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OZET
Damisman ve Ogretmen Adayinim Bakis A¢isindan Etkin Damsmanhik igin
bir Model: Sosyal Yapisaler bir Yaklasim
Giilden ILIN
Doktora Tezi, ingiliz Dili Egitimi A.B.D.

Daq}sman
Prof. Dr. F. Ozden Ekmekgi

Ocak 2003, (395 sayfa)

Bu ¢alismamn amaci, Cukurova Universitesi Ingiliz Dili Egitimi Boliimii
ogretmenlik uygulamas: donemi danigmanlarinin etkili danigmanligt nasil
algiladiklart ve bunun danigman olarak uygulamalarina nasil yansidiginin genel
bir tamimin1 yapmaktir. Calismadaki: bir diger amag, 6gretmen adaylarina
doniit verilmesinin adaylarin etkin dgretmenlik ile ilgili bakis agilarinda yapisal
ve igerik olarak herhangi bir degisiklige yol agip agmadigini ortaya
koyabilmektir. Bu amaglar dogrultusunda, Cukurova Universitesi Ingiliz Dili
Egitimi boliiminde gorev yapan toplam 6 danigmaninin etkili danmigmanlikla
ilgili goriglerine “Repertory- Grid” teknigi ile ulasilmis, ve doniit verme
gorigmeleri kaydedilmistir. Boylece, bu danismanlarin ileri sirdikleri
gortslerin uygulamalarina yanstyip yanstmadig: gézlenmigtir. Diger yandan,
aym boliimiin 15 son sinif §gretmen adayinin etkin 6gretmenlik ile ilgili
gorigleri galigmanin baginda ve sonunda “Repertory-Grid” kullanilarak alinmig
ve var olan degisikliklerin danigmanlarca verilen donitler dogrultusunda olup
olmadig: arastinimigtir. Ogretmen adaylaninin 6gretmenlik uygulamasi

donemindeki dersleri arastirmaci ve danmigmanlari tarafindan gézlemlenmis ve



derslerini doniitlerle paralel olarak igleyip iglemediklerine de bakilmigtir.
Ogretmen adaylari her déniit toplantisi sonunda aldiklan déniitlerle ilgili
yorumlarini aragtirmaci tarafindan verilen formlara doldurmuglardir. Elde
edilen bilgilerin dogrulugunu gegerli kilmak amaciyla, katilimer danigman ve
Ogretmen adaylariyla birebir gorigmeler yapilmis ve varilan sonuglarin
dogrulugu denetlenmistir. Son olarak, hem danigmanlara ve hem de aday
ogretmenlere dgretmenlik uygulamas: déneminde gozlemledikleri sorunlar
sorulmug ve olast ¢oziimlere ulagilmigtir.

Anahtar Kelimeler: Algi, Damgman doniiti, Doniit Verme Goriigmesi,

Uygulama Dénemi, Etkin Danigman Donuti, Degigim.
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ABSTRACT
A Model for Effective Supervision from the Supervisor and the Student-
Teacher’s Perspective: A Social Constructivist Approach
Giilden ILIN
Doctorate Thesis in the subject of
ENGLISH LANGUAGE TEACHING
Advisor
Prof. Dr. F. Ozden Ekmekci
January,2003 (395 pages)

This study was conducted in order to provide a general description of
how the supervisor teachers of the ELT Department of Cukurova University
perceive effective supervisory feedback, and how their perceptions influence
their practices as supervisors. The overriding purpose is to find out whether
feedback sessions lead to a change in the student- teachers’ perceptions both in
the content and structure. In order to achieve the aim of the study, supervisors’
perceptions of effective supervisory feedback were elicited. Their feedback
sessions were recorded and the supervisors were interviewed to see whether
and to what extent their perceptions influenced their behaviours as supervisors.
On the other hand, participating student-teachers were observed during their
practice sessions to find out whether they planned their lessons according to the
feedback that they received. The data gathered from the student- teachers were
triangulated by interviews and their feedback forms.

Keywords: Perception, Teaching Practice, Effective Feedback, Feedback

SesSion, Change.
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CHAPTER 1
INTRODUCTION
1.1 Background to the Study

Most teacher education programmes are organised to provide student-
teachers with opportunities to practice teaching. The goal of the practice
sessions is to allow student- teachers learn more from practice because wise
action is not possible without the knowledge acquired from practice (Carvero,
1992).

The extent to which the teacher education programmes and the teaching
practice period plays a role on the student- teachers’ change toward a
professional growth is disputable. Opposing views the scholars hold on the
issue compile in the related literature. For example, student- teachers’
ideologies are resistant to change (Zeichner and Liston in Ulla, Peltokallio and
Paivi, 2000). Student- teachers’ reflection is generally superficial (Calderhead,
1987), teaching practice and supervisors do not influence student- teachers and
feedback sessions has not got a powerful effect as the supervisors wish it to be
(Turney et al., in Roberts, 1998). On the other hand, practical experience is the
source of student- teachers’ knowledge (Calderhead and Miller; Shulman in
Richards, 1998). In addition, practical experience is vital for people to learn
because people change as they learn and this is a cycle of experience, reflective

observation, abstract conceptualisation, and active experimentation



(Kolb in Zuber Skerritt, 1992). Considering Kolb’s views, student- teachers
are in a position to experience, construe over their experiences, conceptualise
certain issues, and actively experiment them during the teaching practice
period which may end up with learning and professional change. In order to
find evidence on the issue, teachers’ thinking should be investigated because it
serves to reduce the gap between theory and practice in education (Kelly, in

Zuber- Skerritt, 1992).

1.2 Statement of the Problem

Since there are contradicting views for the effective outcomes of
supervision, the issue seems to worth an in-depth investigation. For some
scholars, supervisors are believed to be very effective on the student- teachers’
development while some others hold the belief that it is impossible to change
student- teachers’ preconceptions. Depending on what roles these people
attribute to supervisors and how they perceive the concept of supervision the
definitions vary. For example, Wallace (1991) defines a supervisor as
someone who has a substantial element in her or his professional remit, the
duty of monitoring and improving the quality of teaching done by other
colleagues in a given situation. His definition reveals how important he deems
the issue. Supervision is a duty, which requires a sense of responsibility and
understanding of both the supervisors’ his/her own, and the student-teachers’
personal beliefs and perceptions. There are various factors that affect the

quality of supervisory feedback. For example, Eken (1996) points out that the



language used in practice feedback sessions is of extreme importance as
criticism can be a face-threatening act. She suggests that for a successful
training and development, there should be a match in the trainer and trainee
perceptions of trainer language.

The effects of supervision and feedback on student- teachers have also
been a focus of studies conducted on teacher training. According to Turney et
al. (1982b), the feedback has not got as powerful an affect as supervisors
suppose it to be (in Roberts, 1998: 154). They set some criteria for supervision
to be most effective. These are sociality, mutual understanding of each other’s
perspectives of teaching and classroom incidents, matched values, supervisor’s
attitudes toward the student-teacher (i.e. not merely telling and advising but
rather channelling and focusing on the student-teacher). However, the studies
conducted to put light on the facts about the teaching practice period, mostly
seem to consist of pre and post administration of surveys or questionnaires in
the beginning and at the end of this period. Such studies have not examined
what actually happens during the experience itself. In fact, the phases and
different aspects of teaching practice period may have various impacts on the
student- teachers. Field experiences entail a complex set of interactions among
programme features and people, and thus, these also have to be taken into
consideration (Zeichner, Tabachnick, and Densmore, 1987).

Taking these views into account, supervisory feedback sessions appear
to be procedures that are worth investigating, but they should be considered

within the context of teaching practice period, and the events that take place



during this period should be regarded as a whole. This, at the same time,
matches the social constructivist approach.

During the teaching practice period, the student- teachers are exposed to
a lot of new experiences. The ecological conditions of the practice schools
they are assigned to, their mentors and supervisors, the students they have to
teach, the nature of the feedback they receive, and how they perceive it, among
others, may be some examples for these experiences.

In contrast to the previously conducted studies, this study attempts to
draw a general picture of the happenings that take place throughout the
teaching period. In order to achieve this goal, the study firstly considers the
type of schools involved in the practice period. (Private schools, Anatolian
High schools and Super High schools). The study also takes the qualifications
of the supervising teachers into account. That is, the supervisor teachers were
selected on the basis of whether they were specialised in methodology or other
areas. As supervising student-teachers during the practicum can be said to be
more related with methodological issues, the way the teachers with a
methodology base and the way the teachers from other areas approach the
period was thus, considered. The study further questions the way the
supervisors perceive effective supervisory feedback, whether or not they can
apply their perceived effective supervisory strategies with all students and
under any circumstances, and the influential factors. The student- teachers
were also asked to comment on the positive or negative effects of the mentors
on themselves, if any, although the issue was not one of the main focuses of the

study. Finally, how student-teachers perceive the feedback provided and



whether or not any of the factors mentioned above lead to a change in the

student- teachers’ thinking was the ultimate question of the study.

1.3 The Aim and Scope of the Study

The study explores how supervisor teachers perceive supervision, what
in their opinion are effective strategies for supervision, and how and when they
can make use of these strategies successfully. In addition, the study looks into
the teaching practice period from both the supervisor and the student- teacher’s
perspective and attempts to put light on their ways of perceiving the period.
One of the other aims of the study is to achieve a general picture and an
interpretation of the happenings in their natural courses during this period.

The aims of the study may be displayed as follows:

1) to provide a broad description of what really happens that is important to
learning, in Allwright’s (1988) term, during the teaching practice period
within the supervisor teacher, the student-teacher and the feedback triangle
in the teaching practice context, as well as taking the ecological conditions
of the schools, and the mentors involved,

2) to find out about the supervisor teachers’ views about effective supervisory
feedback and whether or not, to what extent, and under what circumstances
they can put their perceptions into practice in their feedback sessions, .

3) to define the ways and the extent to which the supervisor teachers and the

feedback they provide influence the student-teachers,



4)

to draw a general frame of the happenings regarding supervisory feedback
in the light of the information gathered from both parties,

Student-teachers in teacher training programmes are offered

methodology instruction that constitutes the theoretical aspect of their future

practices. The methodology syllabus used in this department was also taken

into consideration in order to see the types of methods, techniques and

approaches that are introduced to the student-teachers. This enabled us to have

a general view of what kind of expectations we have for the student-teachers in

terms of classroom practices. Briefly, this was expected to indicate what is

given to and what is required from them.

The research questions subject to this study are:

How do the supervisor teachers of the above-mentioned department
perceive effective supervisory feedback?
Are the supervisor teachers’ espoused theories consistent with their theories
in action during their feedback sessions?
If not, what are the influential factors? |
What are the consequences of feedback on student-teachers’ change
regarding the way they perceive effective pedagogic practice?
In what ways, if any, the peers, school types, and the mentors play a role in
this period?
What are the problematic issues regarding the teaching practice period from
both the supervisors’ and the student- teachers’ point of view? What

possible solutions to these problems do they offer?



1.4 Assumptions and Limitations

This study was conducted through an intense contact with the two
involved parties (15 student-teachers and 6 supervisor teachers). In order to
provide an in depth description of what really is happening during the teaching
practice period, mainly focusing on the effectiveness of supervisory feedback,

‘every contact between the two groups of participants was attempted to be
followed. These contacts included pre and post feedback sessions —-immediate
or delayed- and classroom observations with all participating student- teachers
in all three types of schools (an Anatolian High School, a State High school
and a Private High school) involved. The effects of mentors on the student-
teachers were also considered in the study. The student- teachers were asked
whether or not and how their mentors had influenced them. However, this
aspect was not explored in an in-depth manner. The contacts between all the
participating supervisor and the student- teachers were followed; all the
participant student- teachers were visited in their practice schools, and their
classes were observed with their supervisors, all the feedback sessions of all
the supervisors were followed and recorded. The student- teachers and the
supervisors were interviewed. Appointments with the participants for the first
and the second rep-grid applications were arranged. For each contact, contact
summary sheets were filled (see Appendix C). All these procedures were
rather occupying, and made it impossible to work with a larger population. A

greater number of participants would have let the researcher have a broader



frame of the happenings, which might make the study findings more
generalisable. However, in this study, the amount of data to be collected made

it impossible.

1.8 Operational Definitions

Perception: In this study, perception refers to the supervisors’ and the
student-teachers’ recognition and understanding of events, objects, and

stimuli through the use of senses.

Supervisory Feedback: In this study, the term supervisory feedback
was used to refer to any feedback provided by the supervisor teachers of ELT
Department regarding student-teachers’ performance before, after and/or

during their teaching practice sessions.

Feedback Session: Throughout the study, the instances when the
student-teacher and the supervisor get together before and/or after the teaching
practice sessions for discussions of and criticisms for student-teacher’s
performance, and for the preparation of the lessons were called as feedback

sessions.

Teaching Practice: This is the period fourth grade student- teachers’

practice teaching in high schools for a period of ten weeks.



Efféctive Supervisory Feedback: In the study, the term effective
supervisory feedback was used for feedback:

a) That creates awareness in student-teachers’ way of thinking about
his/her personal theories regarding effective teaching.

b) That leads to a change in the student-teachers’ perceptions on

effective pedagogic practice during the practicum.

Change: The term change, in this study, refers to student- teachers’
conceptual change, but not behavioural change. That is,
...making coherent sense of personal meaning regarding new .
ideas and information; mapping new onto old, formulating
beliefs in light of experience and input, forming ideas in light of
beliefs, and reviewing ideas in light of observation and
reflection.

(Mathur, 1987 in Yumru, 2000:8).

Similarly, change sought to be seen in the content and the structure of
the participating student-teachers’ perceptions on effective pedagogic practice

in this study.
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CHAPTER 2

REVIEW OF RELEVANT LITERATURE

The extent to which the In-service Teacher Education (ITE)
programmes affect student-teachers to improve and change themselves toward
a professional growth has been one of the major inquiries in language teaching
area. There are conflicting views based on different theories. For example,
Lortie proposes that we all have personal theories about the characteristics of
teachers, classrooms, and schools, and these are derivéd from our experiences
as students. According to his observation, established teachers expose a
student to about 15,000 hours of teaching which he suggests would lead
student- teachers to gain experience regarding teaching process (in Roberts,
1998, p.66). During this period, the interaction between the students and the
teachers shapes the students views on effectiveness in teaching. Lortie
emphasises the power of this interaction and suggests that student-teachers’
experiences (apprenticeship of observation) lead them through the ITE
programmes, and during their practices. In other words when they enter these
programmes, the student- teachers have already formed preconceptions about
effective ways for teaching. As Calderhead (1988) suggests, student-teachers’
conceptions of teaching and learning may be said to be vague and
undifferentiated, they start their pre-service training with images in mind.
These images are based on recollection of teachers who had taught them at

school. These models do not necessarily be the teachers they believed to be

DO
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very effective. Occasionally, they may have negative models that they do not
want to be like. Positive or negative, these images have powerful influences on

the student-teachers’ practices. Similarly, Horwitz (1985) points out,

Prospective foreign language teachers enter the methods class
with many preconceived ideas about how languages are
learnt, and how they should be taught. These beliefs can
directly interfere with their understanding of and receptivity

to the information and techniques presented... (p.333)

On the other hand, the “apprentice” model Lortie proposes has faced
criticisms, and as a reaction to this model a new concept “reflective
practitioner” has gained more credibility. Practice is seen as the pivot of this
approach (Schon, 1987; Soloman, 1987, Fish, 1989). It is believed that when
trainees start critical evaluation and try to understand their classroom
experiences, then they will develop a kind of intuitive professional know-how.
In line with the views above, “becoming conscious of ‘images’ activated by
practical teaching situations is aid to be a catalyst for professional growth”
(Carter, 1990 in Black and Halliwell, 2000; 104). Schon, Soloman and Fish
claim that it is very difficult to deseribe effective teaching skills and strategies
in behavioural terms (in Kennedy: 1993). Parallel to Schén’s (1987) views,

Kennedy argues for the effectiveness of apprenticeship model when
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trainees are to cope with teaching practice experiences. The idea that
experience is the best teacher, on the other hand, is criticised and “pitfalls of
experience” are put into discussion. The first, the argument is that the student-
teachers should have the capacity to connect classroom experience with formal
knowledge and to learn from their further experiences by thinking about them.
This capacity is central to teaching and they must be learnt. Immersion to the
classroom needs to preclude inquiry, however most student- teachers do not
bring an inquiring disposition to their preparation. Such an inquiry is said to be
unlikely to be acquired on the job, and thus should be “cultivated”™ at the pre-
service level. Second, a student- teacher’s academic success at the university
does not guarantee his/her success as a teacher. S/he has to observe real
classes, however s/he may not benefit from classroom observations without
guidance or help. Without training in how to look and what the notice, the
outcome of the classroom observations on behalf of the student- teacher may
not be as fruitful as they are supposed to be. Finally, student teaching takes
place in somebody else’s class, and consequently the student- teacher is
expected to follow the routine in the classroom. The daily routine of the
specific classroom does not necessarily have to fit the particular student-
teacher’s thoughts and views on how to conduct a lesson. Teaching
somebody’s students in the way that s/he does may not contribute to a student-
teacher’s professional development. In such a situation, what is experienced is
limited and biased. Instead, if the student- teacher is given real opportunities to
practice making and justifying instructional decisions and considering real

consequences of actions taken in the classroom can be confirmed in a view of
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teaching. These include filling time, keeping students busy, perpetuating
familiar practices without considering their consequences for people learning
in the short and the long run. To conclude, “classroom experience alone,
whether past or present, cannot justify what teachers do, nor teach teachers to
think about their work” (Nemser and Buchmann, 1985: 50).

Teacher education programmes need to be structured in ways that
challenge the beliefs preservice teachers possess as they enter into
programmes. In the literature of reading teacher education, three approaches
that are generally used as conceptual bases in the preparation of teachers:
traditional craft, competency based, and inquiry oriented. Traditional craft-
concept is based on field experience with a mentor teacher. This approach is
expected to provide the students with opportunities to define and practice the
information they received from their practice sessions and the mentors. On the
other hand, competency based concept is based on pre assessment, learning
activities and finally, post assessment. This is to become sure that the student
has mastered a set of skills. This concept is more widely used at state levels.
When we look at inquiry oriented concept, we see that it is defined through two
different approaches. In the first approach, a problematic situation is created.
Through course work, teachers are expected to reflect on what they know from
past experiences. On the other hand, the second approach takes problematic
situations with the present practices and shows how changing can make the
instruction better. In both approaches, teacher decision making and reflection

play an important role (Mallette, Kile, Smith, McKinney, and Readence, 2000).
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Student- teachers are said to spend their much of time learning ‘the
disciplines’ in highly academic courses. Theory is presented as a ‘pseudo-
scientific’ justification for practitioner action and the student- teachers are
expected to put the theory into practice during the practicum. Due to the
inadequacy of such an approach, most student- teachers report that the teaching
practice is the only useful component of their higher education. What student-
teachers learn in an initial teacher education should have a direct relevance to
the problems they face in the classroom (Drever and Cope, 1999).

Lortie on the other hand, in spite of his “apprenticeship of observation”
model mentioned above, further comments that the views student-teachers havé
are incomplete because what the students are exposed to are not the teachers’
inner thoughts but only their public face. Methods and content knowledge
introduced to student-teachers have little influence on their subsequent actions
even during their initial training (Zeichner et. al.in Bennet and Carre 1993:74,
135). Similarly, according to Wilson and Wineburg (1988), beginning teachers
base their teaching goals and the way they teach on their undergraduate
disciplinary backgrounds. Although belief change in student-teachers
constitutes a more important aim in programmes of teacher education than
transmission of knowledge, it is evident that what prompts meaningful
transmission from existing beliefs to professionally oriented frameworks for
teaching (Tillema, 2000).

On the other hand, student-teachers are capable of reflecting on their
personal theories and training experiences, which lead to development, when

given the opportunity and a supportive environment, prior to extensive
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classroom experience (Sendan, 1995). The nature and changes in the structure
and content of 54 student-teachers’ personal theories regarding effectiveness in
teaching are identified in his study. The results demonstrate that although the
content of participating student-teachers’ personal theories show only limited
change, there is a notable structural change.

There are also factors that may affect student- teachers” development
negatively. These are their concerns for self-esteem, fear for poor grades,
failure in classroom management, among others, and the student- teachers
should be convinced that they are competent as teachers. (Mclntyre, 1988).
Supervisory feedback sessions may be considered as one of the means to
convince the student-teachers that they really are so. The teaching practice
period is a good opportunity for student-teachers to step into the real world of
teaching for the first time. This experience may be very influential for the
student-teachers’ future practices because they observe teachers and peers, and
others observe them. Observation of teaching can serve to develop concepts
that can be used to describe and analyse the nature of classroom events as well
as developing a terminology to describe and discuss teaching of self and others
(Richards, 1998). Furthermore, observations during the teaching practice
period provide data for student-teachers, which may enable them to examine
central concepts in their own teaching. Observing pre-service teachers may
also be very beneficial on behalf of experienced teachers. Although young pre-
service teachers may be unaware of the various factors in classroom teaching,
their presence as observers can trigger critical self- reflection in experienced

teachers (Brock et al., 1994). Practical experience is the source of student-
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teachers’ knowledge (Calderhead and Miller; Shulman; in Freeman and
Richards, 1996: 71). The input and critical reflection about the output provided
by their supervisor teachers also support the experience student-teachers gain
during their teaching practice period. This period seems to be quite influential
on the student-teachers in terms of leading them to reflect on their personal
theories, which may end up with change.

The last four above-mentioned suggestions match the constructivist
view about learning. Constructivist view implies that reflection and experience
can lead to personal change, that is, people change as they learn, and this kind
of learning (i.e. experiential learning, Kolb in Zuber-Skerritt, 1992a: 99) is a
cycle of experience, reflective observation, abstract conceptualisation, and
active experimentation. This cycle is true for the student-teachers’ teaching
practice period as well. They have their personal experiences, they observe
peers and established teachers, construe over the new their experiences, and
actively experiment them. In fact, the benefits of practicum experiences are

widely accepted by many scholars. For example,

Practicum experiences can help teach appropriate realities,
motivate participants, promote carrier choice, facilitate
concentrated exposure at minimal cost, provide inexpensive
labour to help community and national needs, and provide
academic stimulation for practising and prospective
professionals.

(Gerhrke in Pothoff and Kline (1995; p.103).
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According to Kelly, every human being is a personal scientist who is
able to create theory at various levels. To explore people’s thinking about their
present situation is important because as he believes, a person’s processes are
psychologically channelized by the ways he anticipates events (in Zuber
Skerritt, 1992,p.58). As he states, investigating teachers’ thinking may serve to
reduce the gap between theory and practice in education, because personal
constructs may have their roots in formal theories as well as classroom
experiences or personal histories. Kelly further claims that teachers use
personal constructs in different ranges of convenience. He exemplifies this
with the use of teacher’s constructs successfully or unsuccessfully, and he
states that this may be due to the scholarly achievement of the learners, or their
social behaviours. Investigating the ranges of the teacher’s use of constructs
may yield insight into their thinking in professional situation (in Peretz, 1994,
pp.104-106).

In this study, accordingly, the aim is to reach the supervisors’ and the
student-teachers’ thinking about their present situation during the teaching
practice period. We also aim to bring insight to the instances for the successful
and unsuccessful use of supervisor teachers’ constructs about effective
supervisory feedback, and to explain their consequences on the student-
teachers’ change, if any.

This view lacks the sociality aspect, which in fact, is gaining more and
more recognition lately (Williams and Burden, 1997; Richards and Lockhart,
1994). Learners make sense of the world in a social context and through social

interactions. The quality of interaction the student-teachers have with their
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supervisors may be an enhancing factor for them to create their personal
theories, and may raise awareness on how to perceive the events from a

broader perspective.

2.1 An Overview to Social Constructivism

Social constructivism puts an emphasis on education for social
transformation and reflects a theory of human development that places the
individual within a sociocultural context (Richardson in Haqq, 1998 p.1).
Social interactions lead to individual development, cultural meanings are
shared by the members of the group and consequently, individuals internalise
these meanings. Individuals construct knowledge by interactions within the
environment, and during this process both the individual and the environment
are changed. Schools are sociocultural settings where teaching and learning
take place and where “cultural tools” such as reading, writing, mathematics,
and certain modes of discourse are utilised. Social constructivist view assumes
that theory and practice do not develop in a vacuum; they are shaped by
dominant cultural assumptions (Martin; O’Loughlin in Haqq, 1998 p.1).
Historical and cultural environment is influential on formal knowledge, the
subject of instruction, and the way the knowledge is presented. The context of
education has to be deconstructed in order to accomplish the goals of social
transformation and reconstruction. The cultural assumptions, power
relationships, and historical influences have to be critiqued and when

necessary, altered (Myers, 1996 in Haqq, 1998 p.2). Situated constructivism,
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social reconstructivism, sociocultural constructivism, sociohistorical
constructivism, and emancipatory constructivism are the variants of social
constructivism. Social constructivism is considered as a theory of learning not
a theory of teaching, and translating theory into practice is both difficult and
imprecise. Translating a learning theory into a teaching theory has been a
challenge for teacher educators. Such an attempt raises questions on what
teachers really need to know and be able to do. This involves a balancing the
need to acknowledge the different discipline- specific requirements of teaching
with the need to model constructivist methods of teaching in teacher education
courses and practicums. When applied in an inappropriate way, constructivist
approaches may lead to the “abandonment” style of teaching. (MacKinnon &
Scarff-Seatter in Haqq,1998 p.3)

Two most well known psychologists of social interactionist school of
thought, Vigotsky and Feuerstein emphasise the influence of interaction, the
social environment, and the role of the mediator in teaching. Mediators are
specific people in the learners” life who play an influential role on the students’
learning by selecting and shaping the learner experiences presented to them
(Williams and Burden, 1997). From the time we are born we interact with
others in our daily life. We make sense of the world through these interactions.
Vygotsky (N.D.) a well-known Russian educational psychologist claims that
learners can learn some of the things on their own but sometimes they need
someone’s help to learn. The secret of effective learning lies in the nature of
the interaction between two or more people with different levels of skill and

knowledge. He writes about “the zone of proximal development” by which he



20

means a child’s potential to achieve higher standards when assisted by a peer
or an adult. This person can be described as “ a more knowledgeable or
capable other”. Naturally, he accepts that not all of children’s learning occurs
socially but children do learn individually. However, “stretching” takes place
in the zone of proximal development. A parent who is talking, reading or
teaching something to a child as “the capable other”, s/he is extending the
child’s horizon into the zone of proximal development. Bruner (1977, pp ix-x)
claims that “any subject can be thought to any child at any age in some form
that is honest™ and emphasises the use of a spiral approach in teaching. He

writes about parent helpers:

Parents can certainly help in supervising study halls, in guarding

routine quizzes, in preparing laboratory materials, and in the
dozens of operations necessary in a school. The effect would be
to free the teacher for teaching and study. If the teacher is also
learning, teaching takes on a new quality.

(Bruner, 1977, p.90).

Parents’ role has changed considerably in the recent years. Parents who
used to be seen as problems and often nuisance are today accepted as people
who have clearly defined rights and obligations in respect of their children’s
schooling. Schools demand the parents’ active involvement and support,
parents are considered to have key roles in shared enterprise with the teachers,

and schools are legally obliged to work in collaboration with the parents. In
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the past, such an involvement of a parent used to be believed as necessary with
very young or special needs children. However, today parents’ involvement in
the students” education is regarded as very important in all schools. School
family relations are encouraged; in fact, they are desired and required. Parents,
together with the teachers are seen as the mediators in children’s lives.

Social constructivism, on the other hand, has been criticised as having
developed in contrast to another theory, behaviourism that emerged in the 19"
century. According to behaviourist view, children are considered as empty
buckets that knowledge is poured into, and when given the opportunities they
can learn by rote (McDonough, 1989). This criticism has faced criticisms as
well because not all learning is bad and not all passive learning is
unpredictable. Parallel to these criticisms, Fox (1996) claims that some of our
learning is the result of the passive shaping of memory by experience. In
addition, feelings of value and significance play a crucial part in our learning
and not only dialogue and social interaction matter but also individual thinking
and other kinds of interaction, such as interaction with all the products of mind
are especially important to learning.

In language teaching, the interaction that takes place between the
mediator and the student is of great importance in terms of learning. Parallel to
Vygotsky’s views, Feuerstein emphasises the role of a mediator as a key factor
in learning (in Williams and Burden, 1987). He holds the belief that anyone
can become an effective learner, and people can continue to develop their
cognitive capacity throughout their lives. His emphasis for the mediator’s role

may resemble the stimulus, response, reinforcement cycle in behaviourist
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theory (McLaughlin, 1987). However, Feuerstein’s views differ from
behaviourism because unlike behaviourists, he focuses on preparing the
learners to learn both independently and co-operatively. The views
summarised above provide a view of learning as arising from interaction with
others since no learning can take place in isolation.

One of the most well known supporters of social constructivist view,
Dewey proposes that there should be a social order in the structure that allows
maximum self-development for all individuals. According to his theory, such a
structure enhances free exchange of ideas which leads to each person’s
development of capacity which eventually contribute to the direction of the
society. Thus, each individual contributes to the common welfare of the
society, and the best approximation to this ideal can be found in democracy.
Consistent with instrumentalism, he claims that we should rethink and rework
our democratic institutions because democracies too, in his opinion, should be
changed according to the ever-changing world. In fact, Dewey was best known
for his ideas in education. He proposes that the aim of education should not be
to convey information but to develop critical methods of thought. He sees
education as future oriented, and the future is uncertain, thus individuals should
acquire the ability to deal with the unexpected and problematic dimensions of
the future. Past should not be valued for the sake of valuing the past but it
should guide individuals for the future. Only, then individuals can contribute
to their society effectively and responsibly (in Delaney, 1995).

Likewise, Vygotsky and Piaget’s theories about adult development are

related to reflective thinking and a cognitive developmental framework for
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guiding reflection and social role taking. These theories represent deliberate
professional and psychological development interventions in teacher education.
In addition, they may be considered as the first attempts to a systematic
assessment of a theory-and research- based approach to guide reflective
dialogue while professional educators engage in significant leadership roles.
By means of interventions, developing more thoughtful, principled and flexible
dispositions on teaching, and promote acquisition of skills in educators’ roles
as mentors, teachers and supervisors (Reiman, 1998).

When we take the above-mentioned views into consideration, a social
constructivist modeél for teaching appears to take the context, the teacher, the
learner, and the task into account. Supervisors (the “expected” mediators of
the teaching practice period), the context (practice schools), the interaction
(between them and the student-teachers), and the task (the practice session),
seem to match with the social constructivist view to learning. Thus, in the

study, the issues were looked into from this perspective.

2.2 The Definition of Supervision

Supervision is a term defined by many scholars, and the definitions
seem to attribute various meanings to it. For example, Webster’s dictionary
defines supervision as a process of critical watching and directing activity or a
course of action. Similarly, in Richards et al., (1992: 365) supervision is
defined as "monitoring and evaluation of student-teacher's teaching

performance by a supervisor”. Stones (1984) writes on how the definition
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varies in Britain and in the United States although the word is the same. In
Britain, for example, the word supervision refers to activities of staff of
training institutions in relation to students on initial teacher training. On the
other hand, in the United States supervision means activities of
parapedagogical corps of people in a super-ordinate relationship with
practising teachers at schools, and also refers to the activity cognate to British
conceptions. What is commonly found in most definitions about supervision in
teacher training is that they imply it is a task assigned to classroom teachers to
influence student- teachers’ classroom behaviours and to foster the selection,
development, use and evaluation of good instructional approaches and
materials.

Supervisors by definition hold an advantage of power over supervisees.
They are in a position to maintain trust, and are expected to act in the interest
of the supervisee’s welfare. They should have no more supervisees than they
can handle preferably three at a time, in order to be effective in their work
(Harrar, VandeCreek and Knapp, 1990). Furthermore, they are expected to
provide the supervisees with timely feedback, to give the supervisees the
chance to remedy if their practices are at an unsatisfactory level. In addition to
these, their job involves providing constructive consultations, dealing with the
supervisees’ progress and problems, suggesting alternatives when necessary for
further practices, making evaluations on the supervisees’ performance, among
others.

The primary duties of a supervisor include facilitating the pre-service

teacher in goal setting and expectations (Zahorick in Sunal, nd).
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The supervisor also assists the pre-service teacher in adjusting to the classroom
setting, s/he provides feedback and evaluation for positive teacher behaviours.
Furthermore, s'he gives constructive criticism through observational
techniques, s/he offers suggestions for the improvement of them, creates an
awareness of the pre-service teacher’s instructional behaviours. S/he is
supposed to be a support, coach, and confidant in developing instructional
standards, as well as dealing with the co-operating teacher. (p.5)

On the other hand, a supervisor's role is often considered as a teacher
while the student-teacher is accepted as a student. The rationale behind such a
conceptualisation may be due to the fact that most supervisors aim to change
behaviours of student-teachers, and that as changes are learned the supervisor
assumes the role of the teacher and the teacher (the student-teacher) assumes
the role of a learner. However, this conceptualisation may be faulty because he
claims that learning can and does arise from a multitude of relationships. Such
an attitude may be an obstacle for the fruitfulness of the supervision since
learners often find it hard to be docile, acceptant, and dependent. Most of the
time, the student-teachers deem themselves as competent professionals and
thus, the type of a relationship between the supervisor teacher and the student-
teacher may lead to student-teacher's resistance to supervision. On the other
hand, this is not to say that supervisors may not on occasion teach, but
naturally they do teach. However, a supervisor must take great care to avoid
assuming the role of the teacher very often and letting the student-teacher

assume the role of student too frequently (Cogan, 1973). As a result, we may
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conclude that there should be a very well estimated balance for the supervisor's
attitude toward the student- teacher when dealing with him/her.

Goldhammer, Anderson, and Krajevski (1980) argue about the role of a
supervisor and they quest whether a supervisor is an instructional leader,
manager, administrator, or a combination of many positions. The description
of a supervisor’s role is not a task that can easily be accomplished. In order to
come to a conclusion about the definition, they summarise the history of roles
attributed to supervisors. They report that supervision today and the past
involves a wide variety of activities and staff directed toward to aim of
supervision: that is, to improve the instruction. However, the only duty
assigned to supervisors is not to improve the instruction, and a definition
emphasising only this aspect of supervision is rather a general one. A
supervisor’s role may differ from school system to school system, and s/he
may be considered as a helping teacher, a resource teacher, instructional
specialist, master teacher, co- ordinator, educational assistant, curriculum
specialist, consultant, advisor, instructional assistant, assistant superintendent
for curriculum or instruction, department head, director, and the like. They
point out that recently, communication skills has become particularly important
in supervision and interpersonal relationships, problem solving and constitution
of a more relaxed and humane atmosphere have gained more importance. All
these serve to make the social interaction between the supervisor and the
student- teachers more fruitful and the emphasis of social constructivist view is

apparent in this new trend.
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2.3 Types of Supervision

Richards, Platt and Platt (1992) categorise supervision types
regarding the supervisor teacher's primary role. These roles may be the
evaluator of teaching performance, a facilitator, or a consultant. With respect
to how a supervisor perceives this duty, s’he may point out differences between
the student- teacher's teaching performance and ideal teaching behaviours,
guide the student- teacher's development and offer suggestions for
improvement. When the supervisor teacher assumes her/his role more as a
consultant or a facilitator, then the goal is to explore the aspects of teaching
through negotiation, and the supervisor encourages self-development through
reflection and self-observation.

A supervisor's role varies depending on the individual student-teacher
under supervision. A supervisor may need to direct or guide the teacher's
teaching, offer suggestions on the best way to teach, model teaching, advise
teachers and/or evaluate the teacher's teaching. The following are the methods
for supervisory behaviours that may be applicable under different situations,

and with different individuals (Gebhard, 1990).

2.3.1 Directive Supervision

As Gebhard (1990) puts it, at times, a supervisor may need to direct and

inform the teacher, model teaching behaviours, and evaluate the teacher's

mastery of defined behaviours. On the other hand, if this is adopted as the only
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way to supervise by the supervisor, he argues that there will at least be three
problems with this directive way of supervision. This is related initially with
how "good teaching" is defined by the supervisor. The supervisor and the
student- teacher do not necessarily have to define a good teacher in the same
way. The supervisor’s attempts to direct the student-teacher toward his/her
model for a good teacher may confuse the student- teacher. Secondly, a
supervisor may be too critical as s/he and the student- teacher do not share
common views. Such an attitude may lead to a feeling of defensiveness and
low-self esteem on the student- teacher turning the feedback sessions into
rounds of criticism and defence. In such a situation, expecting a fruitful
outcome from the feedback provided would be inappropriate. The final
problem with directive supervision is that sometimes it may be hard to decide
on whether the supervisor or the student- teacher is going to carry the ultimate
responsibility. Since the supervisor predetermines the steps to be taken in a
practice session, it may be inappropriate criticise the student- teacher

negatively.

2.3.2 Alternative Supervision

Alternative supervision suggests a variety of alternatives to what the
teacher has done in the classroom. This may help to reduce student- teacher’s
anxiety as there will be a limited number of choices, and at the same time, the -
student- teacher will still hold the responsibility. A student- teacher should

carry the responsibility because this is his/her practice session. In this respect,
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alternative supervision seems to be more appropriate than a directive model for
supervision. This type of a supervisory attitude may work well under
conditions when the supervisor tends to create some kind of an awareness in
the student-teacher’s way of thinking of possible solutions for classroom
related problems. When making use of this supervisory model, the supervisor
teacher needs to be cautious not to impose for any of the alternatives s/he
provides, but should let the student- teacher carry the responsibility for his/her

own decisions.

2.3.3 Collaborative (Clinical ) Supervision

The general aim of clinical supervision is instructional
improvement through a process of collegial observation and
focused feedback in relation to improving a teacher’s
teaching practice. The different clinical supervision models
include the planning of a lesson, establishment of the focus of
the observation through negotiation between the teacher and
the supervisor, a focused observation period, an analysis and
feedback conference, and the development of the plans for
changing some parts of the teacher’s practice. This cycle is

then repeated. (Hall, 1983: 56)
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In collaborative or, in other words, clinical supervision the supervisor
works with the student- teachers but does not direct them. Both the supervisor
and the student- teacher share the responsibility for all decisions. Cogan
(1973) and his associates who were concerned to find a way which theory
could emerge from practice also advocate such a model. Clinical supervision -
as they coined the term- may be taken as a rejection to the “applied science”
model and an acceptance to the “reflective model” of professional
development. Cogan draws a distinction between general and clinical
supervision. As he points out, the term “general supervision” refers to the
administrative aspects of supervision, or “out of class” supervision. This type
of supervision, thus, is more related with issues such as curriculum, syllabus,
and the overall structure of education both within and outside the school. In
clinical supervision, on the other hand, the main issues concerned are the ones
related with what goes on in the classroom. Sergiovanni and Starratt point out
that these two areas of supervision are independent. In clinical supervision,
unlike general supervision, the student- teacher and the supervisor work
together, they pose a hypothesis experiment and implement strategies for the
problem under consideration (in Wallace 1991, p. 108).

As Wallace defines it, clinical supervision is a particular mode of
training, a face-to-face interaction between a supervisor and a teacher, with
reference to some form of observed classroom teaching, and the aim is to
promote interaction, discussion, and analysis with a view to professional

development.
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In Gaies and Bowers’ (1990) views, clinical supervision is an ongoing
process of teacher development, and they base this process on direct
observation of classroom teaching performance. They point out that this cyclic
process has three stages: pre-observation, observation, and post-observation.
In pre-observation stage, the observer and the teacher (in our case the
supervisor and the student- teacher) come together to discuss the aspects to be
considered, the rationale and the implementation of the steps to be taken in the
session. During the observation, the observer takes notes on the session and in
the post- observation phase the two parties discuss about the observed session.
This process may help both the observers and the teachers to construe over
their personal theories, reflect in and on action, and question their ways of
teaching. Seminars, workshops, summer programmes, professional meetings,
and journals are also other forms of in-service development and support and
they reach teachers economically and effectively. However, they are generally
"selected and developed for uniform dissemination without serious
consideration of the ... needs of individual teachers" (in Gaies and Bowers
Sergiovanni and Starratt 1983, p.169). In contrast to other forms of
development and support, clinical supervision aims at promoting more
effective teaching, taking the needs and the problems of individual teachers
into account.

Paker (1996) studied clinical supervision, the effects and implications
for teacher development and student achievement in preparatory English
classes. He reports that clinical supervision procedures firstly led the

participating teachers to become more analytical towards their own
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instructions, second a ground on which teachers could discuss the issues related
with their instruction was provided. Moreover, clinical supervision created
self-responsibility, self-confidence and awareness in teachers as they have
learnt to ask questions to themselves regarding their classroom practices, as
well as preparation and implementation of the lesson. Clinical supervision, as
Paker points out, also helps the teachers revise their strategies in teaching,
classroom management strategies and their roles as a teacher. On the other
hand, the students of the participating teachers also appeared to have more
successful exam results, which may be considered as a sign of contribution of

clinical supervision to students’ exam performance.

2.3.4 Non-Directive Supervision

Another method Gebhard defines is non-directive superviéion. The
supervisor listens and demonstrates that s/he understands what the student-
teacher has told or done in the classroom without directing him/her. To do
that, a supervisor teacher may need the qualities of a good listener. Avoiding
comments on what the student- teacher had done in the session may, at times,
be hard for the supervisor. However, the supervisor is expected to provide an
understanding for the rationale behind the student- teacher’s way of dealing
with that specific session and vocabulary used by the student- teacher. A
supervisor who chooses such an approach for supervision should be aware that
s’he may be criticised by the student-teachers who feel the need to be directed

as they feel that they are not yet experienced enough to conduct a lesson on
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their own. Student- teachers from different cultural and educational
backgrounds will react differently to such an approach. Students who have had
a kind of training which rote learning and memorisation were valued may
under-evaluate non-directive supervision since they are not used to think
critically and be creative. Another factor that supervisor teachers should bear
in mind is that the very same student may react to the same approach for
supervision differently, depending on the student- teacher’s individual needs in

specific situations.

2.3.5 Creative Supervision

Creative supervision encourages freedom and creativity as this model
allows for a combination of models and a combination of supervisory
behaviours. With this model, it is also possible to shift supervisory
responsibilities from the supervisor to other sources such as supervisory
experts or special consultants. Student- teachers may not favour such a model
because they are observed, criticised, and evaluated by a total stranger. These
may lead to a feeling of loneliness. As well as the above- mentioned varieties,
in creative supervision, models reflecting insights from other fields are

applicable.
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2.3.6 Self- Help Explorative Supervision

An extension of creative supervision is self-help explorative
supervision. This model emerged from Fansellow's (1990) efforts to create
awareness in teachers' teaching through observation and exploration. In this
model, the supervisors are called as visiting teachers rather than helpers since
they are more experienced an