The findings concerning Teach to the Moment principle are compatible with the
findings of Bailey (1996) in that both the experienced and novice teachers were found to
spend some time to deal with the issues that the students raised on the spot since they
valued Student Understanding and immediate needs throughout their interactive
teaching (see Section 5.1.2).

As for the Further the Lesson principle, the experienced teachers addressed
Student Understanding and appropriateness of teaching strategy, whereas the novices
were concerned with time constraint and student encouragement while considering this
principle (see Section 5.1.3.).

Moreover, parallel to Bailey’s (1996) findings, Accommodate Students’
Learning Styles, Preferences, and Needs was seen to be one of the leading principles
affecting both experienced and novice teachers’ interactive decision making processes.
Furthermore, all the participant teachers were able to recognize students’ immediate
needs, preferences, and difficulties at the time. However, the experienced teachers
were more relaxed while tailoring the lesson according to student needs, level, and

preferences (see Section 5.1.4).
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Both the experienced and novice teachers appeared to value the Promote Student
Involvement principle in the study. Besides, in line with the findings reported by
Bailey (1996), both groups were observed to employ almost similar strategies such as
eliminating sor;1e portions of the lesson, changing some planned teaching techniques
and sources on the: spot, elaborating on the issues put forward by the students in the
class, or conducting some extra unplanned activities to increase the degree of the
student involvement in the class. Furthermore, the Promote Student Involvement
principle was seen to have a considerable effect both on the quantity and quality of the
interactive decisions of the teachers (see Section 5.1.5.)

As for the principle of Distribute the Wealth, both groups of the teachers were
observed to consider this principle while making interactive decisions. Similarly, the
teachers in both groups believe that Integration of the Four Skills is essential in any
language learning process. Therefore, all the teachers did not hesitate to make interactive
decisions to integrate the skills on the spot.

As for the choice of the language in the class, both experienced and novice
teachers employed the mother tongue, Turkish, in the class almost for the same
reasons mainly to define abstract and culturally different words and prevent student
misunderstanding so that the activity goes smoothly and facilitate student
understanding on some problematic issues. However, some individual differences
have appeared among the teachers within each group in regard to the extent of the
language use. That is to say, expertise level of the teachers was not seen to affect their
interactive decision making behaviour in terms of the language choice in the class (see

Section 5.1.10.).



298
6.3. Conclusion

In this study, we have investigated the interactive thoughts and decisions of the
experienced and novice EFL teachers. In exploring this issue, we adopted a cognitive I
| interpretétive 'approach aﬁd éonducted stimulafed rgcall t:ech'n'ique.

The study has yielded some different patterns in the interactive thihking and :
decision making processes of the EFL teachers with regard to their expertise level.
Differences between the; groups centered primarily on the number and preferences of the
instructional actio;xs the teachers employed in response to the student performance cues.
Furthermore, as reported by Fogarty et al. (1983), the experienced teachers responded to
the student performance cues using a more connected and elaborated representation of
the instructional actions than that of the novices in the study (see Figure 4.1. to 4.4).

As suggested by the relevant literature (Borko & Shavelson, 1990; Westerman,
1991), the study highlights that what the students say and do and how they act in the
class affect the interactive decision making bebavior of the teachers to a considerable
extent. Nevertheless, how teachers perceive these student performance cues are also
observed to influence their interactive decisions and thus their teaching to a greater
extent since each teacher perceives the surrounding classroom events from his or her
perspectives on the bases of his or her professional background, personal traits, beliefs,
learning theories, and so on.

As noted by Chamberlin (1998), the results also indicate that the teachers
respond to the classroom events in the way they interpret those events on the spot. In
line with the prior research findings (Johnson, 1992, 1999; Westerman, 1991), all the
teachers in the study, are seen to be involved in a continuous cycle of interpretation so

that they can make appropriate instructional decisions to shape their in-class behaviors.
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Moreover, in the light of the interactive decision making models developed in
the study (see Figures 5.1 and 5.2.), both the experienced teachers and the novices are
found to accommodate the lesson plan and their goals according to the classroom
conditions, what is happening at the time, and students’ immediate needs. This finding
clearly shows. that the novice teachers in the study may have limited teaching
experience; however, they have a strong methodological background which enables
them to teach in the class appropriately.

Furthermore, both the experienced and novice teachers are seen to consider the
same goal and prior knowledge categories and principles while making interactive
decisions. However, they reflect some differences in the preferences of the categories as
well as the reasons for considering the categories and principles at the time. Moreover,
the experienced teachers are observed to attend multiple instructional goals more
frequently than the novices while making interactive decisions.

Finally, some other criteria such as teacher belief and learning theory, classroom
management, and institutional factors rather than the expertise level of the teachers have

also appeared to affect the interactive decision making behavior of the teachers.
6.4. Implications of the Study
6.4.1. Implications of the Study and Current Views

This study is designed as a descriptive one which has focused on the interactive
decision making behavior of EFL teachers from their own perspectives. The study also
aims to emphasize that decision making is a dynamic process taking place before,

during, and after classroom teaching.
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The current study has enabled the participant teachers to revise their established
and fossilized facts and thus reformulate some of their teaching principles. In terms of
Johnson (1999), such a reflective study may facilitate robust reasoning among the
- participant teac};ers, That is to say, teachers expand their understandings of themselves,
their teaching, théir"sm'dents, and their classiooms, and theif schools. Moreover, tﬁe ..
teachers will be able to use their knowledge in different ways, for different purposes in
different instructional contexts only when are they engaged in critical reflection and
recognize that anything a teacher does in the class is centered on “it depends” principle.
In robust reasoning, they are engaged in a continual process of criss - crossing their
professional landscape, having a multiple perspective since teachers’ reasoning is rooted
in a rich social context, affected by their experiences, knowledge, and belief they have
held about teaching and learning process. Parallel to robust reasoning Johnson (1999)
states that

reflective experiences of professional development activities create
invaluable opportunities for teachers to question their beliefs and
assumptions about teachers, students, learning, and teaching; to
reexamine the subject matter they are teaching from a purely pedagogical
vantage point and develop sound explanations for their classroom
practices; to explore the theoretical foundations and pedagogical and
social implications of their classroom practices; and to critically reflect,
in a deliberate and detailed way, on the connections between the
knowledge, beliefs, and criteria that guide their classroom practices. (pp.

53-54)
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The study has also revealed the fact that teaching is a complex, situated,
interpretive, and dynamic process which shapes teachers® reasoning and thus directs
their further teaching practices. Moreover, the study has provided some opportunities
for the teacher; to situate their thepretical knowledge of teaching and learning within
the context of thei; experienc'és of teaching and learning. meraﬂ, the research on -
teacher decisions and thinking has made important contributions into our knowledge of
teaching, planning, and reflecting on teaching.

In this study, every decision teachers make has appeared to depend on their
interpretations of the events surrounding them. As Nunan (1996) claims, interpretations
of the teachers are central to the understanding of teaching process. Freeman (1996a)
also notes that teachers constantly

interpret their worlds: They interpret their subject matter, their classroom
context, and the people in it. These interpretations are central to their
thinking and their actions. Classrooms and students are not just settings
for implementing ideas; they are the frameworks of interpretation that
teachers use for knowing: Knowing when and how to act and react, what
information to present or explain and Aow and when to respond or correct
individual students, how to asses and reformulate what they have just
taught and so on. (p.98)

As claimed by Kagan (1988), the differences observed between the experienced
and novice teachers’ perceptions and interpretations of the classroom events also affect
their reactions and interactive decisions to some extent.

Similarly, Ulichny (1996) comments that

the interpretive framework the teacher brings to the class is based on her

past experiences as a teacher and learner, her professional knowledge and



302

folk wisdom about teaching, and aspects of her personality. These factors

shape the quality and kind of information she receives from the class.

The ongoing interpretation of how well the class is performing the task at
= .hand influences immediate decisions on how to direct and re-direct

interaction as well as how to plan subsequent. (p.195)

6.4.2. Implications for Pre-Service and In-Service Teacher Training Programs

As J ohns;m (1999) claims, pre-service teachers do not acquire the knowledge
within the social context where it is to be used; therefore, they do not have any chance
of using that knowledge in the interpretive ways required of real teachers in real
classrooms. For this reason, the curriculum of pre- service teacher education should be
rearranged to cover decision making as a compulsory component so that decision
making skills of the pre-service teachers can be improved systematically using
reflective teaching activities. This will also enlarge their perspectives on different
problems that may emerge throughout their teaching, and thus they will be more
prepared to cope with the unexpected events in the class. Moreover, through such a
process, pre-service teachers can become objective investigators of their own teaching
from the very beginning of their teaching profession.

Regarding the findings obtained throughout the study, a kind of in-service:
teaching training program can be designed for each group, the experienced and the
novice teachers, to help them make more appropriate and systematic interactive
decisions through reflective activities suggested by the relevant literature (Fogarty et al.,
1983; Johnson, 1999; Bailey, 1996; Westerman, 1991; Woods, 1996) and the current

study. For example, the novices, in this study, should be trained in how to attend
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multiple goal categories appropriately, and the experienced teachers should be
familiarized with the current teaching theories and trends.
Moreover, the interactive decision making models provided in the study (see
Figt}res 5.1 .an;1 5.2.) suggest that teacher training programs should cover
| K Creatinzg an awareness ainong the teachers towards theif'implicit theories and -
beliefs they hold,

* Understanding the value of past teaching experiences and reflective activities

in methodological courses,

* Encouraging the teachers to reflect on their actions regarding their
underlying reasons and be able to consider some other appropriate
alternative forms of action,

* Recognizing that each teacher has a unique way of perceiving and
interpreting the classroom events and some other related institutional,

curricular, and administrational factors.

6.4.3. Benefit to the Participants

As Richardson (1990) says, teachers change through deliberate reflection,
critical inquiry, and weighing of alternative possibilities within specific contexts. That is
to say, through reflective procedures, teachers can clearly see what happens in the class
and reflect on their work appropriately and grow professionally as a result of the
reflection.

This study is certainly seen to give voice to the participant teachers while
reflecting on their instructional actions. Furthermore, the teachers report that they are
satisfied with what they have done throughout the study since they had the opportunity

to observe and criticize themselves objectively at the stimulated recall interviews.
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For example, the novice teacher Burcu reveals that
Observations are very good for us to see our teaching from a different
point of view. We can see our own teaching style and criticize ourselves.

. V}atching me on the screen was an opportunity to comment on my

lessox;. Sometimes it-is d'i'ff‘wul’t~ to see our own lessons from a different
point of view because we always look at the class from the teachers’
perspective. But when we watch our lessons on the screen, we can
understand the students’ needs and problems more easily. For example,
when I watched my lessons on the screen and heard my own voice, I
could find some alternatives for the same lesson the next time. After the
observation, I did the same lesson in a different way because I considered
some other alternatives while watching my own teaching.

Another novice teacher, Gamze, also believes that such reflective procedures

help teachers to learn about their own teaéhing:

Seeing myself; making decisions during teaching has opened a new
window in my wall of perspectives. Watching myself as a teacher on the
video helped me to reflect on my behaviors and decisions taken during
the class hour. I would like to thank the researcher for guiding me to
monitor myself and helping me make new decisions on my teaching .The
most significant of these new decisions was trying to involve less active
students in the lesson by encouraging them with reinforcing words and
praising them for whatever is achieved.

Similarly, Selen, an experienced teacher, remarks that
of course it helped me in terms of self criticism. I had the chance of

seeing my reflection in a mirror. I became aware of my positive points
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and began thinking about my negative points in the class. I asked to
myself: What else can I do?

The teachers in both groups also reported that the stimulated recall interviews
enabled them fo l;ndfctstand their teaching practice and deyelop their professionglism
. through sharmg theh; insights with the researcher and their colleagues. In otiier words,
the stimulated recall technique is seen to facilitate exploratory teaching among the
participant teachers since, as Allwright and Bailey (1991) claim, understanding our own
practice is the main rationale suggested by exploratory teaching.

Moreover, especially, the experienced teachers have asserted that they
remembered and revised their methodological knowledge and some teaching and
learning theories while reflecting on their actions. The experienced teacher Selen for
instance, notes that

the study reminded me that we, as teachers, should be balanced,
intéiactive, positive, motivated, well organized and tolerant in the class. I
also had the chance of revising my teaching and learning principles.

Besides, the stimulated recall interviews were seen to raise a kind of awareness
among the teachers towards their interactive teaching and decision making behavior as
well as the factors affecting their teaching. As an example, the experienced teacher
Kezban realizes that she stands a lot in the class:

“You see I am always standing, but I do not have to stand during the
whole lesson. I should change it. Anyway ...”

In another instance, Burcu, a novice teacher, utters:

When I watched it, I could see that my voice sound uninteresting and 1

talked too much. If one of my colleagues told me the same thing, I could
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feel uncomfortable but when I saw my own mistakes it is easy to change

my style or correct my mistakes.
6.4.4. Benefit to the Researcher

The sfudy ilas also contributed a lot info my teaching because I obsel;ved eight
different teachers, which means eight different private and professional worlds. No
matter whether the teachers were experienced or novice, they had different
backgrounds, preferences, learning experiences, and future expectations; therefore, it
was really a wonderful experience for me to study with them. Moreover, their
reflections on their instructional actions have also enlarged my perspectives on different
aspects of teaching.

Above all, I have improved my interviewing skills and really learnt not only how
to videotape a class but also how to create a positive interview atmosphere to encourage
the participant teachers to articulate their real thoughts rather than the interpretations of
these thoughts. The stimulated recall technique has also helped me to review my
listening skills I employ while interacting with the students in the class. That is to say, I
have learnt how to listen to people without interrupting them and developed some
strategies to show the students that I am really listening to them.

Throughout the study, I have become more aware of the factors teachers should
take into consideration while teaching in the class. For example, we, as teachers, should
be sensitive about the immediate needs and problems of the students because if they do
not concentrate on the lesson, they can not learn anything properly. Moreover, the study
has indicated that what we teach does not always correspond to what we have planned

since teachers and students change every minute due to their interaction with each other



307

in the class. Therefore, we should be more tolerant of the unexpected classroom events
and more flexible in adapting the lesson plan appropriately.

The findings have also made me think about my established facts about teaching
- and learning. lilesides, I have had the opportunity to refresh my knowledge in the light
of the relevant lite;‘atmé that I reé.d B’efore, during, and after the sfudy was conducted.
Therefore, I now feel myself more competent in discussing some professional issues
such as teaching, learning, teacher thinking, reflective teaching, research paradigms,
decision making-process, and types of teachers.

To be honest, the pilot and the actual studies have really contributed a lot into
my teaching, personal and professional development, research skills, and theoretical

knowledge on teaching, learning, and decision making behavior.
6.5. Suggestions for Further Research

This study can be replicated from diﬂ‘erent theoretical and methodological
perspectives to gain more insights into the interactive decision making process of EFL
teachers. As for the nature of the classes, the study can be conducted at different
proficiency levels such as intermediate and advanced to see how the same teacher
differs in his or her interactive decisions with regard to the level of the class s/he has
been teaching.

A follow up study can be done to see how the interactive decisions of teachers
direct their further interactive decisions in the following class hour. The relationship
among the three stages of decision making process- pre-active, interactive and post-
active decisions- can also be examined among teachers to get richer data on teacher

thinking and decision making process.
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Some other studies can be conducted in the classes where the lesson plan is
strictly imposed and where the teacher is more flexible in adapting the lesson plan,
partly or completely, to explore the effects of the lesson plan on the interactive
decisions of th;: teachers.

Interactive decisions should also be studied in regard to teachers’ beief system
since they perceive and interpret the classroom events in the context of BAK. That is to
say, teachers hold certain beliefs, assumptions, and knowledge about what should
happen and what should not happen in the classroom. Moreover, teachers have
individual ways of making sense of what they say and do in the class (Woods, 1996).
Shavelson and Stern (1981) also assert that teachers will rely on their beliefs to direct
their action when information is not available. Furthermore, beliefs have a filtering
effect on everything teachers think about, say, and do in the classrooms.

In another study, the teachers can be asked to construct a concept map which
visually depicts the complex nature of their reasoning to find out how they perceive and
interpret the classroom events. Moreover, the pre-active and post-active decision
making process of EFL teachers can also be investigated with regard to teachers’
perceptions in a further study.

As Richardson (1990) says, teachers should decide what change is worthwhile
and control that change properly, using their own personal experiences, the experiences
of other teachers, and their knowledge of the relevant prior research. Therefore, in a
further study, both the experienced and novice teachers can be given opportunities to
discuss the videotaped classes together so that they can exchange their ideas and
feelings on the issue. Such debriefing interviews between the experienced and novice
teachers help them to evaluate their teaching and decision making process more

objectively.
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As another alternative, case studies on only one class or teacher can be
conducted to obtain more in-depth data on the decision making process of teachers from
multiple perspectives. It would also be interesting to compare the teachers involved in
professional st;1dies such as attending conferences with the ones who are not concerned
with profesSional étudies to see the effect of such studies 6n their decision making
behavior as well as their thinking process in the class. |

Another study can be conducted in regard to pre-service teacher education
programs. In such a study, pre-service teachers can be shown some segments of
classroom teaching of experienced teachers and asked how they would respond to the
same situation if they were teaching the class. This procedure covers more than simple
classroom observations since it provides real teaching experiences for the pre-service
teachers who have no or limited teaching experiences. As suggested by Johnson (1999),
they watch these videotapes to recognize the routines and student performance cues
which emerge during interactive teaching.

As regards the data collection tools, the repertory grid method can be conducted
to assess the change in the thinking process of the participant teachers due to the
procedure they undergo at the stimulated recall interviews. As another alternative tool,
some hypothetical situations can be used to elicit richer data on the issue because the
videotaped data may not reveal exact representations of interactive decisions all the
time.

Finally, hierarchical and sequential decisions should be explored in-depth in
another study since our data on hierarchical and sequential decisions are in need of

further confirmation and support.
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Depending on the data collected in the study, some other research questions can

be formulated to be explored in further research:
* How do pre-service teachers respond to student performance cues?

* How does the knowledge the novice teachers get from the pre-service
education contribute into their interactive, pre-active and post-active decision
making behavior?

* How are the three stages of decision making, pre-active, interactive, and post-

active interrelated?

* To what extent do the implicit personal theories of teachers affect their

interactive decisions?

* Do EFL teachers differ in their decision making process at different stages of
the lesson (i.e., presentation, practice, etc.)?

* How do EFL pre-service teachers make use of the routines in their limited

teaching?

* Do the experienced teachers make more lengthy comments than the novices
while commenting on their instructional actions at the stimulated recall

interviews?

* How do the experienced and novice teachers differ in their perception of the

classroom events?
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6.6. Limitations of the Study

As in all studies, this study should also be interpreted in the light of several
limitations. First of all, the participant teachers may have commented on their video-
taped .actic'm’s with'the thoughts that occurred at the time of watching the vi'cieo-’téxpe. but
not with the thoughts they had considered during the class. Moreover, sometimes, our.
manner of asking some questions may have led the participants to answer the questions
in the way we expecte;i. These leading questions may also have limited the possible
responses of the i)aﬁicipant teachers.

As for another limitation, some hot spots appeared throughout the study. That is
to say, at the stimulated recall interviews, the participants sometimes uttered what they
should have done instead of what they had actually done in the class. In Woods® (1991)
terms, usually the interpretation of what happens is to a greater extent colored by the
view of what should happen.

Similarly, Edgerton and Langness (1974) claim that

as the field worker observes and participates, he becomes aware of the
complexities and contradictions in what people say and in what they do.
What people say is right and proper and is referred to as “ideal culture™,
and these ideals, or values as they are sometimes called, are an important
insight into how and why people behave as they do. Yet the ﬁeldworker
will also discover that many people do not behave as their ideals would
have them do. This behavior is also important not only because it points
to the realities rather than the ideals of life, but because it can give

insights into areas of change or tension in the culture. (31)
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In addition, there are two more possible threats in using the stimulated recall
interview. Firstly, the verbal statements of the participants may not have reflected what
was going on in the class rather they may have reflected how the teachers perceive and
interpret the classroom events from their own perspectives on the bases of their beliefs,
knowledge, teaching and learning theories, and real life experiences. Secondly, this
verbalization process can change the process of interactive decision making the
researcher is interested in (Flower & Hayes, 1980; Hosenfeld, 1979; Woods, 1996).

The videotaping procedure may also have produced some unintentional effects
on the data collected throughout the study. That is to say, it may have affected the usual
teaching style of the teacher and behaviors of the students participated in the study. For
example, some teachers felt that they had to talk English throughout the study since they
were being video-taped. Even though this observer effect bias was taken into account
while analyzing the data, it was not so easy to determine the points where the researcher
bias involved in the study. Furthermore, these biased points could be identified only
towards the end of the data collection period since the general style of the participant
teachers and students became much clearer in the end.

As for the data collection period, the videotaping procedure was completed in
only one semester on purpose due to the difficulties we had in the pilot study.
Therefore, we could not have the chance of observing how teachers performed in the
class at different times of the year.

Another limitation is that the data were coded only by the researcher throughout
the study. However, an independent rater should also have been invited to code all the
data or just a sample of the data to check the inter-rater reliability for the category
descriptions and the coding procedures employed throughout the study.
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The personal characteristics of the participants were also seen to bias the data.
That is to say, the data collected for some teachers in the study yielded more accurate
and representative results since those participants were more talkative, open, reflective,
and able to articulate their thoughts in a more connected way. Therefore, we tried to
find some strategies to direct the talkative participants and encourage the silent ones to
reflect on their actions at the stimulated recall interviews. Piloting the study, reading the
relevant studies, and formulating appropriate interview questions helped us to eliminate
this bias throughout the study.

Regarding the data collection procedure, some unexpected problems appeared
throughout the study. For example, some stimulated recall interviews were delayed one
or two days due to teachers’ regular schedule or the private problems emerged right
after the videotaping procedure such as illnesses, sudden meetings, or substitute classes.
Moreover, in some cases, some teachers were being self-defensive while commenting
on their behaviors since they thought that they were being criticized in terms of their
teaching style or theories they hold.

As regards the presentation of the data throughout the study, it was not so easy
to select more representative examples among the collected data because each teacher
was video-taped three times and the transcription of each teacher was almost 100 page
length. For this reason, the most remarkable, interesting, and surprising examples were
chosen to illustrate the interactive decision making behavior of the teachers more
appropriately; however, these examples may not seem to be so remarkable and
interesting to other people due to their different teaching backgrounds and perspectives
on teaching.
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Finally, all the interpretations of the participants were reported from our own
perspectives. Therefore, the interpretations reported in the study may have been shaped
through the interactions between us and the participants. Moreover, some of the data

may reflect pur yalues? belief, and implicit theories rather than those of the teachers.

It should also be emphasized that this study is in no way a comprehensive
description of classroom decision making process since classroom teaching itselfis a

complex and multidimensional process between students and teachers.
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Appendix 1
Stimulated Recall Session Questions

Questions Asked During the Sessions (Tape-recorded)

1. What w’er'e‘fou aiming at here? .
2. Why did you take that action at the time?
3. What were you getting at with that question?
4. What was your decision here?
5. What was the reason for that decision?
6. What factors, or conditions, you think, may have caused the event?
7. Did you think some other instructional alternatives while making this decision?
8. Ifyes, how many alternatives did you think while making this decision?
9. What ‘were these alternatives?
10. Which one seems to be the most appropriate alternative now?
11. What theories or beliefs did you consider while responding to the event?
12. What knowledge or goals did you draw upon in responding to the event?
13. Were you satisfied with your action and its consequences?
a. Ifyes, why?
b. Ifno, why? (please refer to the videotaped instance)
14. Can you identify any routine here?
13. Is this the routine what you had planned?
16. Was this the only available routine?
17. Is summarizing a kind of routine for you?
*These questions are asked for each classroom event the participants remarked or the

researcher points out in some cases.
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Appendix 2
Semi-Structured Interview Questions

Prior to the First Video-Taping Sessions (Tape-recorded)

Do you always plan ybﬁr lesson m a written form or Just as méntal scripts or
images?

Have you covered all the things in your plan?

What are things you changed or omitted from the lesson plan? Why?

Do you have any theory of instruction while planning the lesson or choosing the
teaching method?

Can you understand how the students feel toward the lesson? If yes, how do you
understand?

Do you have any teaching routines?

7. What are the common routines you generally employ in the class?

8. Do you believe that these routines are important in classroom teaching?

9.

Do you think changing or adapting your lesson plan in the class may create any

uncertainty for you? If yes how?

10. Do you often monitor your instructional actions in the class?

If yes how?

If no, why?
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Appendix 3
Semi-Structured Interview Questions

After the First Video-Taping Sessions (Tape-recorded)

1. Howdo y‘ou’ feel about changing or'deﬁartmg from the lesson plan‘?: |
2. Do you remember any class in which you completely changed the plan?
3. Ifyes, why did you make such a great change?
4. How can you decide on the effectiveness of any class?
(i.e., on the bases of what criteria?)
5. Do you have any other things to tell about your classroom teaching in relation to
interactive decision making?
Please rank the following instructional goals from the most to the least important

one from your perspective. Please try to think aloud while ranking them:

.................... Social and affective needs of the students

.................... Student motivation eresersnenenanssennensCOVETing the plan
.................... Subject matter content cereasenesansneaneenetident understanding
.................... Curriculum integration censsrenenennennannnstident language skills
.................... Classroom management  .......ccccceeeeeen.....Using L2 appropriately
.................... Motivating the students

**NOTE: The list of the questions can be adapted according to the participants’
teaching in the videotaped classes and their comments. That is to say, some items
may be added, changed, omitted, or modified on the bases of the particular instances

observed during the study.
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Appendix 4
A Classification Scheme for Four Dimensions of Interactive
Instruction
Student Performance Cues

Category . Definition Example »
Deficient responses a behavior or response is not made afier being ' teacher asks students to read aloud and they do not
’ ' elicited by teacher. respond © :
Initiations students initiate spontaneous behavior student praises another’s response
Of response.
Errors response that is incorrect, insufficient given task using map symbols, student misplaces
or superfluous. symbol on map key
Attention level of student attention is either above or students show high enthusiasm for writing last
below appropriate level. sentence of a story
Instructional Actions
Gives feedback teacher provides student with information afier noticing students make incorrect placement of
regarding student’s performance. map symbol on key, teacher showed correct response
and compared it to the student’s
Explains concepts \ teacher provides or elicits an explanation or after students were unable to respond to questions
procedure procedure for task completion not referring to about a game, teacher explained procedure for playing
a student response.
Checks knowledge teacher queries student about knowledge ofa after incomplete student response to math question
concept, topic, or procedure. teacher asked for a more complete answer
Focuses attention \ teacher directs student attention or after noticing a student’s attention wandering, the
effort encourages persistence, teacher placed a work card directly in front of him
and asked a question
Applies, extends, teacher applies new concepts, extends instruction teacher noticed students didn’t understand“north,”
Or plans to include them, or plans future instruction “south,” “east,” and “west,” and planned fisture
lesson on that topic
Elicits and teacher encourages student initiations and students were enthusiastically composing the ending
incorporates input uses them in lesson sentence of a story and teacher asked for each
student’s ending and wrote them on the board
Instructional Goals
Student motivation/ teacher considers increasing or maintaining teacher allowed student to work independently in one
and involvement student motivation and involvement in making, subject to keep his interest in other subjects
decisions
Group management teacher makes a decision with consideration for teacher answered irrelevant student question to
the effect of overall group process on the lesson facilitate return-to task for whole group
Curriculum teacher makes a decision with consideration for teacher decided to continne an unsuccessful activity
integration the sequence of lesson content to make next lesson easier
Sogial development teacher makes a decision considering student’s teacher allowed student to answer question ahead of
social and developmental needs. others to develop communication skills
Subject matter teacher makes a decision considering nature of teacher probed for more specific answers in
content lesson content. composition lesson, to show every sentence should
not start with the same word
Student teacher makes decisions with primary consideration teacher used unplanned example in class
understanding for increasing student understanding thinking to facilitate understanding of lesson
' ' Prior Knowledge . ' '
Important content teacher recalls considering knowledge related to teacher recalled previous class activity ofuse in
lesson content. present reading lesson
Pedagogical principles  teacher recalls considering knowledge related to during math lesson, teacher recalled varying
instructional principles. questioning procedure for the benefit of those most
in need of help
Student history teacher recalls considering knowledge related to teacher recalls particular student’s shyness, in
student social behavior or attention span eliciting classroom student responses
Academic skills teacher recalls considering knowledge related to teacher gave special project, recalling particular
level of student academic skills and ability abilities to be used to improve student’s other
abilities
Knowledge teacher recalls considering stadent probable teacher knew that, because of where students fived,
knowledge of content or concepts. they were probably familiar with particular concepts
in class
Preferences teacher recalls consideration of knowledge

related to student’s preferred activities

teacher used map in lesson because of knowledge
that class liked maps

From Fogarty, Wang, & Creek, (1983)




Appendix 5
The Lesson Plan of the Experienced Teacher Kumru

(The Third Session)

Class;: 305 (Beginners / level 1)

Level: Book 2

Unit: 2 (p.16)

Practicing have got/ has got

Materials: Textbook & OHP& whiteboard & handout

Techniques: lecture, question and answer
No previously arranged homework;
Summarize the previous hour;

‘Do the exercise part if possible
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Appendix 6
The Lesson Plan of the Novice Teacher Ece

(The Third Session)

Class: 303

Level: 2

Unit: 6

Subject: Present and I;ractice “What is it like?”
Materials: textb;)ok, tape recorder
Techniques: pair work, question and answer

Summarize the lesson in the beginning
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Appendix 7
Teaching Order for Level 1 Classes at YADIM

ACADEMIC YEAR 20022003 LEVEL I/BLOCK 3

Books: Headway (Pre-intermediate) &Vocabuilder (Pre-Intermediate) (Prof. Dr. F. Ozden Ekmekei)

WEEK | UNIT ’ .COURSEBOOK 1 WORKBOOK EXTRA
B ) o | MATERIAL
1 2 |Present Simple Linking words: but, however | Vocabuilder:
Present Continuous *Writing: Description of a Unit §
17-21 Have/Have got person
Feb.
3 |Past Simple Linking words: while, during,
Past Continuous for
- *Writing: A story
2 4 | Much/Many/How much/How many Stop & Check 1
Some/Any (Units 1-4)
24-28 Something/Anyone/Nobody/Everywhere
Feb. A few/A little/A lot of
Articles:a/an/the
Infinities/Gerunds
5 | (wanthope/enjoy/like/look forward/
would like
Going to/Will
3 6 | What’s it like? Vocabuilder:
Comparative & Superlative Adjectives . Unit 6
3-7 Present Perfect/Past Simple ~
. March 7 |For/Since
Tense Revision
4 8 | Have (got) to Stop & Check 2
10-14 Should (Units 5-8)
March Must
5 9 | Time & Conditional Clauses (as soon as, Vocabuilder:
when, while, until) Unit 7
17-21 What if...?
March Conditional (Type 1)
6 10 |Infinitives/Gerunds (manage/used to/go)
Infinitives of Purpose
24-28 What, efc. + infinitive
March Something, etc. + infinitive
7 11 | Passives (Present/Past) Vocabuilder:
31 Mar- : Unit 8
4 April :
8
7-11 ACHIEVEMENT
April
COMPULSARY OPTIONAL
< Workbook exercises % Dictation and Error Correction of sentences
% Vocabuilder % and short paragraphs to develop students’ listening
< The grammar teaching items in the Grammar Refernce Section and writing skills.
of the Student’s Book % MPU material for extra practice of grammar
% Extra grammar teaching items points, listening, reading and writing.
< Stop & Check and Progress Tests
< Summary of an article to constitute 10 marks of Quiz 2.
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Appendix 8

Teaching Order for the Remedial Total Beginners at YADIM

Books: Headway (Elemeptary, pre-intermediate, and intermediat;:)
(Liz& John: Soars- Oxford Uhiversity'ﬁreés)

Block2 ELEMENTARY

First week: 4-7 December

Verb TO BE

WH and yes-no questions

Possessive adjectives

Jobs ; Nationalities; Countable nouns (a.an)

Numbers

Adjectives: fast, big, dirty, dangereous, noisy, modern, (un)friendly, exciting, cheap,
expensive, slow, clean, quiet, young, old, safe, boring, married, single,
easy, difficult, hard, free, ordinary, sick, ill, small, interesting, boring,
early, late, ready, busy, hot, cold, warm, cool, lovely, (un)happy, different,
open, shut, sad, (un) lucky, wrong, right, incredible, delicious, tasteless,
funny, amusing, worried, glad

Extra material based on the grammar items will be prepared by the class teachers

Speaking: use pictures to encourage the students

Listening and reading texts of Unit 1 and 2 will be done again

Writing about someone:

(A family, best friend, a teacher, a famous character, a school subject between 50-60

words)
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Appendix 10

The Snake Chart of the Experienced Teacher Kumru
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Appendix 11

The Snake Chart of the Novncc Teacher Ece
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