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diistinmelerini ne seviyede gelistirdigini incelemeyi amaglamistir. Calisma 6rneklemi
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HOW DO STUDENTS’ DIARIES ENHANCE PRE-SERVICE ENGLISH
LANGUAGE TEACHERS’ REFLECTIVITY IN PRACTICE?

The study aimed to examine to what extend student teachers (STs) in practicum
would benefit from reflection through diary keeping. 15 pre-service English language
teachers enrolled in the undergraduate program of English Teaching Education in the
Department of Foreign Language Education at Uludag University participated in the
study which comprised a 10-week time span in the 2010-2011 fall term.

Data for this study came from: (a) diary entries and (b) interviews. Data collection
consisted of records of participants’ diary entries throughout the study. Recurring
patterns in pre-service English language teachers’ diary entries were used as a measure
of their reflectivity. Earlier and later diary entries were compared to check evidence of
change in the level of the pre-service teachers’ reflective thinking.

Results indicated that: (1) the most frequent topics belong to the evaluation of
teaching. Participants reflected more frequently about the positive or negative
evaluation of the lessons they observed and their own microteachings, their personal
theories of teaching, (2) participants were found to be engaged in different levels of
critical reflection. (3) they were reflective in their diary entries, to a certain extent,
although there were individual differences in the degree of reflectivity in the identified
categories. (4) in one-to-one interviews, the student teachers stated that diaries allowed
them to be reflective and to make connections between theory and practice, which
helped them to think about their strengths and weaknesses as teachers.
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CHAPTER 1

INTRODUCTION

1.1. Background to the Study

The study of reflective teaching has become an important aspect of second
language teacher training and education in general. John Dewey was among the first to
write about reflective practice. According to Dewey reflective action is “the active,
persistent and careful consideration of any belief or supposed form of knowledge in the
light of the grounds that support it” (Dewey 1933; Ozcalli, 2007). Dewey thinks that
reflective action should have an educational purpose, teachers need to develop
particular skills, such as observation and reasoning, in order to reflect effectively, and
should have qualities such as open-mindedness, wholeheartedness and responsibility
(Dewey 1933; Griffiths, 2000). Dewey’s works inspired Donald Schon explore the
boundaries of reflective practice. In 1987, Schon introduced the concept of reflective
practice as a critical process in refining one’s artistry or craft in a specific discipline.
Schon thinks reflective practice as a way for beginners in a discipline to recognize
consonance between their own individual practises and those of successful practitioners
(Schon, 1987; Armut¢u&Yaman, 2010). He described reflection as ‘the important
vehicle for the acquisition of professional knowledge which consists of two forms of
reflection; reflection-on-action and reflection-in-action’. Reflection occurs before and
after an event. Reflection-on-action, is the type of reflection that teachers get involved
in posteriori of the event ( Akbari, 2007). On the other hand, reflection-in-action is
understood by Schon through “phrases like thinking on your feet, keeping your wits
about you, and learning by doing suggest not only that we can think about doing but that

we can think about doing something while doing it” (cited in Loughran, 1996).

Many different methods and tools are used for reflective purposes. These tools
vary from journal keeping to questionnaires and surveys from storytelling to teaching

portfolios.



1.2 The Aim and Scope of the Study

Despite the potential benefits of journal keeping, research to date does not yield
satisfying and clear results. Therefore, more research is needed. The aim of this study is
to examine to what extend diary studies change reflectivity among 15 pre-service
teachers enrolled in a practicum course in the undergraduate program of English
Teaching Education in the Department of Foreign Language Education at Uludag
University, Turkey. Second aim of this study is to find what the recurring patterns are in
preservice teachers’ diaries and what they think about keeping a diary. Using a
qualitative research framework, this study expects to examine diary studies experience
of this group of students and their development over time assuming that this
investigation may reveal significant implications concerning the inclusion of reflective

teaching into the teacher education programs.

1.3. The Research Questions

This study was designed to address the following research questions:
RQ 1- What are the recurring patterns in pre-service teachers’ diaries?

RQ 2- What is the level of reflection demonstrated in the diary entries which are
distributed based on the categories of topics derived out of the study? Is it

descriptive or critical?

RQ 3- To what extent is there a change, a development in pre-service teachers’

reflective teaching practices through the diary study?

RQ 4- What are the opinions of the pre-service teachers regarding the effects of the

diary study on their reflective practices?

1.4 The Method

In order to answer these questions case study research was employed in this
study. In order to obtain rich and detailed data, numerous data sources such as archival
records of pre-service teachers’ reflective diaries; interviews with pre-service teachers

were used to collect and triangulate the data.



CHAPTER 2

LITERATURE REVIEW

An extensive literature exists on reflection. This chapter deals with reflection as
a method for professional development. We are first going to focus on what
professional development is and how it is related to reflection. Following this, related
literature to reflective teaching is going to be dealt with.

2.1. Professional development for teachers

According to Wallace (1991) people use the adjective ‘professional’ to describe
something that has been well done, however they use the word ‘an amateur job’ is

something that has been badly done. Wallace tells that:

Those engaged in a profession ‘professed’ to have knowledge not available to the public at large,
but a knowledge that could be of great public use... Thus in ‘profession’ we have a kind of
occupation which can only be practiced after long and rigorous academic study, which should be
well rewarded because of the difficulty in attaining it..., but which is not simply engaged in for

profit, because it also carries a sense of public service and personal dedication. (p. 5)

From this definition it can be concluded that teaching is definitely a profession.
Development is defined as “the growth or change of someone or something to become
more advanced” in contemporary dictionaries. The question that needs to be answered is
how teachers should develop themselves professionally. According to Wallace (1991:
3), development is something that can only be done by oneself for oneself, implying
that it is an ongoing process that can continue after formal training and education

without the need of an expert.

To achieve the goals of teaching, teachers should have the knowledge about all
the theories on learning processes such as Piaget’s cognitive development theory and
Vygotsky’s studies on social cognition, or Chomsky’s psycho-linguistic approach to
language development. In other words, teachers should have knowledge about human
cognition. All teachers start teaching with certain personal theories and beliefs about
teaching, but the starting point for the teachers to develop is experience of teaching and

learning.. In order for experience to have an effective role, however, it is necessary to



examine experiences systematically. Examining teaching experiences as a basis for
evaluation and decision making and as a source of change is, what we call, ‘reflection’.
It is going to be explored in detail what a reflective approach to teaching is in following

parts.

2.2. Three Major Models of Professional Education
Wallace (1991:6) suggests that there are three major models of professional

education which have historically appeared on the scene in the following order:

1. The craft model
2. The applied science model
3. The reflective model

The aim of describing these three models is to gain information about the models

which are used throughout the education of a teacher trainee.
2.2.1 The Craft Model

According to Stones and Morris (1972:7), this was how teaching practice was
traditionally organized until about the end of the Second World War in 1945: ‘The
master teacher told the students what to do, showed them how to do and the students
imitated the master.” In this model, the trainee teacher learns teaching by watching,
imitating and following the instructions of the expert. It is a simple model and it is
represented by Wallace (1991:6) as follows:

Study with master

practitioner; - - - Professional
demonstration / Practice Competence
instruction

Chart 2.1- The Craft Model (Taken from Wallace, 1991:6)

2.2.2 The Applied Science Model

The Applied Science Model is the traditional and the most common model used
in most training and education programmes. The theory based approach is applied in
classroom settings in this approach. Wallace (1998:8) defines this model as

“Teaching is the solving of pedagogical problems through active inquiry and experimentation.

Consequently, they give higher priority to conceptualizing the processes of teaching and



learning; trainees are encouraged to interact with experience as a way of developing their

pedagogical understanding and skills, and of improving what they are doing now with a view to

continual improvement in the future. They relate practical knowledge of anything to whatever

their objectives are. This model is derived from the achievements of empirical science and

requires a formal way of learning teaching.”

As all models and approaches, this model has its own conflicts, disadvantages.
The first conflict is the question about the source of the practical knowledge. As most of
these people are the ones who work at universities as academicians and do not teach in
real classrooms, these ideas may not be put into practice all teaching settings. Another
problem is about who decides on the appropriateness of the practical knowledge for
his/her students and classroom; the teacher or the teacher trainee? They should be
trained well enough to take an important decision for the success of the students and of
themselves. Wallace (1991:9) gives schematization of the applied science model of

professional education as follows:

Scientific knowledge

l

Application of scientific knowledge/
Refinement by experimentation

{

Results conveyed
to trainees

Periodic up — dating (in-service)

T —————— | Practice

!

Professional competence|

Chart 2.2- The Applied Science Model (Wallace, 1991:9)

The chart above sums up how scientific knowledge is translated into classroom

practice, and then this leads up to professional development.



2.2.3 The Reflective Model

The applied science model only consists of received knowledge. On the other
hand, the reflective model combines two kinds of knowledge; “received knowledge, and
experiential knowledge”:

71 Received knowledge includes the necessary and valuable elements of scientific
research. Wallace uses the word ‘received’ because the teacher receives the
knowledge rather than ‘experience’ it in professional action.

1 Experiential knowledge relates to the professional’s ongoing experience.

Wallace (1991:12) defines this knowledge as deriving from “knowing-in-action”
and “reflection” which were uttered before by Schon. Atikler (1997:11) emphasizes in
her study that in this model, the training of a teacher is not limited to specific
knowledge and skills during a certain period but it is extended to include life-long
professional experience. It lets teachers learn by reflecting on their own experiences
inthe light of received and the experiential knowledge for their own professional
development. In this model, the role of the teacher educator is to foster, support,
promote the development of the student teacher as much as possible and the role of the
student teacher is to develop. Every individual is responsible for his/her own

development.

Because of the explosion in language teaching (Wallace 1991: 25) in the last
years, there has been an increased demand for language teachers. Parallel with this
change, there has been the growing feeling that all language teaching professionals can,
and even must, take on the responsibility for their own development. For this reason, the
reflective teaching model is accepted as the most popular teaching model in that it

represents a development in professional language teaching.

Wallace (1991:15) has given a brief figure summarizing what is being described

in reflective model as follows:



Received

knowledge
A
| : _ Professional
| » | Practice Reflection | —»| competence
Experiential T
knowledge

Chart 2.3- The Reflective Model (Wallace, 1991: 15)

The first stage shows what the teacher brings to the development process. While
the applied science model assumes that teachers enter the development process with
blank minds and no attitudes, in this model the existing conceptual schemata need to be
taken into consideration. The second stage is the reflective cycle in which teachers are
given the chance to reflect on both received and experiential knowledge in the context
of practice. This reflection is a continual process and can take place before, during or
after practice. The teacher is encouraged to become a ‘researcher’ by directly involving
the teacher in the process, thus lessening the gap between expert and practitioner which
had become a consequence of the applied science model. As seen in the table the goal of

this model is professional competence.

2.3. The Rise of Reflective Movement in Teaching
Reflection has been a widely examined concept in teacher training literature and
education in general. Some trends and movements such as post method era contributed

to the rise of reflective practice in the last two decades.

According to Akbari (2007), the main reason for the rise of reflective teaching in
ELT is the post method debate (Kumaravadivelu 2003; Kumaravadivelu 2006). The
widespread, long-felt dissatisfaction with the traditional concept of method as the
organizing principle of L2 teaching and learning has produced what Kumaravadivelu
(2003) has called a postmethod condition, which can potentially reshape the character
and content of L2 teaching, teacher education and classroom research. According to

Kumaravadivelu, because of the contradictions between method as conceptualized by



theorists and method as actualized by practitioners there is a need to question the notion
of method. In the method era, theoretical knowledge was assigned much more
importance as compared to practical knowledge, however the prescribed solutions
would not account for the dissatisfaction the practitioners feel in the classrooms. The
post method pedagogy had been discussed when language teacher education was in
such a state of crisis (Akbari, 2007).

The Postmethod Pedagogy imposes an extra responsibility on all the
participants, particularly the teacher and the teacher educator. Teacher autonomy can be
seen as the central part of Post method pedagogy (Kumaravadivelu, 2001, p.548). The
post method teacher is required to build and implement his own theory of practice
which is sensitive to the realities of their educational contexts by taking into
consideration the possibilities of their sociopolitical condition. It does not prescribe any
way of teaching; on the contrary, it describes the current condition of language teaching
and learning and similarly encourages teachers to be aware of the realities of their
teaching and learning environments and discover, learn and improve all aspects of his
classroom through self-motivated research. Eventually, teachers are likely to turn into
professional decision-makers developing their own personal theories depending on their
location-specific and context-sensitive knowledge (Kumaravadivelu, 2001). This can

only be achieved if the teachers engage in reflective thinking about their practice.

Teachers should be encouraged to engage in some kind of reflection in order to
develop professionally. Many attempts have been made to facilitate reflectivity of
teachers. Since, it has been largely affected by many trends and philosophies both
historically and theoretically, it is seen that the term reflection has been defined and
interpreted in many ways. There is almost no consensus not only as to the definition of
reflection and but also as to the strategies used to promote reflectivity (Hatton & Smith,
1994). Therefore, “a plethora of different approaches with sometimes confusing
meanings have been pushed in teacher education programs.” (Farrell, 1998). In order to
get a more comprehensive view of reflection, it is necessary to trace back to its origin

and follow the discussion throughout the literature.



2.4. Definitions of reflection and reflective practice

Reflection on teaching and learning has had an important place in the literature
of teacher education. It has been defined in many different ways by a variety of
educators (Dewey 1933; Van Manen 1977; Schon 1983; Reid 1993; Hatton and Smith
1994; Wolf 1996; Zeichner and Liston 1996; Milrood 1999; Shkedi 2000; Loughran
2002; Mann 2005). Their ideas have provided a good starting point to look at the

aspects of reflection process in professional development.

The idea of reflection originated in Dewey’s works in the 1930s. Dewey is
considered as the modern day originator of the concept of reflection, though his ideas go
back to earlier educators, such as Aristotle, Plato, and Confucius. Dewey (1933) thought
of reflection as a form of problem solving that chained several ideas together by linking
each idea with its predecessor in order to resolve an issue (Cited in Clark, 2004).
Although Dewey did not have teacher education in mind specifically, he saw it as a way
of professional development.

Dewey (1933) defined reflection as “active, persistent, and careful consideration
of any belief or supposed form of knowledge in the light of the grounds that support it
and the further conclusions to which it tends.” (Cited in Akbari, 2007, p: 3). According
to John Dewey (1933), reflective thinking means “turning a subject over in the mind
and giving it serious and consecutive consideration.” (Cited in Ozdemir, 2009, p:9). It is
an on-going mental process in which experiences are analyzed by taking into
consideration the prior knowledge in order to formulate one’s own meaning that will
lead to new and alternative ways of thinking (Dewey, 1933). Another definition of
reflective thinking by Dewey (1933) is as follows:

Reflective thinking, in distinction from other operations to which we apply the name of thought,
involves (1) a state of doubt, hesitation, perplexity, mental difficulty, in which thinking
originates, and (2) an act of searching, hunting, enquiring, to find something that will resolve the
doubt, settle and dispose of the perplexity (Cited in Ozmen,2007, p:10).

Reid (1993) agrees with Dewey’s ideas and adds that reflection is a process of
reviewing an experience of practice in order to describe, analyse, evaluate and inform
learning about practice. As can be understood she refers to reflection as an active

process rather than passive thinking.



Wolf (1996) states that reflection is what lets us learn from our experiences. It is
an assessment of where we have been and where we want to go next. Wolf (1996) adds
that reflection requires thoughtful and careful analysis and reporting of teaching
practice, philosophy, and experience. In order to analyse and report teaching practice,
teachers should be able to do meta-thinking in which they analyse the cause-
consequence relationship between thoughts and their implemantation in a particular
educational context ( Wallace, 1991). This process can be limited to thinking about
what has happened in the classroom or can be expanded to a more complicated process
which becomes “a well-defined and crafted practice that carries very specific meaning

and associated action.”(Loughran, 2002:33).

Then Donald Schon’s works have had a significant impact on reflective practise.
According to Schon (1987):

“reflection is a way of presenting and dealing with the problems of practice and allowing the self

to be more open to some possibilities during the process of presenting the problems and then

putting those problems in context in order to discover responses and views to implement the
situation.”

Schon (1983; 1987) thinks that reflection is intimately bound up with action. He
divides reflective action into two types of reflection concerning the time frames within
which they occur. These are; reflection-on-action (retrospective thinking) and
reflection-in-action (thinking on one’s feet). Reflection-on-action is similar to
Dewey’s notion of reflection. This form of reflection is seen as the systematic thinking
back over one’s action. It is done later — after the encounter. One may keep recordings,
talk things through with a supervisor and so on. Reflecting-on-action provides us to
spend time judging why we acted as we did, what was happening and so on. It takes
place after a teaching episode to allow mental reconstruction and analysis of the actions
and events. In case of reflection-in action, sometimes described as “thinking on our
feet”, however; we can think about doing something while doing it. It happens during
the act of teaching, interpreting, analyzing, and providing solutions to the complex
situations in the classroom. It involves looking to our experiences, connecting with our
feelings, and attending to our theories in use. It entails building new understandings to

inform our actions in the situation that is unfolding (Smith, 2001).
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In Schén’s words,
The practitioner who can reflect in action, allows himself to experience surprise, puzzlement, or
confusion in a situation which he finds uncertain or unique. He reflects on the phenomenon
before him, and on the prior understandings which have been implicit in his behaviour. He
carries out an experiment which serves to generate both a new understanding of the phenomenon

and a change in the situation (Cited in Ozdemir, 2009:11).
Killion and Todnem (1991) expanded Schon’s model of reflection to include the

reflection - for — action. It differs from the models of reflection mentioned above
because “it is proactive in nature”. According to Killion and Todnem (1991), reflection-

for-action is the desired outcome of both reflection-in-action and reflection-on-action.

Although educationalists and researchers have generally shared a concept of
reflection engaging in reflective thinking released by both Dewey and Schon, many
attempts have been made to redefine the concept of reflective practice based on the level
of reflectivity the practitioner engages in. On the other hand, in Valli’s five level of
hierarchy of reflection (1997), each level was examined in terms of content for and

quality of reflection (See Table 2.1). Valli’s five level of hierarchy of reflection are:

Technical reflection at the lowest level is a prescriptive, normative way to learn
how to teach: The standards, guidelines, and evaluation criteria are set by an outside
authority. Experts (researchers or state evaluators) decide and determine what good
teaching means and then teachers think about whether their teaching meets those
expectations (Valli, 1997). The second level, reflection -in and on-action values
practical knowledge and personal experience. Schon (1983) claimed that important
decisions are made during the act of teaching itself and that these decisions are based
primarily on practical knowledge-that is derived from experience (Cited in Valli, 1997)
In contrast to technical reflection and reflection-in and on-action, the deliberative
approach to reflection emphasizes decision making based on a variety of sources:
research, experience, the advice of other teachers, personal beliefs and values, and so on
(Valli, 1997). At this stage, “multiple voices and perspectives are heard” (ibid.). Fourth
level of the hierarchy, that is, personalistic reflection is identified as personal growth
and the ability to empathize. “Teachers reflecting in a personal way would consciously

link their personal and professional lives.” (Valli, 1997). Critical reflection is regarded
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as the highest level of reflection by Valli (1997) because it requires the practitioner to
not only consider social and political implications of teaching, but also to be aware of
the potential consequences of their decisions in improving or reforming these socio-

political circumstances.

Types of Reflection in Teaching Preparation
Type Conient for Reflection Quality of Reflection
Technical reflection General instruction and Matching one's own
management behaviors performance to external
that are based on guidelines
research on teaching
Reflection-in and on-action One’s own personal Basing decisions on one’s
teaching performance own unigque situation
Deliberative reflection A whole range of Weighing competing
teaching concerns, viewpoints and
including students, the research findings
curriculum,
instructional strategies,
the rules and
organization of the
classroom
Personalistic reflection One’s own personal Listening to and trusting
growth and one’s own inner voice
relationships with and the voices of others
students
Critical reflection The social, moral, and Judging the goals and
political dimensions of purposes of schooling
schooling in light of ethical
criteria such as social
justice and equality of
opportunity

Table 2.1 Types of Reflection in Teaching Preparation (taken from Valli, 1997)

From the point of Bailey’s view all teachers, in some way, ‘look back’ at their
classes and from their reflections, draw implications for their classroom teaching. This
reflection may be in the form of ‘self-reflection’, where teachers think about the
positive and negative aspects of recent teaching, or they may share these thoughts with
colleagues, or choose to invite a colleague and/or a teacher trainer to their classes for
further feedback. In this sense, reflection may sound like an everyday activity for any
teacher. The important question, however, is the effectiveness of the reflection that is
carried out by teachers. A distinction can be made here between reflection as looking
back into one’s teaching and drawing some general conclusions about the classes

taught—‘I had a very productive lesson today’ or ‘This was not one of my best classes’
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kind of comments—or ‘critical reflection’, where teachers reflect on their practice as a
way to bring themselves to the level of awareness of what they do and the reasons for
this (Bailey, 1997).

According to Dewey (1933), the process of reflection for teachers begins when
they experience a difficulty, troublesome event that cannot be immediately resolved.
The sense of uncertainty or unease cause teacher to step back and analyse his/her

experience.

By collecting information about what goes on in our classroom, and by
analyzing and evaluating this information, teachers can identify and explore our own
practices and underlying beliefs. This realization may lead to changes and
improvements in teachers’ teaching. Depending on our analysis and evaluation, we start
to utilise changes and once we start to utilise those changes, reflective and evaluative
cycle begins (Ozdemir, 2009). Dewey thinks that reflective action should have an
educational purpose; teachers need to develop particular skills, such as observation and
reasoning, in order to reflect effectively, and should have qualities such as open-

mindedness, wholeheartedness and responsibility (Dewey 1933; Griffiths 2000).

Open-mindedness: In order to reflect in an effective way, the first quality one should

have is accepted to be open-mindedness. It requires listening to and accepting the
strengths and weaknesses of his/her own and others’ perspectives. The individual

should be flexible and open to new ideas (Ozmen, 2007).

Responsibillity: This involves careful consideration and evaluation of the consequences
of the actions (Ozgalli, 2007). Zeichner and Liston (1996) consider it as:

“Responsibility involves careful consideration of the consequences to which an action
leads. Responsible teachers ask themselves why they are doing what they are doing in a
way that goes beyond questions of immediate utility to consider the ways in which it is
working, why it is working, and for whom it is working.” (Cited in Ozmen, 2007: 10).

Wholeheartedness: What Dewey meant by this is that openmindedness and

responsibility must be central components in the professional life of the reflective
teacher in a wholehearted way. Teachers are thought to be trying to understand their

own teaching and the way in which it impacts their students, and seeing situations from
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different perspectives (Ozmen, 2007). Whole-heartedness is the analysis of one’s beliefs
with the attitude that he can learn something new (Oz¢all1,2007).

According to Dewey(1933), a teacher who has all these three important
attributesis one step closer to be a reflective teacher than the others. Dewey points out
that if these three components are put together with the skills such as observation and
analysis as characteristics of a teacher, he/she is said to be reflective. As reflective
teaching requires the development of a complex array of abilities, attitudes like above

and knowledge teachers are advised to follow the cycle of reflective teaching.

Kemmis and McTaggart (1982) present a cycle of reflective teaching for
teachers to follow (see Chart 4). In this cycle, planning section sets the stage for the rest
of the cycle. It involves consideration of two important issues. These are definition of

the problem and an active search for a desirable solution (Cited in Kirazlar, 2007).

LA KU é i PLATN
JUDGEMEMNTS

OBSERWVE

Chart 2.4: Kemmis and McTaggart’s cycle of reflective teaching (Ross 1993;Kirazlar
2007)

According to Richards and Lockhart’s (1994: 1) reflection in the field of teaching

means:
A reflective approach to teaching is one in which teachers collect data about teaching, examine
their attitudes, beliefs, assumptions and teaching practices, and use the information obtained as a
basis for critical reflection about teaching. (Cited in Giin, 2011: 126)
Wallace (1991) emphasizes that reflective teaching is a cycle that includes

reflection on both received knowledge, such as learning theory and pedagogy in teacher
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education programs, and experiential knowledge, what happens within the context of
classrooms. This means reflective teaching can be seen as actively thinking about but

also responding to what is happening in the classroom.

Reflective teaching is defined by Pennington (1992) as "deliberating on
experience, and that of mirroring experience.” (Cited in Farrell, 1999:53). Pennington
(1992) further proposes a reflective/ developmental orientation "as a means for (1)
improving classroom processes and outcomes, and (2) developing confident, self-
motivated teachers and learners”. The focus here is on analysis, feedback, and

adaptation as an ongoing and recursive cycle in the classroom .(Farrell, 1999:53)

Richards (1990) sees reflection as an indispensable component of teacher
development. He says that self-inquiry and critical thinking can "help teachers move
from a level where they may be guided largely by impulse, intuition, or routine, to a
level where their actions are guided by reflection and critical thinking"” (Cited in Farrell,
1999:54). Richards says that reflection or:

critical reflection refers to an activity or process in which experience is recalled, considered, and

evaluated, usually in relation to a border purpose. It is a response to a past experience and

involves conscious recall and examination of the experience as a basis for evaluation and
decision-making and as a source for planning and action (Farrell 1995: 95, cited in Farrell,

1999:54).

According to Cruickshank and Applegate (1981), reflection means teachers’
thinking about what happened, why it happened, what they could have done to be more
effective and what they would change to improve their teaching performance.
Cruickshank adds that reflective teaching is that the teacher’s thinking about what
happened in classroom lessons, and thinking about alternative ways of achieving goals
or aims; a way to provide teachers with an opportunity to consider the teaching event
thoughtfully, analytically, and objectively.

Pollard (2005) emphasizes that reflective practice should be based on evidence
gathered through classroom enquiry and supported with the findings of research in the
field. In other words, teachers should also be trained about how to collect data and
interpret it in the light of previous research.
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The next section summarises literature on the forms of reflective practice and

tools for putting them into practice.

2.5. Forms of Reflective practice

In this section, some forms of reflective teaching practice which are used for
pedagogical purposes will be explained and located within a framework which identifies
levels of reflectiveness. The following list has been gleaned from the literature. The

listed forms are:

1. Action learning 7. Teaching portfolios

2. Action research 8. Group discussions

3. Critical incident analysis 9. Mind mapping

4. Journal keeping 10. Peer observation

5. Mentoring 11. Questionnaires and surveys
6. Audio or video recording of lessons | 12. Blogging

7. Story-telling

Each of these is explained briefly below.
2.5.1. Action Learning

Action learning is based on a cyclical and collaborative reflection-on action
process. It is designed to produce improvement to practice. It is derived from action
research. Unlike action research, it does not set out to produce a theory of practice.

McGill and Beauty (1992) describe action learning as follows:
It is a continuous process of learning and reflection, supported by colleagues, with an intention
of getting things done. Through action learning individuals learn from each other by working on
real problems and reflecting on their own experiences. This process is believed to help teachers
to take an active stance towards life and to overcome the tendency to think, feel and be passive

towards the pressures of life (cited in Hall, 1997).

16




2.5.2. Action Research

A common definition is that action research involves inquiring into one’s own
practice through a cyclical process which involves planning, acting, observing and
reflecting (Kemmis & McTaggart 1988; Ozmen, 2007).

For example, the teacher:

1. Selects an issue or concern to examine in more detail

2. Selects a suitable procedure for collecting data about the topic

3. Collects the information, analyzes it, and decides what changes are necessary
4. Develops an action plan to bring about the change in classroom behaviour

5. Observes the effects of the action plan on teaching behaviour

6. Initiates a second action cycle, if necessary ( Filiz, 2008).
2.5.3. Critical Incident Analysis

Tripp (1987) defines critical incident analysis in teaching as a documentation
and analysis of a teaching incident in order to learn from it and enhance practice. Tripp
(1987) adds that this is a form of reflective practice which is often used within journal
keeping ( Cited in Hall, 1997).

2.5.4. Journal Keeping

Journaling and other types of reflective writing assignments are used in a
number of ways to encourage reflective thinking. For the purpose of this study, journal
will be used as data collecting tool in the current study, | would like to focus on journal

keeping in detail as a tool for reflective teaching.

Simply defined, “a journal is a record of happenings, thoughts and feelings about
a particular aspect of life, with a particular structure” (Cordona, 2005). The power of
writing itself provides us with an opportunity to review and clarify our thoughts to get
them out of our minds onto the page. When it is used as a learning tool or a tool to
stimulate reflective thinking, journaling allows students to keep track of their own
learning, reflect on what they think, how they feel, what they have done in the

classroom, and why they did so (Valli, 1997).
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Journals are written reflections concerning classroom teaching or practicum (Lee,
2007).

According to Ballantyne and Packer (1995), journal keeping involves reflecting
explicit through writing so making them available to inform action ( Cited in Filiz,
2008).

Keeping a journal has two purposes:
1. Events and ideas are recorded for the purpose of later reflection.
2. The process of writing itself helps trigger insights about teaching. Writing in this
sense serves as a discovery process ( Filiz, 2008).
Richards (1990) also makes a list of the goals of journal writing as follows:
1. To provide a record of the significant learning experiences that have taken place,
2. To help the participant come in touch and keep in touch with the self-development
process,
3. To provide the participants with an opportunity to express, in a personal and dynamic
way, their self development,

4. To foster a creative interaction ( Cited in Ozmen, 2007).

Harmer (2003) believes that “journals encourage teachers to reflect upon their
practice, and allows them to compare different reactions and re-evaluate the predictions
that were made based on what actually happened. Through this process, teachers can
review and challenge their own thinking, understanding and practice and use this data to

improve their own profession” ( Cited in Ozmen, 2007: 32).

Moon (1999) lists many benefits of journal keeping as the following;
- deepen the quality of learning in the form of critical thinking or developing a
questioning attitude,
- enable learners to understand their own learning process,
- increase active involvement in learning and personal ownership of learning,
- enhance professional practice or the professional self in practice,
- enhance the personal valuing of self towards self-empowerment,
- enhance creativity by making better use of intuitive understanding,
- free-up writing and the representation of learning,
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- provide an alternative ‘voice’ for those not good at expressing themselves,
- foster reflective and creative interaction in a group (Cited in Alterio,2007).

Bailey, Curtis and Nunan (1998) have noted that “writing regular reflections in a
teaching journal provides a place for questions to accumulate, like taking the jumbled
pieces of a puzzle out of a box and arraying them on a table”. Through journaling
teachers can become more aware of their goals, successes and failures “so that each

situation can become an opportunity for growth.” (Valli, 1997).

John Dewey (1933) argues that: “We do not learn from experience. We learn
from reflecting on experience’ (p. 78), which means the experience alone does not lead
to learning. It is the reflection on the experience that enhances learning. Building on
Dewey’s statement, journal keeping can be seen as a reflective bridge that enables
teachers to think, challenge and question educational policies or practices (Chitpin,
2006).

2.5.5. Mentoring

In mentoring, a practitioner receives help from more experienced teachers for
Professional development. The experienced teacher who helps the newcomer is called a

“mentor” and the person who receives help can be called a “mentee”.

Carruthers (1990) has stated that mentoring is a complex process and it occurs
between those who differ in their levels of experience and expertise which incorparates
interpersonal or psychological development, or educational development
(cited in Varanoglu,1992; Ozmen 2007).

According to literature mentoring is an important and effective, perhaps the most
effective, form of supporting the professional development of beginning teachers (
Carter and Francis, 2001, Marable and Raimondi, 2007) . A wide range of benefits was
documented of mentoring for beginning teachers, including reduced feelings of
isolation, increased confidence and self-esteem, professional growth, and improved self-
reflection and problem-solving capacities (Mclintyre and Hagger, 1996 cited in
(Hobson, Ashby, Malderez and Tomlinson, 2009). Charlotte Danielson (1999) found
that mentoring helps novice teachers face their new challenges; through reflective
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activities and professional conversations, they improve their teaching practices as they
assume full responsibility for a class. Danielson also concluded that mentoring fosters

the professional development of both new teachers and their mentors (Danielson, 1999).

The literature strongly suggests that contextualised learning or workplace
learning mediated by mentors has the potential to assist beginning teachers in their
development of an appropriate body of practical professional knowledge. The evidence
in the literature indicates that workplace learning is a powerful source of learning and

change in individuals, groups and organisations ( Carter and Francis, 2000).

2.5.6. Audio or ideo recording of lessons

Video or audio recordings of lessons can provide very useful and objective
information for reflection. They help to capture the moment to moment processes of
teaching since many things happen simultaneously in a classroom and it is difficult to
recall every moment of a course. Loughran (1996) sees observing the teaching on
videotape, coupled with discussion and debriefing after the event as a way of

encouraging reflection (Cited in Ozmen, 2007).

Audio or video recording provides an alternative way of observing class.
Recording a class can be done by placing the audio or video equipment in a strategic
place in the classroom. Recording allows teachers to replay and examine a lesson many
times and to focus on different aspects each time it is reviewed by using the same
recording .(Richards 1994; cited in Kirazlar, 2007).

2.5.7. Storytelling

Storytelling can be used as both a verbal and a written form of reflective
teaching practice. For example, McDrury (1996) has used it in the verbal form as a way
of bringing lecturers to focus on their teaching in collaborative sessions and case study
reports employ the technique to provide a way for the audience to reflect vicariously
(Cited in Hall, 1997). Narrating what happens in the classroom is the basic level of
reflecting. A detailed narration can be the bask bone of journal writing. At this point, an

observant personality fortified with good narrative skills will support good reflection.
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2.5.8. Teaching Portfolios

Keeping teacher portfolios can also be considered as another means to becoming
a reflective teacher. Teaching portfolios are a collection of evidence of development in
teaching expertise. They can contain an unlimited variety of materials including lists of
courses taught, teaching innovations, personal teaching philosophy, evidence of
successes, evidence of engaging in professional development in teaching (Hall,1997).
Having all documents and facts handy, will help memory. The portfolio provides a full

picture of what have been done during a certain period of time.

2.5.9. Group Discussions

Discussions may be used for the purpose of reflective teaching. It is a basic
teaching tool. Taggart and Wilson (1998) define classroom discussion in their guide as
“practitioners creating understanding by exchanging information, opinions, or
experiences while working toward a common goal” ( Cited in Filiz,2008). These
discussion can be done in groups of colleques and student teachers. In both cases
participants need to have motivation and academic approach towards tis task. It is only
then it can be a fruitful venture. Otherwise it can turno ut to be a friendly chat over

problems, which will not provide sound information for reflection.

2.5.10. Mind Mapping

Buzan (1983) defines mind mapping as a process by which the connected ideas
surrounding a particular concept or problem are drawn in a map fashion so as to enable
the practitioner to reflect on them and to clarify and/or reshape them and move
onwards(in Hogan,1994; in Hall, 1997). This model helps teachers and lectures to
reflect on their learning and teaching. Students are to draw a chart representing their
ideas, knowledge, opinions of what they have been learning about, listing aspects of the
subject that have been learned. The relationships between the items give the students the

chance to see what they have understood( Filiz, 2008).
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2.5.11. Peer Observation

Peer observation occurs when colleagues undertake to observe each other teach
and follow up with constructive discussion about what was observed ( Hall, 1997). In
peer observation a colleague comes into the class in order to collect information about
the lesson. This may be with a simple observation task or through note taking (Filiz,
2008). However, to do this researcher teacher should have cooperating colleques. This

kind of cooperation with academic perspective may not be easy to find.

2.5.12. Surveys and Questionnaire

Surveys and questionnaires are useful tools for gathering information about
affective dimensions of teaching and learning, such as beliefs, attitudes, motivation, and
preferences. These tools also enable a teacher to collect a large amount of information
relatively quickly ( Filiz, 2008). Teachers need ome training about how yo create their
own questionnaire and how to analyse the elicited data. It is sometimes much better to

use or adapt a questionnaire from previous studies.
2.5.13. Blogging

Although blogging is a new phenomenon, there has been a growing interest in
blog use within learning environments. Owing to the advantages of their easy-to-use
interface, financial feasibility, interactive and collaborative nature, blogs can provide
invaluable instructional benefits for teachers and students to enhance teaching and

learning process. (Korkmazgil, 2009).

Several reflective approaches and techniques have been employed in teacher
preparation, and traditional pen-and-paper journal type was among the most common
reflective approaches used to promote reflective skills among pre-service teachers in the
literature. However, blogs, one of the emerging technologies, may be a promising tool
to promote reflective practice ( Korkmazgil, 2009). Comparing the blogs to the paper
diaries, Suzuki (2004) identified three main advantages of blogs over the previous forms
of diaries: firstly, the unlimited numbers of audience that a blog offers; secondly, the
interactive and collaborative nature of blogs which enhances the sense of community;

and lastly, immediacy feature which makes instant publishing and sharing possible.
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Thus, it is possible to assert that blogs offer an alternative to traditional paper-format
journaling while retaining most of its positive features. Since younger generations are
used to share information online and since it can even be done on a mobile phone, it
seems blogging can be an attractive means of reflection and data collection tool.

All of the above methods are used for reflective teaching practice. It is suggested
that the reflectiveness level can be raised by applying these methods and using more

than one tool will help reflective teacher collect more reliable data.

2.6. Benefits of Reflective Practise

There are numorous benefits of reflective teaching for teachers. Duckworth
discusses that reflection has the power to help the teacher connect experience and
theoretical knowledge in order to use each area of expertise more effectively (in
Freeman, Richards, 1996; in Ozmen, 2007). Florez (2001) summarises the benefits of
reflective teaching. He describes four characteristics of reflective teaching. These are
‘flexibility, practicality, proffessionalism and sustainability.” They are summarized as

followings:

Flexibility: There are many variables in teaching such as context, learner groups,
curricula, available resources, and amount and type of teacher preparation. Because
reflective practice springs from the needs and interests of the practitioners, it can
address this variety (Florez, 2001).

Practibility: Another benefit of reflective teaching is accepted as practibility.
Reflective practice is useful especially for practitioners who have limited time and
resources to divide between teaching and professional development. As reflective
practice asks practitioners to make connections between what is happening in a specific
context and their beliefs, it can be useful to those who move from site to site and teach
in varied context. Opportunities to explore and reflect on new techniques, ideas, and
approaches are built into the process, and links between theory and practice are central
(Florez, 2001).

Professionalism: Reflective practice calls for ongoing exercise of intellect,

responsibility, and professionalism. Reflective practice also promotes deliberate actions
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in planning and implementing instruction and ongoing engagement with theory. It
provides teachers to improve their ability to react and respond while they are teaching-

to assess, revise, and implement approaches and activities on the spot (Florez, 2001).

Sustainability: There is always a need for sustained development (Burt & Kennan
1998; Crandall, 2000). Reflective practice creates a cylical process that includes
reflection, implementation, and follow-up. It focuses on development and exercise of

skills and attitudes that eventually become a regular part of good teaching.

Reflective teaching has many advantages in classrooms. The main advantage is
that it makes positive change in the behaviors of teachers and learners (Ozmen,2007).
The connection between development and reflection is very explicit for Pennington.
(1992) She states: “reflection is viewed as the input for the development while also
reflection is viewed as the output of the development.” Pennington stresses the
reflective/developmental orientation and claims that this combination is essential for
“improving classroom processes and outcomes and developing confident, self-

motivated teachers and learners.” ( Cited in Khan, 2005).

Benefits of reflective teaching are summarised by many educators. According to

Farrell (1998) reflective teaching can benefit teachers in four ways:

1. Reflective teaching helps free the teachers from impulse and routine behavior.

2. Reflective teaching allows teachers to act in a deliberate, intentional manner and
avoid the "I don't know what | will do today" syndrome.

3. Reflective teaching distinguishes teachers as educated human beings since it is
one of the signs of intelligent action.

4. As teachers gain experience in a community of professional educators, they feel
the need to grow beyond the initial stages of survival in the classroom to

reconstructing their own particular theory from their practice.

As Dewey(1933) said the growth comes from a ‘reconstruction of experience’ so
through reflection on our own experiences, we can reconstruct our own educational

perspective (Farrell, 1998).
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The benefits of reflecitive teaching are summarised as followings ( Cited in
Taggart & Wilson, 1998; Kirazlar, 2007). Reflective teaching;
1. provides a nonthreatening environment in which to practice
. allows experimentation and sharing of teaching experiences
. provides an atmosphere that promotes peer communication

. fosters self-review and peer review of teaching skills

2

3

4

5. provides an opportunity to observe others

6. allows practitioners to come to value practical knowledge

7. improves articulation of knowledge

8. develops collegiality

9. makes for efficient use of time and money in providing teaching practice
10. provides practitioners with immediate feedback on teaching performance

11. focuses or refocuses on insights into teaching

According to Ferraro (2000), the primary benefit of reflective teaching is a
deeper understanding of their own teaching style and finally, greater effectiveness as a
teacher. Other benefits summarised include the validation of a teacher’s ideals,
beneficial challenges to tradition, the recognition of teaching as artistry, and respect for
diversity in applying theory to classroom practise ( Ozmen, 2007).

Reflection aims to transform failure into feedback. Mistakes become a source of
information, not only in terms of the language, but in terms of what to do learn better
next time. What is more, reflective teaching also provides a systematic approach to staff
development which is worth learning and practising. Reflection also fosters professional
growth and development, critical thinking, self-assessment and self-directed learning. It
promotes the development of new knowledge which leads to broader understanding and
creates greater self-awareness (Osterman & Kottkamp 2004; Kirazlar, 2007). Therefore,
it can be seen that reflection is an invaluable tool in facilitating life-long learning and

professional growth.

The following paragraph taken from Bella (2004) concludes this part:
Teachers who think reflectively are highly successful educators in the classroom. They

do not simply sigh with relief when things go well, and vow never to do something
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again when things do not go as planned in class. Instead, reflective teachers want to
make sure they can duplicate the high points when there is a rich atmosphere in their
classrooms... They also want to look closely at problems that impede the highest level
of learning in their classrooms, so that the cause of the problem can be minimized in the
future. Reflective teachers find the value in taking the time to reflect... and develop
strategies to ensure that their own learning as educators never stops and their teaching

only grows stronger. (cited in Ozdemir, 2009, p:15)
2.7. Challenges for Reflective Practise

Although reflective teaching is likely to produce benefits, there are also some
pitfalls that are mentioned by many educators and authors. A number of scholars have
questioned the applications of reflective practice in education. (Florez, 2001; Akbari,
2007; Farrell, 1999; Farrell, 2001; Hatton & Smith, 1994). In this part of the study,

common issues will be indicated.

Florez (2001) states that reflective practice requires a commitment to continuous
self development and the time to achieve it. Practitioners should be trained in reflective
practice and given time to experiment with and master the general process. Florez
(2001) adds that reflective practice may prove emotionally challenging. Some
practitioners may not be ready to confront the uncertainty about their teaching
philosophies and competence that can be a part of the process. Another problem may
arise since the level of teacher autonomy varies according to the degree of willingness
and ability to mediate between constraints and pedagogical goals. (Ozmen, 2007) In
addition, Spilkova argues that reflective practice may cause uncertainty for teachers,
and it may result in weakened professional stability, especially among those novice
teachers who are going through professional responsibility with too much emotion and
who suffer from excessive anxiety (Spilkova, 2001).

Hatton and Smith (1994) emphasize on four main unresolved issues about
reflective teaching, and they relate these problems to the lack of clarity in the concept.
According to this, the first issue is about whether reflection is a thought process about
an action or if it is the action itself. The second issue that Hatton and Smith (1994) have
mentioned is concerned with “immediate versus extended time frames for reflection”

and which one is the most suitable for reflective practice. This issue is about whether it
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is short or long term. Another problem that Hatton and Smith (1994) have mentioned is
about the critical reflection and its development. It is about the extent to which
individuals can be critical in their reflection. The last issue mentioned in Hatton and
Smith’s (1994) study is about the content/focus for reflection. Whether or not the
reflection is limited to the need to find a solution to the real problems encountered in the
classroom should be identified. If problem-solving is considered to be at the centre of
the reflection, then, the nature of some of the widely used reflective techniques
including journal writing and group discussion will have to be changed accordingly
since they are not problem-solving (Farrell, 2001). In other words, how critical one gets
when reflecting on his or her teaching needs to be questioned (Farrell, 2001).

Despite the widespread emphasis on reflection in teacher education, research
into the reflective thinking in pre-service teachers has often noted little indication of
deeper, critical and personal student reflection. Studies show that the pre-service
teachers have difficulty achieving higher levels of reflection (Hatton & Smith, 1994;
Galvez-Martin, Bowman & Morrison, 1998; Liou, 2001). Hatton and Smith (1994) have
observed a number of “barriers which hinder the reflective approaches”. These barriers

are as follows:

1 Reflection is not generally associated with teacher’s work; rather seen as an
academic exercise.

1 Teachers need time, opportunity and modeling to develop reflective capabilities.

7 Student may have different reactions to demands for reflective approaches. Their
individual differences and the role of emotions should be anticipated since
exposing oneself in a group of strangers can lead to vulnerability.

1 Since critical reflection requires taking account of historical, social and/or
political contexts, structure and ideology of total programs the teachers prepare

for need to be addressed.
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2.8. Studies in Reflective Teaching

Many recent studies on reflective teaching are conducted on student teachers
(Liou 2001, Chitpin 2006, Zeyrek 2001, Korkmazgil 2009). Some of them, however,
conducted with in-service teachers (Ho&Richards 1993, Farrell 1999, Kirazlar 2007).
As journal keeping is used as a research tool in this study, studies from the literature
below also used journal keeping as a research tool.

Despite the fact that journal writing has been encouraged both as a learning tool
and a tool for professional development in teacher education, one of the difficulties
educators have about journal writing is evaluating the content and the quality of
reflection in the journals as there is no criteria for reflection that is well-defined
(Hatton & Smith, 1994). That is, various frameworks have been presented in order to
evaluate the content and levels of reflectivity. (Hatton & Smith, 1994; Ho & Richards,
1993; Valli, 1997; Van Manen, 1977). Hatton and Smith (1994) investigated the nature
of reflection in teaching to find out specific types of reflection and to determine the
extent to which writing tasks encouraged reflective thinking. The participants were
teacher education students undertaking a four-year secondary Bachelor of Education
degree at the University of Sydney. They were introduced different types of strategies to
promote reflection such as written reports where they reflected upon the factors that had
influenced their thinking and action, and self-evaluations where they analyzed their
own educational philosophies. After analyzing the written data, Hatton and Smith
(1994) identified four types of writing: The first level, descriptive writing, is not
reflective at all, but only describes events in the classroom practice. Descriptive
reflection, on the other hand, provides reasons or justification for actions; dialogic
reflection involves a type of discourse with one’s self; and the fourth level in the
framework, critical reflection involves providing reasons or justifications for his or her
actions or the events in the classroom practice by taking into consideration the wider
historical, social and/or political contexts. Between these three types of reflection, the
researcher found that descriptive reflection was evidenced highly (60-70 %) in the

writing reports of the student teachers.
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In a study with 10 teachers enrolled in an in-service TESOL teacher education in
Hong Kong, Ho and Richards (1993) provide a five-level-classification to evaluate the
content of the reflective journals. First category includes theories of teaching; the
second category includes approaches and methods used in the class; the third one
includes evaluating teaching; the fourth one includes teachers’ self-awareness of their
teaching; and the last category includes questions about teaching and asking for advice.
The teachers in the study wrote their teaching journals during the 10-week semester.
The topics they chose to write about have been identified and coded by the researchers.
Having analyzed the journal entries according to the topics they wrote, Ho and Richards
(1993) concluded that the teachers mainly reflected on the approaches and procedures
they used in the classroom and teachers in the study showed differences in their level of
reflectivity. However, the researchers have noted little change in the degree of critical
reflectivity that the teachers engaged in over time. Farrell (1999) and Liou (2001) and
Korkmazgil (2009) employed Ho and Richards’ (1993) framework to analyze the
content of the journals, and thereby evaluate the reflectivity in the journals. Likewise
these studies reached the similar conclusion with Ho and Richards’ (1993) that the
participants in the studies didn’t seem to develop much in their ability to reflect over
time. Although some teacher educators think that regular journal writing will increase
critical reflection over time, Ho and Richards' (1993) study on this topic was
inconclusive. They cite their experience of using journals in their inservice TESOL
teacher education program that “suggests that journal writing can provide an
opportunity for teachers to write reflectively about their teaching”. Ho and Richards’
(1993) framework will be discussed in the next chapter since it was employed in this
study to analyze the data gathered out of the written reflections on the diaries in order to

find the recurring patterns and determine the levels of reflectivity among participants.

Farrell’s study (1999) took place in Seoul, South Korea. Three experienced EFL
teachers met weekly as a group to reflect on their work. They also observed each other's
classes, and kept professional journals. Having analyzed the journal entries according to
the topics they wrote, Farrell (1999) concluded that the teachers mainly reflected on the
approaches and procedures they used in the classroom as in Ho&Richard’s study.

Farrell (1999) had hoped his study would shed some more light on the development of
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critical reflectivity in comparison with Ho&Richard’s but the teachers did not change
their degree or focus of critical reflection a lot over the 16 weeks.

Liou (2001) found similar results in his study which was a partial replication of
Farrell’s (1999). Liou (2001) had the same research questions with Farrell( 1999). In
order to provide a description of pre-service teachers’ reflective practice, Liou examined
twenty students’ observation reports and twenty practice teaching reports over a six-
week period of a practice teaching course. The study was in a teaching practicum course
in Taiwan. Having analyzed the journal entries according to the topics they wrote, Liou
(2001) concluded that the preservice teachers mainly reflected on the topics about
teaching. The preservice teachers were again found to be reflective, to a certain extent.
They could do more critical reflection than descriptive reflection. However, they did not
seem to develop much in their ability to reflect critically over the period of research. In
order to help pre-service teachers develop reflective skills, Liou (2001) agrees with
Farrell’s (1999) aforementioned suggestions. According to Liou (2001), “interventions
such as reflective training or teacher development group meetings may need to be

incorporated into teacher education curriculum in order to trigger the development”.

Korkmazgil (2009) utilised Ho&Richard’s (1993) framework in order to
examine reflection among pre-service English language teachers in Practicum. 12 pre-
service English language teachers at Middle East Technical University participated in
the study which comprised 12-week-time span. In this study data collection did not
consist of journal writing but it consisted of archival records of participants’ blog posts
and comments. All the blog content was archived and available on the Internet
throughout the study. Recurring patterns in pre-service English language teachers’ blog
postings were used as a measure of their reflectivity. Earlier and later blog postings
were compared to check evidence of change in the level of the pre-service teachers’
reflective thinking. Results indicated that the pre-service English language teachers
mainly reflected on their personal theories of teaching, the problems that they
formulated based on their practicum observation, and topics related to their self-
awareness in their blog postings. As in the results of the studies above, (Ho& Richard,
1993; Farrell, 1999; Liou, 2001) pre-service teachers were reflective in their blog
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postings, to a certain extent, although there were individual differences. While some of
the participants’ reflectivity developed significantly -although it was not a significant
development- some pre-service teachers’ blog postings showed a slight increase in the
kinds of critical reflectivity they employed. Since no clear patterns of development or

change was observed, the results relevant to those traits remained unclear of mixed.

In another study, Chitpin (2006) explored the effectiveness of journal keeping as
a means of developing reflective practice in pre-service teachers using the knowledge-
building framework. The data focused on the entries of 28 pre-service teachers. They
were required to submit a minimum of eight journal entries throughout the course of 13
weeks. The issues identified by pre-service teachers ranged from curricula to classroom
management to assessment. The qualitative data suggested that besides the theoretical
framework used in this study provided pre-service teachers with a place to reflect on the
identified problems it allowed them to use the information to formulate a tentative
theory or solution to solve these problems.

Zeyrek (2001) implemented a diary study with fourth-year English language
teaching students doing their practicum. One of its aims was to obtain feedback on the
pre-service ELT courses and the practicum by understanding students’ feelings and
attitudes towards various aspects of teaching. Secondly, the researcher aimed at giving
students an opportunity for self-exploration and reflection on professional growth and
its relationship with teamwork and the use of technology in teaching English. The
practicum involved class observation, assessed and unassisted teaching and weekly two-
hour seminars at the university. Later a compulsory diary keeping was added. She
analyzed the diaries of only a limited number of students and became aware of their
personal views on the topic of professional growth. She made some predictions
according to students’ diary entries, so she believed that a majority of this group was
open to new methodologies in class and was ready to welcome innovative ideas on
professional development. These student teachers’ desire to identify the needs of the
younger generation and their readiness to keep up with changing needs also showed that
they would pursue their idea of professional development. In addition to that,
considering the aims of this diary study, the researcher obtained the feedback she was
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hoping to get from her students. Even though she analyzed the diaries of only a limited
number of students, she became aware of their personal views on the topic of
professional growth. Most of them were open to new methodologies in class and were

also ready to welcome innovative ideas on professional development.

Kirazlar (2007) implemented a study with primary school English language
teachers in the city centre of Canakkale. This study aims to find out the reflective
practices of primary school English language teachers in the city centre of Canakkale.
Secondly, the other one is to introduce reflective teaching to a group of teachers and
through a diary study to determine whether teachers’ reflective practices and their
attitudes towards teaching profession change or not. The first phase of the study was
conducted with 27 primary school English language teachers from 16 schools in
Canakkale. The 12 teachers out of 27 participated in the second phase of the study
voluntarily. In this phase, the data were obtained by means of a structured diary,
teacher-researcher meetings and a structured interview was given at the end of the diary
study. Apart from these, in order to determine whether there is a change in teachers’
attitudes as a result of the diary study, the attitude scale was also given to these 12
teachers at the end of the diary study. The main result that inferred from both the
interview and the diary study is that teachers find the diary study helpful in that it
allows for not only a form of reflection but it also emphasizes a step-by-step look at
what they are doing. Through this method of reflection, they are able to think about
their lessons in an organized way so as not to overlook any aspect. Besides, writing their
reflections causes them to break apart every individual section of their lessons and

actual teaching and truly analyze and separate what do and do not prove effective.

Despite the potential benefits of journal keeping, research to date does not yield
satisfying and clear results. Teachers, mentors and student teachers need systematic
training on how to use reflective tools and ho to analyse the information gathered via
these tools. Reflction hould not be seen as a key to all problems instantly. Reflectivity is
a kind of Professional life style, a kind of perspective through which professionals view
what they do. It is supposed to be a long lasting process during which individuals
evolve and develope a desire to do things differently. Therefore, more research is
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needed. In this regard, this study aims to contribute to the literature by exploring the
journal keeping experience of 15 pre-service English language teachers enrolled in a
teacher education program in Turkey. The next chapter describes in detail a

methodology based on these considerations.
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CHAPTER 3

METHODOLOGY

The purpose of this study is to investigate to what extent student teachers (STs)
would benefit from reflection through diary keeping. With this purpose in mind, a case
study was carried out. This research focuses on a single case — a pre-service practicum
course in a teacher education program that is offered at undergraduate level at a

university.

Yin describes case study as an empirical inquiry that investigates a
contemporary phenomenon within its real-life context, especially when the boundaries
between phenomenon and context are not clearly evident. (2003, p.13). In this study the
researcher identifies her case as the development of pre-service English language
teachers’ reflective thinking through diaries. The case in the present study is bounded
by time and space as there is a limit to the number of people involved in the study, and
also to the duration of data collection period. The context of the research is the
undergraduate teacher education program of English language teaching at Uludag
University (UU). 15 pre-service of the English language teachers attending the
practicum course participate in the study and the data is collected during 10 week time-
span. In addition, as the case study research necessitates, multiple sources of

information — interviews and diary entries are employed in the study.

3.1. Context

The Department of Foreign Language Education at Uludag University offers a
B.A. program in English Language Teaching. The practicum course, entitled ‘School
Experience I1,” upon which this study focuses, is offered to pre-service teachers in their
final year, during the term preceding their graduation term. Prior to this course, starting
from the junior year, Students take courses in five different disciplines, namely, the

English language, English literature, methodology, educational sciences and linguistics.
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3.2. Course

The specific course chosen for this study is a practicum course entitled School
Experience Il. The pre-service English language teachers take this course in the 7th
semester of their undergraduate education. The course upon which this study focuses
involves guided classroom observations in public primary schools. The course is
traditionally composed of two stages: supervised field experiences, such as school
observations and microteaching, and on-campus seminars. The student teachers taking
this course are both required to conduct field visits in pre-assigned schools and to attend
on-campus seminars. In the school observations they are expected to follow and fill in
structured observation tasks given in the course pack which is prepared by the course
instructor, and write a diary entry for each of these observations. The pre-service
teachers are also required to do a microteaching in the assigned school classrooms they

observe.

The intervention in evaluation was designed for 4th grade student teachers in
Uludag University ELT Department by two female lecturers to make student teachers
be aware of the importance of contextualization and reflection to enable student teachers
to teach effectively firstly throughout their micro-teaching processes in Practice Schools

and later in their future classes.

The programme involves both theory and practice. It was embedded in a one-
hour theoretical course of School Experience Course (60 minutes for each week) lasts
10 weeks, therefore, the participants took the training programme and school experience

practice concurrently.

In the first weeks of the intervention, the participants were given theoretical

information about reflection through different book chapters

3.3 Participants of the programme

323 4th grade students who were divided 22 groups were involved in school
experience course. 30 of these who were supervised by two particular lecturers
participated in this preliminary programme and 15 of them were included in this study.

The participants of the study are all native speakers of Turkish and at upper-
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intermediate level in English. They were about 20 or 23 years old and in their last year
of teacher education programme. Among 15 students, 5 students were chosen to
conduct an interview considering their demographic features to provide additional in-
depth- information to the researcher so that she could make better inferences about STs’

attitudes and thinking about the whole procedure.

3.4. Research Design
In the present research qualitative research paradigms were used. The data was
collected by means of reflective diaries written by STs and post study interview

protocols. This data was used to answer the following research questions.

1. What are the recurring patterns in pre-service teachers’ diaries?
2. What is the level of reflection demonstrated in the diary entries which are
distributed  based on the categories of topics derived out of the study? Is it

descriptive or critical?

3. To what extent is there a change, a development in preservice teachers’
reflective teaching practices through the diary study?
4. What are the opinions of the preservice teachers regarding the effects of the

diary study on their reflective practices?

3.5. Data Collection Instruments

3.5.1. Diary entries of the programme students

The program participants were required to write about their feelings, emotions,
views and their reflection about their experiences throughout their training programme.
STs were required to follow a set of quiding questions which were provided by the

lecturers. These questions were looked at in detail during a theoretical course.

3.5.2. The interviews

The interviews were administered at at the end of the study. The semi-structured
interviews including six questions (Appendix 1) were carried out with 5 participants to
have triangulation and to delve into the student teachers’ ideas regarding the

programme. The researcher took expert opinions from a teacher educator and a research
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assistant in the department for the validity of the post-study interview questions. All the
interviews were conducted by the researcher in the office and in Turkish. Interviews
were not audio-recorded for the purpose of data analysis as the presence of a recorder
could increase the anxiety of the participants. The interviews with the participants were
conducted in March 2011 when the two-month training programme was over and each
interview took approximately 30 minutes individually. The results were identified via

content analysis.

3.6. Data Analysis of the Instruments

Data coming from STs’ reflective diaries and interviews were analyzed by
means of qualitative data analysis techniques. In this study, the major data analysis
procedure was content analysis of the qualitative research paradigm. For the purposes
of this study, all the diary entries were analyzed by using Ho and Richards’s (1993)
framework. In a study with ten teachers enrolled in an in-service TESOL teacher
education in Hong Kong, Ho and Richards (1993) provide a five-level-classification to
evaluate the content of the reflective journals. The framework they provided was also
used by some studies in the literature as a basis for data analysis (Farrell, 1999; Liou,
2001; Yang, 2005; Korkmazgil, 2009). The current study used a modified version of Ho
and Richards’ (1993) categories as a priori framework for data analysis (Appendix 2) in
order to be able to determine the recurring patterns occurred in pre-service English

language teachers’ diary entries.
All the diary entries were coded according to these five general categories:

1- Theories of teaching;

2- Approaches and methods used in foreign language teaching and learning;
3- Evaluating teaching;

4- Pre-service teachers’ self awareness of their strengths and weaknesses.
5- Questions developed by the participants in their diary entries

Examining the literature dealing with the characteristics of critical reflection, Ho

and Richards (1993) reorganized the categories and distinguished them as descriptive or
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critical. The distribution of the categories illustrating either descriptive or critical
reflection was presented in the Appendix 3 ( appendix 3). These revised categories
were used to answer the second research questions of this study which dealt with the
level of reflectivity. Having identified the recurring patterns in the participants’ diary

entries, the level of reflectivity was determined.

In order to answer the third research question which investigated the
development of reflectivity over time, this study utilized a modified version of seven
traits of critical reflectivity described by Ho and Richards (1993). Ho and Richards
(1993) developed these seven traits according to the initial five general categories: (1)
Theories of teaching; (2) Approaches and Methods; (3) Evaluating Teaching; (4) Self-
awareness; and (5) Questions about Teaching. The traits of critical reflection proposed
by Ho and Richards (1993) were modified by examining the general patterns of each
participant’s diary entries. These traits are: (1) engaging in a greater variety of types of
reflectivity over time; (2) being more able to discuss their personal theories of teaching;
(3) being more able to reflect through experiences of teaching; (4) being able to go
beyond the classroom to the broader context; (5) being more able to evaluate both
positively and negatively; (6) being more able to discuss problems and come up with
their own solutions; and (7) being more able to ask more questions about teaching. The
early and later diary entries of the participants were then compared in order to

understand whether there was any gradual development of the above seven traits.
3.6.1. The Coding Procedure

The researcher first read all the diary entries and coded the data by using a
modified version of Ho and Richards’ (1993) framework. Then the researcher
established common themes or patterns among these particular sets of data, and use
direct interpretation. A second rater followed a similar approach with coding the data by
using the same categories. The second rater did not analyze the whole data. Rather, he
analyzed and coded 50% of each participant’s randomly selected diary entries. The
analyses conducted by two raters were compared. It was observed that almost 90% of
the codes assigned by two coders matched. The coders discussed the parts of the data
they had coded differently, and reached a consensus about them.
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In this chapter, design of the study, participants and setting, data collection
instruments, data collection procedures, and data analyses procedure were described. In
the light of what we mentioned, we, now, proceed to the findings of the study presented

in the following chapter.
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CHAPTER 4

RESULTS AND DISCUSSION

4.1. Development of Reflection through Diary Study

The present study was carried out in order to find out the recurring patterns in
pre-service teachers’ diaries and whether the diary keeping as support for reflective
practice in a Practicum course could enhance the level of critical reflection that the pre-
service English language teachers were involved in. This chapter presents the results
and discussion of the results. The participants’ reflectivity will be discussed based on
the research questions presented below. The results and discussion of the research
questions will be addressed sequentially in the following sections.

This study tries to find answers to the following research questions:
RQ 1- What are the recurring patterns in pre-service teachers’ diaries?

RQ 2- What is the level of reflection demonstrated in the diary entries which are
distributed based on the categories of topics derived out of the study? Is it

descriptive or critical?

RQ 3- To what extent is there a change, a development in pre-service teachers’

reflective teaching practices through the diary study?

RQ 4- What are the opinions of the pre-service teachers regarding the effects of the

diary study on their reflective practices?
4.1.1. What did the student teachers write about?

In order to be able to interpret what the student teachers wrote about, their
journal entries were coded by the investigator according to five general categories or
themes. Categories 1 through 5 refer to the expository sections of the journals and

include the following themes and topics:

1. Theories of teaching

2. Approaches and methods used in their lessons
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3. Evaluating their teaching

4. Teachers’ self awareness of strengths and weaknesses. .

5. Questions. These were classified into two categories:
(1) Questions about the reason for things

(2) Asking for advice and suggestions.
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Table 4.1. The Topics that the student teachers wrote about in their diary entries ( Adapted from Ho and Richards, 1993)

Category Sub-category Frequency Frequency
TOTAL MEAN ST1 ST2 ST3 ST4 ST5 ST6 ST7 ST8 ST9 ST10 ST11 ST12 ST13 ST14  ST15
1.
THEORIES
OF Theory 188 239 12,5 8 9 13* 32* 15* 16* 5 11 9 10 10 11 13* 10 16*
TEACHING Application 51 3,3 3 5* - 5* - 9* 2 - 6*  4* 4* 2 3 4* 4*
2.
APPROACHES -A&Min 242 16,1 11 25 * 15 24* 12 15 20* 11 14 12 21 17* 17+ 13 15
teaching
& -Content 59 332 39 4* 4* 1 6* 2 6* 6* 5* - 2 4*  4* 3 7* 5*
METHODS -Teacher’s
Knowledge 19 0,03 - 2% 1* - - - 2% 2% 1* 2* - 2* 3* 2% 2%
- School Context 12 0,8 1* - - 1* - - 2% 1* 1* 1* 2% - 3* - -
3.
EVALUATING Evaluating 207 13,8 9 13 15* 23* 9 15* 13 15* 12 16* 15* 15* 16* 9 12
TEACHING
Problems 243 617 16,2 13 9 18* 28* 18* 21* 12 22* 13 24* 11 19 13 12 10
Solutions 167 11,1 15* 5 8 28* 16* 17* 2 18* 10 19* 3 10 9 4 3
4,
SELF -Perception of
selfasa teacher 19 1,2 1 1 1 1 - 1 2* - 1 2* 1 2% 3* 1 2%
AWARENESS -Recog. of personal
Growth 31 72 2,06 1 2 2 1 3* 6* 2 2 2 1 - 2 4* 1 2
-Setting personal
Goals 22 1,46 1 2% 1 1 1 4* - - 2% 2% - 3* 3* 1 1
5.
Qs ABOUT -Asking for reasons 3 0,2 - - - 1* - - 1* - 1* - - - - - -
TEACHING -Asking for 9
advice& sug. 6 0,4 1* - - - - 3* - 1* - - - - 1* - -

Asterisked Numbers’

Frequency Mean
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The recurring patterns in the diary entries were grouped under the categories of
topics, and these topics with relevant frequencies are presented in Table 4.1. Taking the
distribution of the frequencies per categories into consideration, it is seen that the most
frequent topics belong to the evaluation of teaching (617 references), followed by
descriptions of the approaches and methods the participants observed in the assigned
school in the Practicum course (332 references), theories of teaching (239 references),
self awareness of their strengths and weaknesses as a prospective teacher (72
references). Of the questions formulated by the pre-service teachers in their diaries, the

majority of them contain questions asking for advice and suggestions (6 out of 9).

With respect to what they say in relation to each category, the following general

conclusions can be drawn:
4.1.1.1. Theories of teaching

Pre-service teachers in the study were mostly engaged in discussing their
personal theories of teaching rather than citing and evaluating theories of teaching they
had been exposed to in their education, or applying them to classroom practice. In a few
incidents, participants described a theory to justify their points of view. Participants
reflected mostly on their personal theories of teaching. They did not reflect on how the
theories were applied in their lessons. Their reflections usually did not go beyond their

personal opinions.
4.1.1.2. Approaches and Methods

Diary entries in this category mostly focused on instructional factors such as
approaches and methods in teaching and content. They mostly reflected on teacher’s
approach to the teaching of skills or the procedures used during a lesson and a
description of the content of a lesson. Their reflection usually did not go beyond
description. Their focus was primarily on classroom experience and there were not
references that went beyond the classroom to the broader contexts of teaching and

learning.
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In addition, participants were engaged in discussing teachers’ pedagogical knowledge
and experience rather than describing the content of the lessons they observed in the

school in a few incidents.
4.1.1.3. Evaluating teaching

It is seen that the most frequent topics belong to the evaluation of teaching.
Participants reflected more frequently about the positive or negative evaluation of both
the lessons they observed and their own microteachings. Negative evaluation was more
frequent than positive evaluation in their reflections. They diagnosed problems that
arose in the lessons and usually offered solutions to the relevant problems. Participants
were found to be more problem-oriented than reflecting upon solutions. The problems
that they referred to in their diaries generally focused on the approaches and methods in

teaching and classroom management of the mentor teachers.
4.1.1.4. Self-awareness

This category contains fewer references than the previous categories do. With
respect to the topics grouped under this category, it was seen that most of the entries
focused primarily on recognition of personal growth and setting personal goals. The
subcategory called Perception of Self as a Teacher received the least frequency in this
category. Because they had little teaching experience in a real setting; it was found that

they reflected less on their perception of themselves as a teacher.
4.1.1.5. Questions about teaching

This category occurred with the least frequency. Most of the questions in the
diary entries were formulated to ask for advice or suggestions. When the participants
were asked why they did not use the questions in their diary entries, they talked about
different reasons. For most of them, referring to questions in their diary entries was not

necessary because they could ask questions in their theoretical course.

What has been discussed so far can yield only general tendencies related to the
topics that 15 participants wrote about. When we look at the individual student
teachers, however, we see considerable differences in the choice of topics they wrote

about. For example, ST4  wrote about her personal theories of teaching the most
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frequently with respect to the Categories 1 through 5. In her entries, she discussed the
approaches and methods used in the lessons, teacher’s approaches to the teaching of
skills and procedures used in the lessons. In extract 1 she discusses teacher’s procedure
used during the lesson to teach a grammar point and a description of the teacher’s
questioning methods:
Extract 1
ST4- Practise asamasinda sorulan sorular convergent tiiriindeydi. Ornegin; “The
tea is hot.” Ciimlesi verildi. Ogrencilere de “Cay icilemeyecek kadar sicak nasil
deriz sorusu soruldu. Bu tirdeki sorular bir sure devam etti. Ardindan “I am
tired/ | cannot go out now.” Ciimleleri verilerek dgrencilerin bunu “too” ile
birlestirip soylemeleri istendi. Daha sonra bu tarz tam tersine ¢evrildi ve “The
supermarket is too far to walk. Olarak verilen ciimlenin “It is far. I cannot walk.”
Seklindeki gibi ¢evrilmesi istendi. Bu tiir convergent tarzi sorular ve oraya

stkistirtlan bir kag tane recall questions ile ders devam etti. ( 25 Ekim 2010)

ST4- Questions that were asked in the practice part were convergent type. For
example “The tea is hot” sentence was presented. The questions were asked to
the students “How can we say the tea is too hot to drink in English. The lesson
continued with questions like that. Then the sentences | am tired/ | cannot go out
now” were given and the students were asked to form these two sentences with
“too”. After that “The supermarket is too far to walk” sentence was presented
and they were asked to make two sentences like that “It is far. I cannot walk.”
The lesson continued with convergent questions and several recall questions.
(October 25, 2010)

In extract 2 ST4 described her procedure of teaching reading skill and
continued with evaluating her own teaching. She evaluated herself about being
good at teaching but having difficulty in classroom management because of
failing to organize activities in a suitable order.

Extract 2

ST4- Presentation kisminda ise Spot on 7 kitabindaki icinde comperatives konusu

gecen internet ile ilgili olan reading text’i kullandik. Text’e gecmeden once pre-

reading niteliginde 6grencilere internet addiction ile ilgili birkag¢ resim gosterdim

ve resimdeki insanlarin ne yaptiklari iizerinde fikir yiiriitmelerini istedim.
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Buradan konuyu internet addiction’ a baglamak kolay oldu. Tabi bu esnada sinifi
handle edebilmek olduk¢ca zordu. Ciinkii daha oJncede soyledigim gibi
stirring&settlling tiirii aktiviteleri dengeli bir sekilde ayarlayamamistik. (29
Kasim 2010)

ST4- We used a reading text about the internet which contained comperatives in
the Spot on 7. | showed several pictures about internet addiction before reading
the text as a pre-reading activity and | asked them to think about what people
were doing in the pictures. So, it was easy to relate the subject to the topic of
internet addiction. However, It was quite difficult to handle the class because as
| said before we could not organize the stirring&settling type activities well.
(November 29, 2010)

In addition to her own teaching, she was also engaged in evaluating the mentor
teachers’, her own and her friends’ teaching processes. However, she did not evaluate
the teachers’ pedagogical knowledge in her entries. In extract 3 she wrote both about the
problems that arose during the lesson and what to do about them. One of them was
falling students’ attention level towards the end of the lesson. As a result, they started
chatting instead of listening to the teacher. According to her solution the teacher
should have prepared a more enjoyable lesson with materials and tasks appealing
to students’ interest and used extra materials to support the course book unit and
activities should have been various in order to make this lesson more effective.

Extract 3

ST4- Dersin yavas yavas sonlarina gelirken égrencilerin dikkat seviyeleri yok
denecek kadar azaldi. Ozellikle arka siralardaki égrenciler baska konulardan
konusmakla mesgul olup roman kitaplariyla ilgilenmeye bagladilar. Bu noktada
eger ders daha eglenceli, ogrencilerin ilgilerine yonelik ve onlarin aktif
kattlimina yénelik olarak hazirlansaydi ve coursebook disinda baska materyaller
(6zellikle audio-visual) kullanilsa, aktivitelerde variety saglansaydi ¢ok daha
etkili bir ders olurdu. (11 Ekim, 2010)

ST4- As we gradually come to the end of the lesson, the students’ attention level

has gone to nothing. Especially those students sitting in the back rows were busy

with chatting and their novels. At this point, if the teacher had prepared the
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lesson more enjoyable and more appealing to students’ interest and used extra
materials to support the coursebook unit (especially audio-visual) and provided
variety in the activities, this lesson would have been more effective. (October 11,
2010)

ST6, ST8 and ST10 had many entries that were related to the problems that
arose in teaching and solutions to problems in their diaries. They mainly focused on
teacher problems and their solutions provided alternative ways for presenting lessons.
Both the problem and the solution can be seen in extracts 4, 5, 6. In Extract 4 ST6
focused on teacher’s presenting the lesson in a decontextualised way and so students’
not being able to integrate the topic into their own lives problem and offered
individualizing the topic by asking questions about pupils’ lives.

Extract 4

ST6- Presentation kismi da sanki yetersiz gibiydi. Kitaptaki alistirmayr 6grenci

sadece —ly getirerek yapiyor, onu da tahtaya yazdiktan sonra dgrenmis kabul

ediyor. En fazla 3 kere de telaffuz ediliyor. Ders ¢ok ezbere gegiyor, dgretmen
diistinmeleri icin yeterli zaman vermiyor, konu ¢ok havada kaliyor, sadece
kitaptaki alistirmalar yapilyor ki onlarda aymi tarzda sorulmus sorular. Ben
olsam ogrencilere teker teker “what kind of learner are you?” diye sorardim ya

da “how do you think/ speak/ act gibi daha specific sorular sorarak individualise

ederdim. Béylelikle kendi yasamlarina integrate etmis olurlardi ve artan adverb

ornekleriyle konu ogrenilmeye devam edebilirdi. (18 Ekim 2010)

ST6- Presentation part too seemed somewhat unsatisfactory. Student is doing the
exercise in the book only adding —ly and accepting it as learned after writing on
the board. It is pronounced at the most three times. The lesson is conducted to
support rote learning. Teacher does not give them enough time to think, they do
only the exercises in the book which are in the same form. If | were the teacher, |
would individualize the lesson by asking more specific questions like “what kind
of learner are you?” or “how do you think/ speak/ act?” one by one. So, they
could integrate the lesson into their own lives and they could learn the subject

better with increasing adverb examples. (October 18, 2010)
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In extract 5 ST8 focused on mentor teacher’s being monotonous while
reading a listening text and pupils’ not being successful in doing the exercises
because of this. She suggested the mentor teacher to change her tone of voice for
different characters as a solution.

Extract 5

ST8- Ogretmen dersin sonuna dogru kitaptaki bir listening aktivitesini yaptirdi.

Ancak dinleme yapabilmek icin gereken CD ¢alar yoktu. Ogretmen de parcayt

kendisi okudu. Bu durumda yapilacak en iyi sey de buydu zaten, ancak

ogretmenin okumast o kadar cansiz ve monotondu ki hangi karakter ne istiyor
anlamak gii¢ oldu. En azindan her bir karakter icin ses tonunu biraz
degistirebilirdi. Ogretmenin okudugu swada &grencilerin de bazi bosluklar

doldurmalar: gerekiyordu, ama tam olarak basaramadilar. Ogretmen de parcay:

ikinci kez okumad. (13 Ekim 2010)

ST8- The teacher made students to do a listening activity at the end of the lesson.
But, there was no CD player to do the listening activity. The teacher read out the
text. It was the best thing to do in this situation; however teacher’s reading was
so inanimate and monotonous that it was hard to understand which character
wanted what. At least, she should have changed her tone of voice for each
character. Students had to fill in some blanks while the teacher was reading but
they could not manage this and the teacher did not read out the text again.
(October 13, 2010)

In extract 6 ST10 focused on teacher’s classroom management problem
that she thought it arose because of teacher’s not knowing her students well.
According to ST10, if she had known her students better, she would have
provided supplementary exercises and avoided boredom during the lesson.

Extract 6

ST10- Derse ¢ok iyi katilan bir grup ogrenci ayni zamanda ¢ok da ses yaptilar

kendi aralarinda ¢ok konusup sakalastilar bu durumun, o an yapilan aktivitenin

ogrencilere ¢ok kolay gelmesinden kaynaklandigini diigiiniiyorum. Ogretmen bu
duruma miidahale etmedi. Ben olsaydim bu tiir 6grencileri daha énceden taniyor

olacagimdan bu ogrencilere ozel supplemantary aktiviteler hazirlardim. (21 Ekim

2010)



ST10- A group of students, who have participated in the lesson well, did a lot of

noise at the same time. | think it was because the activity was quite easy for them.

The teacher did not interfere with this situation. If 1 were the teacher, | would

have prepared some supplementary activities for these students as | would know

them. (October 21, 2010)

However, in contrast to ST8 and ST10, when ST6 wrote about theories of

teaching, she focused both on the application of theories and her personal theories.

They were also engaged in evaluating lessons both in a positive and a negative way.

Compared to the other STs, ST6 wrote most about self awareness as a language teacher

and asked the most questions. Extracts for self-awareness can be seen below:

ST6-

Extract 7

My strengths
Body language kullanma

konusunda oldukga iyiyimdir.

Mimics and gestures’'da
konusurken, bir seyi anlatirken
vazgegilmezlerimdir. Bu yiizden
vocabulary teaching asamasinda

hi¢ zorlanmiyorum.

Insanlarla iletisim kurarken tek
Kisiye degilde, orada bulunan

herkese hitap edebilirim.

Swificerisinde siirekli hareket

halindeyimdir.

My weaknesses

-Sesimi heniiz ¢ok fazla yiikseltemiyorum.

-Cok yumusak ytizlii oldugumdan kizmakta

va da ciddi tavir takinmakta zorlaniyorum.

- Biraz da olsa boyumun kisa olmasi sanirim
classroom management konusunda az da olsa

olumsuz etkiliyor. J

- Ama ben bunlari asacagimi ve kendi siniflarimda
tistesinden gelmis olacagimi biliyorum.

(Kasim 1, 2010)
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ST 6-

My strengths My weaknesses

I am good at using my body language. -1 cannot use my voice at high pitch very

well.

Mimics and gestures are my - | have a difficulty in getting angry

indispensables while | am talking or or getting serious as | am quite good
humored.

telling something. So, | do not have

difficulty in vocabulary teaching part. - I am a little bit short. | think it affects
classroom management a little bit badly.
Talking while I am with a group of - I know | will get over all these in my own
People, | can interact with individuals classes.
one by one .
I am always active in the classroom. (November 1, 2010)

ST2 wrote mainly about the objectives of lessons and teaching procedures. ST2

evaluated the teaching of mentor teachers’, himself or his friends’ in a negative way but

did not attempt to find solutions to problems using his own resources or by providing

alternative ways for presenting lessons. In the extracts below both the teaching

procedure and problem can be seen, but not the solution part:

Extract 8

ST2- Teneffiisten sonra Bayan Ozgiil tahtaya 10 tane kadar alistirma yazdi.
Ogrencilerden bosluklart ~ “hotels, travel, famous for” gibi kelimelerle
doldurmalar1 bekleniyordu. Gériiyorum ki 6gretmen SBS’yi gergekten onemsiyor
ve maalesef ki bu yiizden buz dagimin alt kismint yani iletisimi goz ardi ederek

dersin biiyiik bir kismini Ingilizcenin dil bilgisi kismina ayiriyor. (13 Ekim 2010)

ST2- Ardindan, Bayan Ozgiil tahtaya birka¢ semsiye terim yazdi:
“transportation, accommodation,” ve bunlart kisaca acikladi. Bu kelimeleri
ogretirken gorsel materyallerden yararlanabilirdi fakat yapmadi. Daha onceki
gozlemlerime gore, konu hakkinda oOgrencilerin ge¢mis bilgilerini aktif hale
getirmek icin yararlanabilecegi interaktif olanaklara ¢ok ta agina degil. (13 Ekim
2010)
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Extract 9

ST2- After the break, Mrs. Ozgiil wrote not more than 10 exercises on the
blackboard. Students were expected to fill in the blanks with words such as
“hotels, travel, famous for”, etc. | see that she really takes the SBS exam
seriously; so unfortunately, she spends much of the lesson on the grammar points
of English language neglecting the bottom part of the iceberg namely

communication. (October 13, 2010)

ST2- Next, Mrs. Ozgiil wrote several umbrella terms: transportation,
accommodation etc. on the blackboard and then explained them briefly. She
could have benefited from visual aids during teaching, yet she did not. According
to my previous observations, she doesn’t seem to be so familiar with interactive
facilities which would help activating the students’ schemata about the topic.
(October 13, 2010)

In extract 9 above, methods used in the lesson, problems the mentor

teacher had and an alternative way for presenting the lesson can be seen. ST,
like ST6, focused on application of theories. However, in contrast to ST6, ST9 did

not focus on evaluating teaching or personal theories.

In her entries, ST13 discussed the approaches and teaching methods used in the

seen in the extract below:

Extract 10

ST11- &/B ile ilk saat gegen haftaki konu ile ilgili soru-cevap yontemiyle
hatwrlatma yapti 6gretmenimiz. Soru sorarken ‘“‘wh” question tarzindaki sorular
cevaplayamayan dgrencilere “yes-no questions” yoneltmesi giizel bir yontemdi.

‘

Ogrenciler daha rahat hissettiler ve *“ —~Wh” sorular: icin tesvik edici bir yontem

oldu.(13 Ekim 2010)

lessons. ST13 wrote about almost every topic identified through the study. She was
also engaged in evaluating both her own and her friends’ assessed teaching processes.
She also had entries where she discussed her own professional goals for the future.
However, ST11 wrote nothing about her professional goals or about her personal
growth. Both approaches and methods in teaching and evaluation of teaching can be
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ST11- The teacher made students remember the previous subject with the
question- answer technique. It was a good technique to ask “yes&no questions”
to the students who could not answer “—wh” questions. Students felt more
comfortable and it was an encouraging technique for (learning/using) “—wh”
questions. (October 13, 2010)

In the extract below examples of evaluation of teaching and a belief/

conviction about teaching can be seen in the last sentence that is “I have come to
the conclusion that when we teach a new language point, benefiting from
background knowledge experience initially and building learning on this and in

time adding the new learning on top of it would be more efficient”:

Extract 11

ST11- Orneklerin ilk baslarda bu sekilde bilinmis fiil ve oznelerle olusturulmasi
ve orneklerin bu sekilde artirilmasi bence giizel bir teknik. Ciinkii ogrencinin
bilmedigi bir konuyu yine bilmedigi sz dbekleriyle ya da kelimelerle ya da
kurallarla anlatmak ogrenme agisindan etkili degil. “Come” filli ve aile
tiyelerinin ilk orneklerde kullaniimasi konunun anlasiimast i¢in ¢ok iyi oldu ve
ogrenciler de drnek vermeye calisti. Soyle bir sonug ¢ikarabilirim ki yeni bir konu
ogretiyorsak oncelikle dgrencilerin don égrenmelerinden, onceki yasantilarindan,
bildiklerinden yararlamp zincirin halkasini olusturmak ve her halkada git gide

yenisini eklemek daha etkili olacaktir. (3 Kasim 2010)

ST11- | think initially making sentences with well-known verbs and subjects and
increasing number of examples this way is a good technique. Because teaching a
new language point through unknown vocabulary or expressions would not be
affective for learning. Using the verb ‘come’ and vocabulary for family members
in the first few examples was very effective; consequently, pupils themselves
attempted to give examples. | have come to the conclusion that when we teach a
new language point, benefiting from background knowledge experience initially
and building learning on this and in time adding the new learning on top of it
would be more efficient

(November 03, 2010)

52



ST3 and ST12 had many entries evaluating the lesson and diagnosing problems
that arose in teaching. However, they were more interested in the problems that arose in

teaching than solutions to those problems.

4.1.2. Were the student teachers engaged in critical reflection?

An important question which this study sought to clarify was the extent to which
the diary writing experience involved the STs in critical reflection.

When we look at the topics and issues that the student teachers wrote about, we
can categorize them into those that are primarily descriptive and those which involve
critical reflection. From the list of categories identified in the journal entries, the

following issues were classified as primarily critical:

List of category classified as critical
1. THEORIES OF TEACHING
a) Theories and beliefs about teaching and learning
1 ajustification for something
1 a personal opinion
b) Applying theories to classroom practice
1 contradictions between theory and practice
1 how theories changed
2. APPROACHES AND METHOD
a) The teacher's knowledge
1 pedagogical knowledge
1 knowledge and experience
b) The school context
3. EVALUATING TEACHING
a) Evaluating lessons
9 positive evaluations of lessons
1 negative evaluations of lessons
b) Diagnosing problems

1 student's problems
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1 classroom interaction
1 teacher's problems
c) Solutions to problems
1 alternative ways of presenting a lesson
1 deciding on a plan of action
4. SELF-AWARENESS
a) Perceptions of themselves as teachers
7 their teaching style
1 comments on their language proficiency
b) Recognition of personal growth
c) Setting personal goals
5. QUESTIONS ABOUT TEACHING
a) Asking for reasons
The extent to which the teachers’ journal entries can be considered to be

reflective can be seen in Table 4.2 on page 54.
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Table 4.2- The extent of critical reflection in diary entries.

Topic Frequency Frequency of the traits of critical reflection that the participants were engaged in.
Category
Total Mean ST1 ST2 ST3 ST4 ST5 ST6 ST7 ST8 ST9 ST10 ST11 ST12 ST13 ST14 ST15
1.
Theories of 122 8,1 7 3 7 20* 10* 18* 5 8 9* 7 10* 3 6 2 7
Teaching
2.
Approaches
& Methods 18 1,2 - 2* 1 - - - 2* 2* 1 2* - 2* 3* 2* 2*
3
Evaluating
Teaching 617 41,1 36 28 45* 79* 40 55* 26 55* 33 60* 28 28 40 22 27
4.
Self
Awareness 72 4.8 3 5* 4 3 4 11* 4 2 5* 5* 1 * 10* 3 5*
5.
Qs about
Teaching 3 0,2 - - - 1* - - 1* - 1* - - - - - -
46 36 57 103 54 84 37 67 49 74 39 40 59 29 4

Asterisked Numbers”  Frequency Mean



Table 4.2 illustrates the extent of critical reflection in diary entries. As the table
4.2 illustrates, the most frequent traits of critical reflectivity belonged to the evaluating
of teaching (617 references), followed by reflections about the theories of teaching (122
references), self-awareness (72 references) and approaches and methods the participants
reflected upon (18 references). The participants were found to formulate very few
critical questions in their diary entries throughout the study (3 references). The
frequencies of the traits of critical reflection in each sub-category are presented in the
Table 2. With respect to the extent of critical reflection in each category, the following

conclusions can be drawn:
4.1.2.1. Theories of teaching

Participants were found to reflect critically on their personal theories of teaching

rather than reflection on how the theories were applied in their lessons.
4.1.2.2. Approaches and Methods

Participants were found to reflect less critically on the evaluation of school
context and teacher’ experience and knowledge about both the demands of the class task

and classroom management.
4.1.2.3. Evaluating Teaching

The participants seemed to reflect more critically on evaluating the lessons they
observed, and their teaching experiences either positively or negatively. Participants
were found to reflect more about solutions in the form of suggesting alternative ways
for presenting lessons. However, participants were found to be more problem-oriented
than reflecting upon solutions. The problems that they referred to in their diary entries

primarily focused on classroom management and planning of the lesson.
4.2.2.4. Self-awareness

Participants were found to reflect more critically on setting personal goals and
their recognition of personal growth than on their perception of themselves as a teacher.
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4.2.2.5. Questions about teaching

The participants were found to formulate very few reflective questions in their
diaries throughout the study. For most of them, referring to questions in their diary

entries was not necessary because they could ask questions in their theoretical course.

As the table 4.2 illustrates, participants were found to be engaged in different
levels of critical reflection. ST3, ST4, ST6, ST8, ST10 and S13 were seen to have a far
greater number of traits of reflectivity than ST1, ST2, ST5, ST7, ST9, ST11, ST12,
ST14 and ST15. With a closer look at the traits of reflectivity illustrated in table 2, it is
seen that there are individual differences regarding the extent of critical reflection. For
example, ST4 did the most critical reflections among all of the participants. She wrote
about her evaluations of teaching the most frequently with respect to the Categories 1
through 5. In her entries, she discussed nothing about contextual factors that affect
teaching or about pedagogical knowledge of mentor teacher critically. She shared her
personal opinion about an efficient lesson at the end of her first reflection:

Extract 12

ST4- Dersin course book etrafinda sekillendigi, siniflarin audio- visual material,

CD player gibi resource yoniinden eksik oldugu, aktivitelerin pen-paper tarzinda,

ogrencinin production yapmasina imkdn vermeyen tiirde oldugu, speaking,

writing, listening alanlarinin hi¢ doyurulmadigi, reading ¢calismalarimin etkili bir
sekilde yapilmadigi, 6grenci ilgisinin géz oniinde bulundurulmadig, kitaptaki
alistirmalarda c¢esitlilige gidilmedigi, ogrenci katulvmumin minumum diizeyde

oldugu bir dersin verimli oldugunu diigtinmiiyorum. ( 11 EKim 2010)

ST4- | dont think a lesson is beneficial where the course book is in the center,
audio-visual resources like CD Player, non existent pen&paper activities do not
allow students to make production, teaching of speaking, writing, listening skills
not even close to satisfying, reading exercises are not done effectively, the
students’interests are ignored, exercises in the book are not varied and the
students’ participation is at the minimum level. (October 11, 2010)

In another entry ST4 discussed a problem critically and found a solution, she

designed an alternative plan for the warm-up part of the lesson; topic was multiple

intelligence theory and types of learners:
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Extract 13

ST4- Warm- up olarak 6gretmen “what did we do last lesson? "sorusuyla gegen
ders yapuanlar: hatirlatmak istedi. Ama yagmur sebebiyle yapilan tatile, hafta
sonu tatili de eklenince 6grenciler 4 giin tatil yapmis ve bu siire boyunca okuldan
uzak kalmislardi. Kendilerini derse verebilmeleri icin “what did we do last
lesson?” sorusu yerine gecen haftanin konusunu revise edecek stirring,
competitive tiiriinde mini bir aktivite yaptirdarak ogrencilerin dikkati
cekilebilirdi. Ornegin; ormanda kamp yapan bir égrenci grubu contextinden ya
da kampa katilabilmek igin gerekli olan ozelliklere sahip 6grencilerin segimi
tizerine bir aktivite olabilir bu. Bir yanda ormanda yer-yén bulmada iyi olan
birisine ihtiya¢ duyuluyor (spatial learner) gibi ifadeler yer alsa diger yanda
kampa katilmak isteyen adaylar sahip olduklar zeka tiirleri verilse ve 6grenciler
gruplar halinde hangi adaylarin kampa katilabilecegini bulmaya c¢alissa ve ilk
once bulan grup kazanan ilan edilse... Sanirsam boyle bir aktivite 6grencilerin

derse isinmasuu saglayabiliv. (18 Ekim 2010)

ST4- Teacher wanted to remind what they did in the previous lesson with the
question “what did we do last lesson? ”But snow break and weekend break kept
away the students from school for 4 days. She should have drawn the students’
attention by revising the previous lesson with a stirring and competitive activity
instead of asking “what did we do last lesson?” For example, it could have been
an activity as a context about a group of students who do camping in a forest or
the qualifications of the students need in order to participate in this camp. On one
side if there are expressions like Someone who is good at finding directions is
needed (spatial learner) or intelligence types of candidates who want to
participate in the camp are given and students try to find which candidates can
participate in and the first group who finds that is the winner... I think such an

activity will be a good warm-up for students. (October 18, 2010)

She was also engaged in evaluating the mentor teachers’, her own and her
friends’ teaching processes. However, she did not evaluate their pedagogical
knowledge. She made general evaluation of lessons:
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Extract 14
ST4- Genel olarak; gozlemlerimden de anlasilacagi gibi, her ne kadar dersin
warm-up, presentation ve practise asamalart olsa da bu asamalar ¢ok etkili

olarak gecirilmedigi icin dersin verimli oldugunu séyleyemeyiz. (18 Ekim 2010)

ST4- Generally, as it will be seen in my entries, though the lesson had warm-up,
presentation and practice parts, we couldnnot say it was an efficient lesson
because these parts were not effective enough.

(October 18, 2010)

When she reflected about practicing questioning skills, she thought there was a

problem and found the solution for this problem according to her personal opinion:

Extract 15

ST4- Sorularin dagilimina bakildiginda motivasyonu daha yiiksek olan, genellikle
pencere kenarinda oturan ogrencilerin sorulara cevap verdikleri goriiliiyor.
Baslangicta  Ogretmen  goniilsiiz  6grencileri  segiyor ve soruyu onlarin
cevaplandirmalarini  istiyordu. Ama yavas yavas, segilen dgrenciler
anlamadiklarini, cevap veremeyeceklerini soylemeye basladiklarinda 6gretmen o
ogrencinin lizerinde durmayip soruya cevap verebilecek bagka bir o6grenciye
gecti. Oysaki sorulan soru, anlamayan 6grencinin seviyesine gore daha basit bir
soruyla degistirilebilirdi. Swifta anlamayan ogrencilerin oldugunun farkina

varinca ogretmen presentation asamasina geri donmeliydi. (25 Ekim 2010)

ST4- When we look at the teacher’s way of nominating students to answer her
guestions, we see that those motivated students who sit by the window answer her
guestions. At the beginning the teacher was choosing non-volunteering students
but gradually when chosen students said they did not understand and could not
answer, teacher nominated another students instead of insisting they should try.
However, the questions could have been changed with an easier one to match the
students’ level. The teacher should have turned back to the presentation part
when she realised there were students who did not understand the main topic.
(October 25, 2010)

She sometimes evaluated the lesson and the teacher in a positive way:
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Extract 16
ST4- Ogretmenin sorulart yéneltirken Ogrencilere isimleriyle hitap etmesi

affective agidan olumlu bir durumdu. (1 Kasim 2010)

ST4- That the teacher referred to the students with their names when asking

guestions was a positive practice as a sign of affection. (November 1, 2010)

ST6 had many entries that were related to self awareness, she set personal goals
about the future, described her personal growth. Both of them can be seen in the extracts

below:
Extract 17
ST6- Bu siire¢ az bir zaman dilimi gibi goriinse de ashinda mesleki agidan
kendimi gelistirmek icin onemli ve gerekli bir baslangi¢c oldu. Critical thinking
level’imiz gayet iyi yiikseldi. Nasil 6gretirimden ¢ok nasil ogrenirler diye

diisiinmeye basladim. (29 Aralik 2010)

ST6- Although this process seemed as a little short period of time, it was an
important and necessary beginning for improving myself professionally.During
this time our critical thinking skills have been increased. I started to think “how
do they learn?” more than “how do I teach?” (December 29, 2010)

Extract 18

ST6- Aktiviteyi yaptiriken aslinda hi¢ zorlanmadim, ¢iinkii clear bir instruction
verdim. Ayrica going/ walking around the classroom 6grencilerin ne yapip ne
yapmadigint gérmemi saglyor. Herkes yazmak zorunda kaliyor, yani sorumsuz
ogrenci sifatt ortadan kalkiyor. Walking around classroom 68renci- dgretmen
iliskisini ¢ok daha gii¢lendiriyor. Ben bu sayede “classroom management”
olaymi daha bir pekistirmis olduguma (tabi ki daha cok tecriibeye ihtiyacum var)
en azindan olacagimu diigiiniiyorum. Ciinkii artik sinifi 4 kose degilde bir biitiin
olarak goérebildigim icin managing class biraz daha kolaylasti goziimde ve tabi ki
eye contact in onemi de bu hususta ¢ok biiyiik. Bir de artik onlart calling by their
names’e calistim. Bir 6gretmen ve dgrenci icin ismiyle hitap etmek/ edilmek
smifta calm and safe bir atmosphere olusturmaktadir. Context + instruction +

using tone of voice and body language + calling by their names + walking
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around class = on the road to excellence ( yani bu konularda kendimi su an iyi

goriiyorum, daha da iyi olacagima inanyorum. (20 Araltk 2012)

ST6- 1 did not have difficulty while | was doing the activity because | gave a clear
instruction. Besides walking around the classroom gives me opportunity to see
what students do. They all have to write, | mean there is no irresponsible student.
Walking around the classroom makes the teacher- student relationship stronger. |
think | improved my classroom management skills in this way. (Of course | still
need more experience) as | see the classroom as a whole instead of four corners,
managing the class has become easier in my mind and of course establishing of
eye contact with pupils plays a very important role. And | tried to call students by
their names and this provides a calm and safe atmosphere. Context + instruction
+ using tone of voice and body language + calling by their names + walking
around class = on the road to excellence ( | think | am good at these issues and |
believe I will get better. )(December 20, 2012)

ST8 and ST10 did not reflect much about theories of teaching but they did most
frequent critical reflections about evaluation of teaching. In the 1% extract below ST8
evaluated a part of the lesson about controlling homework and in the 2" one she
evaluated the lesson and the teacher critically:

Extract 19

ST8- Ogretmen ilk derse égrencilerin édevierini kontrol ederek basladh.

Osrencilerin édevlerini daha diizenli yapmalarina katkida bulunabileceginden

odev kontrolii yapilmasi ¢ok giizeldi. Ancak édev kontroliine gereginden uzun bir

zaman harcandi, dersin bu kismi bos ge¢mis oldu. (13 Ekim 2010)

ST8- The teacher started the first lesson by checking homework. Doing this was
good because it can force students’ to do their homework regularly. But, for too
much time than necessary was spent on this, and this part of the lesson was
wasted.

(October 13, 2010)
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Extract 20

ST8- Ogretmen ilk derste course booktan baska bir materyalden yararlanmad.
Ders tamamen ogretmen merkezli ve tek diizeydi. Buna ragmen ogrencilerin
derse katilim diizeyi oldukg¢a yiiksekti. Cogu sorulara cevap vermek igin parmak
kaldiriyordu. Ogretmen derse katilmayan o&grencileri tesvik etmekle pek
ugrasmadi. Ders islenirken sinifta siirekli bir ugultu vardi; ogrenciler derse
katiliyor olmalarina karsin bir o kadarda giiriiltii yapiyorlardi. Ogretmen ise bu
ugultuyu durdurmak igin pek ¢aba harcamadi. Sinif yonetimi yeterince iyi degildi.
Ben bunu dersin ¢ok tek diize olmasina baglyorum. Ogrencilerin kitaptan baska

bir seyler ogrenebilecegi veya 6grenmelerine katkida bulunacak hi¢cbir materyal

yoktu. (13 Ekim 2010)

ST8- Teacher did not use any other material than the course book. The lesson
was totally teacher-centered and monotonous. However, students’ participation
in the lesson was quite high. Most of them were raising hands to answer
guestions. Teacher did not try to encourage students who did not participate in
the lesson. There was always murmur in the classroom during the lesson, though
students were participating in the lesson they were also making that much noise.
Teacher did not try much to stop this murmur. She was not good enough at
classroom management. [ think it was because of the lesson’s being so
monotonous. There was no material other than the book which students could
learn something from or to contribute to their learning. (October 13, 2010)
Extract 21

ST10- Ogretmenin ardindan Sgrenciler tekrar ederek environment iizerine bir
par¢a okundu. Ogrencilerle etkilesimli bir ders oldu. Soru- cevap seklinde siirdii
ders, parca hakkinda konusuldu. Katilim giizeldi ama oOgretmen d&grencilerin
Tiirkge cevaplar vermesine ya da Tiirkge fikirlerini bildirmesine hi¢ karismadi.
Gozlemledigim kadariyla 6grenciler bir sekilde fikirlerini Ingilizce séyleyebilecek
kapasitedelerdi ama o6gretmen bu konuda bir israrda ya da bir uyarida

bulunmadi. (25 Ekim 2010)

ST10- A text on environment was read by the students repeating after the eacher.
It was an interactive lesson with students. The lesson continued with question-

answer technique and speaking about the text. Student participation was good but
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the teacher did not interfere with the students who answer questions in Turkish or
tell their opinion in Turkish. As much as | observed the students had the capacity
to express their opinion in English in one way or another but teacher did not
insist on this or warn students about that. (October 25, 2010)

ST13 was one of the student teachers who reflected most about her own

self awareness. In the extract 22, her recognition of their own personal growth can
be seen. In the last line of the extract, ST13 emphasizes the importance of
knowing how students learn. She thinks that observing how to learn and how to
teach is the real benefit of this practicum course. In the extract 23 her setting
personal goals can be seen, her goal for the future is to be a more conscious

teacher in her lessons after this experience.

Extract 22

ST13- Bugiin yeni seyler ogrenmis olmanin keyfiyle aslinda ¢ok daha énemli bir
seyi ogrendigimi de fark ettim. Ben neden staja gidiyordum? Neden gozlem
yapiyordum? Hep aymi ogretmen, hep aymi ogrenciler, neyi gézlemliyordum ben?
Ne degisiyordu ki? Iste bugiin neden Akpinar Ilkégretim Okulunda oldugumu,
stajin bana asil faydalari neydi ve biitiin sorularima asil cevabi bugiin

verebildim. Ben dgrenmeyi ve ogretmeyi gozlemliyordum. (27 Ekim 2010)

ST13- Today | realized I learned something more important with the enjoyment of
learning new things. Why was | going to the practicum school? Why was |
observing? It is always the same teacher, same students, what was it | was
observing? What was changing? Here, today, | could give the answers to all of
my questions, why was | in Akpinar Primary School, what are the real benefits of
being in internship to me. | was observing learning and teaching. ( October 27,
2010)

Extract 23

ST13- Bugiin meslegimle gurur duydum. Bundan sonraki derslere daha bilingli
bir ogretmen adayr olarak girecegim diyerek yiiziimde tebessiimle ayrildim

okuldan. (27 Ekim 2010)
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ST13- | was proud of my profession today. | left the school with a smile on my
face and knowing that | will be a more conscious teacher candidate in lessons
after this one. (October 27, 2010)

Some of the participants seem to be more problem focused in comparison to
others. Looking globally at what ST3 reflected critically in extract 24, she seems to
focus especially on the problems rather than the solutions related to the teaching and
learning issues, and describe her personal theories of teaching. This is also relevant to
the reflection that was observed in ST12’s entries. Like ST3, ST12 was problem
focused as well. ST3 reported a problem about the difficulty of listening text but did not
add any ideas about how to present it in a different way:

Extract 24

ST3- Ilk kez dinleme aktivitesi yapildi. Ogrenciler riiyasini anlatan bir grup

insant dinlediler ancak dinleme parcasi ogrencilerin  seviyesinin  biraz

ilerisindeydi.

(27 Ekim 2010)

ST 3- A listening activity has been done for the first time. (during our practicum)
Students listened to a group of people who were telling about their dreams,
however the listening text was a little bit above from students' level.. (October 27,

2010)

Extract 25

ST12- Ogretmen bir kag alistirma yaptiktan sonra course bookta olan bir par¢aya gecti.
Bu parcayr tiim o6grencilere 2’ser ciimle olmak iizere okuttu. Bence bu amact
diistiniildiigiinde olumlu ancak zaman agisindan olumsuz bir uygulamaydi. Soyle ki
swmifta okumalart telaffuzlari iyi olmayan bir¢ok égrenci vardi. Siniftaki bu ogrencilerin
bu parcayr okumalart son derece yararli olacakti ama siradan okuttugu icin bu
uygulama biitiin sinifi kapsadigindan gereksiz bir zaman kaybr yasandi. (24 Kasim
2010)

ST 12- Teacher continued with a reading text in the course book after a few several
exercises. Teacher made each student read two sentences of text one by one. | think this
was a positive practice if you consider its purpose however also a negative one if we

consider the time we wasted. Whereas there were a lot of students whose pronunciation
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were not good. It will be highly beneficial for these students to read the text but just
because this one is a whole-class activity, there has been an unnecessary time waste.
(November 24, 2010)

The participants ST1, ST2, ST5, ST7, ST9, ST11, ST12, ST14 and ST15, on the
other hand, were found to reflect critically to a less extent than the student teachers
discussed above. Their reflective diary entries were generally concerned with evaluating

lessons, diagnosing teacher problems and finding solution to these problems.
4.1.3 How does reflectivity change over time through diaries?

Another aspect of the present study was to find to what extent regular diary
keeping over time has increased the teachers’ capacity for critical reflection. Was there
any evidence for regarding journal writing as a process through which teachers will
develop a more reflective approach towards teaching? In order to find an answer to this
question, the researcher identified seven traits of development in critical reflectivity
through examining the general patterns of each student teacher’s diary entries. These

traits are:

1- Engaging in a greater variety of types of reflectivity over time

2- Being more able to discuss their personal theories of teaching

3- Being more able to reflect through experiences of teaching

4- Being more able to go beyond the classroom to broader contexts

5- Being more able to evaluate both positively and negatively

6- Being more able to discuss problems and come up with their own solutions and
7- Being more able to ask more questions about teaching.

The researcher then compared the earlier and later entries of each student
teacher's diary to find out evidence for development of these features. The results are

seen in Table 4.3.

65



Table 4.3.  The development in the level of critical reflections as shown in the diary entries. (Adapted from Ho and Richards, 1993)

Traits of development in critical reflection

Engaging in a greater variety of types of
reflectivity over time

Being more able to discuss their personal
theories of teaching

Being more able to reflect through
experiences of teaching

Being able to go beyond the classroom to
the broader context

Being more able to evaluate both
positively and negatively

Being more able to discuss problems and
come up with their own solutions

Being more able to ask more questions
about teaching

—, shows no sign of development;
+ indicates signs of development

ST2

+

The development in the degree of critical reflection

ST10 ST11 ST12 ST13

ST14

ST15
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From the information in Table 4.3 it can be seen that the student teachers differ
considerably in the extent to which their journals evidence traits of reflectivity.
Different student teachers are seen to be engaged in different levels and degrees of
reflectivity. For example, ST4, ST6 and ST10 show a far greater number of traits related
to reflectivity than ST2, ST7, ST11 and ST14, whose diary entries are more often
related to descriptions of techniques and procedures.

The overall impression which emerged from this analysis was that there seemed
to be no great change in the degree of critical reflectivity that the student teachers
engaged in over time. Student teachers who were classified as showing evidence for
critical reflectivity in their diary writing did so as soon as they began diary writing, and
tended to reflect the same approach to reflective thinking throughout the ten weeks.
Some student teachers’ late diary entries did show a slight increase in the kinds of traits
of critical reflectivity they made use of. However, there were no clear patterns of
development or change. One of the teachers who were relatively non-reflective in their
diary entries (ST2) initially began to show some traits of reflectivity in their writing, but
not to an extent that indicated a significant change in awareness towards the end of the

study.

It is important to note that identifying some traits as showing no signs of
development in critical reflection did not mean that these participants did not show any
evidence of critical reflection in that specific trait. On the contrary, all of them were
found to reflect critically in all of these aspects in varying degrees. However, they did
so when they began writing diaries, and keep reflecting in the same way throughout the

study.

4.1.4. What are the opinions of the preservice teachers regarding the effects of the

diary study on their reflective practices?

Although the participants varied in the degree of their frequency of reflections,
all of them approached the programme positively, and stated in the interviews that they
liked being a part of it. They did so because it provided an opportunity for them to

review and reflect on teaching.
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In the interviews, the participants were asked about their efficiency of reflection
experience, the necessity of the programme, the challenges and complaints with
keeping diaries and their views about integrating keeping diaries in their teaching.
Referring to the question investigating the participants’ views about keeping reflective
diaries, their answers revealed that all of the participants were in agreement of the
importance of reflecting about teaching. In extract 26, ST3 describes writing a diary as a
very effective and beautiful thing but if you manage to achieve the improvement which
is writing a diary’s real goal. According to ST7 as we can see in extract 27 writing a
diary is more effective than classic report writing method because it is more natural.
Here are some of the statements produced by the participants:

Extract 26
ST3- Giinliiklerimize hem gdézlemlerimizi hem de duygu ve diisiincelerimizi
vazdik. Bunlarin paylasilmasi giizel bir durumdu... Gelistigimi gérmek giizeldi.

Giinliik yazmak ¢ok giizel bir sey eger amacina hizmet ederse

ST3- We wrote both our observations and our emotions and opinions to our
diaries. It was a nice situation to share them. It was good to see that | improve. If
it serves its aim, writing a diary is a very good thing.

Extract 27

ST7- Bu siireci oncelikle gayet dogal dgrenciyi fazla strese ve bir zorlamaya
sokmadigi i¢in olduk¢a yararli ve etkili buldum. Bunun yamnda ilk defa
karsilagtigim daha oncesinde staj yapmig olan hi¢bir arkadasimdan duymadigim
farkl bir yontem. Bana gore, klasik rapor yazdirma yonteminden ¢ok daha etkili

oldugunu diisiiniiyorum.

ST7- 1 found this process quite efficient and effective, since it was spontaneous
and it did not push students to have difficulty to understand or stress them. In
addition to this, it is a method which | have never met and | have never heard
about it from any of my friends who has been in internship period before. | think

it is more effective than traditional report writing method.
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Regarding the question in the interview aimed at finding out whether they were
happy or not to be involved in the programme. All of the participants expressed that
they were happy to be involved in this programme. As we can see below, in extract 28,
ST4 highlights that thanks to keeping diaries they had the chance of looking backward
after the lessons and questioning practices in the lessons, about herself. In extract 29
ST5 expresses her happiness to be involved in this programme and specifies her
personal growth with the help of keeping diaries. She evaluates herself and she focuses
that being a reflective teacher is a quality that can be attained day by day not in a
moment.

Extract 28

ST4-Giinliik tutuyor olmamiz iyi oldu. Ciinkii okulda yasanan orda kalmadi. Dersi

hatirladik, iizerinde diigiindiik, ben olsam ne yapardim diye sorduk. Ayrica

ogretmenlikte de devam ettirebilecegimiz bir aliskanlik kazandik.

ST4- It was good that we were keeping diaries. Because what we lived in practicum
school did not stay in there. We remembered the lesson; we thought about it, we
judged ourselves about what we would do if we were the teacher. And also we have

acquired a habit that we can keep doing when we are teachers.

Extract 29

ST5- Siirecin baginda ne yaptigimizin farkinda degildim. Yani neden giinliik yaziyoruz
neden goézlem yapryoruz, reflection neden onemli bunlarin tam olarak ne anlama
geldigini anlayamamistim. Ama zaman gectikce okula gozleme gidip geldikge,

ogrencilere ders anlattik¢a giinliik yazmanmin faydasim gérmeye basladim.

ST5- In the beginning of the process | was not aware of what we were doing. | could
not understand why we were keeping diaries, why we were observing, why reflection
was so important. But | started to see the benefit of keeping a diary as time goes on,
as | attended to lessons to observe and presented lessons to students.

Extract 30

ST12- Tuttugum giinliik bana ¢ok biiyiik bir yol gosterici oldu. Bu sebeple meslek hayatima
basladiktan sonra da eksikliklerimi gérmem, verim aldigim aktiviteleri uygulayabilmem igin
giinliik tutmay diistiniiyorum.
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ST12- The diary | was keeping has become a great guide to me. Because of this after |
started my professional career | am thinking to keep a diary to see my deficiencies and to
perform activities that | earned efficiencies.

Extract 31

ST13- Ben bu siirecte neler dgrendim, ne kadar gelistim ya da neler kazandim?
Oncelikle giizliik yazma fikrini ¢ok begendim. Ciinkii raporda insan duygularini
yeterince aktaramiyor kelimelere. Ne de olsa bilgisayarda yazilmis bir kagit. Ama
ben her hafta kalemimi elime alip kendim yazdim, sildim, ekledim, okudum. Bence
bundan daha degerli bir sey olamaz. Belli bash kaliplara gore rapor yazmak yerine
i¢ diinyamizi da anlatabilecegimiz, aktarabilecegimiz giinliikler yazmak beni ¢ok

mutlu etti.

ST13- What did I learn out of this process, how much have | improved or what have |
gained? First of all I in favour of the idea of keeping a diary very much. Because in
the reports, a person is not able to reflect his/her emotions well enough. After all, it is
just a paper written on a computer. But every week, | grabbed my pencil, | wrote
myself, | erased, | added, I read. | think there cannot be anything more precious than
that. Writing diaries in which we can tell about our inner-world, instead of writing

reports with some given forms made me very happy.

4.1.4.1. The Necessity of the Programme: They all stated that the programme was

necessary for their development.
Extract 32
ST8- Baslarda kiilfet gibi gelen giinliik yazma, eksikliklerimi fark ettikce isteyerek
yaptigim bir ihtiya¢ haline geldi. Yazdigim entry’ler sayesinde reflective diisiinme
aliskanligi kazandim. Anladim ki rveflective thinking bir oOgretmende bulunmasi
gereken onemli niteliklerden biri. Bir ogretmenin bir derste yaptigi etkinlikleri, aldigi
kararlari, dersin sunumunu, takindigi tavirlari, kisacasi 40 dakikalik bir ders stiresini
ders bittikten sonar geriye donerek diigiinmesi ona hazine degerinde bilgiler
kazandiracaktir. Ogretmen bu sayede eksikliklerini gérme firsati bulurken olumlu
yonlerini de fark ederek ozgiivenini artiracaktir. Bu baglamda yazdigimiz giinliikler
bize tam da bu gerekli nitelikleri kazandirdi. Giinliik yazarken gerekli durumlarda
ozelestiri yapabilmeyi hem de farkinda olmadigim giizel yonlerimin oldugunu fark

etme firsatt buldum.
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ST8- Writing a diary which felt like a burden at the beginning, became a need that |
want to do it as | noticed my own weaknesses. | acquired reflective thinking habit
thanks to the entries | wrote. | understood that reflective thinking is one of the most
important qualities that a teacher should have. Activities that a teacher performed in
a lesson, decisions that the teacher made, presentation of the lesson, teachers’
behaviours, in short ; 40 minutes lesson time, for a teacher going back and
reconsider all of these after the lesson is over will gain the teacher valuable
experiences. Due to this teacher, not only having a chance of seeing his/her
deficiencies, but also realize his/her positive qualities and grow self confidence. In
this manner, diaries we wrote earned us exactly these needed qualifications. | found
an opportunity to realize my positive sides which | was not aware of and also to be
able to make self criticism while | was writing a diary.
4.1.4.2. The Efficiency of the Programme for the Participants: 10 of the participants
thought that it was efficient, but the others said that it should be more efficient. They
found this process inefficient because time duration is short and limited. Also they
thought it would be more efficient if it had been at a different time period instead of
their last term because of the forthcoming exam. In extract 33 ST5 evaluates the process
of writing a diary with positive statements. She finds this process effective. She thinks it
was really effective to look backward after the lessons and to evaluate her teaching with
the help of writing a diary. In extract 34 ST3 compares writing a diary to writing reports
and finds diary writing more effective than report writing like ST13.
Extract 33
ST5- Giinlitk tutmak kendi ogretimim hakkinda diigiinmek icin ¢ok iyi oldu.
Yazarken Tiirkge kullanabiliyorduk. Bu beni rahatlatti ve ne istersem ozgiirce
yazabilirdim. Asama asama gelistim, simdi kendi dersimi tekrar dizayn etmek icin

alternatif iiretebilirim.

ST5- Keeping a diary was very helpful for me to think about the way | taught. We
were free to use Turkish. That made me feel comfortable and | was able to write
whatever | wanted freely. Step by step | improved, now | am able to produce

alternative ways to design my own lessons.
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Extract 34

ST3- Giinliik yazmak rapor yazmaktan daha etkili. Raporlar resmi ve belli
kaliplara sahip, bu yiizden rapor yazmaktan daha ¢ok ta zaman alsa giinliik
yazarken kendimi rahat hissediyorum. Deneyimledigim ve gozlemledigim her seyi

yazabiliyorum.

ST3- Writing a diary is more efficient than writing a report. Reports are formal and
structured, that's why | feel more comfortable when I am writing a diary, though it takes
much more time than writing a report. | can write everything | experienced and

observed.

In extract 35 below ST8 focuses on her improvement thanks to writing a diary.
She specifies that the thing that makes her improve personally day by day was diary
keeping. With the help of diary ST8 understands what reflective thinking means and it
is not only evaluating negatively but also presenting alternative ways for the problems.
Extract 35
ST8- Siirecin basinda o6gretmeni gozlemledigimiz derslerde kendimi olumsuz ydnde
elestirel  diigimmeye  sartlamistim  adeta.  Ogretmenin  sadece  eksikliklerini
odaklaniyordum ve alternatifler bulmakta yetersiz kalryordum. Siireg ilerledikce
“reflective thinking”’in sadece elestirmek olmadigini, elestirirken gerekli alternatif,
¢oziim yollart vs. sunmanin olmazsa olmaz oldugunu anladim. Bu a¢idan baktigimda
kendimi bagladigim noktadan ileride goriiyorum ve bunu miimkiin kilaninda, belirttigim

gibi, giinliik yazmak oldugunu diigtiniiyorum.

ST8- At the beginning of the process, | simply conditioned myself to criticize negatively
the lessons which we were observing the teacher. | was focusing only on weaknesses of
the teacher and | was unable find alternatives. Gradually, | started to realize that
"reflective thinking" was not only about criticism but also about presenting alternative
solutions is a must. When I look at the whole process from this angle, | see myself more

improved than the point | started and | think writing a diary is what made this possible.
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4.1.4.3. The Challenges and Complaints about the Programme:

Although most of the participants found the process efficient and useful some
pointed out, however, that the duration of the journal writing activity (ten weeks) was

too short to allow for any significant impact on their teaching,

Almost all of the participants said that since this was their last term before
graduation, they were more interested in preparing for a forthcoming examination
which they were required to pass as soon as they graduated in order to be appointed to a

state schools.

4.1.4.4. The Views about Integrating Keeping Diaries in Their Teaching

Pre-service teachers were also asked whether they would like to integrate
keeping diaries in their teaching in the future. The responses to this question were
generally positive. Especially the ones who contributed to the study more and were
found interested in keeping diaries in the future. ST4, one of the participants who
contributed most and enthusiastic about keeping diary, answered this question
positively.
Extract 36
ST4- Gelecekte de bu yontemi kullanmaya devam edecegim ¢iinkii derste neler yasandigini
diisiinmeme, nasil oOgrettigime bakmama yardimct oldu giinliik yazmak. Doniip déniip
bakabilecegim bir kaynak olacagina inaniyorum. Giinliigiimiin bana geligimimi gosterecek

harika bir kaynak olacagini diisiiniiyorum.

ST4- | will continue using this method in the future because writing a diary helped me to look
backward, think what happened in the lesson, look how I taught. | believe my diary will be a
source that I will consult to from time to time. | think my diary will be a fabulous source that

will show me my progress.
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4.2. Discussion

The results of this study, as seen above, indicate that diary keeping supports the
pre-service teachers’ reflectively positively. All of the preservice teachers are found to
be reflective to a certain extent in their diary entries. However, there are differences in
the degree of reflection that the pre-service teachers in the study engaged in. The

participants’ reflectivity will be discussed below according the research questions.

4.2.1. Discussion of findings from RQ 1

The findings of the study revealed that the pre-service English language teachers
wrote mostly about the problems, descriptions of the approaches and methods the
participants observed in the assigned school in the Practicum course, and consequently
their personal theories of teaching. These three topics generated a lot of discussion in

the diaries.
4.2.1.1. Problems

The most frequent topic that participants mentioned about have been about the
problems which arose in the lessons. Participants reflected more frequently about the
problems arising as a consequence of the national educational policies and the way
mentor teacher presented main topics during the lessons. When the related literature is
examined, it is seen that participants are mainly concerned about this issue.(Ho&
Richards, 1993; Farrell, 1999; Korkmazgil, 2009).

4.2.1.1.1 Problems arising as a consequence of the national educational policies

In their entries pre-service teachers generally evaluated about the lessons
negatively as too much book-oriented but they are usually aware of the reasons that
push teachers into this while they criticize them. They can see the reflections of
educational problems of Turkey into the classroom. They criticized the teachers’ plans
of the lesson, following the course book strictly. Pre-service teachers are conscious of
that teachers have ambiguity about the aims and goals of the lesson and they are so
worried about SBS that because pupils are responsible from this book in the exam they

will join at the end of 8th grade, they cannot ignore the course book.
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4.2.1.1.2. Problems arising as a result of mentor teachers’ practices

Student teachers’ problems were mostly about the mentor teacher. When the pre-
service teachers evaluated mentor teachers’ teaching, they focused more on their own
teaching problems, and on evaluating their lessons. They came up few solutions to these
problems. All of the teachers generally evaluated their teaching in terms of the problems
they encountered.

It was seen that though they had enough theoretical knowledge, they had not had
enough practical knowledge and experience. For this reason, they mostly evaluated
mentor teacher’s presentations of lessons and the management of the classroom
negatively. As we see from the entries the pre-service teachers seem to be problem-
oriented in their diaries. This might be the result of their inexperience in teaching and
their excitement about being an ideal teacher since they were going to graduate this

year.
4.2.1.2 Approaches and Methods in Teaching

The pre-service English language teachers in the study were frequently found to
mention about approaches and methods in their diaries. They mostly reflected on the
mentor teacher’s approach to the teaching of skills or the procedures used during a
lesson. The result is similar to that of Farrel (1999) and Liou (2001). Farrell (1999)
investigated three experienced EFL teachers’ reflective practise and Liou (2001)
investigated reflective practice of pre-service teachers. In both of them one of the most
frequently highlighted topics was approaches and methods used during the classroom
practice. Compared to these studies, Korkmazgil’s study (2009) that investigated
reflective practice of pre-service teachers through blogging included fewer entries about
approaches and methods used in the classroom compared to this study.

The participants in this study mostly reflected on teacher’s approach to the
teaching of skills or the procedures used during a lesson and a description of the content
of a lesson. Their reflection usually did not go beyond description. Participants
described the way the mentor teacher presented the lesson in detail. These descriptions
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were repetitious. In each of their entries they described the parts of the lessons. They
also mentioned about the content.

4.2.1.3. Personal Theories of Teaching

Pre-service English language teachers in the study were found to be engaged in
narrating their own approaches and views, their own personal opinion related to
teaching in the classroom. The pre-service teachers in the study often discussed their
theories of teaching with reference to what they had been observing in the classroom. It
can be seen that the per-service teachers in this study sometimes criticize too
idealistically and produces personal opinions without considering the issues that appear

in the educational environment.

When the related literature is examined some interesting conclusions can be
drawn. In Farrell’s study (1999), for example, it seemed that the three experienced EFL
teachers in his study were more interested in talking about their theories of teaching and
the problems that they faced in teaching just like the results of this current study did.
This is congruent with the findings of this study. However, In Liou’s (2001) study
participants were more concerned about evaluating teaching of the teacher in terms of

the classroom teaching approaches or methods he or she used.

4.2.2 Discussion of findings from RQ 2

The second research question addresses the level of reflection, critical or
descriptive. The most frequent traits of critical reflectivity belonged to the evaluating of
teaching (617 references), followed by reflections about the theories of teaching (122
references). According to Farrell (1999) descriptive reflection, is like mapping which
describes what one does as a teacher. However, critical reflection includes informing (or
evaluation), contesting (self-analysis), appraisal (developing a personal theory), and
acting (making a plan for future teaching). (Liou, 2001) It was found that overall 445
incidents of descriptive incidents and 832 incidents of critical reflection were identified
from the reports. It seems that students, like Liou’s students (2001) and Farrell’s three
Korean teachers, (1999) could reflect critically on English teaching. This study is

congruent with Liou’s study and Farrell’s study with the frequencies of traits. In these
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studies evaluating of teaching and theories of teaching are the most frequent traits of
critical reflectivity. The “evaluating teaching” category increased dramatically by the

increment of 617 incidents

4.2.3. Discussion of findings from RQ 3

The third research question addresses reflection change over the ten weeks. This
question of the development of a more reflecive approach is important because some
teacher educators think that diary keeping will increase critical reflection over time;

although Ho and Richards' (1993) study on this topic was inconclusive.

The overall impression which emerged from this analysis was that there seemed
to be no great change in the degree of critical reflectivity that the student teachers
engaged in over time. Based on the findings of the seven traits of development, not
much development of critical reflection within the ten weeks was found (only four out
of seven traits increased). This is similar to findings of Farrell (1999) where even a 16-
week timeframe did not trigger the development of reflection.

Student teachers who were classified as showing evidence for critical reflectivity
in their diary writing did so as soon as they began diary writing, and tended to reflect
the same approach to reflective thinking throughout the semester. Some student
teachers’ late diary entries did show a slight increase in the kinds of traits of critical
reflectivity they made use of. However, there were no clear patterns of development or
change. One of the teachers who were relatively non-reflective in their diary entries
(ST2) initially began to show some traits of reflectivity in their writing, but not to an

extent that indicated a significant change in awareness towards the end of the study

It is important to note that identifying some traits as showing no signs of
development in critical reflection did not mean that these participants did not show any
evidence of critical reflection in that specific trait. On the contrary, all of them were
found to reflect critically in all of these aspects in varying degrees. However, they did
so when they began writing diaries, and keep reflecting in the same way throughout the
study.
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4.2.4. Discussion of findings from RQ 4

The results of this study indicate that writing a diary can provide an opportunity
for student teachers to write reflectively about their teaching experience though in itself
it does not necessarily promote critical reflection. All of the preservice teachers are
found to be reflective to a certain extent in their diary entries. However, there are
differences in the degree of reflection that the pre-service teachers in the study engaged
in.

Although the participants varied in the degree of their frequency of reflections,
all of them approached the programme in a positive way, and stated in the interviews
that they liked being a part of it. In general, the participants' perception of the course
was quite positive. They believed that reflective thinking via diaries contributed to their
professional development. It provided an opportunity for them to review and reflect on
teaching. They have expressed they will continue keeping diaries in the future because
they think keeping a diary helps them to look backwards, think reflectively about their

lessons, about how they teach.

The results emerged from the interviews indicated that the majority of the
participants are aware of the efficiency and necessity of reflection. The Practicum
course provided them with an opportunity to observe and evaluate what was going on in
a real language classroom. Combining this course with diary keeping made them

possible to think back about their lessons and the lessons they observed.

They frequently found themselves questioning what kind of a teacher they were,
how they would behave if they were in such a situation, or how they would handle with
such problems.
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CHAPTER 5

CONCLUSION AND SUGGESTIONS

This chapter presents conclusion drawn from the study, and suggestions for

further study

5.1. Conclusion

In the light of the results obtained from diary studies and interviews, it can be
stated that journal keeping in this study supported the pre-service English language
teachers’ reflectivity. The participants used their diaries mostly to evaluate of teaching,
describe of the approaches and methods the participants observed in the assigned school
in the Practicum course, theories of teaching. The categories that the pre-service
teachers wrote about were used as a measure to determine their reflectivity. In this
regard, participants were found to be engaged in different levels of critical reflection.
However, it is seen that there are individual differences regarding the extent of critical
reflection. When the earlier and later entries of each student teacher's diary were
compared in order to find out evidence for development of these features, there seemed
to be no great change in the degree of critical reflectivity that the student teachers
engaged in over time. Student teachers who were classified as showing evidence for
critical reflectivity in their diary writing did so as soon as they began diary writing, and
tended to reflect the same approach to reflective thinking throughout the ten weeks.
Some student teachers’ later diary entries did show a slight increase in the kinds of traits
of critical reflectivity they made use of. However, there were no clear patterns of
development or change. Furthermore, pre-service English language teachers approached
the programme positively, and stated in the interviews that they liked being a part of it.
Referring to the question investigating the participants’ views about keeping reflective
diaries, their answers revealed that all of the participants were in agreement of the
importance of reflecting about teaching and they all stated that the programme was

necessary for their development.
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5.2. Suggestions

Courses should be put into the university programs and the reflection term
should take its place in universities. These sort of reflective studies are also necessary
because, these would be the basis for the teachers’ initial professional development.
They would have the chance to take up the obstacles that they experience and to discuss
so that they would be offered how to act in the similar situations.

This study is a local study. It should be repeated again with large population so
as to become generalizable. The current study is a case study which attempts to explore
the journal keeping experience of 15 pre-service English language teachers during a
semester-long study span. Such a period of time is not sufficient to assert that this
journal keeping experience might help them nurture an ability or habit of reflection.
Longitudinal studies are also recommended to investigate whether this group of pre-
service English language teachers will utilize journal keeping when they become
teachers.

In this study, due to the course content, in most cases, school experience was
limited to classroom observations, and those who had the opportunity to teach, taught
only for a limited period of time. However, it is accepted that having exposure to direct
teaching experiences in school classrooms creates valuable insight for novice teachers.
Hence, in order to analyze their development in reflection further, it is suggested that a
similar study is conducted with pre-service teachers who have the opportunity to teach

for an extended period of time in school environment.
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APPENDIX 1
THE INTERVIEW

1-

Birinci donem boyunca ............ [Ikdgretim Okulunda staj yaptin ve bu deneyiminle
ilgili yasadiklarini paylastigin bir giinliik tuttun. Bu siiregten biraz bahseder misin?

Bu siirecin baglangicinda sana verilen rehber sorular yararli oldu mu? Daha ayrinti
olabilir miydi?

Her hafta yaptigin reflectionla ilgili dersin hocasi tarafindan doniitler aldin. Bu konuda
ne diislinliyorsun? Sence bu doniitler yeterli miydi? Eksikligini hissettigin zamanlar
yasadin m1?

Bu siireg igerisinde giinliik tutmak senin 6gretme seklini olumlu ya da olumsuz etkiledi
mi?

Giinliik tutmak 6grencilere karsi olan tutumunu olumlu ya da olumsuz etkiledi mi?

Bu siireci yararli buldun mu? Meslek hayatinda kullanmay1 diistiniir miisiin?

Katiliminiz igin tesekkiirler.
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APPENDIX 2

CATEGORIES FOR DATA ANALYSIS

APPENDIX C Categories for Data Analysis (adapred from Ho and Richards, 1993)

Taopic Category

Sub-catepory

Mustrative Examplaes

I. THEQRIES OF
TEACHING

(2} Thearieahalisfs
ghout teaching and
lzarning

(b) Applving theories
o classroom practics

2. APPROACHES
AND METHODS

» A4 halief f conviction
® An axpart’s view

® A justification

» A personal opinion

» How a theary was appliad

* Contradictions betwaen
theary and practice

* How theories changed

» Approaches and methods
in teaching

» The content of the lassan

* The tzacher” knowledge:
pedagogical and
experiencs

® The lzarnérs

* The school context

» what constitutes good language teaching

» pxferring to Krashens views ahout language

¥ describing a theory 1o jusify something the teacher did

» gxpressing an opinion about the value of classroom observation

s [rying out 2 questioning strategy described in a lacturs
» describing why a classroom incident does not support 2 theary
» how classroom experience changes the teacher’s theories

» the tzacher’s approach 1o the teaching of reading skills or the procedures uwsed during a
listening lessan

» a description of the content of a grammar lasson

» knowladge ahout the demands of class task: or pointing o how his or her teaching has becoms
mare student-focused

» pointing out that students have little appartunity o practice English outside classroom

» how administrative constraints or school policies affect teaching
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3. EVALUATING
TEACHING

4. SELF-
AWARENESS

5 Qs AROLT
TEACHING

G, INSCLOSURE OF
THE PERSONAL
INTERESTS

» Evaluating lessons
* Digpnosing problems
* Solutions to problems

® Pargeption of s21f as a
teacher

* Recognition of personal
growth

» Setting personal goals

» Asking for advice
» Asking for reason

* Sharing personal info.

¢ Informal Support
» Career plans

» Poaitive evaluation ¢.g. commenting that the lesson went well since students were active in it} or
negative evaluation a.g. pointing out that the lesson failed to achieve its goals.

* Students’ problems e.g. difficulties student had with particolar grammar itéms: classmeom
inferaction ¢.g. a plannad grouping arrangament did not work because of problems students had
interacting with each other; or teacher’s problem e g. the teacher did not have time and energy 1o
mark the students” homework

o Allemative ways of presenting lesion e.g beginning a lesson in a different way: deciding on a plan
afaction é.g. deciding to use role play activities more often: or seeking solutions from the fufor ..
asking for ways for overcoming particular difficulties

¢ Jescrihing the style of weaching she feels more comfortable with, such as a wacher-centrad siyle
* describing how the teacher is less affected by problems that arise from teaching than befora
® identifving aspects of his or her teaching to waork on in the futurs

» questions ahout what should be done; asking for information: or asking how to do things
» king for reasons e.g.asking why plannad lessons may be no more successful than unplanned ones

* Disclosing information about their personal life, familv: or sharing their photos anline.

® Thanking people in responss o their comments.
* Describing what should be done on a job interview.
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APPENDIX 3

DIFFERENCE BETWEEN DESCRIPTIVE AND CRITICAL REFLECTION

Differences between descriptive and critical reflection (adapted from Ho and Richards,

19493)
Reflection Category Diescriptive Critical Reflection
1. THEORIES OF
TEACHING
(a) Theories/haliafs about o A haliaf/ A justification
teaching and learning conviction
®  An expert’s view A personal opinion
(b} Applying theories to * How a theory was Contradictions
classroom practice applied between theory and
practice
How theories
changed
2. APPROACHES AND * Approaches and The teacher’
METHODS methods in knowled ge:
teaching pedagogical and
experience

3. EVALUATING
TEACHING

4. SELF-AWARENESS

5. QUESTIONS ABOLT
TEACHING

¢ Thecontent of the
l=zs0n

* The learnars

# Theschool context

*  Solutions to
problems by

seeking solutions
from experts

*  Asking for advice

Sociopolitical context

Evaluating lessons:
positivamegative

Dizgnosing

problems: e.g.
students/class
interaction: teacher
problems

Solutions to problems

Alternative ways of
presenting lesson
Deciding on a plan

Perception of self as
ateacher
Recognition of
personal growth
Setting personal
goals

Asking for reason
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