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ABSTRACT 

 

 

EXPLORING PRE-SERVICE EFL TEACHERS’ COGNITIONS ABOUT 

TEACHING SPEAKING: A MULTIPLE-CASE STUDY 

 

 

ÜNAL YILMAZ, Hamide Nur 

Ph.D., The Department of English Language Teaching 

Supervisor: Assoc. Prof. Dr. Betil ERÖZ 

 

 

July 2026, 258 pages 

 

 

Teacher cognition refers to what teachers know, believe, and think (Borg, 2006), which 

shapes their instructional decisions and classroom practices. This qualitative multiple 

case study examines five pre-service EFL teachers’ beliefs, conceptions, and 

pedagogical knowledge concerning the teaching of speaking, and how these develop 

through teacher education and practicum experiences.  The study draws on data from 

semi-structured interviews, stimulated recall interviews, and reflection papers. At the 

end of their junior year, having completed core methodology courses, participants were 

interviewed regarding their language learning histories, teacher education experiences, 

and beliefs about teaching speaking. At the beginning of their senior year, they 

participated in a five-week “Speaking Club” project, teaching speaking to 

intermediate-level students, observing peers, and engaging in reflection sessions. 

Stimulated recall interviews were conducted to examine their instructional decisions 

and the underlying reasoning behind them. At the end of their senior year, a final round 

of interviews investigated how participants synthesized their practicum experiences 

and their teacher education to reshape their beliefs, assumptions, and instructional 

reasoning regarding teaching speaking. Conducted over the course of a year, the study 
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enabled us to trace how participants’ cognitions about teaching speaking evolved 

through hands-on experience, social interactions, and reflections on their language-

learning histories. The data were analyzed using Borg’s (2006) framework alongside a 

sociocultural perspective, enabling the examination of how pre-service teachers’ 

cognitions are formed, mediated, and reshaped through interaction, reflection, and 

engagement in pedagogical practice. The findings suggest that their cognitions are 

enhanced through socially mediated and practice-oriented teacher education 

experiences.  

 

Keywords: Teacher cognition; pre-service teachers, teaching speaking; EFL 
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ÖZ 

 

 

İNGİLİZCEYİ YABANCI DİL OLARAK ÖĞRETECEK ÖĞRETMEN 

ADAYLARININ KONUŞMA ÖĞRETİMİNE YÖNELİK BİLİŞLERİNİN 

İNCELENMESİ: ÇOKLU DURUM ÇALIŞMASI 

 

 

ÜNAL YILMAZ, Hamide Nur 

Doktora, İngiliz Dili Öğretimi Bölümü 

Tez Yöneticisi: Doç. Dr. Betil ERÖZ 

 

 

Temmuz 2026,  258 sayfa 

 

 

Öğretmen bilişi, öğretmenlerin ne bildiklerini, neye inandıklarını ve ne düşündüklerini 

ifade eder (Borg, 2006). Dil eğitimi bağlamında bu bilişler öğretimsel kararların ve 

sınıf içi uygulamaların şekillenmesinde kritik bir rol oynamaktadır. Bu nitel çoklu 

durum çalışması, beş İngilizce öğretmen adayının konuşma öğretimine yönelik 

inançlarını, kavramsal anlayışlarını ve pedagojik bilgilerini ve bunların öğretmen 

eğitimi ile staj deneyimleri sürecinde nasıl geliştiğini incelemektedir. Çalışmanın 

verileri, yarı yapılandırılmış görüşmeler, uyarılmış hatırlama görüşmeleri ve yansıtma 

yazılarından elde edilmiştir. Temel metodoloji derslerini tamamlamış olan 

katılımcılarla, üçüncü sınıflarının sonunda, dil öğrenme geçmişleri, öğretmen eğitimi 

deneyimleri ve konuşma öğretimine yönelik inançları hakkında görüşmeler 

yapılmıştır. Dördüncü sınıfın başında katılımcılar, orta düzeydeki öğrencilere konuşma 

dersi verdikleri, akranlarını gözlemledikleri ve akran yansıtma oturumlarına 

katıldıkları beş haftalık bir “Konuşma Kulübü” projesinde yer almışlardır. Derslerden 

sonra, öğretimsel kararlarını ve bunların arkasındaki temel gerekçeleri incelemek 

amacıyla uyarılmış hatırlama görüşmeleri gerçekleştirilmiştir. Son sınıflarının 
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sonunda yapılan yarı yapılandırılmış görüşmelerde ise katılımcıların, konuşma 

öğretimine yönelik inançlarını, varsayımlarını ve pedagojik muhakemelerini yeniden 

şekillendirmek için staj deneyimlerini ve öğretmen eğitimi süreçlerini nasıl 

sentezledikleri araştırılmıştır. Bir yıllık bir süre zarfında yürütülen bu çalışma, 

katılımcıların konuşma öğretimine ilişkin bilişlerin sosyal etkileşimler ve kendi dil 

öğrenme geçmişlerine yönelik yansıtmaları aracılığıyla nasıl geliştiğinin zaman içinde 

izlenmesine olanak tanımıştır. Veriler, Borg’un (2006) çerçevesi ve sosyokültürel 

perspektif bir arada kullanılarak analiz edilmiş; böylece öğretmen adaylarının bilişsel 

yapılarının etkileşim, yansıtma ve pedagojik uygulamalara katılım yoluyla nasıl 

oluştuğu ve nasıl yeniden şekillendiği incelenmiştir. Bulgular, öğretmen adaylarının 

bilişlerinin sosyal olarak yapılandırılmış ve uygulama odaklı öğretmen eğitimi 

deneyimleri aracılığıyla güçlendiğini ve geliştiğini göstermektedir.  

 

Anahtar Kelimeler: Öğretmen bilişi; hizmet öncesi öğretmenler, konuşma becerisinin 

öğretimi; EFL 
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CHAPTER 1 

 

 

INTRODUCTION 

 

 

This multiple qualitative case study focuses on pre-service EFL teachers’ cognition of 

teaching speaking and the influences on their teacher cognition. This chapter 

elaborates on the background to the study, the research problem, and the aim of the 

study.     

 

1.1.  Background to the Study 

English is one of the most widely spoken languages globally. Therefore, many 

countries begin teaching English to their citizens in primary school. Türkiye is one of 

these countries. The Ministry of National Education in Türkiye (MoNE) published a 

new version of the English Language Teaching Program for primary and secondary 

schools. In this latest version of the document, there is an emphasis on spoken language 

and communication. It encourages English teachers to teach language as a means of 

interacting with others (MoNE, 2018). However, reality differs significantly from what 

the program suggests. Türkiye is ranked among the lowest in English proficiency in 

Europe, according to Education First (2023; 2024; 2025). These reports also classify 

it as a low-proficiency country for three consecutive years. In addition to low overall 

proficiency, spoken language instruction in K-12 education receives the least attention 

in public schools (Aksoy, 2020; Demir-Ayaz et al., 2019; Özmat & Senemoğlu, 2021; 

Türkiye Ekonomi Politikaları Araştırma Vakfı [TEPAV] & British Council, 2013). 

Communicative language teaching practices do not yield success due to contextual 

constraints such as class sizes, exam-oriented instruction, and spatial constraints 

(Kerimoğlu & Altun, 2026; Yanık & Ünal, 2025). All these studies highlight the 
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insufficient focus on oral proficiency. Language education in Türkiye does not 

adequately emphasize communication skills.  

Even in higher education, only a small percentage of university graduates speak 

English, despite many universities claiming to use English as a medium of instruction. 

Some universities report that 30 percent or more of their classes are taught in English. 

A 2015 report by the British Council states that university students do not speak much 

in English classes, and there is little interaction among students, which leads to low 

speaking confidence and passive classroom behavior. Similarly, Tuzcu Eken’s (2021) 

comparative study found that Turkish students ranked last among five countries in 

TOEFL iBT scores; their speaking scores were the lowest despite receiving more 

English instruction hours than students in other countries during their compulsory 

education. Another study on higher education language proficiency revealed similar 

findings. Karaman and Bakırcı (2010) conducted a comprehensive analysis of issues 

in Türkiye’s higher education system. Notably, the requirement for English language 

proficiency has been identified as a major issue, as many students lack the necessary 

level of proficiency.    

Teaching speaking in Türkiye has been a controversial topic for a long time. Not only 

do students struggle to speak, but English as a Foreign Language (EFL) instructors 

also tend to avoid it due to its complex and intangible nature. Kabadayı (2013) 

conducted a study on the professional development needs of one hundred EFL 

instructors at a state university in Türkiye, and she found that the instructors regarded 

speaking as the most problematic skill to teach and assess. Similarly, Karagedik (2013) 

investigated the opinions and teaching practices of 11 instructors at a state university 

who received an in-service teacher training program on teaching speaking. The 

participants stated that they needed this training since teaching speaking had always 

been overlooked during their teacher education program and at the institution where 

they worked.  

Although English is central to academic instruction in many universities, explicit 

training in teaching speaking during teacher education programs is often overlooked. 

This oversight is especially ironic in the context of Türkiye. On paper, this should not 

be the case since MoNE explicitly promotes a communicative approach to language 
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education. In fact, students begin learning English in the second grade and receive ten 

years of instruction over their 12 years of compulsory education. However, previous 

studies show that speaking and overall proficiency remain problematic in Türkiye. The 

situation is somewhat better in some private schools and select public schools. 

Students interested in language-related fields, such as those in the English Language-

Oriented Course (ELOC), can choose a language track at the end of their sophomore 

year of high school and receive a more intensive language education, taking up to 12 

hours of English per week for two years. Even so, these students rarely encounter 

opportunities to improve their oral skills (Bakay & Saka, 2020; Can & Dursun, 2019). 

This is because the national university entrance exam tests ELOC students mainly on 

grammar, reading comprehension, and vocabulary, with no focus on speaking or 

production skills. As a result, schools and language teachers do not emphasize these 

skills, leading to weak oral proficiency. This creates a challenge for universities in 

Türkiye that use English as a medium of instruction (EMI). Although they have a 

preparatory program, one year is not enough to adequately develop all language skills.  

The state university where this study was conducted offers a four-year English 

Language Teaching (ELT) program and is also an EMI university. The university 

administers an English proficiency exam (EPE), which, until December 2025, included 

only reading, listening, and writing sections. Students are required to score 59.50 to be 

exempt from the preparation year, but this threshold is 69.50 for ELT students. ELT 

students, like other students, must pass the proficiency exam; if they do not, they must 

attend the university’s preparatory school. They improve their English skills over one 

year and aim to score 64.50 points to pass the EPE. Some of the participating pre-

service teachers (PSTs, from this point on) had previously studied in the preparatory 

school, but when they took the exam, the proficiency test did not include a speaking 

component, so their oral proficiency was never officially assessed.  

Alageyik (2020) compared ELT students who skipped preparatory school with those 

who attended it at the same university, focusing on their perceptions of speaking 

abilities, academic achievement, and other aspects. She discovered that 111 out of 239 

registered students attended preparatory school, and those students viewed the Spoken 

English I course as the most challenging course in their first year. Additionally, out of 

the 61 students who participated in the study, 21 rated their speaking skills as fair, 



4 

while 27 rated them as good. Only three considered their skills poor, and 10 students 

rated themselves as very good. Aside from ELT students, preparatory students at the 

same university also struggled with speaking English. Similarly, Çağatay (2015) 

conducted a study on foreign language anxiety among prep school students at the same 

university and found that most experienced moderate anxiety, with female students 

feeling it more. Likewise, a 2013 curriculum evaluation report by the university’s 

School of Foreign Languages Department highlighted that speaking was the weakest 

skill among students, and neither most students nor most instructors considered them 

competent in speaking. Based on these findings, it can be said that students in the 

preparatory program need more speaking practice, as many are anxious about speaking 

in English, and most PSTs lack confidence in their speaking abilities. Furthermore, 

although the university is an EMI institution, speaking assessments were not included 

in its proficiency exam until December 2025. Despite an emphasis on developing oral 

skills in the preparatory curriculum, there are very few materials dedicated to teaching 

speaking. Instead, skills-integrated coursebooks, which include some speaking 

components intermittently, are used in class. However, in 2023, as part of a curriculum 

renewal project, speaking became more prominent in both the curriculum and 

assessment. A speaking component was added to the proficiency exam, and materials 

focused on speaking are now being developed for the preparatory school.   

Even if prospective English teachers do not attend prep school, they can take several 

courses offered by the ELT program that focus on developing their speaking skills: 

Listening and Pronunciation, Oral Expression and Public Speaking, Spoken English, 

and English for Academic Purposes  II (offered by the Modern Languages Department 

and mandatory for all students from every department). The Listening and 

Pronunciation course covers a wide range of topics, such as phonetics and listening 

skills, aiming to equip students with advanced listening and communication abilities. 

The Oral Expression and Public Speaking course includes various topics, such as job-

related oral and written skills and preparing and delivering speeches, with the main 

goal of improving students’ presentation skills. English for Academic Purposes II is 

not specific to the ELT department; it is a requirement for all departments. Their 

primary objective is to help students understand the structure of academic 

presentations and deliver them confidently. Spoken English shares similar goals with 

the other courses.  
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Overall, these courses aim to enhance PSTs’ oral proficiency. However, due to the 

COVID-19 pandemic in 2020, a portion of the participants’ teacher education 

coursework shifted to an online format and altered the standard delivery and continuity 

of their coursework experiences.  

Preparing PSTs to teach speaking requires specialized pedagogical training, which is 

introduced in more detail later in the program. With regard to learning how to teach 

speaking, the program starts offering pedagogy-focused courses more extensively in 

the junior year. In the junior year, ELT students take two courses called ELT 

Methodology I and ELT Methodology II, in which they learn how to teach four skills, 

reading, listening, writing, and speaking, and two sub-skills, grammar and vocabulary, 

in an integrated way. For each main skill, three weeks are allocated. In the first week, 

there is an input session, while in the second, the professor teaches a demo lesson. In 

the third week, the students teach demo lessons. These courses are two of the most 

important courses in their professional coursework since, as a requirement of these 

courses, they encounter their first teaching experiences in front of their professors and 

classmates. Each skill can be allocated a certain amount of time, and not all the students 

can do a speaking micro-teaching due to the number of students. However, it is 

important to note here that following an earthquake in February 2023, the schools 

switched to online education again, and the junior-year participants in this study took 

most of the ELT Methodology II and many other courses online for a while. In the 

middle of the spring semester, the schools were reopened, but the students did not have 

to attend the classes, and most instructors kept teaching remotely, all of which may 

have negatively affected the quality of their teacher education. After receiving 

pedagogy-focused courses, together with many other courses, the PSTs apply their 

theory into practice in their senior year; that is, PSTs start their practicum teaching in 

their last year. They observe real classes for six hours a week for two semesters and 

teach four classes in total, which are assessed. The schools where they do their 

practicum can differ between semesters. Due to the lack of emphasis on oral 

proficiency in public schools, which was mentioned before, these PSTs do not always 

get the chance to teach speaking or observe it being taught.    

Consequently, when PSTs lack both instructional opportunities and sufficient 

preparation, the problem of inadequate speaking instruction persists. In other words, if 
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prospective English teachers do not receive enough training on teaching speaking or 

have a good mastery of spoken language, then this cycle of speaking being an issue in 

Türkiye cannot be broken. Clearly, to bridge the gap between the national language 

curriculum and reality, PSTs need to be trained to deliver this type of education. This 

points to the pivotal role of English teachers, given Borg’s (2015) assertion that 

teachers teach their students how they were taught. According to Borg (2006; 2015), 

their teacher training or teacher education greatly impacts their current classroom 

practices. Another factor that influences their decision-making processes is the 

institutions where they work (Öztürk & Gürbüz, 2017). All of these influences and 

many more mold teachers’ cognitions about teaching speaking, influencing their 

teaching practices. For that reason, teachers should be examined over a long time to 

understand how teacher cognition is shaped and changed, both in and outside the class. 

1.2.  Statement of the Problem 

Thornbury (2005) claims that knowing a language does not necessarily entail speaking 

it. However, knowing and speaking a language were long treated as synonymous in 

second-language teaching. As a result, speaking came to be seen as the ultimate 

measure of language proficiency. For many second- or foreign-language learners, 

mastery of this skill is a priority. Therefore, learners frequently use perceived 

improvement in spoken-language proficiency as an indicator of both their language-

learning progress and the usefulness of their English course (Richards, 2008). Türkiye 

has also been affected by this view of language learning. In 2013 and 2018, the national 

English curriculum was reformed to make it more communicative and interactive for 

learners. However, several studies have revealed that what was happening in 

classrooms was not aligned with the fundamental principles of the new curriculum due 

to insufficient hours allotted for English classes and the difficulty of assessing speaking 

(Aksoy, 2020; Demir-Ayaz et al., 2019; Özmat & Senemoğlu, 2021). Another study 

that points out the shortcomings of teaching speaking in Türkiye is Tuzcu Eken (2021), 

which highlights the mismatch between the expectations of the national curriculum 

and the requirements of the national examination. When this is the case in Türkiye, it 

is highly necessary to take a closer look at how teachers are trained and their cognitions 

about teaching speaking, since everything they do in their classes goes through a 

thought process that is affected by many factors. As Borg (2009) suggests,  
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we cannot properly understand teachers and teaching without understanding the 

thoughts, knowledge, and beliefs that influence what teachers do. Similarly, in 

teacher education, we cannot make adequate sense of teachers’ experiences of 

learning to teach without examining the unobservable mental dimension of this 

learning process (p. 163).  

Investigating the language teacher cognition of the PSTs of the university where this 

study was administered is particularly important as teaching speaking becomes even 

more significant in EMI universities in Türkiye, and this state university is a very well-

known one in Türkiye. Moreover, when a needs analysis was conducted at that 

university in 2003, it was found that the students in almost all departments had poor 

oral proficiency. On the other hand, the graduates needed more daily speaking practice 

since they had difficulty in spontaneous speaking incidents. As part of a curriculum 

renewal project, another report was published in 2013, which revealed that speaking 

was the weakest skill of preparatory school students. Also, similar to the needs-analysis 

report, the graduate students believed that the university did not develop their speaking 

skills and that they lacked confidence in speaking. Another study conducted at the 

same EMI university demonstrated that communicative skills were needed the most 

by the students to be employed more easily. The participants in this study also 

mentioned that the lectures were not interactive; that is, the students passively listened 

to the instructors most of the time  (Yılık & Tanrıverdi Köksal, 2026).  

Similarly, Kamalı (2012) also claimed that despite years of studying, the university’s 

students still had problems speaking in English. Lozovska-Güneş (2010) investigated 

the attitudes of ELT students and faculty members at three universities, including the 

institution where the present study was conducted, toward the teaching and assessment 

of speaking. The results showed that most pre-service EFL teachers were anxious 

about giving oral presentations in class, which affected their attitudes towards speaking 

negatively. Another study about foreign language anxiety of PSTs also found similar 

findings. The author asserts that “anxious preservice teachers experience significant 

levels of language anxiety to a degree that may cause them to avoid using the target 

language and language-intensive teaching practices in their classroom experience” 

(Tum, 2015, p.627). Because the participants are pre-service English teachers, the 

researcher suggests that teacher trainers take active steps to reduce their anxiety by 

listening to them and providing consistent support.  
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According to Varol’s (2018) study of 32 senior-year ELT students, PSTs feel the need 

to develop their oral competence more than others. Similarly, Dağtan and Cabaroğlu 

(2021) investigated the oral competence of ELT students through a nationwide survey 

and found that they did not feel competent in speaking. More recently, Yıldız et al. 

(2026) found that ELT students in their study reported that they felt least confident in 

communicative skills.  Teachers tend to avoid teaching the subject matter they do not 

feel confident in. Therefore, this can be a problem after these PSTs graduate.  

This lack of self-efficacy is often a byproduct of systemic educational gaps; 

consequently, Öztürk and Aydın (2019) urge policymakers to transition to more 

practice-based teacher training programs and criticize current programs for prioritizing 

theory over practice. Based on these studies, the Speaking Club was born out of a need 

for speaking practice in higher education, both for preparatory students and pre-service 

EFL students at the university.  

The researcher is an instructor working at the same university where this study was 

conducted. She has been working at the preparatory school for more than four years. 

Based on her observations and more than 10 years of teaching experience, she chose 

to investigate this issue, drawing on the view that teachers’ ideas, beliefs, and 

ideologies play an important role in shaping their approaches to teaching speaking 

(Borg, 2015).  In this case study, five pre-service EFL teachers participated in a project 

called the Speaking Club, in which they taught speaking to 16 intermediate-level EFL 

students for five weeks. Providing experiences where PSTs can test their theories in 

practice is important, e.g., microteaching, classroom simulations (Calderhead & 

Robson, 1991).  

How these PSTs choose to teach speaking,  what they believe about teaching speaking, 

and how these beliefs and practices are affected by social interactions can reveal a lot 

about how their cognitions are shaped over time. Exploring the principles that teachers 

express about their classroom practices can enrich observational research by moving 

it beyond mere description toward explaining and understanding the reasons behind 

teacher behavior (Breen et al., 2001). Furthermore, this study draws on Borg’s (2006) 

framework of teacher cognition in conjunction with a sociocultural perspective to 

analyze the findings. The integration of these two approaches is relatively uncommon 
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in the field (Li, 2020), yet it offers a more comprehensive understanding of teacher 

cognition. Employing a sociocultural lens enables a deeper exploration of the dynamic 

interplay between teachers’ mental processes and the social and contextual factors that 

shape them (Johnson, 2009; Li, 2020). It is anticipated that analyzing these cases 

through this combined framework will provide richer insights into the nature of 

language teacher cognition and contribute meaningfully to the existing body of 

research. Ortaçtepe Hart and Aydınlı (2023) urge Turkish scholars to adopt a 

sociocultural lens in their language education studies as this lens can help them view 

EFL matters in a socially dynamic way. Finally, as several studies have highlighted the 

limited amount of research on teacher cognitions related to teaching speaking warrants 

further investigation (Borg, 2006; 2015; Wang & Zhang, 2024). Therefore, this study 

can shed some light on this relatively underinvestigated area of language teaching.  

1.3.  Teacher Cognition 

The concept of cognition gained prominence with the rise of cognitive psychology and 

ethnographic and qualitative methodology. Before this shift, research largely examined 

teachers’ observable behaviors to explain classroom processes. The realization that 

teachers’ mental lives, their thoughts, reasoning, and decision-making, were central to 

teaching effectiveness marked a turning point in educational research. This recognition 

laid the foundation for the field of teacher cognition, emphasizing the need to explore 

what teachers think in order to improve both teaching and learning (Borg, 2006).  

Emerging in the 1970s, teacher cognition research positioned teachers as thoughtful 

decision-makers whose actions could not be fully understood without examining their 

internal processes. By the late 1980s and 1990s, attention expanded to include 

teachers’ beliefs and knowledge, which became central concerns in the field and began 

to influence research on language teaching from the mid-1990s onward. Since then, 

studies have increasingly focused on the broad range of factors encompassed within 

teacher cognition, including teachers’ knowledge, thoughts, attitudes, emotions, and 

beliefs (Li, 2017). 

Research from this period highlighted the complex relationship between beliefs and 

practices. While beliefs strongly influence teaching, they do not always translate 
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directly into classroom actions, as various external and contextual factors may 

constrain teachers’ practices (Borg, 2003; 2006; Borg & Sanchez, 2020).  

Consequently, teachers’ actions sometimes diverge from their stated beliefs. Despite 

this complexity, scholars argue that understanding teacher cognition is essential, since 

what teachers think and believe shapes nearly every aspect of classroom life and 

professional growth (Williams & Burden, 1997). Despite the profound influence of 

these internal cognitive frameworks, the practical assessment of a teacher’s 

effectiveness often relies on a more visible metric. In other words, teacher quality is 

often assessed primarily through classroom performance, as observable actions 

directly affect student learning. Yet, effective teachers are also expected to be aware of 

their cognitive processes, especially their beliefs, and to reflect on how these align with 

their practices. Reflective capacity, which involves analyzing teaching and recognizing 

its underlying influences, has thus been identified as a crucial dimension of teacher 

quality (Li, 2020). 

Building on this perspective, teacher cognition research has sought to answer 

fundamental questions about what teachers know and believe, how these cognitions 

develop, and how they interact with both professional learning and classroom practice. 

Teachers’ prior experiences as learners, combined with their professional education, 

significantly shape their cognitions, which in turn influence their teaching throughout 

their careers. As Borg (2019) emphasizes, the aim of teacher cognition research is not 

only to document these internal processes but also to examine their impact on teacher 

development. Similarly, Richards and Schmidt (2010) define teacher cognition as the 

body of research and theory concerned with teachers’ thinking processes, beliefs, and 

decision-making during lesson planning, delivery, and evaluation. They, along with 

Clark and Peterson (1986), argue that understanding these internal processes is critical 

to improving teacher education and illuminating classroom dynamics that affect 

student success. 

Studies in this area have significantly expanded the understanding of the complexities 

of language teaching and teacher education. Li (2020) highlights the contribution of 

language teacher cognition research to both teacher learning and the refinement of 

teacher education. Despite differing perspectives and methodologies among scholars, 
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there is consensus that this line of inquiry has helped identify pedagogical challenges, 

supported teacher professional development and enhanced understanding of classroom 

instruction at the micro-level (Li, 2017). Over time, the field has grown from a 

relatively new area into a well-established body of research. 

Today, teacher cognition research encompasses multiple dimensions of teachers’ 

professional lives. These include not only beliefs and classroom decision-making but 

also teachers’ knowledge, understandings, identities, emotions, and related areas. The 

richness and scope of this research continue to provide valuable insights into the 

interplay between what teachers think, what they do, and how they grow as 

professionals (Wang & Zhang, 2024). Finally, Pınar et al. (2021) investigated the 

influences of teacher learning in Türkiye and found that cognition and emotion play 

the biggest role compared to the other influences, which warrants further investigation 

of these two concepts.    

1.4.  Purpose of the Study 

The areas that language teacher cognition research can focus on are vast since language 

teachers can have beliefs, assumptions, and understandings about any aspect of 

language learning and teaching. However, the volume of literature investigating 

language teacher cognition of teaching speaking is relatively scarce compared to skills 

like grammar and literacy (Borg, 2009; Wang & Zhang, 2024). Creswell (2007) argues 

that the need to add to or fill in a gap in the literature is the strongest and most scholarly 

rationale for a study.  

To address this gap, this multiple-case study examines how pre-service EFL teachers’ 

beliefs and pedagogical understandings concerning the teaching of speaking develop 

through initial teacher education, early teaching experience, and practicum 

participation. It is now well established that researchers whose purpose is to 

understand teachers and teaching need to “study the psychological processes through 

which they make sense of their work” (Borg, 2006, p. 7).  

However, the goal of a study should never be to investigate whether inconsistencies 

between language teachers’ cognitions exist or not. Drawing a conclusion that what 

teachers say and do contradicts would be an oversimplification of the matter. The goal 
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should be to paint an accurate picture of these cognitions and the processes they go 

through and question why they do what they do to gain more insights into their mental 

lives. Also, it is suggested by Barrit (1986, as cited in Creswell, 2007), the rationale 

behind a study 

is not the discovery of new elements, as in natural scientific study, but rather 

the heightening of awareness for experience which has been forgotten and 

overlooked. By heightening awareness and creating dialogue, it is hoped 

research can lead to better understanding of the way things appear to someone 

else and through that insight lead to improvements in practice. (p. 20) 

Therefore, this multiple-case study examines Turkish pre-service EFL teachers’ beliefs 

and pedagogical knowledge concerning speaking instruction and explores how these 

develop through social interactions, initial teacher education and teaching experiences. 

In a recent review, Ortaçtepe Hart and Aydınlı (2023) suggest employing a 

sociocultural lens in the EFL studies in Türkiye since there is a scarcity of research 

that utilizes the sociocultural perspective in that context. Other review articles written 

about the research trends and preferences in Türkiye reveal that there is avoidance 

when it comes to longitudinal studies (Köksal & Razı, 2011; Aydınlı & Ortaçtepe, 

2018) and studies about speaking (Alptekin & Tatar, 2011), so this study can fill a 

niche in the literature on language teacher cognition.  

Also, this study aims to find out whether/how their cognition of teaching speaking 

changes over one year. Therefore, their beliefs about teaching speaking are compared 

to those after they complete their practicum. In addition, the influences contributing to 

the changes in their teacher cognition are investigated. To be able to achieve these 

aims, the research seeks the answers to the questions below: 

1. How do pre-service EFL teachers’ cognitions concerning the teaching of speaking 

develop through their language learning histories and teacher education 

experiences?  

2. How are these cognitions reflected in, challenged by, or revised through their 

experiences of teaching speaking?  

3. How do social interactions with former language teachers, teacher educators, 

practicum mentors, peers, and students contribute to pre-service EFL teachers’ 

cognitions regarding teaching speaking? 
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1.5.  Significance of the Study 

Language teacher cognition research can inform language teacher education research 

in terms of the factors affecting teachers’ cognitions and, consequently, student 

learning. Since these two areas of research are not irrelevant to each other, they can 

 mutually inform and benefit from each other. As Johnson (2006, p. 236) has indicated 

before, “many factors have advanced the field’s understanding of L2 teachers’ work, 

but none is more significant than the emergence of a substantial body of research now 

referred to as teacher cognition”. Language teacher cognition studies illustrate the 

complexities that impact teachers’ actions. Therefore, doing these studies can shed 

more light on what is happening in language classrooms and how these relate to 

teachers' mental lives. Calderhead (1996) emphasizes the contributions of teacher 

cognition research in understanding the complex collection of factors that influence 

both teachers’ learning and teaching. The studies done in this area revealed the 

elaborate nature of the knowledge and beliefs teachers hold and how even the 

experiences outside teaching can exert an influence over how teachers think about their 

work and shape their cognitions about it. Another finding of these studies is the 

uncovering of the various processes of knowledge growth regarding learning to teach. 

The findings of the current study should make an important contribution to the field of 

English language teaching in many ways.  

First of all, there is no longitudinal study on pre-service EFL teachers’ teacher 

cognitions of teaching speaking in Türkiye to the best of the researcher’s knowledge. 

Observing how this phenomenon changes over time can provide more insights into 

teachers’ minds, pedagogical reasoning processes, and how teacher education should 

be adapted according to teachers’ expectations and needs (Borg, 2006). Wang and 

Zhang published a review article delving into the trajectory of language teacher 

cognition, and they reviewed 54 articles written in the last fifteen years. They 

concluded that there has been a gap in the literature with regard to teacher cognitions 

about teaching speaking as well as the low number of longitudinal studies (2024). 

Similarly, according to Borg (2015), the scarcity of research into teacher cognitions 

about teaching speaking should be the focal point of further studies. Zhao and Zhang 

(2022) also mention the same shortcoming of the field of teacher cognition in their 
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detailed review. Moreover, the teacher cognition research agenda remains limited, as 

it often relies on cross-sectional comparisons rather than tracing how cognition 

evolves. Longitudinal research is particularly valuable for examining how PSTs’ 

beliefs and pedagogical understandings develop, interact with experience, and change 

over time. Short-term studies may capture participants’ views at a particular point, but 

 they are less able to trace developmental patterns across coursework, early teaching 

experiences, and practicum contexts. Addressing this limitation, the present study 

provides a year-long examination of Turkish pre-service EFL teachers’ beliefs and 

pedagogical knowledge concerning speaking instruction. This focus is especially 

relevant in the Turkish context, where persistent challenges in the teaching and 

learning of speaking have been documented (Özmat & Senemoğlu, 2021; Tekir, 2021). 

In addition, Li (2023) asserts that exploring teacher cognition in different social and 

cultural contexts is a must since teachers from different social backgrounds can have 

diverging cognitions. Therefore, the present study is believed to fill this niche in the 

literature, hopefully making a contribution to it.   

Moreover, teaching speaking has been a problem in Türkiye for a long time (Özmat & 

Senemoğlu, 2021; Tekir, 2021). To tackle this problem, we need to address how 

prospective English teachers are trained. An examination of thirty theses and 

dissertations on teacher cognition available on the Council of Higher Education Thesis 

Center website, conducted within the Turkish EFL context at the time of this study, 

revealed that none of them directly addressed the cognitions of pre-service EFL 

teachers regarding teaching speaking as a primary focus.    

Therefore, this study is expected to provide valuable insights into the cognitions of 

pre-service Turkish EFL teachers regarding teaching speaking. Wang and Zhang 

(2024) also highlight the importance of investigating teacher cognition across diverse 

contexts to gain a deeper understanding of this continually evolving concept. Adopting 

Borg's (2006) framework alongside a sociocultural lens (Johnson, 2009; Li, 2020) to 

investigate the language teacher cognition of PSTs can yield richer, more situated 

findings. While teacher cognition has been studied in the Turkish EFL setting, this 

combined framework has rarely been applied to PSTs there, and the study contributes 

to the field in that respect. Li (2020; 2024) notes that sociocultural theory, despite its 
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growing influence, remains underused as a framework for investigating teacher 

cognition specifically, though recent work increasingly addresses this framework (e.g., 

activity-theoretic accounts; Peng, 2024). Sociocultural theory provides a means to 

explore questions such as how teachers construct knowledge and understanding 

through social interaction and professional practice, how contextual factors mediate 

their decision-making, and how they interpret learning and teaching processes. 

Johnson (2006) notes that teachers’ decision-making processes take place within 

“complex socially, culturally, and historically situated contexts” (p. 239). Several 

studies further explain that Vygotskian cultural-historical theory, now commonly 

referred to as sociocultural theory in applied linguistics, enables cognition to be 

examined holistically, that is, as inherently embedded in a social context Johnson et 

al., 2025; Golombek & Doran, 2014; Lantolf & Thorne, 2006). Therefore, addressing 

this issue within its context would yield more insightful findings.  

1.6.  The Organization of the Chapters 

This dissertation is organized into six main chapters: the introduction, literature review, 

methodology, findings, discussion, and conclusion. The opening chapter provides the 

background to the study, outlines the research problem, and discusses the overall 

purpose and significance of the investigation. The second chapter presents a review of 

the relevant literature, with particular emphasis on recent studies and theoretical 

perspectives related to teacher cognition. It examines the various dimensions of teacher 

cognition and explores the factors that shape and influence it. Moreover, the theoretical 

framework that is used for the study and data analysis is established. Chapter three 

details the methodology, explaining the rationale for adopting a case study design and 

describing the participants, data collection instruments, and procedures for data 

analysis. The fourth chapter is devoted to the presentation of findings, which includes 

the outcomes of individual case studies, the results of cross-case analysis, and the key 

generalizations and assertions that emerged. In the fifth chapter, these findings are 

compared with those of previous studies in the field, highlighting both similarities and 

differences. Finally, the concluding chapter discusses the broader implications of the 

study for English language teaching and pedagogy, outlines recommendations for 

future research, and acknowledges the study’s limitations. 
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1.7.  Definition of Terms 

English as a Foreign Language (EFL): It is “an abbreviation of English as a Foreign 

Language” (Richards & Schmidt, 2010, p. 190). It refers to the contexts in which 

English is not spoken and is taught as a foreign language.  

English as a Medium of Instruction (EMI): It is an abbreviation for English as a 

Medium of Instruction. It is used for educational institutions in which the language of 

instruction is English.  

Language Teacher Cognition: Borg (2019) defines teacher cognition as teachers’ 

beliefs, knowledge, thinking, and emotions, and the influence these internal constructs 

exert on their professional formation and ongoing development as educators. 

Multiple Case Study: When more than one case is investigated with a common 

central issue or phenomenon, this kind of study is called a multiple or collective case 

study (Stake, 2006).  

Obuchenie: Within Vygotsky's framework (1987), obuchenie conceptualizes teaching 

and learning as an indivisible, reciprocal interaction structured around a unified 

objective.  

Perezhivanie: Vygotsky (1994) defines perezhivanie as lived experience, comparing 

it to a prism. Rather than just reflecting external events, this internal prism refracts a 

person’s current environment through their unique subjective lens. 

Pre-service teacher: Borg (2015) defines pre-service teachers as “those engaged in 

initial teacher education programs (at undergraduate or postgraduate level) and who 

typically have no formal language teaching experience” (p. 58). In this study, PSTs 

acronym was used to refer to pre-service teachers.  

Sociocultural Theory: It is a theory that builds on the work of Vygotsky (1978; 1986), 

and it was defined as the idea that human mental processes develop through 

participation in social activities and through the internalization of culturally mediated 

tools and practices (Lantolf & Beckett, 2009).  
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2.1.  Conceptualizing Language Teacher Cognition 

The developments in cognitive psychology and the recognition of the fact that teachers 

play an active and central role in molding pedagogical processes led to the 

acknowledgment of the need to understand teachers’ mental lives in the late 1960s 

(Borg, 2006). Before that, the common conception of teaching was that it consisted of 

observable and quantifiable behaviors, and learning was a product of teaching. 

However, towards the end of the 1960s, three factors fueled the research into the non-

observable dimensions of teaching, i.e., teachers’ mental lives. First, advances in 

cognitive psychology made the link between thinking and behaving clearer. Second, 

researchers started to realize that teaching was too complex and demanding to be 

observed through behaviors only. What was going on in teachers’ minds, how these 

thoughts affected their conduct, and how they dealt with the challenges teaching posed 

had begun to be recognized. Third, the researchers started to recognize the need to find 

more generalizable models for teacher effectiveness and the limitations regarding 

quantifying distinct teacher behaviors (Borg, 2003; 2006). 

 As a step in that direction, Jackson (1968) conducted a study in the U.S. public 

schools, providing insights into the complexities and interactions between teachers and 

students and the daily life and social dynamics of classrooms.  His work is one of the 

most commonly cited works from that period that marked the change in research on 

teaching and teachers. He attempted to describe teachers’ mental lives and processes 

that govern teacher behavior. His work was significant because it was one of the first 

attempts to portray the mental lives of teachers, and it was done using qualitative 

research methods such as observations and interviews. In a similar vein, Smith and 

Geoffrey (1968) explored the realities teachers and students face in public schools on 
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a daily basis. This book provided some insights into how the teaching environment, or 

the context, can shape teachers’ behaviors as well as the interactions between teachers 

and students. They employed a qualitative case study to investigate the intricate 

classroom dynamics thoroughly. Although the aim of these studies was not to explore 

the mental processes of teachers, they still contributed to the teacher cognition field 

since they investigated the reasons and factors influencing teachers’ behaviors and 

decisions. 

In the 1970s, this paradigm shift started to become more evident. Dunkin and Biddle 

(1974) proposed a model to study teaching, which was a reflection of the research 

paradigm common in the 1970s. The model demonstrated the relationships between 

presage variables (teachers’ characteristics and previous experiences), context 

variables (learners’ personal characteristics), process variables (interactions between 

teachers and learners), and product variables (learning outcomes). This model aimed 

to portray classroom processes and form causality links between what learners achieve 

and the observable teacher and learner behaviors. Although this model took teachers’ 

personality traits, previous teaching experiences, and schoolwork into account and 

their effects on teacher behaviors, it had shortcomings since it did not refer to teachers’ 

mental lives and how these influenced their behaviors. This model reflected the 

standard approach to the study of teaching back then, but alternatives to this approach 

started to emerge in the following years. The National Institute of Education (NIE) in 

the United States held a conference on research on teaching. The conference 

committee’s report (1975) indicated the start of a research paradigm concerning 

teacher cognition. According to this report, teaching was no longer considered a 

mechanical job, and it was clear that their behaviors were greatly influenced by what 

they think, so investigating the relationships between thought and action is of utmost 

importance. Although there had been some progress towards understanding teachers’ 

cognitions, most of the studies in that decade were closely aligned with psychology 

rather than education.  

Shulman and Elstein (1975), both of whom had a great influence in advocating for a 

focus on the cognitive dimension of teaching and were critical individuals involved in 

the report by NIE, examined psychology studies regarding decision-making, problem-

solving, and judgment, and studied their pertinence to the study of teaching. The view 
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they adopted in this study set the tone for the consecutive work. Another study that set 

the course for teacher cognition research was the one by Clark and Yinger (1977). They 

examined the decision-making strategies of teachers and their cognitive processes, 

such as making judgments and planning. They highlighted how teachers exercise 

judgment regarding their instructional choices and express their thoughts in their 

actions. At the time of their study, prescriptive teaching models in which objectives 

were the starting point in planning, followed by learning activity selection and 

decisions about the organization and evaluation, were common. However, their study 

revealed that linear, rational models of teachers’ work were inadequate to account for 

the complex ways in which teachers make sense of a wide array of information and 

reach a decision.  This study once again demonstrated the potential of teacher cognition 

research in formulating theories of teaching grounded in an understanding of teachers’ 

actual thinking and practices.  

Building on the bases established in the previous decade, Clark and Peterson (1986), 

one of the most comprehensive studies back then, addressed the mental constructs and 

processes that lie beneath teacher behaviors. They explored how teachers think, make 

decisions, and prepare lesson plans in a detailed way. This work is significant because 

it contributed to understanding the cognitive processes in teachers’ minds, including 

how they prepare lessons and conduct them and how they reflect on their practices. It 

also intended to uncover teachers’ mental schemas and models while interpreting 

classroom situations. Similarly, Calderhead (1987) explored the complex mental 

processes teachers go through while making instructional decisions in the classroom 

and the types of knowledge they draw from in their work. Studies in this era led to the 

foundation of the International Study Association on Teacher Thinking (ISATT) in 

1983.  

Halkes and Olson (1984) outlined the perspective on teacher thinking in the 

introduction part of the proceedings book of the first ISATT conference as 

understanding the teaching processes should be the ultimate goal of teacher-thinking 

researchers rather than describing the qualities of an effective teacher. How teachers 

evolve the complexities and ambiguities they face in their subjective theories of 

knowing how to teach in a personally satisfying way can shed some light on the reasons 

behind their actual teaching practices. In other words, “what’s in the ‘mind’ of teachers 
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could explain classroom processes in one way or another” (p. 1).  Clark and Peterson 

(1986) criticize previous studies in this field on account of focusing only on 

experienced elementary teachers working in the USA and recommend that 

practitioners investigate the mental lives of novice teachers, working at different levels 

longitudinally since the research back then lacked continuity. Also, the common 

misconception in that period was that teachers’ decisions were solely influenced by 

their judgments of their students and the students' behaviors. However, reducing 

teacher thinking to an antecedent of student behavior was an oversimplification of the 

matter. A model including other factors was needed. They argue that when teachers' 

thought processes and their behaviors are brought together, only then can teachers' 

cognition be better accounted for. Clandinin and Connelly (1987) criticize teacher-

thinking research focusing only on the cognitive aspect of the concept. They believe 

that when affective and cognitive aspects are both examined, they can paint a better 

picture of the phenomenon. Also, not taking teachers’ biographical histories into 

account is a mistake because, without those, teacher cognition cannot be understood 

fully.  

In the 1990s, teacher cognition research started to gain momentum. Calderhead’s 

(1996) review on teacher beliefs and knowledge classifies the teacher cognition 

research of those years under three headings: (1) decision-making process, (2) 

perceptions and evaluations, and (3) knowledge and beliefs. Clandinin and Connelly 

(1996) tried to focus on the knowledge aspect of teacher thinking. They tried to outline 

that concept like Fenstermacher (1994) did, while scholars like Pajares (1992) and 

Kagan (1992) tried to draw the attention to teacher beliefs. In those years, there were 

a lot of attempts at defining these concepts. In her 1990 study, Kagan tried to draw the 

boundaries for the term teacher cognition since it was considered too broad or vague 

at the time. Moreover, the methods employed to examine this concept were also 

scrutinized in this study since it was seen as an intangible notion, which was held 

unconsciously in teachers’ minds.  

In the 2000s, the notion that teachers are active decision-makers who select teaching 

methods based on intricate, practical, personalized, and context-sensitive ideas, 

thoughts, and beliefs was widely recognized and accepted by the scholarly 

communities (Borg, 2003; 2006). In fact, in recent decades, teacher cognition has 
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emerged as a significant focus in language teacher education, as indicated by the 

increasing number of journal articles on the subject (over 800 since the year 2000). 

Also, some journals dedicated some of their issues to this concept only, such as 

Language Teaching Research (2010), System (2011), and The Modern Language 

Journal (2015). One significant reason for the surge in research on teacher cognition, 

spanning beyond language education to education as a whole, stems from 

acknowledging that teachers are dynamic decision-makers actively shaping classroom 

dynamics (Borg, 2015). In addition, findings from psychology have illustrated the 

significant impact of knowledge and beliefs on human behavior. This understanding 

underscores the importance of delving into teacher cognition as a fundamental aspect 

of comprehending the teaching process. Johnson (2006) points out that numerous 

elements have contributed to the advancement of comprehending the work of second 

language (L2) teachers. Yet, none holds greater importance than the rise of a substantial 

body of research commonly known as teacher cognition. Researchers have had 

different takes on the matter, but one thing that they all agree on is that investigating 

teacher cognition has contributed significantly not only to developing effective 

pedagogy but also to our understanding of classroom instruction at a micro-level and 

teacher learning alike (Li, 2017). Since teacher cognition can be influenced by a 

myriad of things, applying Bronfenbrenner’s ecological systems (1977; 1979) 

framework to teacher cognition could yield rich insights into this concept. How teacher 

cognition is affected by micro-, meso-, and macro-level influences can help researchers 

see the bigger picture.  

Overall, teacher cognition significantly shapes how teachers design their lessons, the 

choices they make during the teaching process, and the type of learning they foster in 

the classroom (Li, 2012).  Li (2017, p. 191) states that teacher cognition “is not a fixed 

entity but involves thinking, knowing, understanding, conceptualizing, and stance-

taking which is displayed in the professional encounters.” In this study, teacher 

cognition is used as an umbrella term covering many teaching aspects. Since it 

involves many sub-concepts that influence it, understanding those concepts and their 

effects on teacher cognition is of utmost importance. These concepts are often 

encountered in teacher cognition studies, and it is important to delineate them to better 

understand teacher cognition.  
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Some of these concepts are beliefs, attitudes, knowledge, and perceptions (Borg, 2006; 

Woods, 1996).  However, separating these concepts from each other should not be the 

goal of language teacher cognition research, as the lines among these concepts can be 

blurry at times. “In the mind of the teachers, these constructs are not held or perceived 

distinctively” (Borg, 2015, p. 34). To conclude, they complement one another and 

provide a better picture of teacher cognition (Borg, 2006). In the present study, teacher 

cognition is defined as the study of teachers’ mental and emotional processes and the 

ways these shape their professional development, identity, and practice throughout the 

process of becoming, being, and evolving as teachers (Borg, 2019). 

2.1.1. Beliefs 

Belief has been a “messy construct” to describe (Pajares, 1992, p. 307). The belief 

systems of each individual are different from each other, and they are heavily 

influenced by the affective and cognitive domains. Towards the end of the 20th century, 

there has been a growing interest in teacher beliefs since the notion that teachers 

merely master a set of principles established by experts has changed into the idea that 

they form their own workable teaching theories (Fang, 1996; Richards, 1998). This 

change in the paradigm is also because teaching has started to be conceptualized as a 

thinking activity rather than as an observable behavior (Borg, 2003).  

Abelson (1979) argues that belief systems include episodic materials from personal 

experiences, whereas Barcelos and Kalaja (2011) reviewed a range of international 

studies on beliefs and concluded that they are complex, fluid, and continuously shaped 

through interaction. Beliefs are influenced not only by personal experiences but also 

by wider political and social discourses. They are deeply connected with emotions, 

directed toward others, molded by reflection and learning opportunities, and closely 

intertwined with both knowledge and practice. Regarding teacher beliefs, Richardson 

(1996) defines belief “as a proposition that is accepted as true by the individual holding 

the belief” (p. 109) and also argues that students’ beliefs formed before the pre-service 

teacher education can influence what they learn while they are learning to teach. She 

identifies three categories of experience that affect the development of teacher beliefs 

and knowledge: personal and schooling experiences, and experience with formal 

knowledge.  
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At the start of the teacher education programs, PSTs can hold naive and unrealistic 

understandings of language learning and teaching (Borg, 2006). No matter how 

theoretically inaccurate or weak, these beliefs should be examined to gain more insight 

into their cognitions. According to Borg (2006), teachers’ beliefs are categorized under 

these headings: beliefs about learning, teaching, self, subject, learning to teach, 

teaching role, and learners. Johnson (1992) proposes that beliefs have a key role in 

shaping the instructional practices of teachers. Teachers’ beliefs can have a profound 

impact on their teaching practices. Nonetheless, their practices may not be in alignment 

with their beliefs all the time due to contextual constraints. Another important point is 

that high alignment between beliefs and practices does not equal a good teacher or 

good teaching. What matters more is how much they show awareness of these beliefs 

(Borg & Sanchez, 2020).  

Studying beliefs can yield so much insight into the inner workings of teachers’ minds. 

Breen et al. (2001) lay out these reasons why beliefs should be explored: The first one 

is that studying beliefs can complement studies relying on observations and provide 

an explanation of teachers’ actions, enabling research to go beyond description. 

Secondly, teachers’ beliefs constitute an experiential form of professional knowledge 

that can inform initial teacher education and foster reflective practice in ongoing 

professional development. It is now well established from a variety of studies that 

beliefs of language teachers have an impact on their pedagogical practices, 

instructional decisions, and the acceptance of new methods and approaches (Yuan & 

Lee, 2014). However, the beliefs formed during schooling experiences through 

“apprenticeship of observation” (Lortie, 1975) can be hard to change. Peacock (2001) 

also found similar findings after administering a belief questionnaire to a group of 

PSTs at the beginning, middle, and end of the teacher education program. While some 

deep-rooted beliefs remained the same, there were some changes in beliefs regarding 

grammar and error correction, which suggested that the impact of teacher education 

programs can be limited when it comes to changing beliefs. In contrast, some studies 

found that teacher education programs can cause a major shift in the belief system of 

PSTs (Cephe, 2009; Debreli, 2016; Kharlay et al., 2025; Özmen, 2012)  

How and in what ways their beliefs change was explored by Cabaroglu and Roberts 

(2000). They identified the ways PSTs’ beliefs change over a year in certificate course. 
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They classified belief changes or lack of it under eleven categories as shown in Table 

1. Yuan and Lee (2014) identified two more categories for belief change: modification 

and integration. In the former, the PSTs reshape their beliefs without complete reversal 

whereas in the latter, they combine new ones and old ones into a coherent system. 

Given that belief change is a complex and individualized process, teacher training 

programs that do not factor in teachers’ beliefs cannot be effective in influencing them 

(Borg, 2003).  

Moreover, Borg (2006) claims that how beliefs change organizationally and 

structurally can be observed better than how the content of the beliefs changes, and the 

tools used to provide evidence for this change or the lack of it matter as well. In the 

present study, beliefs are described as teachers’ expressions of their ideas, 

understandings, and knowledge, typically framed as judgments about what ought to be 

done, what ought to hold true, or what is considered most desirable, which is in 

alignment with Basturkmen et al.’s (2004) study.  

Table 1. Summary of Belief Development Processes (Cabaroglu & Roberts, 2000, p. 

393)  

Category label   Distinctive features 

Awareness/realization  Awareness of a discrepancy, conflict, or coherence 

Consolidation/confirmation  Strengthening of existing beliefs 

Elaboration/polishing  Reconstruction of beliefs by addition, omission, and 

so on; deepening of belief by additional dimensions 

Addition  Integration of new beliefs 

Re-ordering  Rearrangement of beliefs regarding their importance 

Re-labelling  Re-naming of a construct 

Linking up  Establishing a connection between constructs 

Disagreement  Rejection of existing beliefs or presented information 

Reversal  Adoption of the opposite of the previous belief 

Pseudo change  Pretended or false change in beliefs; not a real change 

No change  No apparent change or development in beliefs 
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2.1.2. Perceptions 

Perception is defined as “the recognition and understanding of events, objects, and 

stimuli through the use of senses” (Richards & Schmidt, 2010, p. 427). Da Silva 

(2005), on the other hand, defines perception “as a physical and intellectual ability 

used in mental processes to recognize, interpret, and understand events; an intuitive 

cognition or judgment; a way to express a particular opinion or belief as a result of 

realizing or noticing things which may not be obvious to others; insight, awareness, 

discernment, recognition, a set of understandings, interpretations and a way of 

knowing” (p. 2). Munby (1982) suggests that individuals’ perceptions are shaped by 

their existing schemas, conceptual frameworks, and prior beliefs and understandings. 

Teachers can have perceptions of many aspects of their jobs and themselves. Their 

perceptions illustrate how they view or interpret something or how much value they 

attribute to it. Perceptions are heavily influenced by teachers’ beliefs (Pajares, 1992). 

PSTs actively form views about learning and teaching based on their personal 

experiences forged out of their perceptions held before starting their teacher education 

(Borg, 2006).  

Da Silva (2005) explored the perceptions of three Brazilian pre-service Language Arts 

teachers regarding the teaching of the four language skills in EFL classrooms. Using 

classroom reports, interviews, lesson plans, and self-evaluations, the study found that 

although the trainees planned their lessons around a communicative, task-based 

framework, their classroom practices were not always consistent with its principles, 

particularly in speaking activities, which sometimes lacked genuine communicative 

purpose. The trainees noted the contextual factors that made it challenging for them to 

adhere to their principles. According to Pennington and Urmston (1998), along with 

contextual factors, teacher education programs can influence the perceptions of teacher 

trainees. However, some perceptions can remain the same throughout the program. It 

is now well established from a variety of studies that teachers’ perceptions can be 

influenced by teacher cognition (Borg, 2006; da Silva, 2005; Li & Walsh, 2011). 

However, Borg (2006) argues that perceptions are less necessary constructs to adopt 

in language teacher cognition, since there are already established notions and concepts; 

adding new ones can divert the focus of language teacher cognition research. 

Therefore, having a few but well-defined concepts is better for the field. While not a 
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central focus, perceptions are conceptualized here as embedded within the broader 

construct of teacher cognition, encompassing teachers’ understandings, interpretations, 

and evaluative stances toward teaching and learning. 

2.1.3. Attitudes  

Borg and Sanchez (2020) point out that teacher cognition research acknowledges that 

teaching is not comprised solely of observable behaviors but also of covert elements 

such as beliefs, knowledge, thoughts, emotions, and attitudes, all of which have an 

influence on what teachers do. An attitude is a learned mental and neural disposition, 

developed through experience, that guides and energizes an individual’s responses 

toward relevant objects or situations (Allport, 1967). Language attitudes refer to the 

feelings and evaluations that speakers of different languages or language varieties hold 

toward their own language or that of others. These attitudes, whether positive or 

negative, often stem from perceptions related to a language’s difficulty, prestige, 

aesthetic appeal, usefulness, or social status. In many cases, people’s attitudes toward 

a language also reflect their opinions about its speakers. Such attitudes can influence 

the process of second or foreign language learning, and studying them provides 

valuable insights for both language teaching and language policy or planning 

(Richards & Schmidt, 2010).  

When attitudes are investigated, students’ attitudes are generally the focus of the 

studies; however, teachers’ attitudes also play an important role in how they approach 

certain skills and how they feel about teaching them. They can have attitudes towards 

many parts of their jobs: their learners, the content, the methodology, and so on. 

Additionally, their attitudes can be affected by their prior learning experiences. 

Through pre-service teacher education, teaching experience, and socialization, it is 

possible to create a shift in attitudes (Richardson, 1996). Depending on whether their 

attitudes are positive or negative, this can be reflected in their practices, which makes 

them an important concept for language teacher cognition research. Abdulrazzaq 

(2023) administered a survey with open-ended questions to 10 EFL teachers and 42 

EFL students to collect data about their attitudes towards the value of teaching of 

speaking in their curriculum. It was found that both groups had a positive attitude 

toward teaching speaking while the teachers favored literacy skills more, so they 
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taught those skills more. Although the students expressed a need for more productive 

skill development, the curriculum heavily focused on literacy skills as well. Attitudes 

towards a language learning or teaching domain cannot be enough to explain a 

phenomenon since there are always other factors at play. Therefore, language teaching 

should be evaluated holistically.  However, attitudes are not an ineffective concept of 

teacher cognition. On the contrary, they can influence teachers’ views of their jobs and 

professional identities, which in turn can affect their practices. Qian et al. (2025) 

investigated the attitudes of EFL teachers on autonomy and professional development 

through classroom observations and a series of interviews. They found that teachers 

who held a positive attitude towards professional development promoted more 

autonomy in their classes while those who had a negative attitude towards professional 

development had a more teacher-centered approach in their lessons. These studies 

collectively suggest that teachers’ attitudes, whether toward specific language skills or 

broader aspects of professional growth, play a crucial role in shaping classroom 

practices. Understanding these attitudes within their institutional and sociocultural 

contexts is therefore essential for designing teacher education programs that foster 

reflective, autonomous, and balanced teaching practices. 

2.1.4. Knowledge 

Knowledge requires a valid warrant that distinguishes it from mere belief 

(Fenstermacher, 1994; Richardson, 1996). Munby et al. (2001) argue that the literature 

on teacher knowledge cannot come to an agreement on teacher knowledge, let alone 

the conceptualization of knowledge. However, according to Calderhead (1996), it is 

possible to put forward some categories. He lists five subcategories for teacher 

knowledge that highlight its multidimensional nature. These include knowledge of 

subject matter, which concerns understanding disciplinary concepts and structures; 

knowledge of the curriculum, which involves awareness of curriculum materials and 

objectives; and knowledge of learners, referring to insight into students’ needs, 

interests, abilities, and learning styles. In addition, teachers require knowledge of 

educational contexts, encompassing classrooms, schools, and broader social settings, 

as well as knowledge of the purposes of education, which addresses the aims, values, 

and goals that guide teaching. Together, these subcategories underscore the complexity 
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of teacher knowledge as extending beyond content and pedagogy to include learners, 

contexts, and educational purposes.  

Shulman (1986), on the other hand, identifies three key dimensions of teachers’ general 

knowledge that are central to the teaching process: subject-matter content knowledge, 

pedagogical content knowledge, and curricular knowledge. Subject-matter content 

knowledge involves both the substantive and syntactic structures of a discipline. 

Substantive structures refer to how the discipline’s core concepts and principles are 

organized to incorporate its facts, while syntactic structures represent the disciplinary 

“grammar” by which claims of truth, falsehood, validity, or invalidity are established. 

Pedagogical content knowledge relates to the strategies and methods through which 

ideas can be most effectively presented, represented, and made comprehensible to 

learners. Curricular knowledge, in turn, encompasses familiarity with alternative 

curriculum materials for a given subject or topic at a particular grade level, as well as 

awareness of the curricular content that students are studying simultaneously in other 

subjects. In the following year, Shulman (1987) expanded these knowledge categories, 

a table of which is provided below. Building on Shulman’s framework, Beattie (1995) 

proposed a fourth dimension, personal practical knowledge, which reflects teachers’ 

experiential understandings of learners, their needs, strengths, learning styles, and 

difficulties, as well as a repertoire of instructional strategies and classroom 

management skills. Elbaz (1983) further argued that practical knowledge is not 

separate from theoretical knowledge but is informed by teachers’ understanding of 

subject matter and by broader theories of child development, learning, and social 

contexts. 

Table 2. (continued) Seven Categories of Teacher Knowledge (Shulman, 1987, p. 8)  

Knowledge Categories What They Entail 

Content Knowledge Knowledge of the subject matter itself, 

including its key facts, concepts, 

structures, and organizing principles 

General Pedagogical Knowledge Principles and strategies of classroom 

management, such as instructional 

methods, assessment, and classroom 

climate 
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Curriculum Knowledge Knowledge of instructional materials 

and programs, including awareness of 

curricula, syllabi, textbooks, and 

alternative resources available for 

teaching specific subjects 

Pedagogical Content Knowledge A distinctive form of knowledge unique 

to teachers, integrating content and 

pedagogy. It includes knowledge of how 

to represent subject matter, common 

student misconceptions, and strategies to 

make content comprehensible to 

learners. 

Knowledge of Learners and their 

Characteristics 

Understanding learners’ cognitive, 

developmental, motivational, and 

cultural characteristics, and how these 

affect learning. 

Knowledge of Educational Contexts Knowledge of the environments in 

which teaching occurs, including 

classrooms, schools, communities, 

institutional structures, and educational 

governance systems 

Knowledge of Educational Purposes, 

Values, and Philosophical Foundations 

Understanding the goals of education, 

including historical, philosophical, and 

ethical perspectives that shape 

educational practice 

 

The literature, however, unravels a tension between two types of knowledge: 

propositional, information created through research that teachers learn and apply, and 

practice-oriented, in which knowledge is derived from what teachers do in the 

classroom. Schön (1983) conceptualizes these as knowing-in-action and reflection-in-

action. Verloop et al. (2001) propose a broader definition of teacher knowledge. They 

define teacher knowledge as “an integrated and dynamic system” in which different 

forms of knowledge, such as subject matter, pedagogy, and context, are interconnected 

and continually developing through teachers’ experiences and reflections. Teachers’ 

professional knowledge, understandings, and beliefs are constructed through the 

interplay of their professional contexts and their lived experiences. (Li, 2020). 

Likewise, Johnson (2009) argues that an individual’s modes of learning, the content 
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 acquired, and the subsequent application of that knowledge are contingent upon the 

cumulative influence of prior experiences, the sociocultural conditions under which 

learning occurs, and the goals, needs, or externally imposed expectations associated 

with its use. 

2.2. Influences on Pre-service EFL Teachers’ Cognitions 

The existing literature on teacher cognition and the factors influencing it is extensive, 

and the studies so far have highlighted key influences affecting this concept. Borg 

(2019) likens teacher cognition to an iceberg; the visible part of it is the teacher 

behaviors, and the part under the water is the thought processes that we do not witness. 

That tip of the iceberg is affected a lot by the part submerged in water. These factors 

can be listed as schooling, professional coursework, contextual factors, and classroom 

practice (Borg, 1997; 2003; 2006). Figure 1 demonstrates the conceptualization of 

teacher cognition and the factors influencing it. 

 

Figure 1. Elements and processes in language teacher cognition (Borg, 2006, p. 333) 

 

These factors have been elaborated on in the following parts. However, while tackling 

a concept as context-dependent and socially-constructed as teacher cognition, one 

framework may not be adequate to capture its nuances.  
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While Borg’s (2006) framework is used widely to study teacher cognition, the 

sociocultural lens complements Borg’s model by situating cognition within social 

interaction and contextual mediation (Johnson, 2009). From this perspective, teachers’ 

cognitions are not only shaped by prior experiences but are also co-constructed through 

participation in social practices, dialogue, and institutional structures. Integrating a 

sociocultural framework, therefore, captures the dynamic, socially mediated nature of 

belief formation and change, which Borg’s primarily cognitive model alone cannot 

fully explain. In the following parts, some concepts related to the sociocultural 

perspective of teacher cognition are detailed.   

2.2.1. Influence of Prior Language Learning Experiences 

A growing body of research suggests that teachers’ experiences as learners exert a great 

influence on teachers’ cognitions, which affect their instructional choices (Borg, 2020; 

Gökçe Baturlar, 2018; Li, 2020; Utku Bilici, 2024). It is known that by the time PSTs 

start their pre-service teacher education, they often have tacit and entrenched 

understandings of learning and teaching. These prior experiences as learners exert an 

influence on teachers’ cognitions about language learning as well as their teaching 

practices. Language teachers, in particular, have “conceptions about their work which 

are influenced by their experiences of language learning” (Borg, 2006, p. 325).  Bailey 

et al. (1996) investigated the prior learning experiences of teachers in training to find 

out how these experiences shaped their teaching philosophies. They found out that the 

teacher trainees had been affected by their language learning histories. When they 

explored their experiences, the trainees were able to express their teaching theories and 

gain more awareness of the roots of these theories. Similarly, Johnson (1994) also 

found that what PSTs did in their practicum were similar to the materials, activities, 

and teachers when they were L2 learners. She also noted that “the extent to which they 

accepted or rejected the content of the teacher preparation courses appeared to rest on 

the formal and informal language learning experiences” (pp. 445-446). Moreover, 

these experiences had a strong impact on how they perceived themselves as teachers 

and their teaching practices. 

Teachers’ experiences as learners can have an impact not only on how they teach but 

also on their cognitions. These experiences can be positive, which are called 
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apprenticeship of observation (Lortie, 1975), whereas they can be negative ones, called 

anti-apprenticeship of observation (Moodie, 2016). The apprenticeship of observation 

can be described as what-to-dos learned by observing previous teachers, while the 

latter can be defined as the opposite, which is what not to do. Freeman (1992) asserts 

that “the memories of instruction gained through their apprenticeship of observation 

function as de facto guides for teachers as they approach what they do in the 

classroom” (p. 11). Johnson (1994) states that language teachers’ prior language 

education will probably be reflected in their model of action in their teaching. 

Grossman (1991) also emphasizes the importance of these experiences since they can 

make “it difficult for prospective teachers to consider alternative visions of teaching 

and learning” (p. 345). Moodie (2016) investigated the impact of negative language 

learning experiences on South Korean EFL teachers’ beliefs and practices. The 

teachers, who received a public-school education, observed their teachers’ boring, 

teacher-centered, and grammar-focused classes along with corporal punishment, and 

after these depressive observations, they decided to be different from their teachers by 

using communicative language learning tasks and creating a fun atmosphere in class. 

In other words, the research shows that teachers’ prior negative experiences can be just 

as powerful as positive ones in shaping their professional beliefs and practices. 

Making these preconceptions explicit should be an important part of pre-service 

teacher education programs, as they are conducive to effective practice. Moreover, 

Bailey (2020) asserts that “we often teach as we have been taught” and, because of 

this, “it is important that we understand our professional past, particularly in terms of 

how speaking and listening have been taught” (p. 17). Warford and Reeves (2003) 

suggested that non-native teachers were more affected by their prior learning 

experiences because they were in an L2 learning context as their learners. Li (2024) 

examined the teaching cognitions of a novice writing teacher and found that the 

participant teacher drew on her experiences as a language learner, particularly in her 

English for Academic Purposes course, as she taught the same course to her learners. 

The emerging theme across these studies is that PSTs’ prior language learning 

experiences shape their cognitions about learning and language learning. To 

understand the influences shaping teachers’ mental lives, studying these experiences 

is an important step, as the input from the teacher education program is filtered through 
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 their prior conceptions of teaching and learning (Borg, 2015). Therefore, 

acknowledging these and allowing teachers to reconsider their cognitions in light of 

new information should be integral elements of teacher learning. 

2.2.2. Influence of Pre-Service Teacher Education 

Pre-service teacher education is another factor that is discussed in terms of its effect 

on PSTs’ teacher cognition. It is argued by some scholars that pre-service teacher 

education hardly changes the prior cognitions of PSTs (Peacock, 2001; Urmston, 2003; 

Uysal & Bardakçı, 2014), considering it a weak intervention, whereas some others 

claim that pre-service education causes a noticeable change in the instructional 

practices and cognitions of teachers (Debreli, 2016; Kharlay et al., 2025; Yuan & Lee, 

2014). Some recent studies also claim that teacher education can be influential to a 

certain extent due to their prior beliefs or the contextual pressures faced by teachers 

(Zhou & Liu, 2026). In addition, this reported effect of pre-service education can vary 

depending on different conditions: the length of the program, which can range from a 

month to four years, and the tools which were used as proof of change in cognitions, 

for example, responses to questionnaires, interviews, and classroom practice. 

Moreover, how much a PST internalizes the content of the teacher education program 

depends on their prior cognitions. In other words, every teacher is affected by and 

makes sense of the teacher training programs in their own way. What they learn from 

the coursework cannot be taken for granted; instead, it is actively reshaped through 

their own personal beliefs (Borg, 2006).  

Yet, some studies view pre-service teacher education programs as a weak intervention. 

Peacock (2001) administered the Horowitz BALLI (Beliefs about Language Learning 

Inventory) to undergraduate EFL teachers and found that their beliefs changed little 

despite three years of coursework. This may reflect the limitations of using 

questionnaires to study teacher beliefs. Similarly, Urmston (2003) reported that some 

fundamental beliefs do not change despite the teachings of teacher education 

programs. On the other hand, MacDonald et al. (2001) conducted a similar study with 

undergraduate and graduate EFL students, testing their beliefs before and after a 

second language acquisition course using a language acquisition questionnaire. The 

students held behavioristic views of language learning prior to the course, while their 
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beliefs shifted toward a communicative orientation after the course. However, it is 

better not to make gross oversimplifications in these situations, since other factors may 

influence PSTs’ beliefs. Therefore, it is better to observe them in class to make more 

accurate deductions.  

One of the courses in which PSTs simulate teaching and that impacts their teacher 

cognitions is the methodology course, in which they learn how to teach language skills 

and teach demo lessons to show that knowledge in practice. Kunt and Özdemir (2010) 

conducted a longitudinal study with pre-service EFL teachers on the changes in their 

beliefs after taking the methodology course. Their findings revealed that the course 

had a subtle effect on the beliefs of the students. However, it is important to note that 

using BALLI (Horowitz, 1988) to arrive at a conclusion about belief change may be 

an oversimplified understanding of the concept of beliefs. Kharlay et al. (2025) delved 

into the teacher cognitions of Ukrainian pre-service EFL teachers and found they 

favored practice- and methodology-based courses more compared to other courses. 

They claimed these courses had a marginal impact on the PSTs’ beliefs about teaching 

based on the findings gathered from the interviews.     

Another aspect of teacher education that has a marked effect on teacher cognitions of 

PSTs is the practicum. It is an important period of time for PSTs. Numrich (1996) 

collected data from 26 PSTs during their practicum via diaries. Analysis of the diaries 

showed that the teachers’ initial concerns during their teaching practice centered 

primarily on several needs: creating a secure and supportive classroom atmosphere, 

maintaining control during student talk, introducing creativity and variety into lessons, 

teaching independently rather than in pairs, and understanding the role of the textbook. 

The diaries also revealed common sources of frustration, listed in order of frequency: 

managing lesson time effectively, giving clear instructions, addressing diverse learner 

needs, teaching grammar successfully, evaluating student learning, and maintaining 

focus on students instead of on oneself. Borg (2005) conducted a study on the effect 

of the Certificate for English Language Teaching to Adults (CELTA) program on a 

teacher trainee’s pedagogical thinking. Due to the program's requirements, the teacher 

trainees had to reflect on their teaching practices, and the trainers modelled the desired 

teaching practices which they expected the trainees to adopt. The program also had a 

coherent professional discourse, in which learner-centeredness was encouraged while 
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didacticism was discouraged. All of these features enabled the trainee to adopt a 

teaching approach aligned with their pre-existing beliefs about language teaching. This 

study highlighted the importance of a reflective approach to teaching. Similarly, in 

Kharlay et al.’s (2025) study, PSTs valued the practicum a lot since it enabled them to 

test their theories in practice, allowing them to reflect on their teaching and promoting 

their professional growth.  

However, Borg (2006) warns against making too simplistic generalizations about the 

effect of the practicum. The changes in beliefs or the observed behavioral changes 

during assessed teaching do not necessarily indicate a permanent change nor a 

cognitive one, since it is important to keep in mind that PSTs might conform to the 

expected behaviors due to being assessed. They might have different cognitions, which 

may not be reflected in their classroom practices due to the constraints they have. PSTs 

being exposed to the same teacher education program do not interpret the teachings of 

it due to their deep-rooted prior cognitions and assumptions about themselves, 

learning, and teaching. Teacher cognition research should try to focus on these nuanced 

understandings and interpretations of and the accompanying changes in the beliefs of 

PSTs during the teacher education program.  

2.2.3. Influence of Context 

When teacher cognition research first emerged, teachers were likened to physicians 

who diagnosed and solved problems and considered “rational decision-makers”. 

Teaching was investigated in laboratory settings independent of the contextual factors 

shaping teaching practices in real life. However, by the 1980s, teachers started to be 

seen as constructivist and reflective decision-makers (Borg, 2006). Clark and Peterson 

(1986) observed that one of the most significant shifts in research on teacher thinking 

involves a reconceptualization of the context of teaching. Earlier studies viewed the 

classroom as a self-contained yet complex environment, whereas by the mid-1980s it 

came to be understood as a socially, psychologically, physically, politically, and even 

philosophically situated space, deeply intertwined with and influenced by the wider 

world. This expanded understanding of context marked a departure from earlier 

research on teacher decision-making, which tended to describe and analyze teachers’ 

actions without considering the broader sociopsychological factors shaping them.  
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“The thinking, planning, and decision-making of teachers constitute a large part of the 

psychological context of teaching. It is within this context that curriculum is 

interpreted and acted upon” (Clark & Peterson, 1986, p. 255). The classroom 

constitutes the physical context of teaching. When the students are included in it, it 

becomes a part of the social context in which teaching takes place. However, the social 

context is much broader than that; it also encompasses the historical, cultural, and 

political factors of institutions and society. All these contextual factors exert an 

influence over the extent to which teachers can carry out their instruction in 

congruence with their teacher cognitions (Borg, 2006). In other words, there is a 

reciprocal relationship between what teachers think and what they do in the classroom, 

and the surrounding context mediates how successfully they can translate their beliefs 

into practice. Both the immediate classroom environment and the broader contextual 

influences act as mediating forces between cognition and practice, sometimes 

prompting changes in teachers’ beliefs or creating tensions between what they think 

and what they do in practice.  

Teaching in an L1 or L2 context creates a big difference in shaping language teachers’ 

cognition. To illustrate, Tsang (2004) conducted a study on the decision-making of 

PSTs in Hong Kong and found that their decisions were heavily influenced by their 

personal practical knowledge as well as contextual factors like the status of English in 

Hong Kong or lack of time, which were listed under contextual constraints. Briefly, 

“language teaching, then, can be seen as a process which is defined by dynamic 

interactions among cognition, context and experience” (Borg, 2006, p. 324). Drawing 

on Borg’s framework, Li (2024) explored the teacher cognitions of a novice L2 writing 

teacher with regard to the factors impacting them. The findings of the written journals 

and narrative interviews revealed that the teachers’ practices were influenced by the 

students, who are a big part of the social context, and their needs immensely. 

Additionally, the institutional context puts strain on the teaching practices of the 

teacher, and the participant teacher’s experiences as a language learner also molded 

their cognition and writing teaching practices. Many other studies also argue the 

influence of social, institutional, and instructional contexts on the language teacher 

cognition (Adem & Berkessa, 2022; Garcia-Ponce & Tagg, 2020; Kerimoğlu & Altun, 

2026). Therefore, language teacher cognition cannot be explored without reference to 
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 the sociocultural context. In other words, the context in which language teaching takes 

place plays a pivotal role in shaping and understanding teacher cognition, which makes 

it an important aspect of teacher cognition research.  

2.2.4. Influence of Teaching Experience 

Classroom practice emerges from the interaction between teachers’ cognitions and the 

contextual factors that shape their work. In turn, classroom experiences continually 

inform and reshape these cognitions, either implicitly or through deliberate reflection 

(Borg, 2006). Several studies have postulated a close relationship between teachers’ 

ideas about teaching and their teaching practices, suggesting that they mutually inform 

and influence each other (Borg, 2003; Breen et al., 2001; Doqaruni, 2015; Öztürk & 

Gürbüz, 2017; Utku Bilici, 2024). However, the literature is relatively scarce in terms 

of studies dealing with cognitions about teaching speaking (Wang & Zhang, 2024). 

Adem and Berkessa’s (2022) study on teacher cognitions of secondary and preparatory 

schoolteachers revealed that their teacher cognitions were mainly influenced by their 

experience as teachers. Classroom experience had a big role in shaping how they 

taught speaking. Rahimi and Ong (2023) studied the cognitions and practices of 

Iranian EFL teachers and found that the in-service teachers were able to transfer their 

abstract knowledge into practice due to their accumulated experience. In the pre-

service teacher field, the only study concerning teaching speaking was Santos and 

Luque-Agulló’s (2025) research. They examined the common beliefs about teaching 

speaking during their practice teaching. However, their teaching practices were not 

observed in this study.  

Since PSTs do not generally have a lot of experience in teaching, apart from private 

tutoring, for most of them, practice teaching, i.e., the practicum, can be considered 

their first official encounter with a real class. Several studies have established that early 

teaching experiences like practice teaching have a clear impact on pre-service 

language teachers’ cognitions (Borg, 2006; Çimen & Daloğlu, 2019; Ekoç, 2022; 

Johnson, 1996; Kharlay et al., 2025; Numrich, 1996). These encounters with the 

realities of schools and classrooms may even outweigh the coursework. Numrich 

(1996) investigated PSTs’ preoccupations and frustrations while teaching in the 

practicum, and Johnson (1996) similarly examined how the practicum changed PSTs’ 
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perceptions of themselves as teachers. The common themes emerging from these two 

studies were that what students had expected and what they had experienced in the 

practicum were different from each other, which resulted in tensions. The first 

responses to these challenges were generally motivation loss and disengagement. A 

similar pattern was observed in Ekoç’s (2022) comparative study. The PSTs were 

confounded when they were faced with the sociocultural realities of practicum schools. 

Therefore, it was advised that practicum schools and universities collaborate to better 

equip the prospective language teachers. A contrasting situation has been observed in 

Kharlay et al.’s (2025) study. The PSTs perceived the practicum teaching as a medium 

in which they could grow professionally and reflect on their teaching. Teacher 

cognition research can make these early teaching experiences known, i.e., explicit, 

which can provide more understanding into their challenges and expectations (Borg, 

2006). 

In a different study, Gao and Yang (2022) examined the developmental trajectory of a 

teacher’s cognition as she progressed from a novice to a teacher leader. They found 

that the teacher lacked confidence in her oral competence when she first started her 

career. She was also not a graduate of the ELT department and lacked pedagogical 

content knowledge. However, with the help of experienced teachers and the gradual 

accumulation of teaching experience, she was able to transform into a teacher leader 

over time. She also highlighted the role of reflective practice as a key contributor to 

her professional growth. This case illustrates that teaching experience and reflection 

are integral to the development of teacher cognition, underscoring the importance of 

examining how experiential learning shapes teachers’ professional trajectories. In a 

similar vein, Tsunemoto and Trofimovich (2023) examined how Japanese pre-service 

and in-service teachers’ beliefs and experiences influence their assessment of L2 

English pronunciation (comprehensibility, fluency, and accentedness). The study 

shows that teaching experience significantly shapes beliefs about L2 pronunciation: 

in-service teachers develop stronger, more pedagogically grounded beliefs, such as 

valuing early instruction, focusing on learner-specific difficulties, and rejecting the 

necessity of native-speaker teachers, while PSTs tend to hold less stable, more 

idealized views (e.g., prioritizing native-like pronunciation). Overall, professional 

experience refines and restructures teachers’ beliefs and aligns them more closely with 
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 classroom realities and learner needs. As a conclusion, the studies in the literature 

suggest that teachers’ cognition, especially their beliefs, plays a significant role in how 

they approach L2 teaching and that these beliefs evolve with teaching experience.  

2.3. Sociocultural View of Teacher Cognition 

Vygotsky laid the foundation for the sociocultural theory, also known as cultural-

historical psychology, for the development of human cognition (1978). Johnson (2009) 

proposes that “the epistemological stance of a sociocultural perspective defines human 

learning as a dynamic social activity that is situated in physical and social contexts, 

and is distributed across persons, tools, and activities” (p. 1). It argues that social 

interactions are the source of an individual’s higher-order human cognition. Wertsch 

et al. (1995) highlights “the goal of research is to understand the relationship between 

human mental functioning… and cultural, historical, and institutional setting” (p.56). 

Sociocultural theory emphasizes sociolinguistic experiences integral to the intellectual 

development of the mind. From this viewpoint, cognition, identity, emotions, and other 

psychological aspects evolve within social contexts by means of interaction (Li, 2017).  

Similarly, Johnson (2009) also claims “cognitive development is an interactive 

process, mediated by culture, context, language, and social interaction” (p.1), and 

teachers are considered and regarded as learners in teaching activities and members of 

the learning community, so she urges scholars in the teacher education field to take the 

social aspect of teacher learning into consideration while designing teacher education 

programs since teacher learning and what they believe and think influence their 

professional development significantly. Lantolf and Thorne (2006) assert that human 

cognition is not simply shaped through social activity but is formed through social 

activity. The sociocultural perspective frames teacher cognition as “cognition-in-

interaction” and emphasizes its dynamic, context-dependent nature and its emergence 

through social encounters rather than as a fixed, internal entity.  

From this perspective, Li (2017) characterizes teacher cognition as “cognition-in-

interaction” and highlights that it is not fixed and encompasses processes such as 

thinking, knowing, understanding, conceptualizing, and stance-taking as they are 

enacted in professional encounters. This perspective underscores the contextual nature 
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 of cognition, emphasizing its emergence through situated social interactions and the 

importance of action and context as well as authentic discourse. With Borg’s (2019) 

seminal work, the concept of language teacher cognition has broadened into a 

multidimensional framework, including the socio-cultural aspect. In this work, it is 

defined as  

understanding, with reference to the personal, professional, socio-cultural and 

historical dimensions of teachers’ lives, how becoming, being, and developing 

as a teacher is shaped by (and in turn shapes) what teachers (individually and 

collectively) think and feel about all aspects of their work (p. 1152).  

To capture the hidden facets of decision-making and teaching practice, new sub-

dimensions have been included in the concept of teacher cognition, such as 

“motivation,” “commitment,” “resilience,” “identity,” and “emotion” (Borg, 2019). In 

line with this broader conceptualization, sociocultural theory offers an explanatory 

framework for understanding how teacher cognition develops through various 

interrelated influences. According to sociocultural theory (Vygotsky, 1978; Johnson, 

2006; Lantolf, 2004; Li, 2020), teacher cognition is influenced by several interrelated 

factors: 

• Social interaction and mediation with mentors, colleagues, and students, which 

scaffolds teachers’ learning and belief development, 

• Cultural and institutional contexts and artifacts, such as curriculum guidelines, 

textbooks, school policies, and professional norms, which shape what counts 

as legitimate teaching knowledge, 

• Teacher talk or inner speech, which facilitates the inner thinking of teachers, 

• Participation in communities of practice, where teachers negotiate meaning and 

internalize professional values, 

• Agency and reflection, which allow teachers to reinterpret and transform their 

contexts and practices based on individual and collective experiences 

Together, these factors highlight that cognition is contextually embedded, socially 

constructed, and continuously evolving rather than static or individually held. 

Adopting a sociocultural perspective on teacher learning and cognition contributes to 

multiple interconnected dimensions of L2 teacher education. It clarifies the cognitive 

mechanisms underlying teacher learning and advances a conception of mind that 
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highlights the inseparability of the cognitive and the social. Within applied linguistics 

and second language acquisition (SLA), Vygotsky’s cultural-historical psychology, 

known as sociocultural theory, serves as a lens for exploring cognition as a socially 

situated phenomenon rather than an isolated mental process (Lantolf & Thorne, 2006). 

Such a perspective enables us to examine how teachers construct knowledge, how 

various concepts and functions emerge and evolve within their consciousness, and how 

these internal processes reshape their understandings of themselves as educators, their 

students, and the practices of teaching (Johnson, 2009). 

Shulman and Shulman (2004) also describe a shift in their understanding of teacher 

learning: from focusing on the individual teacher as a learner to recognizing that 

teachers develop and learn within interconnected social and institutional contexts, 

including their communities, schools, professional networks, and educational systems. 

At the individual level, however, this development is heavily mediated by a teacher's 

internal psychology. Borg and Sanchez (2020) suggest that an effective language 

teacher is one who is conscious of their personal and professional beliefs about 

teaching and understands how these shape their classroom practices. The 

understanding that effective teachers are aware of how their beliefs inform their actions 

can be further interpreted through the lens of teacher agency, which Priestley et al. 

(2015) describe as “a capacity to act that is achieved within continually shifting 

contexts over time” (p. 3). The sociocultural theory emphasizes the importance of 

human agency in the development process of cognition (Johnson, 2009). As for 

teachers, it provides insight into how teachers exercise reflexivity and creativity, 

sometimes acting against societal or institutional constraints, while also being both 

enabled and limited by their social and material contexts (Priestley et al., 2015). 

Teacher agency is therefore situated and dynamic, shaped by factors such as culture, 

social structures, available resources, and the physical environment. Adopting a 

sociocultural perspective on teacher agency highlights the ways in which social 

contexts and culturally mediated tools influence the development of teachers’ beliefs, 

values, and professional actions (Johnson, 2009; Li, 2020).  

Building on the idea of teacher agency, the concept of Community of Practice (CoP) 

further highlights the social and collaborative dimensions of teacher learning. In a 

similar vein, Vygotsky claims “human development is the product of a broader system 
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than just the system of a person’s individual functions, specifically, systems of social 

connections and relations, of collective forms of behaviour and social cooperation” 

(Vygotsky, 1999, p. 41). A CoP involves mutual learning among members outside 

formal education settings (Wenger, 1998) and has frequently been used to examine 

teachers’ professional development. Through legitimate peripheral participation, 

newcomers gain access to community resources and gradually assume greater 

responsibilities, moving toward full membership. Wenger identifies three key 

components of a CoP: mutual engagement (interaction and relationship building), joint 

enterprise (shared goals and accountability), and shared repertoire (the collective 

resources and practices developed within the community).  

Joining a CoP is also aligned with the concept of Zone of Proximal Development 

(ZPD), which refers to the gap between what a learner can achieve independently and 

what they can accomplish with the support of or collaboration with more 

knowledgeable peers. This concept accounts for how individuals or groups develop 

through learning and practice, highlighting that effective mediation or growth can 

occur only when it is attuned to the learner’s ZPD (Vygotsky, 1978). In terms of teacher 

learning, it refers to the difference between the current level of development of teacher 

learning and the potential expertise enabled via mediation by more expert others 

(Golombek & Duran, 2014). Vishalache and Claiborne (2012) expanded the notion of 

the ZPD into the concept of the Zone of Collaborative Development (ZCD), which 

highlights the role of collaborative problem-solving in learning, with learners’ social 

and cultural contexts functioning as key mediational tools and environments.  

Therefore, participation in CoPs is considered vital for English language teachers’ 

professional growth (Richards, 2010), as they offer collaborative, sustainable, and 

context-sensitive opportunities for learning that can enhance both teaching practice 

and student outcomes. In essence, the CoP provides the structure and social setting 

through which the sociocultural process of teacher learning and cognitive development 

takes place. It shifts the focus from an individualistic view of a teacher’s mind to a 

relational and collective understanding of professional growth. Vygotsky (1987) 

proposes a concept to capture the dialectical nature of learning and teaching: 

obuchenie. It represents a single, shared process of teaching and learning that relies 

on mutual cooperation and a common purpose. It can be applied to the relationship 
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between a teacher educator and teacher trainee, as well as to one between a teacher 

and their students. This concept aligns well with CoP, since both parties learn from 

each other through that experience.   

Moving beyond the purely social and structural dynamics of learning communities, 

researchers have also begun examining the internal psychological states of the learners 

involved. As a result, applied linguistics has increasingly embraced an affective turn, 

recognizing the critical role of emotion in language education (Golombek & Doran, 

2014; Bigelow, 2019; Yang, 2019). Exploring this shift through Vygotskian and neo-

Vygotskian lenses, Lantolf and Swain (2019) highlight the concept of perezhivanie, 

which frames emotion and cognition as an inseparable, unified process.  

Vygotsky (1994) posits that an individual’s perezhivanie is uniquely molded by how 

they internalize their specific environment, or social situation of development. In 

Vygotskian theory, perezhivanie is critical because it represents the inseparable link 

between the person (internal) and the environment (external). Supporting this 

integration, Ratner (2000) asserts that emotion and thought are culturally constructed 

and mutually dependent, acting as “two sides of the same coin” (p. 6), where emotions 

represent the feeling side of cognition.  

Consequently, educational approaches that neglect the emotional component in favor 

of pure intellect are fundamentally limited. Moreover, recent research suggests that 

language teacher development is best understood through a holistic, socio-ecological 

framework that integrates identity, cognition, and emotion (Truong et al., 2025). 

However, according to Zembylas (2005), mainstream paradigms have “monopolized 

attention in research on teacher cognition and teacher belief” (p. 466). Although this 

claim may have some truth behind it, the present study treats emotion not as a 

subordinate variable to cognition, but as an ontologically equal partner.  

Overall, it can be concluded that the framework of perezhivanie provides a 

comprehensive understanding of both language learners and teachers, and adopting a 

sociocultural lens to examine language teacher cognition can help researchers 

investigate this mental construct in various contexts with the social agents and artifacts 

that mediate it.  
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2.3.1. Developing Teacher Cognition through Social Interactions 

Vygotskian sociocultural theory posits that learning is a social, dynamic, and 

interactional phenomenon. Through this lens, according to Johnson et al. (2025), 

teacher learning is an ongoing process in which teachers’ identities, cognitions, and 

practices continuously change through mediation and interaction. This mediation 

occurs through engagement with academic concepts and through social interactions 

with teacher educators, mentors, and others.  

The first two groups are at the forefront in terms of molding PSTs’ beliefs about 

language learning. Johnson (2022) provides a compelling example of how structured 

mentor mediation can reorient novice teachers’ cognitions toward a more dialogic 

conception of teaching. In a longitudinal case study, she designed the Extended Team-

Teaching Practice (EXTTP) as a pedagogical intervention to disrupt PSTs’ default 

reliance on teacher-fronted instruction, an orientation rooted in their prior experiences 

as learners. Rather than functioning merely as a sequence of practicum activities, 

EXTTP operationalized key sociocultural principles by embedding teacher learning 

within collaborative, dialogic, and feedback-rich interactions. Through cycles of co-

planning, interrupted practice teaching, mentor and peer mediation, video-based 

stimulated recall, and reflective writing, the novice teacher was systematically 

supported in reconceptualizing teaching as a contingent, interactionally achieved 

activity. Central to this process were the notions of “teaching off the students” and 

instructional paraphrasing, which positioned classroom discourse as co-constructed 

rather than transmitted. Importantly, the study shows that novice teachers’ tendency to 

revert to teacher-fronted practices, particularly in moments of uncertainty, can be 

understood as a limitation in their available pedagogical repertoire rather than a fixed 

belief. Through sustained mediation, the participant began to appropriate more 

dialogic practices, as evidenced by increased student participation and a shift toward 

interaction-driven instruction in her later teaching. This study illustrates how mentor-

guided, dialogically structured practicum experiences can mediate the development of 

teacher cognition, enabling novices to move beyond transmissive models of teaching. 

It is particularly relevant to the present study in that it demonstrates how social 

interaction and guided reflection can reshape not only instructional practices but also 

underlying beliefs about teaching and learning.  
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However, mentor mediation can be effective as long as mentors are trained to give 

dialogic feedback. Mutlu-Gülbak (2023) administered a questionnaire to PSTs, 

university professors, and practicum mentors to explore their needs and expectations 

concerning the practicum process. The findings point to a necessity for mentor training 

with regard to equipping the mentors with knowledge on observing PSTs and giving 

feedback to them. The data were analyzed through a critical constructivist approach to 

teacher education, and it was concluded that schools and universities did not cooperate, 

resulting in mentors’ inability to provide feedback due to their lack of knowledge of 

universities’ expectations.  

In addition to the number of PSTs assigned to a mentor, the way feedback is given 

matters. Nguyen (2023) conducted a study on how Vietnamese mentors give feedback 

to PSTs, and the findings revealed that they gave monologic feedback more than 

dialogic feedback. Namely, the PSTs were passive listeners for the most part in the 

feedback process, which was a common thing in a Confucian-influenced culture. Yet, 

dialogic feedback could offer the PSTs more opportunities to explain what they did 

and why they did it. It could also help the mentors to understand the reasoning of the 

PSTs, which could prompt the mentors to give more tailored feedback to the PSTs as 

they get to understand their pedagogical choices and their cognitive/emotional 

processes more. The affective aspect of the feedback process was also apparent in 

Bekereci-Şahin and Gürbüz’s (2022) study. They explored the feedback practices of 

mentors in the practicum. Their findings indicated that the mentors had a propensity 

toward praising the strengths of the PSTs through using generic words and giving 

superficial feedback on their good teaching practices, while they criticized them a lot. 

They noted that because feedback sessions were more similar to criticism sessions, 

they did not feel motivated to become a teacher. From a Vygotskian (1994) perspective, 

this reaction demonstrates how emotional lived experiences (perezhivaniya) alter 

internal mental processes. While emotionally painful at times, these experiences can 

be significant growth points for PSTs; they can lead to cognitive/emotional dissonance. 

Therefore, mentor feedback should be constructive and dialogically mediated. In the 

Turkish context, Şahin (2023) conducted a systematic review of practicum-related 

articles in Türkiye and found that the practicum mentors did not provide enough 

feedback or modelling for PSTs, which led them to hold negative views on the 

practicum. 
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 According to the findings of that review article, PSTs also complained about the lack 

of social contact in the practicum. This once again proves the importance of social 

touch in professional development.  

Mentor feedback can effect a change in PSTs’ cognitive schema when it is supported 

by mentor observation that includes teaching practices in line with the PSTs’ already 

existing beliefs or includes belief-altering practices that urge them to reconsider their 

beliefs. Özkanal and Yüksel (2023) investigated a group of PSTs’ beliefs about using 

L1 in their language teaching, and their beliefs after observing their mentors were 

compared to their initial ones. When PSTs observed their mentor using L1 in class for 

a variety of purposes (e.g., classroom management, vocabulary instruction), some who 

had negative views about using L1 in class began to change their minds. Through 

classroom experience, they became even more sympathetic towards using it for 

strategic purposes. However, if the mentor strictly adhered to using L2 in class, the 

PSTs appreciated this effort as well, which instilled the belief that language teaching 

could be done without resorting to code-switching. From a sociocultural perspective, 

this shift is normal and expected as less knowledgeable PSTs observe the experts, i.e., 

their mentors, and their cognition is mediated through these observations (Johnson, 

2022).  

A mentoring system that integrates dialogic feedback and effective mentoring practices 

is necessary. To that end, Walkington (2010) proposes a mentoring system for teacher 

education programs. He suggests that mentoring can be more influential when mentors 

guide the PSTs to reflect and enact their agency. When PSTs are allowed to reflect on 

their lessons to identify their weaknesses and research ways to overcome them, they 

can progress professionally, thereby making the teacher education system process-

oriented. This approach needs to be coupled with constructive feedback as well. 

Several studies also suggest greater cooperation between teacher education programs 

and cooperating practicum teachers to train mentors and increase their awareness of 

reflective teaching practices (Bekereci-Şahin & Gürbüz, 2022; Karaman et al., 2019; 

Kırmızı & Mutlu-Gülbak, 2025). However, in Türkiye, the number of PSTs assigned 

to a practicum mentor or supervisor is relatively high; therefore, this makes the 

feedback process more challenging and less effective for them (Ertuğrul Seçer & 
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Erişen, 2020). Therefore, the mentoring system needs to be adapted to the sociocultural 

realities of this context.  

Another form of feedback that can address this issue and influence the cognitions of 

PSTs is peer feedback. Peer feedback can have many benefits for PSTs. To illustrate, 

it can improve their beliefs about self-efficacy and sometimes be more effective than 

university supervisors’ feedback since the former does not entail being formally 

assessed. In addition, there is no power imbalance between the peers, so it is less 

threatening than mentor feedback. İnce (2016) found that ELT students at a university 

preferred peer feedback over mentor feedback for the aforementioned reason. They 

also noted that oral peer feedback was more useful than its written counterpart due to 

its formative nature. Mentor feedback, on the other hand, was seen as the more reliable 

source of feedback because of mentors’ classroom experience. According to Xu and 

Wang (2023), peer collaboration and reflection within a blended learning community 

are essential for transforming pre-service EFL teachers’ theoretical pedagogical 

content knowledge into personal practical knowledge. By engaging in group activities 

like peer journal reviews and group presentations, PSTs are exposed to diverse 

pedagogical viewpoints that broaden their understanding and uncover previously 

overlooked nuances. This interactive environment catalyzes critical thinking by 

creating cognitive tensions between new theories and their own prior learning 

experiences, which prompts them to challenge long-held assumptions. Applying these 

shared insights in practical collaborative exercises, such as team microteaching, 

bridges the gap between theory and practice and allows PSTs to actively resolve 

uncertainties and dynamically develop flexible, personalized teaching strategies.  

The in-service context also features several peer mentoring models. According to Acar 

et al. (2023), shifting from traditional, top-down evaluations to “teacher-tailored” 

classroom observations transforms peer learning from an anxiety-inducing ordeal into 

an empowering professional journey. By giving in-service EFL instructors the agency 

to choose their observation’s focus, time, and peer observer, the process becomes a 

collaborative dialogue rather than a hierarchical critique. This bottom-up approach 

ensures that peer feedback is detailed, constructive, and focused on instructional 

strengths, which actively builds mutual trust between colleagues.  
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Overall, this equal distribution of power and supportive atmosphere makes peer 

observation a highly sustainable professional development practice, with teachers 

explicitly expressing a strong desire to maintain and expand these peer learning 

networks in the future. Similarly, Aktekin (2019) proposes using the Critical Friends 

Group, a professional inquiry model in which teachers collaboratively work together 

to tackle classroom dilemmas and share their insights, to boost professional 

development among EFL teachers. This kind of collaborative learning has been found 

to be more beneficial than isolated workshops. In brief, teaching is a socially dynamic 

job, and the mental processes of the teachers are directly or indirectly affected by the 

sociocultural context and the social agents they interact with. This makes investigating 

language teacher cognition through a sociocultural lens necessary.    

2.4.  Teacher Cognition of Pre-Service EFL Teachers 

PSTs’ cognitions are more compartmentalized than those of expert teachers, which 

generally results in a limited variety in their instructional repertoire and inflexibility in 

responding to unplanned learning opportunities (Borg, 2006). Since their classroom 

experience is limited, they tend to rely on their prior language learning experiences 

while forming their beliefs and cognitions about language learning and teaching.  PST 

education programs might influence these beliefs and cognitions to a certain extent 

(Peacock, 2001; Urmston, 2003; Uysal & Bardakçı, 2014). To better understand this 

impact, Cabaroglu and Roberts (2000) conducted a longitudinal study on how and 

whether PSTs’ personal theories about effective teaching change during teacher 

education and what the nature of this change is. They found that there were no major 

changes in their personal theories about teaching effectiveness. However, there were 

emergences of new concepts, and some structural changes accompanied these new 

concepts to better accommodate them. There were also new mobile constructs in the 

PSTs’ overall teacher thinking structure, where previously dissociated concepts were 

tightly woven into the internally tight ones. PSTs’ thinking system comprised different 

clusters of constructs at different times of their education. Therefore, they argued that 

teacher education programs might affect changes in teacher thinking.  

Yet, this change is non-linear and complex. The PSTs reflect on, add to, and restructure 

their ideas progressively with the help of the new input. In this process, they identified 



49 

many categories for these developments: re-ordering, re-labelling, and reversal are 

three to name. Re-labelling a belief is, as the name suggests, terminology or the surface 

expression changes, but the underlying belief is the same, while re-ordering is a shift 

in the hierarchical order of beliefs. The last one is adopting an opposing belief and 

abandoning the old one. While much previous work has studied PSTs’ beliefs 

(Abdulrazzaq, 2023; Adem & Berkessa, 2022; Garcia-Ponce & Tagg, 2020; 

Tsunemoto & Trofimovich, 2023), this seminal work focuses on how their beliefs 

develop and transform over time.  In a similar vein, Yuan and Lee (2014) investigated 

how pre-service EFL teachers’ beliefs change during their teaching practicum and what 

sociocultural factors influence these changes. Each teacher showed different belief 

change processes influenced by interactions, reflection, and school context. Teacher 

beliefs are dynamic, cumulative, and context-dependent. They highlighted that “given 

student teachers’ individual experiences and various encounters in the situated 

contexts, different belief change processes might emerge in varying contexts” (p. 9). 

Contextual realities can prevent PSTs from translating their beliefs into practice. To 

illustrate, da Silva (2005) studied the perceptions of Brazilian PSTs of the teaching of 

the four skills. How PSTs prepared their lesson plans according to the framework they 

were going to be evaluated against, the task-based approach, was also studied. There 

were some speaking practices that were not in alignment with the rationale of the 

lesson plan, nor did they have a communicative objective. Moreover, there were no 

mismatches observed concerning the other skills. PSTs attributed their failure to adopt 

practices consistent with their theoretical principles to contextual factors.  

At the same time, however, the practicum serves as a space for cognitive growth, where 

PSTs’ beliefs evolve through hands-on teaching experience and classroom 

observations (Çimen & Daloğlu, 2019; Yüksel & Başaran, 2019). However, Borg 

(2006) cautions against making simplistic deductions about the changes in PSTs’ 

cognitions and behaviors since they are assessed, and they have a lot at stake regarding 

the outcome of that assessment, such as passing or failing. PSTs may demonstrate 

behaviors or express beliefs in alignment with the expectations or requirements of the 

teacher education program, but in reality, they might have cognitions that are different 

from those. This situation was observed in Gutiérrez Almarza (1996), who monitored 

the learning of teacher trainees at a certificate course.  
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The findings emphasize that while the trainees conformed to the expected standards, 

cognitively, their acceptance of the suggested teaching methods varied among the 

participants. One trainee expressed that they would continue to explore their own 

cognitions about teaching, which they held before the course, after the course was over. 

Caution must be exercised when making claims about changes in teacher cognitions. 

Borg (2006) argues that the type of information source also determines the outcome of 

the study. Questionnaires and repertory grids cannot fully explicate the teacher 

cognitions, nor can the cross-sectional studies. He emphasizes “the need for 

longitudinal studies of cognitive change in language teachers” (pp. 126-127). 

Therefore, he urges researchers to conduct longitudinal studies that utilize a multitude 

of information sources to get a better understanding of teacher cognitions of PSTs. As 

their cognitions are not stable and change more than those of experienced teachers, 

they need to be explored longitudinally and through tools that yield more in-depth data. 

2.5. Teacher Cognition in the Turkish EFL Context 

Türkiye is an EFL context in which research on language teacher cognition has 

proliferated in recent years. The volume of literature encompassing the articles and 

theses about the issue is quite large, so after a selection process based on relevance and 

contemporariness, these studies have been chosen to discuss here. To be more specific, 

the studies that focused on PSTs’ cognitions or beliefs, especially the longitudinal ones 

and the ones that specifically had the speaking or pronunciation instruction as the focal 

point, were also included here.  

Within this context, a growing body of research highlights that language teacher 

cognition is not a static but a complex, non-linear construct shaped by an array of 

competing influences (Gökçe & Keçik, 2021; Özmen, 2012; Öztürk & Gürbüz, 2017; 

Somuncu, 2021; Utku Bilici, 2024). Teachers’ own earlier language learning 

experiences are the most significant of these influences, as are the formal training they 

receive. The tension between these two forces is evident in Özmen’s (2012) 

longitudinal work, which tracked ELT students over four years. Initially, PSTs held 

deeply traditional, grammar-translation beliefs, a byproduct of their own grammar-

heavy schooling and the washback effect of the national university entrance exam. 

However, formal coursework in ELT methodology eventually shifted these 
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perspectives toward communicative approaches. This multi-dimensional nature of 

cognition is further supported by Utku Bilici (2024) and Gürbüz and Öztürk (2017). 

Gürbüz and Öztürk (2017) conceptualized these interconnected influences through 

their Clusters of Language Teacher Cognition model, which illustrates how prior 

learning, institutional contexts, and early career interactions dynamically negotiate 

with a teacher’s belief system. Utku Bilici (2024) expanded this web of influence even 

further and noted that while undergraduate education and past learning remain 

dominant, idiosyncratic personal factors, such as motherhood or an explicit anti-

apprenticeship of observation, also play a role. One recurring issue the language 

teachers in this study faced was “the inability to apply the theory-based knowledge 

they acquired during their undergraduate education in real classroom settings” (p. 180).   

While theoretical coursework lays the foundation for change, the literature consistently 

identifies the practicum as the critical catalyst where abstract pedagogical knowledge 

is internalized. However, practicum alone did not equal change; it needed to be coupled 

with reflection. For instance, the PSTs in Özmen’s (2012) study credited reflective 

writing and post-feedback sessions during their practicum with finally making sense 

of their theoretical coursework. Similarly, Somuncu (2021) observed that while PSTs’ 

cognitions regarding formative assessment developed in a non-linear fashion, 

systematic reflective practice was the primary driver for raising their pedagogical 

awareness during practicum. In addition, the authentic classroom environment forces 

PSTs to confront the realities of student behavior and learning. This is clearly 

demonstrated by Çimen and Daloğlu (2019), who utilized scenario-based interviews 

to track pre-service cognition before and after teaching. They found that field 

experience triggered significant cognitive shifts, particularly regarding how PSTs 

conceptualized and managed learner-related challenges. Another way to prompt PSTs 

to reflect on these issues is to introduce “peer-led reflective discussions…through 

rotating leadership roles during observation debriefings or post-lesson reflections” 

(Rakıcıoğlu-Söylemez, 2026, p. 204). These can help PSTs become more aware of 

their own instructional choices and ease their transition into the school realities. 

However, this transition from student to practitioner is bound to cause a shift in rigid 

cognitive frameworks or cause friction between acquired theory and classroom reality. 

Korkut and Çelik (2020) exemplified this friction in their study on how senior PSTs 
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conceptualize “student understanding.” Despite their university training emphasizing 

Krashen’s (1985) “roughly-tuned input” principle, PSTs frequently defaulted to 

traditional indicators of comprehension, such as facial expressions or immediate 

exercise completion, and prematurely expected full mastery within a single lesson. 

This disconnect underscores a broader issue within the literature: the gap between 

stated beliefs and actual classroom practices. While longitudinal qualitative tracking 

by Yüksel and Başaran (2019) confirmed that some core beliefs transform during the 

practicum while others remain resistant to change, their study did not observe actual 

teaching behaviors. Despite that, this study revealed that “the practicum process 

allowed them to question their previous beliefs; develop an awareness to put the theory 

into practice and reconceptualize their beliefs according to personal experience with 

the school, class and students” (p. 65). 

Yağız (2018), on the other hand, tried to pair questionnaires with direct classroom 

observations . Yağız discovered that despite any theoretical beliefs teachers might hold, 

their actual practices regarding pronunciation instruction were strictly limited to 

segmental features (phonemes and isolated sounds). Teachers were either entirely 

unaware of their omission of broader pronunciation instruction or lacked the 

willingness to improve. Collectively, these studies underscore that while prior 

experiences anchor teacher cognition, targeted interventions, specifically reflective 

practicums and social interactions, are vital to aligning teacher beliefs with classroom 

realities.  

2.6. Previous Studies on Teacher Cognitions about Teaching Speaking 

There has been a lot of debate on the most effective methods for teaching speaking 

(Bailey, 2020; Richards & Rodgers, 2014; Thornbury, 2012). This has been due to the 

changing conceptualization of language proficiency and the advent of communicative 

competence (Hymes, 1972). Some teacher education programmes adopted certain 

methods, while others preferred a more eclectic approach to teaching speaking, 

thinking that the PSTs should have a more thorough repertoire of methods to better 

accommodate their students’ needs (Bailey, 2020). One of the most commonly 

advocated methods is the presentation, practice, and production method, i.e., the PPP. 

Thornbury (2012) proposes an alternative approach, which includes awareness-
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raising, appropriation activities, and autonomy. However, over the years, the search 

for the ideal or perfect teaching method has slowed due to the realization that teaching 

languages in a way that serves the learners’ needs is more important. While 

methodological debates have dominated discussions on how speaking should be 

taught, how these methods are implemented often depends on contextual realities, 

institutional expectations, and teachers’ own experiences and beliefs.   

One of the studies that specifically focused on the teacher cognition of teaching 

speaking is the one by Baleghizadeh and Shahri (2014). They identified that teachers 

in the study applied the techniques they used while learning to speak English to their 

actual classes. Because their personal language learning histories had an impact on 

their current teaching practices, this study underscored “the importance of PPK in 

teachers’ conceptions and stated beliefs” (p. 750-751). Another one is a study from 

Türkiye. Kıymaz (2025) investigated the cognitions of nine in-service teachers 

working at a higher education institution and found that those teachers do not always 

put their pedagogical beliefs into practice due to contextual challenges. The study 

highlighted the “need for institutional support, ongoing professional development, and 

reforms in assessment frameworks to enhance the quality and effectiveness of speaking 

instruction in EFL settings” (p. 90). 

When examining the specific domain of teaching speaking skills, the literature 

consistently highlights a stark contrast between teachers’ stated pedagogical ideals and 

their actual classroom execution, similar to Kıymaz (2025). Across various global 

contexts, language teachers overwhelmingly acknowledge the critical importance of 

speaking, yet struggle to translate this belief into communicative action. This pervasive 

belief-practice gap is illustrated in the case study by Alam et al. (2024), where a 

university instructor’s expressed commitment to student-centered, interactive, and 

authentic speaking tasks stood in direct contrast to her observed practices, which 

defaulted to teacher-centered instruction, limited interaction patterns, and an 

overreliance on the learners’ native language.  

A similar mismatch was observed by Garcia-Ponce and Tagg (2020) in the Mexican 

university context. They found that while teachers tried to reconcile their traditional 

focus on grammar and vocabulary with modern communicative language teaching 
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principles, their lessons ultimately yielded to excessive teacher talk, depriving student-

teachers of vital opportunities to develop oral competence. Even when teachers believe 

their actions are aligned with their philosophy, empirical observation often proves 

otherwise; Adem and Berkessa (2022) noted that while the teachers claimed their 

beliefs and practices were in harmony, objective data revealed a substantial disconnect, 

with teachers actively avoiding speaking instruction in favor of more tangible skills 

like writing and grammar. The study discovered that “their cognition about teaching 

speaking skills was primarily influenced by their teaching experiences” (p.87). The 

learners’ reluctance and negative attitudes toward speaking caused this belief-practice 

gap. 

Rather than viewing this disconnect as a simple failure of teacher capability, the 

literature frequently attributes the gap to a complex matrix of institutional, systemic, 

and affective constraints. Institutional syllabi and high-stakes testing are routinely 

cited as major systemic barriers. In the Turkish higher education context, Gökçe 

Baturlar (2018) found that university instructors felt explicitly restricted by a 

curriculum that prioritized grammar and vocabulary over oral production, which is 

further compounded by a lack of communicative activities in prescribed textbooks. 

This institutional pressure is closely linked to the “washback effect” of exams noted 

by Adem and Berkessa (2022), where the standardized nature of assessments drives 

teachers away from speaking practices toward easily measurable language features. 

Beyond institutional mandates, physical and emotional classroom realities further 

complicate oral instruction. Teachers across studies cite large class sizes and limited 

instructional time as justification for defaulting to teacher-centered structures (Adem 

& Berkessa, 2022; Garcia-Ponce & Tagg, 2020). Furthermore, Gökçe Baturlar (2018) 

highlights that teachers must simultaneously navigate students’ affective domains and 

notes that learner reluctance, anxiety, and fear of peer humiliation often lead teachers 

to refrain from structuring oral tasks. 

In response to these systemic constraints, the literature delineates a clear spectrum of 

teacher agency, which ranges from passive avoidance to creative, autonomous 

negotiation. On one end of the spectrum, some educators shift professional 

accountability outward and place the blame entirely on administrative frameworks or 

demanding external curriculum fixes (Gökçe Baturlar, 2018). On the other end, more 



55 

proactive or expert teachers leverage their professional autonomy to bypass textbook 

limitations. This is exemplified by the expert teachers in Rahimi and Ong’s (2023) 

study, who deliberately moved beyond rigid, textbook-bound instruction to foster an 

engaging, humorous classroom atmosphere and effectively boosted student 

willingness to take control of their own oral proficiency. The findings of the study 

revealed that the teachers held humanistic and affective cognitions, suggesting that 

“students learn a foreign language most effectively in the process of doing enjoyable 

meaning-focused input-based activities and using language pragmatically in enjoyable 

meaning-focused speaking activities” (p. 4). The teachers effectively had the skills to 

transfer their knowledge to their practice due to their accumulated teaching experience. 

How teachers navigate the tension between their ideals and classroom reality is deeply 

rooted in the origins of their cognition. While Gökçe Baturlar (2018) and Adem and 

Berkessa (2022) agree that a teacher’s approach to speaking is heavily influenced by 

their own schooling, past language learning, and accumulated classroom experience, 

the transition into successful practice requires targeted professional intervention. 

While exploring this transition in the pre-service context, Santos and Luque-Agulló 

(2025) used stimulated recall interviews with pre-service EFL teachers during 

practicum to examine how PSTs adapt their beliefs when they clash with classroom 

realities. Santos and Luque-Agulló (2025), as well as Alam et al. (2024), conclude that 

mitigating the belief-practice gap cannot be achieved through theoretical instruction 

alone; instead, teacher education must explicitly embed systematic, structured 

reflection to help both novice and experienced practitioners consciously align their 

communicative beliefs with their actual classroom habits. 
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CHAPTER 3 

 

 

METHODOLOGY 

 

 

In this chapter, the rationale for employing a multiple case study design is presented, 

along with detailed explanations of the data collection instruments and participant 

selection procedures. Furthermore, the issues of trustworthiness, the ethical 

considerations, and the limitations of the study are also addressed. 

3.1.  Research Design and Rationale for Qualitative Case Study 

This study adopts the case study design, which is one of the approaches to qualitative 

research designs (Dörnyei, 2007). The case study design was chosen for this study 

because it gives an in-depth analysis of a group (Creswell, 2014). According to Yin 

(2003), a case study is an empirical investigation that looks at a current phenomenon 

inside its actual setting, particularly when the lines separating the phenomenon and 

setting are not immediately apparent. He also adds that if a researcher starts with how 

and why questions and does not want to control the behaviors, then the case study 

design can be a good choice for that study. The case study design has been proven 

effective in addressing the complexities of the concept of teacher cognition (Li, 2017). 

A qualitative case study best fits this research as the phenomenon lends itself to in-

depth analysis and interpretation (Creswell, 2007). Since teacher cognition, which is 

the central phenomenon in this study, is affected by many factors such as environment, 

institution, and teacher education, a case study design would be the best fit to 

investigate it.  

Stake (1995) also echoes that a case is a bounded system, either by time or by a place. 

A qualitative case study offers a comprehensive examination of this system through 

multiple sources of data, while positioning the case within its broader context or 

setting. This case study is an exploratory one since there is a core phenomenon that is 
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explored through multiple cases. In other words, this is a multiple instrumental case 

study where the cases serve as means to shed light on language teacher cognition. 

According to Yin (2003), because each context differs to some degree, findings are 

likely to vary across cases. Therefore, a multiple case study design was selected instead 

of a single-case design, as it allows for the exploration of individual participants’ 

distinct contextual backgrounds while maintaining a shared focus on the central 

phenomenon of teacher cognition.  

Basturkmen (2012) suggests that researchers explore the possibility of a more 

controlled design, such as keeping students, lesson types, and classroom situations 

consistent across participating teachers. Doing so would make it easier to examine the 

relationship between stated beliefs and actual practices while reducing the influence 

of certain contextual variables. For this reason, the students who attended the Speaking 

Club were the same in those five weeks as different classes would mean different 

dynamics, which would make investigating the core phenomenon more difficult.  

This study is primarily grounded in an interpretivist paradigm, which assumes that 

reality is socially constructed and that knowledge emerges through the interaction 

between the researcher and participants (Creswell & Poth, 2018). The goal of the 

research was not to establish objective truths, but to understand how PSTs construct 

meaning from their teaching practices in the Speaking Club and practicum 

experiences. Within this interpretive framework, data were analyzed both through 

existing theoretical lenses and themes that emerged inductively from the participants’ 

accounts, which allowed for a balance between theoretical sensitivity and openness to 

participants’ voices.  

While the study employed certain postpositivist procedures, such as using an 

additional coder to ensure intercoder reliability (Guest et al., 2012) and enhance 

analytical transparency, these practices were used pragmatically rather than 

philosophically. The emphasis remained on interpretation, reflexivity, and contextual 

understanding, consistent with the interpretivist view that meaning is co-constructed 

and situated. 
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3.2. Selection of Participants 

At the beginning of a multiple-case study, a phenomenon is selected for study in the 

same way as a single case study. The cases to be selected should serve this purpose. 

The sample size in such studies, even a large one, is generally much too small to 

guarantee random sampling (Yin, 2003). However, “the benefits of a multicase study 

will be limited if fewer than, say, 4 cases” (Stake, 2006, p. 22). Creswell (2007) also 

proposes that a case study should have no more than five cases in order not to dilute 

the findings of the study. For these reasons, the number of cases was determined to be 

five.  

The participants were selected through a convenience sampling method involving 

voluntary participation. An invitation email was sent to the junior-year PSTs through 

the professors of the English Language Teaching department at the university in the 

spring semester of 2022-2023, and five PSTs who expressed interest were included in 

the study. Each participant received a modest fee as compensation for their time and 

contribution. This approach ensured ethical participation while maintaining 

transparency and fairness across the sample. Those five PSTs, who comprised the 

cases, agreed to take part in the Speaking Club in the fall semester of 2023-2024. 

Below is the brief background information regarding the participants in the case study.  

Table 3. Summary of the Background Data Regarding the Participant Teachers 

 

 Note. Pseudonyms have been used for teachers.  

Participants Age High School Type Prep. 

School 

Study 

Abroad 

Language Teaching 

Experience 

Beril (F) 22 Anatolian High School 

(Language Track) 

Yes Yes Tutoring 

Berke (M) 24 Anatolian High School 

(Science Track) 

No Yes None 

Leyla (F) 21 Anatolian Teacher 

Education High School 

(Language Track) 

No Yes None 

Nalan (F) 22 Anatolian High School 

(Language Track) 

No No Tutoring +  other 

Sevgi (F) 22 Anatolian Teacher 

Education High School 

(Language Track) 

Yes No None 
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3.3. Data Collection Methods 

The most popular case study techniques for both single-case and multiple case 

investigations are observation and interviewing (Stake, 2006).  It is important to note 

that the elicitation methods used have an impact on the nature of the cognitions 

obtained from the data. Using only self-report instruments yields data on teachers’ 

ideal teaching practices, whereas using evidence from classroom observations sheds 

light on teachers’ practical cognitions. The distinction between ideal-oriented and 

reality-oriented cognitions can be made more explicit when data are grounded in actual 

instances of what teachers do in class. When a study neglects either one, the results 

cannot reflect the complete picture of language teacher cognition (Borg, 2006). Four 

major methods widely used in language teacher cognition research are 1) self-report 

instruments, 2) verbal commentaries, 3) reflective writing, and 4) observations (Borg, 

2009, p. 167). Yin (2003) suggests using as many as six different types of information 

in the case studies to provide depth. Drawing from these studies, 6 data collection 

methods were used in the present study: semi-structured interviews, stimulated-recall 

interviews, classroom observations, reflection papers, written documents: fieldnotes 

and lesson plans, and audio recordings of peer reflection sessions. Table 4 illustrates 

the number of data collection tools used in the main case studies.  

Table 4. Data Collection Tools Used for the Case Studies 

P
ar

ti
ci

p
an

ts
 

1st Semi-

Structured 

Interviews 

(May 2023) 

Classroom 

Observations 

(October-

November 

2023) 

Reflection 

Papers  

(October 

2023-April 

2024) 

Peer 

Reflection 

(October-

November 

2023) 

Stimulated 

Recall 

Interviews 

(October-

November 

2023) 

2nd Semi-

Structured 

Interviews 

(May 

2024) 

Beril 1 2 7 5 2 1 

Berke 1 2 7 5 2 1 

Leyla 1 2 7 5 2 1 

Nalan 1 2 7 5 2 1 

Sevgi 1 2 7 5 2 1 

Total 5 10 35 5* 10 5 

Note. Every participant joined the same session, so there were 5 peer reflection sessions in total.  
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In the first stage of this study, 5 pre-service EFL teachers were interviewed in May 

2023. After those interviews, in the second stage, 5 PSTs volunteered to participate in 

the Speaking Club project in October and November 2023. They taught speaking 

lessons to a group of 16 intermediate-level prep school students for five weeks. They 

were observed, and stimulated recall interviews were done. The participant teachers 

held peer reflection sessions after the classes and wrote reflection papers during those 

months, and they continued writing reflection papers until May 2024.  In the final 

stage, all the PSTs were interviewed again in May 2024.  

3.3.1. Semi-Structured Interviews 

Typically, the topics in semi-structured interviews are loosely defined, and this type of 

interview provides some freedom to the conversation going on during the time of the 

interview. In semi-structured interviews, the participants are encouraged to talk about 

the matters as well as the topics relevant to them in an open-ended manner. They are 

more flexible than structured interviews, making them a better data collection tool for 

qualitative studies (Borg, 2006). In semi-structured interviews, the researcher can 

establish rapport with participants, which is important for the quality of the inquiry 

(Fontana & Frey, 1994). Kvale (1996) suggests that semi-structured interviews be done 

in a two-way conversation manner in order to minimize the effect of the asymmetrical 

power relationship between the interviewer and the interviewee and adds that they 

should be far from a researcher-dominant activity. According to Glesne and Peshkin 

(1992), these interviews enable the researchers to delve into the lives of the participants 

and lend themselves to discovering the unobservable parts of their lives. Rather than 

forcing the participants to choose between pre-defined/set answers, these interviews 

give the researcher an opportunity to interpret the experiences of the participants from 

their viewpoint (Kvale, 1996). Since in these interviews, the researchers rely on open-

ended questions more, they yield qualitatively richer data to elaborate on (Richards, 

2003). By doing semi-structured interviews, the researcher opens the way leading to 

unexpected discoveries. The participants adopt a more active role than passive subjects 

being studied in the process of sense-making through which they actively interpret 

their experiences (Cohen et al., 2000). This type of interview solicits the researcher to 

be more open-minded and empathetic and gives the interviewee a more active role.  
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Lam (2000) argues that the order of the questions can be changed according to the 

participants. Also, asking follow-up questions to get the participants to elaborate on 

the issues that may come up is an accepted technique while conducting semi-structured 

interviews. Although there seems to be an apparent structure, the researcher can 

flexibly order and add questions to collect in-depth data. In the first interviews, 42 

questions were asked to the participants (see Appendix A). However, when the 

discussion lent itself to further elaboration, extra questions were asked to get more in-

depth data from the PSTs. Additionally, when the PSTs mentioned something 

overlapping with a question, the order of the questions was changed accordingly. Some 

of these questions were taken from a PhD dissertation by Gökçe Baturlar (2018) and 

Borg’s (2006) robust work. The researcher designed certain items specifically to 

address the objectives of the study. Drawing on these studies, the first set of semi-

structured interviews was administered with 5 pre-service EFL teachers in May 2023, 

and the second set was carried out in May 2024 (see Appendix D). The first semi-

structured interviews had a biographical focus, exploring participants’ backgrounds, 

reasons for choosing the teaching profession, prior schooling experiences, and their 

beliefs about oral proficiency, language learning, and the teaching of speaking, while 

the second set of interviews focused more on the practicum experience.  

3.3.2.  Stimulated Recall Interviews 

Stimulated recall (SR) encompasses a group of introspective research methods used to 

explore cognitive processes by asking subjects to remember their thoughts during an 

event, prompted by viewing a video sequence of that event. It is a method of 

introspection where individuals watch videotaped segments of their behavior to help 

them remember their thoughts at the time (Borg, 2006). This method of data collection 

possesses some advantages: Being specific to the domain, taking place in a natural 

context, and adopting a holistic approach to the cognitive system. (Lyle, 2003). 

Stimulated recall is using audiotapes or videotapes to help with the participants' 

recollection of their behaviors and the thought processes at the time of the behaviors 

(Borg, 2006).  

It is presumed that with the help of the audiotapes and videotapes, the participants can 

provide more accurate verbalized accounts of what they were thinking; in other words, 
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why they were doing what they were doing (Calderhead, 1981). This type of interview 

“elicits teacher’s verbalizations while he or she looks at a replay of herself or himself 

performing a task” (Fang, 1996, p. 57). In these types of interviews, the researcher 

needs to decide on three principles: whether to replay the whole tape or the pre-selected 

parts, whether the teacher will have the control of the tape as well as the researcher, or 

the researcher will have the control, and finally, whether the researcher will ask 

prespecified questions or s/he will ask the teacher to give verbal commentary on the 

incidents on the tapes (Clark & Peterson, 1986). 

Many studies (Borg & Sanchez, 2020; Eröz-Tuğa, 2013; Balıkçı & Ataş, 2026) suggest 

audio- or video-recording teachers’ lessons so that they can reflect on their beliefs and 

actions. Borg and Sanchez also add that these should be followed by reflective writings 

in order to boost teacher learning and growth. However, data gathered from stimulated-

recall interviews are questioned in terms of their validity because teachers may make 

post hoc rationalizations about their actions. The thinking at the time of the actions and 

what they report may differ because memories may change or be lost in short-term 

memory. Therefore, to avoid running this risk, the time between the interviews and the 

classes should be minimized. If the goal of the study is to elicit the exact thoughts of 

the teachers during the particular moments of their teaching, then this is essential 

(Ericsson & Simon, 1993). To minimize this risk, the interviews were conducted within 

two days after the classes.  Ideally, these recordings should have been viewed by 

teachers right after their classes (Gatbonton, 1999), but this was impossible due to the 

loaded schedules of the PSTs. The researcher watched the recordings to select the 

important instances. However, Woods (1996) claims that the instances shown in the 

video are not crucial elements to the research, but they are means to elicit talk about 

teaching, planning, and beliefs. In this study, the goal was not only to capture the 

specific thoughts of the PSTs at that moment but also to use those moments as concrete 

points to dive deep into bigger issues.  

To address the concern regarding the post-hoc rationalizations, it can be said that in-

service teachers might get defensive about their actions and thoughts because it is their 

livelihood, and they have some experience in that field, but since this was only a 

project in which the PSTs were assured they were not going to be evaluated based on 
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their teaching, this concern is not too big an issue for this study. This study's goal is 

not to prescribe ideal teaching but to describe PSTs’ thought processes. 

The researcher should be aware of the non-verbal cues and signals since there is more 

to teachers’ mental processes than just words. Another issue that needs to be dealt with 

is the role of the researcher in SRs. It needs to be defined since this role can either 

prompt the teacher to trust and share more about what is going on in their minds or to 

alter their thoughts and conceal what is really going on in their minds. The researchers 

should act as facilitators to assist the teachers with their verbalizations and ask for 

further elaboration and clarification while their reactions should be supportive rather 

than judgmental (Brown & Rodgers, 2002). 

In this study, the PSTs were shown preselected instances from their classes. The control 

of the tapes belonged to the researcher since these instances were selected according 

to the purpose of the study. Since PSTs participated in this kind of a study for the first 

time in their lives, they would probably not know what was expected of them if they 

had the control of the videos, or they would make comments irrelevant to the study's 

aim on what was happening in the video because of the same reason. Some questions 

were taken from Gass and Mackey’s (2000) stimulated recall interview samples. The 

following questions were asked repeatedly to get them to comment on their lessons: 

1. Can you tell me what was happening in your mind at this specific moment? 

2. I noticed you paused here. What were you thinking right then? 

3. What were you looking at/focusing on in this part of the classroom? 

Also, their overall comments and thoughts about their lessons were elicited from them 

through other prespecified questions (see Appendix B). One last important step in 

utilizing SRs is to familiarize the teachers with the procedure since it may not be 

something they have done before (Borg, 2006). The procedures were explained to the 

teachers, and they were shown a sample of a class to comment on before the interview. 

3.3.3. Observations and Written Documents 

Teachers’ mental lives cannot be studied without referring to what they are doing in 

the classroom, i.e., their actions. Observations are valuable and even superior tools 
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compared to interviews and self-report instruments since the latter are only the reports 

of what teachers do while observations provide proof of what happens in classrooms.  

Can language teacher cognition be usefully studied without reference to what 

happens in classrooms? Personally, I am sceptical, though it is clear that where 

large numbers of teachers are being studied and/or ideal typologies are being 

developed, analyses solely of teachers’ reported cognitions can provide a useful 

basis for further inquiry. Ultimately, though, we are interested in understanding 

teachers’ professional actions, not what or how they think in isolation of what they 

do. (Borg, 2003, p. 105) 

However, observations alone cannot be used to verify what teachers think and believe: 

therefore, they need to be combined with other data obtained through different data 

collection tools. In alignment with this goal, the data gathered from these observations 

served as a basis for stimulated recall interviews. In this way, data were triangulated 

via video recordings, field notes, and stimulated recall interviews. The field notes were 

taken by the researcher in a narrative manner.  

Before making observations in class, there are some methodological aspects of this 

type of data collection that need to be contemplated and decided on: (1) the role of the 

observer, (2) the extent to which the participants know about the purpose of the 

observations, (3) the focus of the observations,  (4) the duration of the observations, 

and (5) the extent to which the participants are aware that the observation is taking 

place (Patton, 1990). 

Respectively, the role of the observer was chosen as the observer as participant. The 

reason behind this decision is to minimize the intervention of the researcher in the 

process. The participants were not aware of the purpose of the observations, so they 

could not alter their behavior, which mostly prevents rehearsed or preprepared actions. 

The focus of the observations was their teaching practices, i.e., teaching methods, 

materials, and activities, and the utilization of these in class, regarding teaching 

speaking skills. As this was a short-term project, the opportunities to collect the data 

were more limited, so all the classes and all parts of them, from the beginning till the 

end, were observed and recorded. Borg (2006) suggests that observing teachers 

multiple times over a period of time can yield more meaningful results and the 

reactivity of the class and the teacher decreases over time since they become 

accustomed to being observed. For that reason, each teacher was observed twice, 
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which adds up to 10 hours of class time. The observation process lasted five weeks in 

total. Regarding the last matter, the PSTs were fully aware that the observations were 

taking place, and they were informed about it before the data collection process had 

started. 

Even if the teachers know there will be an observer in class, since having an outsider 

in class can alter the behaviors of teachers, the authenticity of the observations is 

questioned (Richards, 2003). On the other hand, observations can yield a large amount 

of rich descriptive data, and they can offer a chance to provide tangible evidence for 

behavior. Therefore, their advantages outweigh the disadvantages. In the present study, 

the researcher guaranteed the PSTs that she would neither evaluate their teaching nor 

give feedback to them, so there was no asymmetry between the power relations of the 

PSTs and the researcher. This was done to lessen the effect that being observed has on 

PSTs. In other words, behavior adjustments were hopefully decreased although they 

were never nonexistent since some degree of reactivity is inevitable (Borg, 2006). As 

mentioned before, the researcher’s role was observer as participant because a complete 

observer role would limit the interaction between the researcher and the participants, 

which could have affected how comfortable the participants were during the classes 

and the interviews. The researcher sometimes interacted with the PSTs during the 

breaks to clarify some things, which also helped build rapport between them, enabling 

the participants to reveal more about their cognitions.  Also, it should be noted that this 

class was not these PSTs’ real classes. They volunteered to teach those classes. The 

authenticity of those classes could be scrutinized as well. Nevertheless, the 

observations were not the sole data collection method. That is, they were part of a 

multifaceted data collection process. Besides, they provided concrete instances on 

which PSTs can comment and reflect. They acted as doorways leading to new 

conversations about teacher cognition. Teaching simulations, micro-teachings, demo 

lessons, and practicum lessons can all be questioned regarding their authenticity since 

they are not real classes for one reason or another. However, their benefit and 

contribution to teacher learning is now a well-established notion in the field. For these 

reasons, these observations had a pivotal role in the study, serving as the foundation 

for the peer feedback sessions. In line with this process, the PSTs decided the order of 

who was going to teach among themselves by volunteering.  
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The only point they needed to keep in mind while volunteering was that they could not 

volunteer to teach two consecutive weeks. Referring to Table 5, the order, the dates, 

and the duration of the observed classes can be found: 

Table 5. The Classroom Observation Schedule and Durations 

   Classes 

Teachers 

Week 1 

30.10.2023 

Week 2 

06.11.2023 

Week 3 

13.11.2023 

Week 4 

20.11.2023 

Week 5 

27.11.2023 

Beril - 66 min. - 49 min.  - 

Berke - 50 min. - 41 min. - 

Leyla 43 min. - - - 40 min. 

Nalan 42 min.  39 min. - - 

Sevgi - - 45 min. - 47 min. 

Total: 7 hours 42 minutes 

 

As it was stated earlier, the observations were unstructured, and the researcher took 

fieldnotes while observing the classes. The reason why the unstructured observation 

format was chosen was that it allowed the researcher to take notes on whichever issue 

that might arise during the lesson or anything that might be relevant to the study. 

Moreover, it is in alignment with the interpretivist research paradigm; hence, it is in 

line with the philosophy of the present study. These field notes were used while the 

instances were chosen for the stimulated-recall interviews as well as in the findings 

part while describing the practices and the atmosphere in the PSTs’ classes, since the 

camera could not capture some nuances in the classroom. The lesson plans the PSTs 

prepared before the lessons were also collected to use in the stimulated recall 

interviews. The format of the lesson plans can be found in Appendix H. 

3.3.4. Reflection Papers 

Borg and Sanchez (2020) define a good language teacher as one who has awareness of 

themselves, their beliefs about teaching, and the effects of these on their work.  How 

much they are aware of their beliefs and practices, i.e., how they teach and why they 

teach in a certain way, matters more regarding teacher growth. To achieve teacher 
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growth, some strategies can be employed. Reflective writing is one of these to get 

teachers to articulate their beliefs about a given aspect of their language teaching. A 

reflection paper, or a reflective account, is written by teachers to reflect on a prior and 

recent event. This kind of writing is especially useful when the goal is to make the 

teacher thinking more explicit (Borg, 2006). Burton et al. (2009) argues that reflective 

journals offer a constructive, meaningful, and socially engaged means of exploring the 

core of teaching. She explains that teachers often gain clarity about their thoughts 

through the act of writing, as it helps them uncover new insights and understanding, 

fosters both personal and professional growth, and encourages them to share their 

reflections with others. However, the reflective accounts of teachers could be either 

too broad or too specific, which can limit their value. They may not delve into the 

implications or the consequences, commenting on the superficial parts of their 

experiences. To avoid this risk of teachers making too broad or vague statements, the 

instructions should be very clear when this data collection strategy is used (Borg, 

2006).  

Therefore, the PSTs were instructed to write as many details as possible, and the 

questions were given to them, the last question providing them with an opportunity to 

write about additional points they wanted to make. Also, the PSTs were contacted again 

to get some further elaboration on their reflection papers. In this study, there were two 

sets of reflection papers: the first set was used only in the Speaking Club. In these 

reflection papers, the PSTs wrote their observations, their key takeaways, and ideas 

about the lessons of their peers. If they were the ones who taught the lesson, they 

reflected on their teaching practices and the realizations they had after the peer 

reflection session. They wrote another reflection paper after observing the experienced 

teacher and another one in the second semester of the practicum. After the Speaking 

Club was over, the five PSTs continued writing reflection papers on the practicum and 

their observations about it in the following semester, until the final semi-structured 

interviews were conducted. The number of reflection papers was seven for the PSTs.  

3.3.5. Peer Reflection Sessions 

Another tool that was employed to gather data was peer reflection, through which 

teachers observe one another’s lessons and provide constructive feedback. This 
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collaborative process enables peers to engage in reflective dialogue, helping them to 

develop a deeper awareness of their own teaching practices and underlying beliefs 

(Borg & Sanchez, 2020). These observations and the subsequent reflection sessions 

acted as mediational tools through which PSTs shaped their understanding of teaching 

speaking, further influencing their teacher cognitions.  

From the sociocultural perspective, the meaning is co-constructed and mediated 

through language or other artifacts (Li, 2020). In these sessions, the PSTs reflected on 

one another’s teaching practices. Although the study focused on the teaching of 

speaking, the participants were asked to reflect on any matter that they thought relevant 

to the lesson they observed. This kind of reflective practice may help teachers improve 

their teaching practices and critically reflect on them in a non-threatening manner 

(Kuru Gönen, 2016).  

Before the observations began, it was clarified that the role of the observers was not 

like that of a teacher educator, which neutralized the power imbalance between the 

teacher who was being observed and the observers. They were only asked to report the 

things they liked or the strong points of the lesson and the teacher. In addition, they 

shared the things they would have done differently, giving constructive feedback.  In 

a few instances, they even interacted with the students, even though they were not the 

ones who were teaching that class, which resulted in a discussion about whether to 

give corrective feedback to students and when to give it.  

Since every lesson was different, the content and the length of the peer feedback 

sessions also changed every time. The sessions were organized right after two teachers 

finished teaching and the learners left the classroom. The PSTs were given an 

observation template to take notes on the matters they were going to mention in order 

not to forget what they were going to say. The sessions were audio-recorded and later 

transcribed. In total, 2,5 hours of audio-recordings were transcribed and analyzed. The 

findings emerging from these reflection sessions were identified and used in the social 

interactions with peers part. 
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Table 6. (continued) Research Questions and the Data Collection Tools Used to 

Answer Them 

Research Questions Procedure Data Collection Tools 

1. How do pre-service 

EFL teachers’ cognitions 

concerning the teaching 

of speaking develop 

through their language 

learning histories and 

teacher education 

experiences?  

 

5 pre-service EFL 

teachers were interviewed 

in May 2023 and May 

2024.  

5 pre-service EFL 

teachers prepared lesson 

plans and taught speaking 

lessons. Later, they were 

interviewed about those 

lessons.  

5 pre-service EFL 

teachers wrote reflection 

papers over a year.  

 

Semi-structured 

interviews 

 

Classroom observations, 

fieldnotes, and lesson 

plans 

Stimulated recall 

interviews 

Reflection papers 

 

 

2. How are these 

cognitions reflected in, 

challenged by, or revised 

through their experiences 

of teaching speaking? 

5 pre-service EFL 

teachers were interviewed 

in May 2023 and May 

2024.  

5 pre-service EFL 

teachers prepared lesson 

plans and taught speaking 

lessons. Later, they were 

interviewed about those 

lessons.  

5 pre-service EFL 

teachers wrote reflection 

papers over a year.  

Semi-structured 

interviews 

 

Classroom observations, 

fieldnotes, and lesson 

plans 

Stimulated recall 

interviews 

 

Reflection papers 

3. How do social 

interactions with former 

language teachers, 

teacher educators, 

practicum mentors, peers, 

and students contribute to 

pre-service EFL teachers’ 

cognitions regarding 

teaching speaking? 

5 pre-service EFL 

teachers were interviewed 

in May 2023 and May 

2024.  

Peer reflection sessions 

were organized with 5 

pre-service EFL teachers, 

and they reflected on each 

other’s classes.  

Semi-structured 

interviews 

 

Audio-recordings of peer 

reflection sessions 
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5 pre-service EFL 

teachers wrote reflection 

papers about their classes 

after the reflection 

session, and they were 

also interviewed about 

their practicum 

experiences.  

Reflection papers 

 

Semi-structured 

interviews 

 

 

3.4. Data Analysis Procedures 

The data gathered from the semi-structured and stimulated-recall interviews, along 

with the data from the peer reflection sessions and reflection papers, were analyzed via 

a software program called MAXQDA. Initially, the recordings were transcribed and 

translated by the researcher. The accuracy of the translations was checked through the 

back-translation method. After that, the recordings were listened to again, and the 

transcripts were reread many times to become familiar with the data. This process 

helped the researcher make sense of the first impressions and identify recurring 

patterns (Dörnyei, 2007). While reading the transcripts, the researcher wrote some 

notes and memos next to the texts. In other words, the data were coded openly 

(Creswell, 2007; 2014).  

The analysis followed Braun and Clarke’s (2021) six-phase framework for reflexive 

thematic analysis. An abductive coding strategy, which involves a recursive movement 

between theory and data, was adopted. This allowed for the interpretation of the data 

through the lens of sociocultural theory and Borg’s (2006) framework while 

simultaneously remaining open to new, data-driven codes that refined or challenged 

the existing theoretical assumptions. In addition, the themes and codes were collated 

to form overarching themes and categories using Braun and Clarke’s (2021) thematic 

analysis approach (see Figure 2).  

In the coding step, another coder was found to ensure intercoder reliability. This coder 

coded 25% of the data, i.e., data from one case, and the intercoder reliability was 

assessed through Cohen’s Kappa (k = 0.81). It showed a substantial agreement (Guest 

et al., 2012). However, some discrepancies emerged while coding the data, which were 

later resolved through discussion. The codes were aggregated into bigger or 
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overarching themes (See Appendix G). The sub-codes were grouped based on their 

relevance to each other, and they were modified as needed. A detailed summary of the 

codes can be found in Appendix G.  

 

Figure 2. Braun and Clarke Thematic Analysis (2021) 

 

Upon completion of this phase, an initial within-case analysis was carried out for each 

case, after which a cross-case analysis was undertaken to formulate overarching 

assertions and generalizations. While conducting the within-case and cross-case 

analyses, Creswell and Poth’s (2018) framework was used. This framework was used 

in presenting and organizing the cases (see Figure 3).  

While analyzing the data in the videos, the teaching activities were grouped according 

to the categories emerging from the data. According to the sociocultural view, in the 

classroom, teachers support language development through various mediational 

means, such as interactional strategies, including pointing, paraphrasing, maintaining 

eye contact, and simplifying language, and psychological tools like pictures, real 

objects, and diagrams (van Compernolle, 2015). These classroom practices were 

categorized based on that framework; in other words, the data were coded deductively 

to a certain extent.  

However, since the observations were unstructured, the data analysis was done mostly 

inductively, i.e., the data were the source of the analytical categories, and the data were 

coded in a more open and narrative manner, which is the case in unstructured or open 

observations. The result of this analysis is qualitative, which aligns with the research 
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 approach of the present study. Inductive data analysis allows for the interpretation and 

inclusion of unexpected or unpredicted classroom events and behaviors to be included 

in the data analysis, unlike its closed counterpart. (Borg, 2006). It is important to add 

that open coding does not equal coding in an arbitrary manner. An existing framework 

that includes some teaching speaking practices but does not constrain the new 

categories to be added was used in this study. The data were coded respectively, and 

the categories were modified as needed.   

 

Figure 3. Template for Coding a Case Study (Creswell & Poth, 2018, p. 292) 

 

3.4.1. Trustworthiness  

“Qualitative inquiry represents a legitimate mode of social and human science 

exploration without apology or comparisons to quantitative research” (Creswell, 2007, 

p. 11). Qualitative studies can be as valid and reliable as quantitative studies, and this 

can be done if the accuracy of the findings is established by implementing a few 

strategies. The first one of these is triangulation (Creswell, 2014). Using more than 

one source of information and establishing themes based on several converging 

sources of data can add to the validity of the study (Yin, 2003). In the present study, 

this was done through the use of multiple data collection tools, such as semi-structured 

and stimulated-recall interviews, observations, and reflection papers and sessions. 
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Another strategy employed to enhance the credibility of the study was member 

checking, whereby the final report and selected descriptions were shared with 

participants to verify their accuracy. This procedure was conducted individually 

through follow-up interviews with each participant. During these sessions, excerpts 

and interpretations from the findings were presented to them to ensure alignment 

between their intended meanings during the interviews and the researcher’s 

interpretations.  

In addition to these, it is important for a qualitative researcher to declare their own bias 

in the study (Creswell, 2014). The researcher is an English instructor working at the 

same university for several years. Before working there, she had worked at a different 

university where she had coordinated a speaking club with pre-service English 

teachers. However, this was a one-on-one speaking club where you had to book a 

reservation with a PST to practice speaking. The researcher had observed a lot of 

speaking sessions in that club. The speaking club project in the present study was more 

like a real classroom, rather than a conversation club, yet it can be said that the former 

inspired the latter. Her previous teaching experience, the teacher education she 

received, and her schooling might have affected how she interpreted the data. 

However, many quality standards were applied to ensure the reliability and validity of 

the study. For instance, another coder coded the data to see how much agreement was 

between the coders (Guest et al., 2012). The researcher’s role in interpreting 

participants’ accounts and coding qualitative data may have influenced the findings. 

Although measures such as peer debriefing and member checking were used, complete 

objectivity is neither possible nor intended in interpretive research. It is important to 

acknowledge that bias is not inherently detrimental; certain forms of researcher bias 

can, in fact, contribute to deeper insight and reflexivity within a study. Examining 

teacher cognition through a teacher researcher’s lens and co-constructing meaning 

with other PSTs has enriched the study rather than compromising its validity or 

reliability.   

3.4.2. Ethical Considerations 

Before starting the data collection procedure, the approval of the ethics committee at 

the university was sought (see Appendix I). The vice director of the preparatory school 
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was informed about the process, and the classroom was arranged with their 

authorization. All the participants, including the prep school students, were informed 

about the data collection procedures, and their consent was taken via a consent form 

(see Appendix E). Although the participants were informed that the study focused on 

teaching speaking, the specific purpose of the research was not disclosed in full in 

order to minimize response bias and prevent participants from intentionally providing 

information aligned with the researcher’s focus. In other words, it was deliberately 

kept in the dark so that the participants would not consciously shape their responses in 

line with the researcher’s expectations. Yet, they were fully aware that they were 

participating in a research study, which is essential in conducting an ethical study 

(Creswell, 2014). Although participants received a small compensation for their time, 

they were informed that this was not contingent upon the nature or completeness of 

their responses. Their right to withdraw at any time was fully respected. Since the 

participants and the researcher were in different departments, there was no power 

imbalance between them, which could have affected the findings. To ensure 

confidentiality, pseudonyms were assigned to all participants, and identifying 

information was removed from transcripts and reports to protect their identity.  

3.5. Limitations of the Study 

The methodological issues inherent in the study should be acknowledged to ensure 

that the claims made about language teacher cognition can be justified (Creswell, 

2014). No one single approach is enough to study teacher cognition effectively. A 

combination of data collection strategies and expertise in using these is required to 

counteract the shortcomings of each strategy. Every study has certain limitations, and 

the present study has some as well. Since this study is purely qualitative, the 

generalizability of the results can be questioned. Also, the interpretivist data analysis 

can be scrutinized in terms of being subjective (Wang & Zhang, 2024). However, in 

qualitative studies, the generalizability of the findings is not the primary goal of 

research, as these kinds of studies aim to provide deeper insights into matters and 

individuals. This does not necessarily make them less worthy than quantitative or 

mixed-methods studies. The intention of the study was more exploratory, and given 

the qualitative nature and small sample size of this study, the findings are not intended 
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to be generalizable to all pre-service EFL teachers. Instead, they offer context-specific 

insights into the participants’ learning and meaning-making processes.  

Sociocultural theory values depth over breadth. If the researchers of such studies 

establish certain quality standards which were mentioned before to ensure reliability 

and validity, then they can contribute to the field as much as a study employing 

quantitative methods (Creswell, 2014). The scope of the current research was confined 

to the participants’ pre-service period, which constitutes a limitation. In other words, 

one limitation of the present study is that it did not include an observation phase 

following the participants’ transition into their professional teaching careers. 

Consequently, the long-term influence of their pre-service experiences and developing 

cognitions on their actual classroom practices remains unexplored. Furthermore, as 

much of the data relies on participants’ self-reports, their responses may have been 

influenced by social desirability, selective recall, or awareness of being studied. 

Therefore, their articulated beliefs and reflections might not always align with their 

actual practices. All participants were enrolled in the same teacher education program, 

which may limit the diversity of perspectives represented. Different institutional 

settings, curricula, or mentor practices might yield different developmental 

trajectories.  

Moreover, the focus on speaking instruction limits the scope of findings, as teacher 

cognition may vary across other skill areas such as writing, reading, or grammar 

teaching. However, since teacher cognitions about oral skills were relatively less 

investigated, this skill was chosen as the primary focus. Also, because the data were 

collected during a specific phase of the teacher education program, the findings reflect 

participants’ cognitions at that point in time, which may shift as they gain new 

experiences. However, this view of teacher cognition is in alignment with the present 

study’s view of it. Teacher cognition is not static and goes through a lot of changes 

throughout their careers. Therefore, it is not possible to paint a complete picture of it, 

as it is ever-changing.  
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CHAPTER 4 

 

 

FINDINGS 

 

 

In this part of the study, the findings gathered from various information sources, such 

as interviews, observations, and reflection papers, are presented. The influences 

molding the teacher cognitions about teaching speaking were categorized under three 

main categories: academic, teaching (practical), and social. This categorization is also 

in alignment with Johnson’s (2009) view of teacher learning, which directly influences 

teacher cognition. According to that seminal work, teachers’ lives can be categorized 

under three social contexts, and second language teacher learning is a continuous, 

lifelong process that is shaped by their experiences in these three social settings: their 

time as language learners, participants in teacher training/education programs, and 

eventually, as active teachers. Their learning is socially influenced and depends on 

their understanding of themselves, the subject they teach, the curriculum, and their 

specific teaching environment. Since these participants were PSTs, only the first two 

social settings were investigated in a detailed way. In the literature, the first category 

is generally named early language learning experiences; however, language learning 

is also a continuous and dynamic process, especially for non-native EFL teachers, so 

the word early was limiting, and since some participants improved their language, 

especially their oral proficiency at university level or learned another language during 

that time, their language learning experiences were not only limited to K-12 education. 

Yet, the early experiences were an important part of the inquiries, as they shape the 

initial teacher cognitions of the PSTs. In this section, their coursework was also 

elaborated on since they are also academic influences. In the next part, their teaching 

experiences, such as the practicum and tutoring experiences, were explored. The 

Speaking Club was also a practical experience; therefore, it was included in the 

teaching practices part. In the last part of the analysis, the social interactions with past 

teachers, academics, students, peers, mentors, and foreigners and their impact on 
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shaping their teacher cognition were explained. In the following part, a cross-case 

analysis was conducted, and the differences and similarities between the cases were 

depicted. A summary of all the codes used in this study and their frequencies can be 

found in Appendix G. Although this research is grounded in a qualitative interpretivist 

paradigm focused on an in-depth understanding of participants’ teacher cognitions 

about teaching speaking, the frequency of the codes is provided to offer contextual 

insight and structural visibility to the data. These frequencies are not used for statistical 

inference or to claim generalizability. Instead, they serve two primary purposes. Firstly, 

the counts indicate which themes or concepts appeared most frequently across the 

interviews and reflection papers, suggesting areas of particular significance or 

common experience for the participants. Secondly, the frequencies help orient the 

reader by providing a data-grounded framework for the subsequent, in-depth 

interpretive analysis. The findings will then delve into the meaning, nuance, and 

specific context of these highly occurring themes, which remain the primary focus of 

the qualitative analysis. 

4.1. The Context of the Cases 

This study was conducted at an EMI university in Türkiye. The study group consisted 

of five undergraduate students enrolled in the same university. Before starting their 

higher education, all the participants had completed their K-12 education in the public 

school system, but in different schools and some in different cities. Based on the 

literature and the information gathered from the participants, the national K–12 

education system, English language teaching typically relies on extensive L1 use, 

teacher-centered instruction, and grammar-focused practices. All participants had 

experienced this system firsthand, which shaped both their prior language learning 

experiences and initial conceptualizations of language teaching. When they started 

university, the COVID pandemic had broken out, so they had online classes for almost 

a year and a half. The courses that coincided with these semesters were completed up 

to the extent that online classes allowed.  

At the time of data collection in Spring 2023, a major earthquake had occurred in 

Türkiye and prompted the education system to transition back to online instruction. In 

mid-semester, the schools were opened again, but the Higher Education Council issued 
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that attendance would not be taken for the university classes. Overall, it was a 

tumultuous time for the country. The education was affected by this as well. At that 

time, the participants were third-year pre-service English teachers who had completed 

their first methodology course and were about to finish the second one. Although the 

first course introduced speaking pedagogy, their exposure was limited. Speaking 

micro-teachings in the ELT Methodology course were done in groups, with each 

member responsible for a different stage of the lesson (lead-in, while-speaking, post-

speaking). Due to strict time constraints, these lessons often simulated activities rather 

than implementing them authentically. Consequently, participants entered their 

practicum with only partial and often theoretical knowledge of teaching speaking. 

However, the PSTs who joined the project, which is called the Speaking Club, had the 

opportunity to teach speaking to a group of intermediate-level prep school students 

from the same university for five weeks. In the sixth week, they observed an 

experienced English instructor working at the prep school of the same university. 

Moreover, since the Speaking Club coincided with the first semester of their practicum 

experience, they had the chance to compare their teaching experiences in both.  

4.2. The Description of the Cases  

The study included five third-year ELT majors enrolled in an EMI university in 

Türkiye. All participants had completed the methodology course prior to data 

collection and had varying degrees of familiarity with teaching speaking, primarily 

through micro-teaching tasks completed in groups. In their K–12 education, they were 

all exposed to grammar-focused and teacher-centered English instruction, which 

shaped their early perceptions of language learning. At the time of data collection, their 

teaching experience ranged from none to extensive private tutoring. The participants’ 

profiles are summarized below. 

Beril was born in 2001 and received her education through the public school system. 

She graduated from an Anatolian High School as a language student. Her classes were 

focused on grammar and were teacher-centered. After high school, she attended the 

university’s preparatory school because she believed her speaking skills needed 

significant improvement. During her sophomore year, she participated in an Erasmus 

student exchange program in Germany, where she learned German. She faced harsh 
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criticism regarding her oral proficiency but was determined to keep improving herself. 

She also gained previous teaching experience in speaking by tutoring students from 

various age groups. Motivated to enhance her knowledge, she engaged in different 

projects and studies. In one project, she observed classes taught by professors from 

various departments to reflect on their teaching styles. She aspired to become both a 

teacher and a researcher because she believed that without teaching experience, 

becoming a researcher would be incomplete, as she would lack practical teaching 

insights to support her research.   

Berke was the only male teacher student in the study, as well as the oldest. He was 

born in 1999. He had received his education in public schools. His interest in English 

started when he joined a project of the American Attaché for underprivileged kids. In 

that project, he was taught English for a very long time. He mentioned that this project 

had had a lot of impact on how he viewed English classes. Although he liked English 

a lot, he did not pursue language studies in high school. He mentioned that he had been 

pressured into the science track. He graduated from science studies and got into the 

biology department of a university. After being unhappy with his department choice, 

he changed his major to teaching English radically. He was a very enthusiastic PST. 

He studied abroad by attending Erasmus+ student exchange programs, but he also 

travelled abroad very frequently since he was a member of the scouting federation. He 

had plenty of experience managing large groups and having people and kids play 

games. After his graduation, he wanted to work at a village school and help kids in 

need. 

Leyla was the youngest PST in this study. She was born in 2002, and she received her 

education in the public school system. She was a language track student in high school, 

and she did not study in the preparatory school of the university. When she was first 

interviewed in May 2023, she mentioned that she was not sure about becoming a 

teacher. She was more interested in literature and linguistics. She had attended 

Erasmus+ projects many times during her high school and university years, and she 

was also interested in learning different languages like Lithuanian, Swedish, and 

French. She had never had teaching experience before the Speaking Club. She tried to 

develop herself professionally by attending conferences and different projects about 
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linguistics. She was influenced by one of her English teachers to choose a career in 

language studies.  

Nalan was born in 2001. She had received her education in the public school system. 

However, she mentioned that she had received more hours of English classes compared 

to most other high schools and that, unlike most high schools, her school had offered 

the students a speaking course. However, she mentioned excessive L1 use in her 

classes. She was also influenced by her English teachers in choosing her career path. 

She was a language track student. She was determined to be a teacher after graduation. 

Since she wanted to get into the university where the present study took place, she took 

the university entrance exam again after a year due to her score not being high enough 

the first time. She had not studied in the preparatory school. She had a North American 

accent of English, and she was proud of it. She had tutored many students, and she 

worked at a government project, in which she taught speaking to young learners and 

teenagers. She was the one with the most teaching experience among the participants.  

Sevgi was born in 2001, and she also received her education in public schools. Her 

classes were grammar-focused and teacher-centered, similar to the other participants. 

She mentioned that her English teachers had touched her life, and she wanted to do the 

same for her students. After her high school graduation, she studied at the prep school 

of the university. She had a very negative experience there. Her instructor told her that 

she should change her major because she was not very good at English. She said that 

she had been very offended, and she still got very nervous while speaking English. She 

did not have any teaching experience, and she was not very sure about becoming an 

English teacher since she was thinking of pursuing a career in academics.  

All of these PSTs contributed a lot to the study since they all came from different 

backgrounds and contexts as well as due to the nuances in their interpretation or the 

acceptance of the teachings of the pre-service teacher education. These differences 

enriched the study as they helped shed light on the influences shaping teacher 

cognitions about teaching speaking. In the following subsections, the cases are initially 

dealt with individually; in other words, each case is examined regarding the influences 

shaping that PST’s teacher cognition of teaching speaking, and then they are compared 

to each other in terms of their similarities and differences; in other words, a cross-case 
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analysis is done. Finally, some assertions and generalizations are made about the cases 

and the teacher cognitions of the PSTs.  

4.3.  The Case of Beril 

4.3.1. Academic Influences Shaping Her Cognitions about Teaching Speaking 

4.3.1.1. Language Learning Experiences Influencing Her Cognitions about 

Teaching Speaking 

During their K-12 education, EFL PSTs experience their first encounters with language 

learning as non-native learners. These experiences significantly influence their beliefs 

about language learning. Beril’s cognitions regarding teaching speaking prioritize 

communicative competence and affective support over nativist accuracy. This 

pedagogical stance was primarily shaped by two contrasting academic influences: a 

grammar-heavy, “silent” K-12 education that induced speaking anxiety, and later 

communicative, interactive university courses that improved her oral proficiency. As 

the data illustrates, her initial lack of oral instruction and subsequent struggles with 

fluency directly informed her current belief system.  

For instance, due to her own language learning experiences and knowledge gained 

from these experiences, she began researching this issue to find solutions to foreign 

language anxiety. She discovered that using L1, or in her words, translanguaging, 

could reduce this anxiety. She supported using students’ native language when 

necessary. She mentioned that teachers could not expect learners to stop thinking in 

Turkish or speak only in English, as that would not be realistic. This belief likely stems 

from her own language learning process, where she had to translate ideas in her mind 

before expressing them. However, she strongly opposed using L1 all the time in an 

English class, since it would be counterproductive. (First Interview, 18.05.2023) Using 

L1, Turkish, in her English classes was very common when she was a language 

student. Teachers rarely switched to English during instruction, and she had never seen 

an English teacher emphasize speaking skills throughout her K-12 education.  

Definitely, all the topics were explained in Turkish; there was no point at which 

they were really explained in English. Actually, if the topic wasn’t in English, 

English wasn’t involved at all. For example, if we replaced English with 
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chemistry, we couldn’t mention English in any way. (First Interview, 

18.05.2023) 

As evidenced by the excerpt above, Beril’s language education was given in her native 

language. She added that her teachers primarily focused on grammar, vocabulary, and 

reading instruction. In her senior year, the year of the university entrance exam, this 

instruction intensified because the exam was multiple-choice and focused only on 

these three areas. Speaking was not part of her language education. She mentioned her 

lack of oral proficiency in English during her first interview: “To be frank, while 

learning English, it was all about grammar and vocabulary. And reading. No listening, 

no speaking. I couldn’t speak a word when I started prep school” (First Interview, 

18.05.2023). She shared an incident where a classmate criticized her oral proficiency 

during her first year at university, which was her prep year. She demonstrated a deep 

understanding of foreign language speaking anxiety, which was shaped directly by the 

peer criticism she received. She noted,  

I still remember one instance when someone told me, “You sound so 

uneducated.” I was only a prep student, and I was there to improve myself. I 

was shocked, but I didn’t take it personally. I wasn’t fluent in my speaking. 

When I started speaking, it took me a long time because a translation process 

was happening in my mind, but I still kept speaking. I didn’t give up because 

of that comment. (First Interview, 18.05.2023) 

As evidenced by the excerpt, this experience, rather than disheartening her, solidified 

her pedagogical commitment to affective support. On the contrary, she put significant 

effort into improving her speaking skills. Thanks to her resilient personality, she set 

some goals to improve her oral proficiency. She asked her friends how they improved 

their speaking abilities and took their advice, then followed it. She started watching 

movies and TV shows and talking to herself in English. She promised herself she 

would contribute at least once in every class and kept that promise. When asked about 

her thoughts on her current oral proficiency, she said the following: 

I think I am competent. While I am teaching my lessons, I can express myself 

very well. I’m still working on my pronunciation, of course, but I’m against 

the nativist approach. Overall, I can say that I have enough proficiency. (First 

Interview, 18.05.2023) 

By applying Vygotsky’s concept of perezhivanie, it can be argued that Beril refracted 

this negative lived experience and shifted her perezhivanie from a state of vulnerability 
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to a state of professional competence. Moreover, because of the negative comment she 

had received and her struggles with her own oral proficiency, she became more 

empathetic toward students and was well aware of the affective domain of learning to 

speak.  

I think speaking anxiety is the biggest factor affecting a student’s speech. They 

always say things like “I know how to speak, and I have the vocabulary 

knowledge to do that, but I cannot do it somehow,” and I think the reason why 

they feel like that is that they have this anxiety and self-doubt when it comes 

to speaking, so that must be overcome first. (First Interview, 18.05.2023) 

Rather than viewing her early inability to communicate as a personal failure, Beril’s 

cognition evolved into a resilient, empathy-based belief system that prioritizes a 

communication-centered classroom environment. Beril’s belief that language learning 

can be enjoyable was heavily influenced by the interactive nature of her university 

courses. She reported that studying at an EMI university improved her speaking skills 

because all classes were conducted in English, and she had to use English to participate 

in class discussions. The Spoken English course reinforced the idea that she could 

speak English with ease in the right environment, as they sang songs and gave 

entertaining presentations in this course. This course also had a lot of impact on her 

oral proficiency.  

In high school, although it was generally grammar-heavy instruction, she recalled an 

elective literature class where she acted out excerpts from literary texts with friends, 

read aloud, and discussed them. She said they looked forward to that class eagerly and 

felt like a breath of fresh air amid her heavy course load at the time. She noted that this 

course helped her realize that English could be fun (First Interview, 18.05.2023). Based 

on her language learning experiences, it is clear that emotional experiences strongly 

influence Beril’s perspective on language learning and teaching. Her teacher cognition 

regarding speaking is deeply rooted in her observation and personal experience, where 

a K-12 education focused solely on grammar and translation left her unable to 

communicate. The lack of early oral instruction, which was combined with being 

called “uneducated” for her lack of fluency, fostered a resilient, empathy-based 

pedagogical belief system that prioritized affective factors and communicative 

competence over nativist perfection. Having personally experienced the mental load 

of translating in her head and the anxiety of speaking, Beril sees translanguaging not 
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as a failure, but as a practical tool to lower students’ anxiety and support oral 

communication. Her journey from a student in a “silent,” grammar-focused classroom 

to a teacher who views English as a “fun” communication tool shows how both 

negative schooling experiences and positive university-level language learning shaped 

her dedication to creating a supportive and communication-centered environment. For 

this reason, she recognized the importance of prioritizing communication, influenced 

by her struggles and aimed to focus on communication in her classes.  

4.3.1.2. Pre-Service Teacher Education Experiences Shaping Her Knowledge of 

and Beliefs about Teaching Speaking 

During her pre-service education, Beril’s teacher cognition was defined by a growing 

critical awareness of the theory-practice gap in her ELT program. Her conception of 

teaching speaking evolved through a sharp contrast between her personal successes as 

a language learner and her dissatisfaction with the inauthentic pedagogical training she 

received. She argued that the methodology course content needed to prioritize practical 

application, authentic peer observation, and active reflection on instructional mistakes. 

To Beril, the program’s reliance on isolated, theoretical planning created a false sense 

of security where “everything was perfect” in a 40-minute plan, which was contrasted 

with the unpredictability of actual teaching.  

Another thing is that we always prepared lesson plans and presented only a 

small part of them during microteaching... But in reality, it’s not like that. 

Nothing ever takes exactly 40 minutes. That experience taught me to look at 

my lesson plans from a more realistic perspective. (Second Stimulated Recall 

Interview, 22.11.2023) 

However, she believed this course was especially important because of its practical 

focus. In the first interview, she said that this course should dedicate a larger part of 

the syllabus to teaching speaking because most of them came from similar high schools 

where they had never been taught speaking. She mentioned that they were clueless 

when it came to speaking and that peer observation was helpful to some degree because 

their peers made mistakes during demo lessons, and understanding why those mistakes 

occurred should be discussed in class to prevent them from happening again (First 

Interview, 18.05.2023). When she recognized the structural limitations of her program, 

such as late exposure to practical application and inadequate training in specific skills 
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 and approaches like Content and Language Integrated Learning (CLIL), which was 

the approach in her practicum school, Beril’s cognition shifted from passive criticism 

to proactive agency. She sought external, practical applications to validate and enhance 

her teaching skills. In other words, this cognitive dissonance acted as a catalyst for her 

teacher agency. By engaging in extracurricular professional development, such as a 

Speaking Club and observing professors outside her department, she reshaped her 

pedagogical understanding. What made her realize the gap between reality and her 

training was another course. Her first-year Spoken English course heavily influenced 

Beril’s foundational beliefs about speaking. Despite the limitations of pandemic-era 

online learning, her self-efficacy beliefs regarding speaking shifted from anxiety to 

confidence. This was primarily attributed to her professor’s supportive instructional 

practices and the use of various low-affective-filter activities. 

I took this class from Ezgi Hoca. In that course, we did various activities, from 

singing songs to giving presentations. She was really gentle. Actually, all of 

these are forms of speaking because speaking is about being in front of 

someone and overcoming anxiety in the moment. I definitely think these 

classes had an effect on me. (First Interview, 18.05.2023) 

This experience established a core cognitive belief for Beril: effective speaking 

instruction relies on overcoming anxiety and instructor enthusiasm. However, while 

this course developed her personal speaking skills, it highlighted a gap in her 

pedagogical training. A dominant theme in Beril’s cognition is her frustration with the 

ELT methodology courses, which she perceived as disconnected from the realities of 

the classroom. She exhibited a high level of critical reflection, identifying that peer 

micro-teachings failed to provide realistic models of instruction or authentic student 

behavior. “I think we try to imitate intermediate- or beginner-level students, but we 

can’t, and it’s not realistic.  

Therefore, the micro teachings, I mean the application parts, can be done in the prep 

school classes.” (Second Interview, 25.05.2024) Overall, Beril’s case illustrates that 

without integrated, practice-based instruction, PSTs risk feeling wholly unprepared to 

teach speaking. However, her high capacity for critical reflection allowed her to 

identify these pedagogical gaps and exercise the agency which is required to build her 

own practical knowledge base. 
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4.3.2. Influence of Teaching Experiences on Cognitions about Teaching Speaking 

4.3.2.1. The Speaking Club Experiences 

Communicative intent played a big role in shaping Beril’s cognitions and teaching 

practices. She designed her lessons with the aim that there would be real-life 

discussions and debates. In her first one, there was a debate activity about veganism. 

Since she prioritized communicative intent over grammatical or phonetic accuracy, 

when a student mispronounced the word “vegan,” Beril consciously chose not to 

correct him. She justified this by expressing a non-nativist view of language learning: 

“If I can understand someone when they say vegan, that’s fine for me” (First 

Stimulated Recall Interview [SRI], 08.11.2023). This demonstrates that her 

instructional decisions are mostly rooted in a belief that speaking activities should 

foster fluency and intelligibility rather than strict linguistic conformity. She believed 

communicative delivery superseded the content. Another instance that highlighted this 

belief was in her second lesson. To increase motivation during a problem-solving task, 

Beril spontaneously introduced a “budget” competition, where the most persuasive 

groups would “win” funding to solve their campus issue. Beril’s instructional decisions 

were tightly aligned with her underlying rationale. She deliberately refrained from 

acting as the judge to reinforce the primary learning objective: 

If I had come out and said, “I’m choosing this group,” then the students 

wouldn’t have gotten the message... What I wanted to emphasize was that 

discussion skills are actually more important than the content, that how we 

deliver the message comes before what the message is. (Second SRI, 

22.11.2023) 

To ensure students internalized this, she implemented a peer-voting mechanism and 

effectively used it as a comprehension check to see if students could recognize strong 

communicative skills. Furthermore, when a pair expressed doubt about their ability to 

succeed because they drew an unfamiliar topic (dormitories), Beril intervened to boost 

their confidence and reminded them to be “a little political” and focus on persuasion. 

When this initially hesitant group won the peer vote in the end, Beril viewed it as a 

profound success, validating her belief that teaching speaking is fundamentally about 

instilling the confidence to present ideas strongly, regardless of the content. She also 

believed that one of the most important aspects of speaking was revisiting one’s 
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 performance. Therefore, she finished with a reflection session for the students. She 

asked them whether they had to defend an opinion that they were against in real life 

and how they felt about it. She also asked them whether they had a strong argument 

that they could not refute. When she was inquired as to why she decided to finish the 

lesson like this, she explained that she had wanted to create a debate-like atmosphere 

in the classroom.  

Still, she found it difficult to manage a whole-class debate. This part helped students 

discuss the ideas they had contributed, compare them with their peers’ ideas, and 

recognize perspectives they had not considered themselves. Instead of simply asking 

students what they had done, she wanted them to engage in a structured reflection. For 

her, this reflection session supported the students’ development in multiple ways: it 

encouraged them to think about their performance, consider how they had felt at the 

moment, and acknowledge the role of emotions in learning. She also mentioned that, 

since she could not monitor all groups simultaneously, the reflection session allowed 

her to understand what had taken place in each group. For these reasons, she chose to 

conclude the lesson with a reflection activity (First SRI, 08.11.2023). What this reveals 

about her cognition is that she was highly aware of the importance of reflecting on 

one’s performance with regard to improving oral proficiency.   

A recurring practice in her pedagogical approach is providing scaffolding for students 

when needed. She sometimes heavily scaffolded her activities based on her 

assumptions about the learners’ knowledge. A clear example of this practice occurred 

when students were hesitant to answer her questions. She assumed they lacked the 

background knowledge, so she resorted to teacher-led explanations that went on for a 

long time. Another instance was when she provided role cards equipped with pre-

written arguments for a debate and spent significant Teacher Talking Time (TTT) 

explaining vocabulary. 

When peers criticized these choices and suggested that the role cards eliminated the 

students’ need to think critically and that the photo explanations were too teacher-

centered, Beril defended her practices as necessary support. She believed that without 

this scaffolding, students would lack the foundation to speak at all. However, reflecting 

on the low student responsiveness during the photo activity, her cognition showed 
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signs of adapting. She acknowledged panicking and falling into a teacher-centered trap 

and eventually identified a more student-centered alternative:  

I wouldn’t do it like this. Since they all have access to electronic devices and 

technology, I would ask them to do a quick Google search instead of explaining 

it myself. I would have given them two pictures and divided them into two 

groups. I would have given them the first letter of each word of the item in the 

pictures. I would have asked them to find themselves. In a way, it would be 

more student-centered, and they would discuss the answers with one another, 

which would increase their speaking time. (First SRI, 08.11.2023)  

This incident points to a growing awareness of how Beril’s reflective practice actively 

renegotiates the balance between providing necessary support and allowing for 

student-led discovery. Another emerging theme in her cognitions about speaking was 

that she had a broad and inclusive definition of student interaction. During her lesson, 

peer observers noted that her discussion activities felt overly teacher-led, as students 

often responded directly to her rather than to one another. However, Beril’s 

pedagogical reasoning revealed a different conceptualization of speaking. In her first 

SRI (08.11.2023), she argued that a discussion “did not need to follow the pattern of 

one student said this, and another said that.” Instead, she validated passive 

participation and noted that gestures, such as raising hands or simply forming internal 

responses to peers’ statements, constituted active engagement in a discussion format.  

Although she did not agree with her peers on the definition of student interaction, 

Beril’s cognition was highly permeable to peer influence in general. She explicitly 

noted that observing her peer, Leyla, the previous week, taught her the importance of 

monitoring and reacting to student contributions. She also collaboratively planned the 

lesson with another peer, Berke, who originally suggested the “mixer” role. 

Consequently, Beril’s pedagogical reasoning is not formed in isolation but is highly 

collaborative and responsive to immediate classroom realities. Another instance where 

she gained awareness of her practices and consolidated her beliefs was during the peer 

feedback session after her second lesson. In that lesson, her core objective was to foster 

critical thinking by connecting the lesson topic, university campus problems, to 

students’ personal lives.  

However, her understanding of how to actively operationalize this connection 

developed as the lesson unfolded. Initially, she attributed low student participation 
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during the pre-speaking phase to the lesson having just started. It was only when she 

spontaneously encouraged students to “think about their own experiences” that 

engagement noticeably increased. Beril admitted during her SRI that this was not a 

premeditated strategy. Her realization of its effectiveness was further solidified 

through peer feedback. When they pointed out that connecting the topic to students’ 

personal experiences had boosted engagement, she realized that she had used a useful 

technique without even noticing (Second SRI, 22.11.2023). This instance highlights a 

key aspect of Beril’s cognition: her pedagogical knowledge was, at times, tacit and 

emergent, and it required collaborative reflection to become explicitly understood. 

Overall, Beril’s experience in the Speaking Club brought about a shift in her 

professional identity and confidence, particularly regarding the role of “teacher talk.” 

Before the Speaking Club, Beril found speaking lessons challenging and avoided them 

in favor of reading lessons, which she perceived as “safer” because they allowed for 

more active, teacher-directed instruction. However, through experiential learning and 

peer observation, her cognition shifted from a reliance on traditional, teacher-centered 

models to more flexible, student-centered models. She actively applied techniques she 

learned from her peers, such as a non-verbal attention-getting strategy observed from 

a classmate, Berke, which resolved earlier anxieties about classroom management.  

When she reflected on the difference between the Speaking Club and her standard 

practicum, she noted, “In our practicum course, we just go and teach, then leave 

without knowing exactly which techniques we are using. Here, especially by observing 

my friends’ lessons and taking notes, I learned many techniques” (Second SRI, 

22.11.2023). This reflective environment directly impacted her broader teaching 

practices.  

As she was empowered by her new understanding of how to manage a classroom with 

minimized teacher talk, Beril confidently adapted a traditionally structured reading 

lesson into a speaking activity during her assessed practicum that week. She 

recognized this as clear evidence of her own growth and noted that she was now able 

to incorporate variety and respond spontaneously to emergent issues, fully 

internalizing the concept that pedagogical flexibility “comes with experience.” 
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4.3.2.2.  Practicum Experiences 

During her practicum experiences in two highly contrasting educational settings, 

Beril’s teacher cognition evolved from theoretical frustration into active pedagogical 

negotiation. Her experiences revealed her constant mediation among her internalized 

beliefs, her actual competence, and the institutional realities of her practicum schools. 

In the first semester of the practicum, Beril was placed at an International 

Baccalaureate (IB)  high school, and she observed the lessons of an IB class. She 

encountered a profound mismatch between her pedagogical training and the demands 

of CLIL. When she was tasked with teaching complex content (religious trade 

strategies), she experienced feeling incompetent as her lack of content knowledge led 

to classroom chaos. This experience reinforced her prior criticism of her pre-service 

education: 

I struggled a lot in the IB class because I didn’t know how to teach CLIL-based 

lessons. Why don’t we learn how to do it? We teach four skills, but is language 

learning really limited to these skills? We never question it. (Second Interview, 

25.05.2024) 

Furthermore, she identified a cognitive dissonance regarding the conceptualization of 

“teaching speaking.” While the IB school treated speaking as open, uninstructed 

conversation (expecting students merely to share opinions), Beril’s pedagogical belief 

was that speaking requires structured instruction. Because she lacked the autonomy to 

change the curriculum, she was forced to abide by institutional norms, which marked 

her first significant compromise between belief and practice. 

In her next semester of practicum, she encountered a completely different context of 

teaching. The students’ age group, language proficiency, and their attitude toward 

English were not the same. Moreover, transitioning to a mixed-ability secondary 

school exposed Beril to a different set of challenges: low English proficiency and 

student reluctance to speak. Rather than lowering her expectations, her cognition 

shifted toward strategic scaffolding. She actively employed digital mediation to 

remove barriers to speaking. When she realized that a lack of vocabulary knowledge 

caused students to abandon speaking tasks, she integrated bilingual digital dictionaries 

(TURENG) into the lesson flow. Similarly, to mitigate affective filters and peer 

conflicts during speaking activities, she utilized a digital management tool (Class 
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Dojo) to randomize peer pairings. These practices demonstrate a highly responsive 

cognitive approach, where technology is used not merely for engagement but as a 

specific tool to sustain target language production. 

One of the most defining aspects of Beril’s practicum cognition was her active 

resistance to her mentor teacher’s practices. While her mentor advocated for relying 

heavily on the students’ L1 for convenience, Beril perceived this as a violation of her 

core teaching philosophy.  

She also wanted me to use Turkish in this class because it was what she did. I 

try to take on as much feedback as I can and try to learn from them, but using 

Turkish in class is not something that I will do because I think it’s a different 

philosophy of teaching, and it’s against mine. (Second Interview, 25.05.2024) 

Beril enacted strong teacher agency by maintaining a strict “English-first” stance, and 

she utilized non-verbal cues and L2 repetition before ever resorting to L1 translation. 

However, her cognition was not entirely rigid; she demonstrated a pragmatic 

understanding of L1 usage. She permitted students to use Turkish during complex task 

preparation (e.g., discussing solutions to animal problems), provided the final output 

was in English, and she also strategically utilized the L1 herself for affective purposes, 

such as building rapport and reducing anxiety. 

Conclusively, the practicum served as a critical site for Beril’s professional identity 

formation. By navigating the constraints of a state school, unmotivated mentors, and 

inefficient MoNE coursebooks, she made a decision about what she did not want for 

her future career: teaching in state schools or to young learners. Furthermore, the 

practicum validated her earlier efforts to build her own pedagogical knowledge.  

Nonetheless, when she was evaluated by her practicum supervisor, Beril was praised 

for the variety and effectiveness of her speaking activities, and these activities, she 

admitted, were sourced entirely from her extracurricular Speaking Club rather than her 

university coursework. This reinforces the finding that Beril’s teacher cognition and 

practical competence were mostly reliant on her own self-directed agency to fill the 

gaps left by her formal training.  
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4.3.3. Social Interactions Mediating Her Cognitions about Teaching Speaking 

4.3.3.1. Interactions with K-12 Teachers 

During the K-12 phase of becoming a teacher, PSTs passively or subconsciously 

observe their teachers and form ideas about what it means to be a teacher. According 

to sociocultural theory, learning occurs through observing experts or capable peers. 

Beril’s high school teachers influenced her beliefs about teachers’ roles in the 

classroom as well as her views on language teaching. She also chose the language track 

because she loved learning English and was greatly influenced by an English teacher. 

However, after this teacher left her high school, the replacement disappointed Beril 

because she was neither helpful nor guided students when they had trouble 

understanding something.  

After this teacher left, the English teacher who came to the school said, “What is 

even taught in the language classes?” In my final year, only one teacher was 

teaching the English classes; I had to study on my own. Studying independently is 

actually very difficult because the topics remain very abstract. While trying to 

understand the topics where the teacher didn’t help at all, you are also stressed 

about exams, and with that anxiety, English became very negative for me. I didn’t 

want to study at all. I didn’t necessarily want the teacher to teach the topic, but I 

wanted some guidance. So, I guess, the lack of a teacher in English was a major 

negative factor for me. (First Interview, 18.05.2023) 

She was negatively impacted by the teacher who taught her English in high school. 

She complained about the lack of guidance and the teacher’s incompetence. Drawing 

on her negative experiences, in her own classes, Beril always tried to guide students 

and help them whenever she could. She consistently used scaffolding or peer 

scaffolding to help students reach their potential. She ensured her students never felt 

as hopeless as she did when learning English. In other words, because of her negative 

experiences with that teacher, she aimed to become a completely different teacher. 

Although Beril was motivated to become a teacher by her English teacher, she also 

had some poor role models. These models showed her how a teacher should not 

behave, which highlights how important social interactions with past teachers can be 

in shaping a PST’s thoughts about teaching and becoming a teacher. Regarding her 

thoughts on teaching speaking, she was not influenced by her K-12 teachers because 

they did not teach that subject. Instead, she gained insights through what might be 

called an anti-apprenticeship of observation. After struggling significantly with her 
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own speaking skills during higher education, she became very aware of the importance 

of effective oral instruction and blamed her difficulties on the limited focus her K–12 

language teachers placed on speaking skills.   

4.3.3.2. Interactions with Peers 

The relationships that PSTs develop with each other can significantly influence their 

learning during their teacher education program. They can form a learning community 

where they share, influence, and generate ideas about teaching and learning a language. 

Beril did this with her friends, especially in the Speaking Club. She mentioned 

collaborating with her friend, Berke, while preparing her lesson plans. She and Berke 

discussed instructional decisions together. Even after the Speaking Club ended, she 

noted that she still worked with Leyla and Berke, trying to apply what they learned in 

the Speaking Club during their practicum. For example, she attempted to implement 

classroom management techniques she learned from Berke’s lessons into her 

practicum. In other words, she adapted those techniques to fit the context. Since the 

practicum context was different, she had to modify them (Second Interview, 

25.05.2024).   

She also reported that she used the peer feedback she received in the Speaking Club 

while planning her second lesson (Second SRI, 22.11.2023). Her friends had raised 

some concerns about her teacher-centered warm-up and lead-in parts in her lessons 

(Peer Reflection Session 2, 06.11.2023), and she made a mental note of this for her 

next lesson. She put a lot of effort into reducing her TTT. PSTs usually follow each 

other’s advice when they share strong friendships. As they test their personal theories 

about teaching and learning in their first lessons, they tend to internalize the feedback 

from peers who observe them if they share mutual respect and trust. For example, her 

peers praised her use of critical thinking activities (Peer Reflection Sessions 2/4, 

06/20.11.2023), so she continued using those activities during her practicum. 

However, she mentioned that she received little to no feedback from her friends during 

the practicum, unlike in the Speaking Club. They typically made general comments 

like “It was good” or “Good job.” The feedback was not as detailed as in the Speaking 

Club, so she did not learn as much from her peers during the practicum (Second 

Interview, 25.05.2024). Peer collaboration greatly enhances the development of PSTs. 
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Since teaching and learning are inherently social, more knowledgeable peers promote 

deeper understanding and professional growth, which improves teacher cognition of 

speaking. By observing her peers, she was exposed to different teaching approaches 

for speaking, gaining new ideas about classroom activities and instructional strategies 

she had not experienced or observed before. 

4.3.3.3. Interactions with Foreigners 

Beril’s immersion in a cross-cultural exchange program (Erasmus+) served as a critical 

catalyst in developing her teacher conceptions of learning to speak. Her social 

interactions abroad, which were coupled with the vulnerability of navigating a new 

linguistic environment, fundamentally shifted her conceptualization of spoken 

discourse from rigid, academic accuracy toward communicative authenticity and 

pragmatic appropriateness. Trying to learn German in a foreign context forced Beril to 

adopt the identity of a novice learner. While she had a long, formal history with 

English, her learning German journey was driven by immediate social necessity and 

survival. This contrast profoundly impacted her pedagogical beliefs regarding error 

correction and fluency. 

Since I have a long history with English, I do not remember when I began 

speaking it, but I suspect I had sufficient vocabulary and grammar, so I tried to 

use them. I tried not to make mistakes, but since I have a more recent past with 

German, I can say that my speaking is really good because I tried to learn how 

to survive while speaking that language, and my listening skills were okay. My 

grammar was terrible, but it didn’t affect my speaking. (First Interview, 

18.05.2023) 

By experiencing firsthand that communicative success is possible despite “terrible” 

grammar, her cognition shifted to prioritize communicative intent. Her experience of 

being a beginner-level language learner again directly informed her teaching practices 

and fostered a high tolerance for student errors. It also reinforced her belief that 

speaking instruction should focus on meaning-making rather than grammatical 

perfection. A pivotal moment in Beril’s cognitive development occurred through 

informal social interaction rather than formal instruction. When a peer in Germany 

pointed out her unnatural, overly formal use of the word “therefore” in casual 

conversation, it triggered a deep reflection on her own language habits. She realized 

she had been inappropriately mapping academic writing conventions onto spoken 
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discourse. This single piece of social feedback altered her pedagogical goals for 

teaching speaking: 

I improved my speaking through enhancing my writing, and “therefore” was a 

linker I used a lot in my writing, so while I was teaching English, I would focus 

on speaking naturally too and organizing their speech through the use of linkers 

like but, and, yet, and so to make it cohesive and coherent... What I mean by 

that is when someone asks you how you are, you don’t answer with “fine thanks 

and you” in real life, there are many ways to answer that question and “fine 

thanks and you” is too robotic... (First Interview, 18.05.2023) 

Beril’s cognition now actively rejects the “robotic” formulations typical of traditional 

ELT textbooks. Instead, she conceptualizes effective speaking instruction as teaching 

pragmatics, sociolinguistic register, and the natural variations of everyday speech. Her 

interactions abroad highlighted the gap between textbook English and real-world 

communication, which motivated her to expose her students to context-dependent, 

authentic language use. Consequently, these social interactions expanded not only her 

pedagogical horizons but her professional ones and fueled her ambition to pursue 

graduate studies abroad. 

4.3.3.4. Interactions with Students 

Beril’s interactions with students during her Speaking Club sessions played an 

important role in shaping her beliefs about a teacher’s role in speaking activities. They 

transformed her from a hesitant PST into a reflective practitioner who values student 

agency. Initially, her fear of student silence triggered a “panic” response in her first 

lesson, leading her to rely heavily on excessive TTT to fill gaps in student knowledge. 

However, through the cycle of peer reflection and stimulated recall, she realized that 

her instinct to “rescue” students with explanations actually limited their speaking 

opportunities. This insight shifted her view of herself from being the main source of 

knowledge to seeing herself as a facilitator who provides scaffolded, student-centered 

options, such as using technology for quick searches instead of delivering long 

monologues. 

Her interactions also refined her beliefs about communicative competence and the 

nature of classroom discourse. While her peers criticized her for “one-on-one” 

interactions that did not match their strict definition of a discussion, Beril stood firm 
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 in her belief that a “discussion” includes internal processing and non-verbal 

participation, such as students forming ideas in response to others. In addition, her 

“automatic” use of rephrasing and repeating student answers, which she only noticed 

after peer feedback, reinforced her convictions in modeling over direct correction. By 

choosing not to correct a student’s mispronunciation of “vegan,” she demonstrated a 

move away from prescriptive nativism toward a focus on intelligibility and the 

affective domain, which ensured that the student’s flow was not interrupted and their 

confidence was not harmed. Beril’s experience with “the budget task” in her second 

lesson highlights a distinct shift in her instructional decision-making. By using real-

world university problems, she discovered that student engagement increased when 

the content was personally relevant. Moreover, she moved away from “safe,” teacher-

led reading lessons to a confident, risk-taking stance where she prioritized how 

students communicated over the specific content of their arguments. This evolution, 

from avoiding speaking lessons due to a lack of control to transforming reading lessons 

into communicative activities in the practicum, illustrates how direct classroom 

interaction, when paired with reflection, can reshape a PST’s cognitions about teaching 

speaking. 

Moreover, social interactions during Beril’s practicum served as a “reality check” for 

her teacher cognitions, pushing her to reconcile her advanced academic training with 

the logistical and pedagogical limitations of diverse classroom settings. In her IB class, 

students challenged her to improve her content knowledge and teaching skills, as they 

were exceptionally good students. However, her transition to a secondary school 

practicum shifted her focus toward digital mediation and strategic translanguaging. 

Engaging with lower-proficiency, mixed-ability students prompted Beril to 

demonstrate her teacher agency against her mentor teacher’s practices. While her 

mentor urged her to use Turkish to “make the job easier,” Beril’s cognition, 

strengthened by her pre-service training, saw this as a violation of her teaching 

philosophy. Instead, she negotiated a middle ground: she maintained a “90% L2” 

environment while strategically allowing students to use Turkish or digital tools like 

TURENG to reduce their speaking anxiety (Second Interview, 25.05.2024). This 

interaction reinforced her belief that L1 should serve as a scaffold for L2 rather than a 

substitute for it. 
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4.4. The Case of Berke 

4.4.1. Academic Influences Shaping His Cognitions about Teaching Speaking  

4.4.1.1. Language Learning Experiences Influencing His Cognitions about 

Teaching Speaking 

The discrepancy between his academic education and his extracurricular language 

learning experiences greatly influenced Berke’s thinking about speaking instruction. 

In other words, Berke’s cognition regarding the teaching of speaking is mostly 

informed by a contrast between his formal schooling and his extracurricular language 

learning experiences. Unlike participants who developed their teacher cognition 

primarily through standard public education, Berke’s foundational beliefs about 

speaking were shaped by the English Access Program, which is a project to teach 

English to young people. This early exposure to a communicative curriculum instilled 

a core belief that speaking is a functional, interactive tool rather than a rigid set of 

grammatical rules to be mastered.  

He had many positive memories of this program. His public school education did not 

underscore communicative competence, but he had good memories of those classes as 

well. Although he had mainly positive experiences with English, when he had to 

choose his track of study in high school due to societal and familial pressure, he chose 

the science track. He got into the molecular biology department of a university and 

studied there for two years.  

However, his love and interest in English, the satisfaction he would feel from helping 

kids in underdeveloped regions, and thinking that he could be “more himself” while 

teaching English prompted him to drop out and get into the ELT department. He had 

an idealistic view of teaching, which was to touch the lives of kids in villages and 

underprivileged areas, when he was asked about the reason why he chose to study in 

this department. This was also because he had very fond memories of his language 

classes (First Interview, 21.05.2023). That is, his entry into ELT was largely driven by 

intrinsic motivation, autonomous learning, and a desire for creative expression. He 

viewed himself as an “eager” learner who took ownership of his speaking development 
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through media exposure (videos and songs). Consequently, his teacher cognition 

valued student agency and creativity.  

This was observed in his teaching practices, which are detailed in the following 

section. Furthermore, this was evident in how he drew upon positive, success-oriented 

memories, such as winning a silver medal in an Oxford competition for a creative 

newspaper project: 

I don’t like reading books, and our teachers forced us to read books... but our 

teacher wanted us to report the incidents that took place in that village... and 

write a newspaper about it. It depended on our creativity. We did it... and we 

won a silver medal. I won’t forget that. (First Interview, 21.05.2023) 

For Berke, positive speaking and language experiences were intrinsically linked to 

creative freedom rather than rote academic exercises. Even though he had positive 

experiences in his language learning journey, he grappled with self-efficacy beliefs 

about his oral proficiency. His late introduction to phonetics at the university level, 

which resulted in a “shock” and ongoing struggles with L1-absent sounds, has made 

him aware of the gaps in traditional language education and strengthened his belief in 

the necessity of early, communicative oral practice. 

Overall, a communicative and success-oriented apprenticeship of observation shaped 

Berke’s teacher cognitions regarding speaking. Unlike many of his peers, his formative 

years were defined by the English Access Program, which prioritized oral proficiency 

over rote grammar. This early exposure instilled the belief that speaking is a functional, 

interactive tool rather than a set of rules to be mastered. 

4.4.1.2. Pre-Service Teacher Education Experiences Shaping His Knowledge of 

and Beliefs about Teaching Speaking 

A key influence shaping Berke’s current teacher cognition was his exposure to critical 

pedagogy, specifically through his Teaching English to Young Learners course. Rather 

than viewing speaking proficiency through the lens of native-speaker norms, Berke’s 

cognition reflected a critical perspective on language ideologies. He actively 

questioned dominant assumptions about English-only instruction and the 

marginalization of learners’ L1. He articulated this critical perspective when discussing 

the integration of the learners’ L1 in speaking contexts: 
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Why are native speakers so popular? Why are we teaching English? We also 

learned that if students want to use L1, we shouldn’t stop them. It turns out that 

using English in class doesn’t really affect their English skills that much... If 

students combine the language that they learn with the one they already have, 

they can learn it more efficiently. (First Interview, 21.05.2023) 

This pedagogical realization led Berke to view bilingualism and flexible language use 

as cognitively beneficial and identity-affirming, rather than detrimental to speaking 

development. These beliefs have become foundational to his emerging teacher 

cognition, which directly informed his instructional decisions. Besides, he accepted 

some notions about teaching speaking to adult learners thanks to this course. For 

instance, he actively adapted activities originally designed for young learners to adult 

speaking contexts to prove that adults could also benefit from games and kinesthetic 

activities (Second SRI, 21.11.2023). Moreover, in his second reflection paper, he 

acknowledged that the young learners course might appear irrelevant to this context, 

which was a higher education setting, but emphasized that the critical pedagogy 

introduced in that course had formed the foundation of his “teacher identity”; 

therefore, he had used the principles he learned from that course in his lesson 

(Reflection Paper, 06.11.2023).  

Despite the profound philosophical impact of certain courses, Berke’s cognition about 

the practical execution of teaching speaking is marked by a perceived theory-practice 

gap in his pre-service education. He criticized methodology courses as overly 

theoretical, outdated, and disconnected from classroom realities. Most notably, Berke 

revealed a systemic issue within his training regarding speaking instruction: the 

superficial treatment of speaking in micro-teachings. Because instructors frequently 

allowed PSTs to skip or pretend to execute the speaking components of their lesson 

plans to save time, Berke felt he was deprived of observing and practicing actual 

speaking instruction, feedback mechanisms, and error correction. 

A lthough we all entered the program with a certain level of English proficiency 

and learned a great deal in their methodology courses, picking up many 

theoretical concepts... We never truly saw what it was like to teach speaking in 

a real classroom environment; everything remained theoretical. (Second 

Interview, 24.05.2024) 

As a result of this gap, Berke’s cognition regarding “how” to teach speaking developed 

unevenly. To compensate for the lack of formal modeling, his practical knowledge was 
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constructed largely through collaborative reflection and peer interaction. He noted that 

during micro-teachings, observing how peers with varying life experiences approached 

identical topics provided the practical strategies that formal instruction lacked (First 

Interview, 21.05.2023). Therefore, his cognitive processes relating to the teaching of 

speaking depend on using peer-based strategies and self-reflection as opposed to 

university mandated teaching strategies.  

4.4.2. Teaching Experiences Influencing His Cognitions about Teaching Speaking 

4.4.2.1. The Speaking Club Experiences 

Berke entered the Speaking Club with the highest self-reported motivation to become 

a teacher among his peers and explicitly stated this goal early on (First Interview, 

21.05.2023). As he was driven by a dissatisfaction with the lack of practical experience 

in his teacher education program, he viewed the Speaking Club as a crucial testing 

ground. An analysis of Berke’s teaching practices, SRIs, and peer reflections reveals 

four prominent themes regarding his cognitions about teaching speaking: the 

prioritization of affective factors through play, the tension between fluency activities 

and explicit instruction, the limiting role of self-efficacy on error correction, and the 

impact of peer observation on pedagogical adaptation. 

Initially, Berke equated teaching speaking with facilitating high-energy, game-based 

interactions. By drawing heavily on his prior experience managing large scouting 

camps, he relied on his confident classroom presence and dynamic voice to engage 

students (First SRI, 07.11.2023). In other words, the perezhivanie he carried over from 

his scouting background acted as a psychological resource, directly influencing his 

instructional choices. His instructional design strategy emphasized play using a set of 

cards for grouping, “speed-dating” mingle activities, and paper fortune tellers. Berke’s 

underlying pedagogical reasoning was that adult learners benefit from lowering their 

inhibitions. He explained: 

I like it when they put their adulthood aside and enjoy being childlike... They 

were doing silly things a minute ago, so they wouldn’t feel shy while talking. 

How much more ridiculous could they get? Speaking in English or making 

mistakes seems small compared to what they were doing a few minutes ago. 

(Peer Reflection Session, 06.11.2023) 
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For Berke, the primary goal of a speaking lesson was to reduce anxiety and generate 

spontaneous student talking time, often at the expense of structured language input. 

However, Berke’s initial focus on “fun” resulted in practical shortcomings during his 

first lesson. Instructions were complicated, and his attempt to teach discussion phrases 

was highly teacher-centered and lacked visual support (e.g., handouts or board work), 

which made it almost impossible for students to retain the input. Yet, Berke 

demonstrated high reflexivity. Peer feedback also brought about a change in his 

cognitions, which motivated him to realize that lowering the affective filter must be 

balanced with the pedagogical soundness. Because he recognized that his first lesson 

felt more like “playing together” than actual teaching, he designed his second lesson 

to prove his versatility as a teacher (Peer Reflection Session 4, 20.11.2023). He 

integrated explicit vocabulary instruction and grammar points (will vs. be going to), 

supported by printed “useful language” cards. This development shows an important 

transformation in his teacher cognition in terms of moving away from the perception 

that speaking classes were fluency practice alone to acknowledging the need for 

scaffolded language input. Apart from peer reflection, his own reflective stance was 

evident in how he viewed his lessons from a critical perspective: 

This time, my transitions were a bit lackluster and unbaked than the previous 

lesson. They could have been a lot smoother if I had allowed myself to relax 

instead of overthinking what to do. It felt like I was a better observer this time 

than the last. I got to engage with the students on more than one occasion. 

Maybe the first bulk of the lesson could be more student-centered. I could have 

asked some questions to enable whole-class discussions on the vocabulary 

items and the target structure. (Fourth Reflection Paper, 20.11.2023) 

As evidenced by the reflection paper excerpt above, he was actively trying to find 

alternative practices to make his lesson more student-centered. He also believed he had 

improved himself as a teacher since he had observed six speaking classes and taught 

two, and since they all came from traditional education backgrounds where they did 

not have speaking classes, this was very valuable (Second SRI, 21.11.2023). While 

Berke grew more confident in his classroom management and instructional design, his 

practices regarding error correction and pronunciation were constrained by his own 

self-efficacy beliefs. Across both observed lessons, Berke actively avoided providing 

corrective feedback or teaching pronunciation. He rationalized his aversion by citing 

the fluency-focused nature of his activities and argued that immediate correction would 
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raise anxiety and cause students to “stop talking altogether” (Second SRI, 21.11.2023). 

However, the root of this cognition might have stemmed from his perceived linguistic 

insecurities. He admitted to mispronouncing words and feared that making mistakes 

would cause his students to lose trust in him (First SRI, 07.11.2023). Thus, his 

pedagogical choices regarding feedback might have been driven less by his theoretical 

knowledge of language learning and more by self-preservation and a lack of 

confidence in his own linguistic competence. 

Berke’s involvement in the Speaking Club profoundly shaped his cognitions about 

teaching speaking, largely through the CoP he formed with his peers. Because he had 

never observed a speaking lesson in a real classroom, he turned to peer modeling to 

construct his pedagogical repertoire. He integrated Nalan’s choral pronunciation drills 

and Beril’s higher-order discussion questions into his conceptualization of effective 

teaching and noted that seeing his peers successfully execute complex activities proved 

their viability (First SRI, 07.11.2023). Basically, this continuous cycle of teaching, 

observing, and reflecting provided Berke with the practical schema necessary to 

navigate his formal practicum. He reported increased adaptability, such as improvising 

without necessary materials, and felt empowered to contribute practical insights during 

his theoretical university courses (Second SRI, 20.11.2023; Second Interview, 

09.05.2024). 

4.4.2.2. Practicum Experiences 

Berke completed his 24-week practicum at a public high school. His experience serves 

as a revealing case of how institutional contexts and limited authentic teaching 

opportunities can shape a PST’s pedagogical cognitions. Rather than fostering his 

ability to teach speaking, his practicum environment reinforced his identity as an 

idealistic teacher who felt generally constrained and professionally unprepared. 

A dominant theme in Berke’s case is the systemic exclusion of speaking within the 

public school context. His observations revealed a test-driven curriculum where 

speaking was habitually skipped or assigned a secondary role. Because the mentor 

teacher focused exclusively on grammar, reading, and listening, Berke was left without 

a pedagogical model for teaching speaking. As a result, his own cognition regarding 
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speaking activities was restricted to using them merely as reinforcement tools rather 

than primary learning objectives: 

To be honest, no, I haven’t grown professionally in that aspect because the 

lessons weren’t speaking-focused... Speaking was always a means, not an end. 

I haven’t observed either my mentor or my peers teaching speaking. Nor did I 

receive feedback on this aspect, so no. I didn’t improve myself in this area. 

(Second Interview, 24.05.2024) 

In addition to this lack of exposure to speaking classes, the mentor teacher’s feedback 

practices during speaking exams did not contribute to his development and 

understanding of speaking instruction. Berke observed that his mentor provided no 

substantive feedback during speaking exams and instead, she relied on simple score-

giving and occasional recasting for error correction. Consequently, Berke received no 

effective feedback on his own teaching of speaking, which hindered his development 

in this domain. 

Berke’s case sharply contrasts the rigid expectations of the practicum with the 

autonomy required for effective speaking instruction. He perceived the mandatory 

practicum structure, which required only four assessed teaching hours over 24 weeks, 

as performative. He noted that PSTs were “merely trying to meet expectations and get 

good grades” rather than engaging in authentic teaching (Second Interview, 

24.05.2024). This constraint on teacher agency was particularly evident when Berke 

compared his practicum to his Speaking Club experience. In the practicum, he felt 

confined by the traditional PPP framework and the prescribed coursebook, which made 

the lessons feel demanding and overly structured. This context was characterized by 

strict classroom management, unmotivated K-12 students accustomed to rote exercises 

(e.g., fill-in-the-blanks), and a lack of spatial flexibility. Mentally, Berke felt he was 

“checking off required boxes” while teaching.  Nonetheless, in the latter, the students 

were highly motivated, and the teachers had instructional autonomy focused on a 

single goal: communication.  

For Berke, the practicum environment presented a significant barrier to student 

participation and limited his agency to implement the communicative, speaking-

focused lessons he valued. Ultimately, Berke’s practicum experience highlighted a 

severe disconnect between his academic training and the practical realities of teaching. 
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 While he felt adequately prepared in theoretical domains, acknowledging that he knew 

the grammar, methodology, linguistics, and literature, he lacked the practical 

knowledge of how to integrate these into classroom instruction. He attributed this 

partly to the university department’s broad academic focus, which catered to various 

career paths (e.g., translation, corporate work) rather than strictly preparing and 

training teachers. However, the lack of authentic practice during the practicum 

exacerbated this feeling of incompetence. He took matters into his hands and 

convinced his mentor to allow him to teach whenever possible. He noted that without 

independently pushing to take the initiative to teach, he would have graduated with 

virtually no practical experience. Looking toward his future, Berke expressed a deep 

sense of unpreparedness and stated he would feel “helpless” starting a primary school 

position without a “crash course” in actual teaching. Overall, this experience taught 

him that while he could successfully perform as a teacher and manage a class, he still 

felt a significant gap between “knowing methodology” and “knowing how to teach” 

(Second Interview, 24.05.2024). 

4.4.3. Social Interactions Mediating His Cognitions about Teaching Speaking 

4.4.3.1. Interactions with K-12 Teachers 

Berke’s cognition about language teaching and the role of a teacher was heavily 

influenced by his K-12 language teachers. To begin with, his fond memories of 

language classes were the reason he dropped out of a science major and picked up ELT 

instead. They inspired him to be a language teacher. “They were our role models. They 

taught me how to teach English. They set an example for us through their actions” 

(First Interview, 21.05.2023). In addition to their influence on his career choice, they 

also helped form his initial cognitions about language learning. He believed using L1 

occasionally in classes would ease the mental load on learners, and he formed this idea 

thanks to a teacher who used L1 from time to time to make them feel less nervous. His 

other  English teachers were more strict about L1 use, so he felt slightly more nervous 

in their classes.  

It depended on the teachers. I took lessons from five teachers, and four of them 

were using English all the time. They even warned students who spoke Turkish. 

One teacher was more flexible. He wasn’t using a grammar-translation method, 
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but he was relaxed and wanted us to express ourselves comfortably. (First 

Interview, 21.05.2023)     

Additionally, through apprenticeship of observation, he internalized some teaching 

practices of his language teachers. He believed language learning should not be 

testing-oriented and criticized the approach in his practicum school. This was partly 

because his past language teachers did not have test-driven approaches to language 

teaching. They would not have the students do only grammar activities in class, even 

if there was an upcoming grammar quiz. They continued to focus on the students’ 

listening and writing skills regardless of the exam type. This practice likely imposed 

the belief that the goal of language teaching is not summative assessment but rather 

formative experiences. Moreover, his beliefs about being a language teacher were 

shaped thanks to his interactions with them.  

In his mind, a teacher was not only a knowledge provider but also a mentor. His 

teachers were active teachers who not only taught English but also entered their 

students in language competitions, or they encouraged the ones who had an aptitude 

towards English to get more education without the financial burden of it, so they 

directed him to the English Access program. Although they were good role models, his 

cognitions about speaking were not impacted a lot by them because they sometimes 

skipped the speaking parts due to contextual constraints such as classroom sizes. Yet, 

despite the constraints he observed in classroom practice, his long-term commitment 

to teaching remained.  

Overall, Berke chose this career path thanks to his teachers who inspired him to make 

a change in the lives of little kids and be an idealistic teacher (First Interview, 

21.05.2023). These social interactions shifted his view of a teacher from a mere 

instructor to an active mentor; he specifically noted how his teachers acted as bridges 

to external opportunities, such as language competitions and subsidized programs, 

rather than just following a syllabus. While he became aware of the contextual 

constraints of teaching, noting that even his role models sometimes skipped speaking 

activities due to large class sizes, these experiences ultimately solidified his vision of 

an idealistic, communicative approach where the teacher’s passion and commitment 

to student potential outweigh institutional limitations. 
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4.4.3.2. Interactions with Peers  

Berke’s teacher cognition of teaching speaking was significantly mediated through a 

collaborative CoP, where peer feedback functioned as a primary tool for pedagogical 

reflection and change. Initially, Berke approached speaking lessons with a “fun-first” 

mentality. That is, he often prioritized high-energy games over structured linguistic 

support. However, his peers consistently challenged this approach and noted that a lack 

of visual aids and written instructions led to student confusion. For instance, during a 

session where Berke used a deck of cards for grouping, his peers observed that clueless 

students at the back could not follow the complex oral instructions (Peer Reflection 

Session 2, 06.11.2023). By engaging in these candid feedback loops, Berke began to 

internalize the necessity of scaffolding and move away from a purely “game day” 

perspective toward one that balanced engagement with clear guidance. 

This collaborative mediation also facilitated a shift in Berke’s self-efficacy and 

cognitions about teaching speaking. Through observing his peers’ diverse techniques, 

such as Nalan’s natural use of “repeat after me” for pronunciation or Sevgi’s 

integration of vocabulary into speaking tasks, Berke felt a challenge to prove he could 

also manage more lecture-based or “serious” teaching (Second SRI, 20.11.2023). This 

social comparison prompted him to move beyond his comfort zone of childlike fun 

and incorporate more traditional teaching elements, like grammar explanations and 

vocabulary handouts, in his subsequent lesson. The peer reflection sessions served as 

a humanistic space where Berke could openly admit mistakes, such as his admitted 

lack of knowledge regarding specific grammar points that arose in his peers’ classes, 

and find validation in his peers’ similar struggles (Peer Reflection Session 3, 

13.11.2023). In brief, this collaborative environment allowed Berke to take notes for 

the future and transform individual peer observations into a collective repertoire of 

teaching strategies. 

4.4.3.3. Interactions with Students 

Social encounters with students and the people he trained as a scout influenced Berke’s 

teaching practices as well as his cognitions about teaching speaking. First of all, having 

worked with kids in scouting trips was a driving force behind his career choice.  
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He realized he loved working with kids and having them play games and learn new 

things (First Interview, 21.05.2023). Those interactions helped him become confident 

in front of large crowds and manage them. He also had them play outdoor games, 

which led him to believe that people let their guard down when they played games and 

socialized better by doing so. These interactions reflected on the way he planned his 

first lesson, which was a game-based activity that involved moving around and looking 

“ridiculous”. He personally advocated for lowering the anxiety for better 

communication since he also suffered from a moderate case of anxiety because of his 

perceived lack of proficiency in the English language. He believed that once emotional 

barriers were overcome, people could express themselves more comfortably (First 

SRI, 07.11.2023).  

Due to his own struggles with language learning, he adopted a humanistic view of 

language teaching. To illustrate, he used scaffolding in his lessons to facilitate their 

learning. He observed the students very closely and used student feedback to make on-

the-spot adaptations to his lessons. In his first lesson, he realized some students looked 

confused about his instructions, so he clarified them by visiting each group. He also 

added that he used scaffolding techniques when a student could not get a sentence out 

(First SRI, 07.11.2023). Besides, he interacted with the students as much as he could 

to establish rapport with them. Speaking Club consolidated his idea of establishing a 

relaxing environment where his learners could leave their adulthood aside and learn 

better. His interactions with students were in alignment with his beliefs.  

He believed error correction should be avoided in fluency activities, and he never 

corrected the students when they made a mistake, which he admitted was intentional. 

However, he had some struggles with his own oral proficiency; therefore, he avoided 

correcting students for that reason as well. In his case, the PST’s self-efficacy beliefs 

limited the interactions he had with the learners. However, he noted that being in an 

environment where he could be autonomous in terms of lesson planning and 

conducting and where the students were motivated to speak made him act as the 

teacher he wanted to be (Second Interview, 24.05.2024).  
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4.5. The Case of Leyla  

4.5.1. Academic Influences Shaping Her Cognitions about Teaching Speaking 

4.5.1.1. Language Learning Experiences Influencing Her Cognitions about 

Teaching Speaking 

Leyla’s language learning experiences influenced her cognitions about teaching 

speaking in two ways: the formation of beliefs about language learning and the 

realization of the role of motivation in language learning. Firstly, the study abroad 

projects she participated in altered her belief system about language learning. She 

believed that oral proficiency could be improved only through travelling to foreign 

countries and interacting with foreigners. She noted that someone could not develop 

their oral proficiency through the public education system. Moreover, she believed 

pronunciation could be practiced by repeating song lyrics or lines from TV series or 

movies, but those activities did not provide actual opportunities to use the language. 

People needed other people to make some linguistic progress. Talking to themselves 

in front of a mirror for days might help a little with pronunciation, but beyond that, 

they would only be repeating what they already knew, so it would not lead to real 

progress. To learn new things, people would have to speak with another person (First 

Interview, 17.05.2021).  

As she developed her English through trips abroad from an early age, she became 

highly aware of the influence of interaction and communication. She was convinced 

that people should go abroad at a young age and speak with foreigners. Practicing with 

Turkish classmates did not work well because students were often shy, unsure of their 

pronunciation, had no topic to talk about, or ended up laughing, getting distracted, and 

switching back to Turkish after a few minutes. For her, a language learner needed to 

be in a situation where they must use the language, where speaking became a necessity 

(First Interview, 17.05.2021). Because she had travelled to many countries via student 

exchange programs, she also started to learn languages other than English, and these 

more recent language learning experiences reaffirmed her beliefs about interaction.  

I have seen this all my life. And the biggest problem there is that people say, “I 

studied this language for six years. I worked hard, maybe I even know grammar 

rules better than a native speaker, but I still can’t communicate.” They can 
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understand when they hear it, but they can’t speak. Why? Because they haven’t 

had any speaking practice. They haven’t received varied input. No one has 

spoken with them. To be able to hear, learn, pronounce, and use new things, 

there needs to be interaction, but that hasn’t happened. (First Interview, 

17.05.2021) 

What this reveals about her cognition is that she was highly aware of the interactive 

nature of language learning even before her teacher education program. It can also be 

interpreted further through perezhivanie. How she experienced studying abroad as a 

perezhivanie reshaped her beliefs about oral proficiency. The other way her language 

learning experiences influenced her cognition was through her realization of the 

importance of internal motivation and enthusiasm in language learning. 

When I was learning English, it didn’t feel like an English lesson at all. It was 

completely a game, a pleasure, something I did on my own. I could sit and do 

it whenever I wanted. It felt like a hobby, in a way. (First Interview, 17.05.2021) 

This suggests an underlying belief that, in her mind, language learning is not like 

learning another subject matter that would require diligent study and rote exercises but 

is more like a leisure-time activity. This excerpt also underscores the role of emotions 

in language learning. Leyla mentioned that her interest in English had started before 

she started primary school. She had very positive feelings about learning English back 

then. She reported that she would listen to English music even when she was a kid, 

and since she enjoyed learning English a lot, she chose to study at an Anatolian Teacher 

Training High School although her test scores were enough to study at a Science High 

School, because she was really interested in language learning and teaching (First 

Interview, 17.05.2021). Overall, her positive feelings about English, her travels to 

foreign countries, and learning other languages mainly shaped her beliefs about 

language learning, especially speaking.  

4.5.1.2. Pre-Service Teacher Education Experiences Shaping Her Knowledge of 

and Beliefs about Teaching Speaking  

During her pre-service teacher education, Leyla’s cognitions about teaching speaking 

were influenced by her critical assessment of the ELT Methodology course. While she 

acknowledged its value in building procedural knowledge regarding lesson stages, she 

criticized the unrealistic nature of micro-teachings. For Leyla, teaching a group of 

highly proficient (B2-C1), compliant peers failed to reflect the complex sociocultural 
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reality of an actual classroom. The assignments’ collaborative structure further 

reaffirmed her beliefs about artificiality. Because PSTs divided the lesson stages 

among group members, Leyla felt the process lacked authenticity and added that peers 

often avoided teaching the more challenging parts of a lesson, particularly speaking. 

Furthermore, speaking tasks were often merely “pretended” to be done, while reading, 

grammar, and vocabulary were treated with more depth. Leyla expressed a strong 

desire for individual accountability to better prepare for the realities of the profession: 

I wish we had more opportunities for individual work, not just group or pair 

work. Because when we start our careers, no one is going to hold our hand and 

say, “Come, pair up, prepare this lesson plan together”. I wish we had been 

taught how to prepare lesson plans and present them independently. (Second 

Interview, 25.05.2024) 

Despite her criticism, Leyla actively attempted to bridge her coursework with her 

teaching practice. The Teaching English to Young Learners course provided her with 

practical teaching strategies that aligned with her own emerging beliefs, such as the 

importance of clear instructions in large classes, contextualizing learning, and active 

teacher monitoring. The translation of these theories into practice, however, required 

active social mediation. During her participation in the Speaking Club project, a 

disconnect was observed between her theoretical knowledge and her initial practice, 

as she spent a long period sitting without monitoring the students. Yet, through the 

sociocultural tool of peer feedback, she successfully adjusted her behavior in her 

subsequent lesson, which demonstrates the adaptable nature of her teacher cognition 

(Second SRI, 29.11.2023). 

Additionally, Leyla’s coursework significantly shaped her beliefs regarding error 

treatment, though these beliefs sometimes conflicted with her in-class realities. 

Pedagogy courses instilled in her a strong fear of error fossilization, which led her to 

advocate for immediate correction: 

If we’re using the communicative method, students will naturally make 

mistakes. When they do, feedback should be given immediately or at the end 

of the lesson. Otherwise, fossilization occurs... The student graduates, still 

making the same mistake. (First Interview, 17.05.2021) 

This belief was reflected in her practice, as she explicitly corrected students in the 

Speaking Club. However, this revealed a cognitive tension: while her coursework also 
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taught her to prioritize motivation and ignore minor errors during fluency-based 

activities, she still interrupted a student during a discussion activity to correct them. 

This internal contradiction even led to a disagreement with her peer, Sevgi,  which 

highlighted the complex nature of developing teacher cognition as PSTs weigh 

theoretical rules against real classroom dynamics. 

Beyond methodological concerns, Leyla was highly critical of the broader institutional 

curriculum and observed a lack of progressive development. She noted that ELT 2 was 

largely repetitive of the first ELT course, and that macro-skills were not given equal 

emphasis, with reading and writing often overshadowing speaking. Furthermore, she 

felt the heavy reliance on student-led micro-teachings (which she estimated at 90% of 

the workload) left a gap in expert modeling from professors (First Interview, 

17.05.2021). Another emergent theme in the interviews was how Leyla’s cognitions 

about effective speaking instruction extended beyond linguistic pedagogy into 

performative skills. She dismissed standard Educational Sciences (EDS) classes as 

unnecessary and argued instead that PSTs take drama and voice training lessons. 

Drawing on a practicum observation where a peer struggled to manage a class due to 

poor vocal projection, Leyla conceptualized teaching as a performative act which 

required deliberate physical and vocal presence (Second Interview, 25.05.2024). 

Overall, Leyla’s coursework contributed to her teacher cognition primarily by 

providing conceptual knowledge while simultaneously sharpening her awareness of 

the gap between theory and classroom reality. Methodology courses helped her 

internalize key principles such as lesson staging and contextualization. However, the 

inauthentic peer interactions and superficial treatment of speaking stages in micro-

teachings fostered a deep skepticism toward simulated communicative tasks. 

Consequently, she developed a belief that speaking instruction must be grounded in 

realistic learner behavior, individual teacher responsibility, and sustained oral practice 

rather than “pretended” activities. Additionally, her pedagogy courses reinforced her 

concern about fossilization and led her to favor immediate correction, which is a stance 

consistent with her observed practices but occasionally conflicted with communicative 

fluency goals. This tension reveals a cognitively complex and sometimes internally 

contradictory belief system typical of developing teachers. In the end, coursework did 

not radically transform Leyla’s speaking-related cognitions. It reinforced her 
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commitment to teaching speaking while leaving her highly critical of insufficient 

instructional guidance, uneven skill emphasis, and the lack of practical training 

necessary for effective speaking instruction.  

4.5.2. Teaching Experiences Influencing Her Cognitions about Teaching Speaking  

4.5.2.1. The Speaking Club Experiences 

As the first PST to teach in the Speaking Club, Leyla’s experience provides valuable 

insight into the initial challenges of transitioning from theoretical microteachings to 

 actual classroom practice. Her instructional journey highlights a distinct evolution in 

her teacher cognition of teaching speaking, which is characterized by an initial reliance 

on teacher-fronted grammar instruction, which is a documented mismatch between her 

stated beliefs and actual error correction practices, a developing awareness of 

classroom management issues, and a firm belief in the contextual constraints of 

communicative speaking activities. 

Leyla conceptualized speaking practice primarily as a vehicle for grammar production 

rather than authentic communication. In her first lesson, she introduced the modal 

verbs should, had better, and ought to by giving the students rules right away without 

a clear communicative context. When students struggled to grasp the nuances, she 

resorted to teacher-led explanations. Furthermore, during a video-based speaking task, 

Leyla insisted that students use full sentences incorporating the target modals, 

effectively treating speaking as a means to practice grammar rather than an end in 

itself. After receiving peer feedback that her lesson was too grammar-heavy, Leyla 

demonstrated a willingness to adapt her cognition, and she designed her second lesson 

entirely around a theme (aliens) rather than a grammatical structure. However, her 

reliance on immediate production persisted. After introducing new vocabulary (e.g., 

abduct, UFO), she immediately demanded that students produce sentences on the spot. 

When this approach generated awkward silences, she exhibited frustration (stating, “I 

don’t like this. You’re too quiet”) or simply provided the answers herself. As her peers 

noted, Leyla’s instructional cognition had not yet fully embraced scaffolding; she 

expected spontaneous production without providing adequate linguistic or affective 

support (Peer Reflection Session 5, 27.11.2023). 
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Leyla’s case reveals a misalignment between her theoretical beliefs regarding error 

correction and her actual classroom practices, yet developmentally, this is normal. 

During her initial interviews, Leyla articulated a clear preference for uninterrupted 

fluency and stated she would ignore minor grammatical slips in favor of correcting 

errors that hindered communication (First Interview, 17.05.2021).  

However, observational data contradicted this belief. When acting as a participant in a 

peer’s fluency-focused debate, Leyla interrupted a group member to correct their 

pronunciation and grammar, which was an action her peers noted was discouraging 

and disruptive. Similarly, during her own lesson, when a student accurately used 

should for a formal context exercise instead of her target structure ought to, Leyla 

defended her expected answer rather than accepting the communicatively valid 

alternative. In the SRI, she rationalized her insistence on the “correct” modal verb by 

claiming that they did not know those modal verbs, so she needed to highlight the 

difference between them (First SRI, 01.11.2023). This contradiction suggests that 

while Leyla possessed the theoretical vocabulary of communicative language teaching, 

her in-the-moment pedagogical choices were still driven by a desire to control 

accuracy. 

Because Leyla lacked prior experience with real learners, her initial classroom 

management strategies were underdeveloped. During her first lesson, she delivered 

complex instructions orally, which caused cognitive overload. She also managed 

transitions abruptly, such as flicking the lights on and off to end pair work. 

Furthermore, she initially remained seated during pair work and only realized mid-

lesson that she needed to physically navigate the classroom to effectively monitor 

student output. Leyla proved to be highly reflective regarding these issues. By her 

second lesson, she actively attempted to implement peer feedback: she utilized the 

classroom space more effectively for monitoring, adjusted activity times dynamically 

when she noticed students needed more time to design their “aliens,” and attempted to 

use a timer (albeit with some technical difficulties). She acknowledged this growth and 

noted, “In a real classroom, the lesson rarely goes perfectly according to the lesson 

plan. That’s something we experienced firsthand” (Second SRI, 29.11.2023). She was 

highly aware of the contingent nature of teaching.  
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While Leyla appreciated the Speaking Club for offering a more authentic environment 

than rubric-driven micro-teachings, her overarching teacher cognition remained 

skeptical about how these practices would translate to a traditional public school 

setting. Although she praised her peers’ lively, game-based strategies (such as Berke’s 

mingle activities), she explicitly described them as dependent on the context. Leyla 

firmly believed that the success of these activities depended on the maturity and small 

size (16 students) of the Speaking Club cohort. She theorized that attempting such 

communicative, movement-based tasks with a regular class of 30 high school students 

would lead to a lot of classroom management issues (Second SRI, 29.11.2023). 

Therefore, while the Speaking Club boosted her confidence and practical skills and 

eventually helped her earn a perfect score on her formal practicum, it did not 

fundamentally change her existing perceptions about the rigid realities of the public 

education system. 

4.5.2.2. Practicum Experiences 

Leyla’s practicum experiences catalyzed a shift in her cognitions about teaching 

speaking. Before the practicum, she assumed speaking could not be taught in public 

schools due to contextual constraints. However, after observing a friend’s speaking 

lesson in the practicum and teaching a speaking-integrated lesson herself, she realized 

the results did not necessarily have to be disastrous. On the contrary, she considered it 

a victory (Second Interview, 25.05.2024). This marks an important realization in her 

teacher learning journey, since, similar to her friends, she had not been familiar with 

communicative activities in her high school years. Although Leyla argued that 

speaking is the most important skill to teach, she sometimes struggled to operationalize 

this belief as she designed her activities in a manner that treated speaking as a means 

rather than an end. This behavior is normal since the PST had not observed a speaking 

class when she was a language student, and this skill was treated superficially in her 

teacher education.  

Yet, in her practicum classes, she transitioned from viewing speaking as a tool to 

practice language points to a skill that is the ultimate goal. For example, in her first 

assessed teaching, she taught a lesson covering the present simple and the present 

continuous, and in the production stage, she used a speaking activity to have the 
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students practice using these tenses. In the following one, she prompted the students 

to create their own parties and invite each other to those parties using the phrases she 

had taught them, and they could either refuse the invitation or accept it using the same 

phrases. The latter was closer to a truly speaking-focused lesson. In the third one, she 

had the students design their boarding passes and their dream holidays and wanted 

them to share these with their pairs. She was happy that she had allowed the students 

to be creative and speak. Through experience, she was able to move from more 

controlled, accuracy-based speaking exercises to less controlled, fluency-based 

activities.  

In Leyla’s case, her mentors did not play a big role in influencing her cognitions since 

she expressed that the mentors had skipped the speaking parts or done them for the 

sake of having done them, and the students were unable to develop because of the 

teachers.  

They couldn’t practice enough. Even if the textbook included speaking 

activities, teachers only implemented about 10% of them. For example, when 

teachers say, “Pair up and start talking,” the outcomes aren’t very productive. 

Textbooks can’t know what students like, dislike, or are comfortable talking 

about. So, even if speaking activities are done, they are mostly empty exercises. 

Students try to speak, but without proper feedback, they don’t really improve. 

Ideally, materials should be developed and students observed, as we did, but 

that rarely happens. (Second Interview, 25.05.2024) 

She was critical of the lack of opportunities for speaking, and she also realized that 

there was little she could do for those students.  

These kids don’t have many opportunities to speak; I don’t expect anything 

extraordinary. We go there once a week, but they have several hours of English 

already, and they need to develop within that limited time. How much can we 

improve them? I spend two hours in the class observing them. I wish that while 

they got so much English exposure, half of it was speaking, so they could speak 

fluently. That could happen, but it doesn’t. (Second Interview, 25.05.2024) 

This is a classic example of the contextual realities versus teacher agency. She blamed 

this on her constrained autonomy. However, despite its aforementioned limitations, 

Leyla listed some positive influences of the practicum on her ideas about her error 

correction and teaching speaking abilities. For example, in the Speaking Club, she had 

received a comment about her correcting a student during a fluency-based activity 

from Sevgi, and Leyla had justified her reasoning that since she had done it gently, the 
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student had not been offended, and she could tell when someone was offended. In her 

final interview, she mentioned that her mentor congratulated her on her handling of 

student errors.  

I knew students would inevitably make pronunciation and grammar mistakes. 

My main goal was to correct them without making them feel embarrassed. I 

received praise from mentors for this. Instead of saying, “This is wrong” 

directly, I let them use the incorrect form in a sentence, so they noticed the 

mistake themselves. There was no need to shame them in front of the class. I 

wanted them to feel free, speak, make mistakes, but also learn the correct 

forms. (Second Interview, 25.05.2024) 

From her first teaching in the Speaking Club to her last assessed teaching in the 

practicum, her error correction practices were becoming more aligned with what she 

believed. Therefore, it is safe to say that teaching experience has had a role in this. She 

also credited the Speaking Club in terms of its contribution to her teaching skills, 

especially in speaking. She expressed that the Speaking Club was very effective and 

useful for her professional growth. She explained that it gave her a space to practice 

preparing lessons that were entirely focused on speaking. Additionally, she learned 

how to respond to student answers and how to correct mistakes without making the 

students feel bad. As a result, she felt much more comfortable during her high school 

practicum because she already possessed the skills to handle student interactions 

(Second Interview, 25.05.2024).  

My instructors told me that I use my voice very well. For example, Berke’s 

activities in our Speaking Club, “If you can hear me, clap twice,” things like 

that. I used similar techniques. I also applied the techniques I learned in the 

young learners course. I received a lot of praise for that because I could capture 

the students’ attention and project my voice so that everyone could hear. Their 

focus didn’t break, and they followed what I said. (Second Interview, 

25.05.2024) 

Drawing on her coursework and peer observation, she transferred some of the 

knowledge she obtained to actual classroom settings, and she got the end result she 

desired as well as praise from her mentor. This points to the importance of peer learning 

and successful first experiences. Her case also clearly illustrates the role of affect and 

how it can impact a PST’s practices. When she was asked to elaborate on her first 

assessed teaching in the practicum, which included speaking activities, she admitted 

to being genuinely worried that the students would remain silent. She noted that the 
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 students were particularly reserved because they misunderstood the practicum 

supervisor’s presence and believed they were the ones being observed. This 

misconception, which was combined with the pressure of it being her first speaking 

lesson in the practicum context, made her feel that any mistake she made would result 

in a deduction of points. She explained that although she clarified the mentor’s role 

multiple times, the students’ tension initially made her tense as well. However, the 

lesson ultimately went well; she observed that once the students started speaking, the 

activity flowed. She felt she managed the technical aspects successfully and was proud 

that she took the risk of teaching a speaking lesson, which is often challenging in the 

Turkish context (Second Interview, 25.05.2024). Overall, this experience had taught 

her that when teachers made efforts, the students could speak. In addition, Leyla’s 

trajectory during her practicum illustrates a distinct pedagogical shift from treating 

speaking as a tool to practice grammar to viewing it as a communicative end. This 

transition highlights how direct classroom experience, which is coupled with 

successful peer modeling, can mediate a PST’s willingness to take instructional risks 

in speaking-integrated lessons.  

4.5.3. Social Interactions Mediating Her Cognitions about Teaching Speaking 

4.5.3.1. Interactions with K-12 Teachers 

In Leyla’s case, social interactions with past language teachers served as powerful 

mediating artifacts that shaped both her professional identity and her specific 

cognitions regarding the teaching of speaking. When Leyla’s understanding of an 

“ideal” language teacher is viewed through a sociocultural lens, it becomes clear that 

it was not formed in isolation but was deeply co-constructed through early, highly 

affective interactions with her educators. For example, a seventh-grade tutor 

significantly broadened Leyla’s pedagogical vision by introducing her to global youth 

projects (Erasmus+) and modeling a cosmopolitan teacher identity. This interaction 

empowered Leyla and demonstrated that language teaching extended beyond the 

physical classroom: 

I think this definitely encouraged and empowered me. She showed me that my 

future was open. I wouldn’t be stuck in a single classroom because I would 

have a foreign language and a teaching profession in my hands. I could practice 

teaching anywhere in the world. So, I think the retired English teacher I met 
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when I was young had a very strong impact on me. (First Interview, 

17.05.2021) 

Similarly, her interactions with an affectionate middle school teacher established a 

positive affective baseline for her teacher cognition. By using terms of endearment 

(“little lambs”) and fostering a warm classroom environment, this teacher 

demonstrated to Leyla the critical role of teacher-student rapport. These early 

interactions solidified Leyla’s belief that effective language teaching is inherently 

about establishing relationships and prompted her to explicitly state her intention to 

replicate these positive affective behaviors in her future practice if she were to choose 

this career path.  

While Leyla’s early experiences provided positive models, her schooling history at the 

high school level functioned as a powerful anti-apprenticeship of observation. Within 

this context, her interactions with teachers created cognitive dissonance regarding 

effective language instruction. Leyla observed a severe lack of pedagogical and 

classroom management skills and noted that her teachers failed to control even a small 

group of ten students. This resulted in an environment where learning was disrupted 

and instructional time was lost, leading Leyla to actively reject the high school context 

for her future career: “In fact, thinking about high school makes me say I wouldn’t 

want to be an English teacher in a high school. In that sense, they may have influenced 

me by discouraging me from it” (First Interview, 17.05.2023). 

More critically, these high school interactions fundamentally shaped her cognitions 

about teaching speaking through what they consistently chose to skip. Leyla described 

classrooms dominated by grammar-translation methods, where teachers utilized 

Turkish 90% of the time. The instructional culture was heavily test-oriented, reducing 

English from a pleasurable, living language to an abstract, decontextualized subject. 

Within this environment, speaking was absent, and listening and writing were similarly 

overlooked. Because Leyla had lived abroad from an early age, she possessed a real-

world understanding of the communicative necessity of language. This lived 

experience acted as a counterbalancing experiential influence. The sharp contrast 

between her external social reality (where speaking was essential) and her high school 

classrooms (where speaking was pedagogically non-essential) caused a 

transformational shift in her teacher cognition. 
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Leyla criticized these exam-driven practices she observed, rather than internalizing 

them. Her past teachers ultimately served as negative reference points and pushed her 

to develop a belief system that highly values meaningful communication, skill 

integration, and learner engagement. Thus, Leyla’s current cognitions regarding the 

teaching of speaking were not simply inherited from past models, but they were 

actively reconstructed in opposition to her high school apprenticeship, and through 

these experiences, she positioned speaking as the central, rather than peripheral, 

component of effective language education. 

4.5.3.2.  Interactions with Peers 

Based on the peer feedback sessions, Leyla’s cognitions regarding the teaching of 

speaking were significantly shaped through a cycle of receiving critical feedback, 

engaging in defensive or reflective dialogue, and observing her peers’ successes. 

Leyla’s initial understanding of her role during speaking activities was challenged by 

her peers, particularly Berke, who noted that she sat down and did not monitor students 

during speaking activities (Peer Reflection Session 1, 30.10.2023). Leyla initially 

rationalized this as a result of the camera’s presence, but through peer dialogue, she 

experienced a shift in cognition and later admitted she “couldn’t think of” why she was 

sitting and realized the importance of teacher presence to ensure students take tasks 

seriously. Furthermore, in the same session, peers like Beril and Sevgi criticized her 

for giving too many oral instructions at once without written support, which led to 

student confusion. Leyla mediated this feedback by reflecting on her own practice and 

later agreed that she should have written questions on the board. Eventually, she 

adopted the use of clear instructions on both boards and handouts in later weeks. 

Another change Leyla’s cognition went through was regarding error correction which 

was mediated by receiving a comment on the negative impact of her interventions on 

student motivation. Sevgi explicitly warned Leyla that her frequent interruptions to 

correct grammar and pronunciation discouraged students and caused them to apologize 

for their English or stop talking altogether (Peer Reflection Sessions 1/2, 

30.10/06.11.2023). This peer-to-peer signaling forced Leyla to navigate the tension 

between her desire for accuracy, such as her insistence on the target structures “should, 

had better, ought to”, and the goal of fostering a “full-on speaking activity”.  
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By the final sessions, Leyla showed a more nuanced cognition, which moved away 

from rigid correction and instead praised her peer’s use of translanguaging to create a 

comfortable speaking environment. Leyla’s cognition was also mediated by observing 

her peers’ creative strategies. She frequently noted the smooth flow and well-

connected activities of her colleagues, such as Nalan’s use of fixed pairs to reduce 

hustle, and she particularly valued how Nalan’s “professional” and “natural” demeanor 

helped manage classroom dynamics. Sevgi’s “Guess the Topic” warm-ups and 

humanistic approach reinforced her belief in the necessity of scaffolding and authentic 

engagement, which led Leyla to conclude that an effective speaking lesson requires 

building a social bond and using icebreakers to reduce student “stiffness” (Second SRI, 

29.11.2023).   

4.5.3.3.  Interactions with Foreigners 

Leyla’s interactions with foreigners constituted a central experiential foundation in the 

formation of her teacher cognition regarding the teaching of speaking. Unlike 

classroom-based experiences, which she perceived as insufficient for oral 

development, her early and sustained exposure to authentic communicative contexts 

functioned as experiential evidence that speaking competence emerges primarily 

through interaction rather than formal instruction alone. From an early age, Leyla 

conceptualized language learning as an intrinsically motivated, pleasurable activity 

rather than an institutional obligation. This orientation was reinforced through her 

engagement with English outside school, listening to music, self-directed practice, and 

later participation in Erasmus+ projects. These experiences positioned language as a 

tool for social action, not merely an academic subject (First Interview, 17.05.2021). 

Consequently, speaking was constructed in her cognition as the core skill through 

which language becomes meaningful and functional. 

Her repeated interactions with foreigners during international projects played a 

decisive role in reshaping her understanding of how speaking develops. By visiting 

multiple countries and attempting to learn additional languages, Leyla experienced 

firsthand the necessity of using the L2 to negotiate meaning, express needs, and 

maintain relationships. These encounters provided what she repeatedly emphasized as 

“real environments”, contexts characterized by authentic input, communicative 



121 

pressure, and the absence of an L1 fallback. As a result, speaking became, in her 

cognition, an activity driven by necessity, which aligned closely with interactionist 

perspectives in SLA, where negotiation of meaning and communicative necessity 

drive acquisition. 

Leyla’s criticism of formal schooling further clarifies how these interactions 

influenced her beliefs. She contrasted her ability to communicate abroad with the 

widespread phenomenon of learners who possess extensive grammatical knowledge 

yet remain unable to speak. In her view, the root cause was not lack of effort but lack 

 of interaction, varied input, and speaking opportunities (First Interview, 17.05.2021). 

This belief reflects a strong internalization of the idea that speaking cannot be 

developed through receptive exposure or mechanical repetition alone. While she 

acknowledged the value of activities such as repeating song lyrics or movie lines for 

pronunciation, she firmly positioned them as insufficient without interpersonal 

interaction. Speaking, in her cognition, requires “another person in front of you” to 

generate new language, push output, and promote development. 

Another striking point is that her negative evaluation of peer-to-peer speaking with 

Turkish classmates further refined her teacher cognition. She perceived classroom 

speaking tasks without communicative urgency as artificial and ineffective due to 

affective barriers (shyness, fear of mispronunciation) and sociolinguistic realities 

(rapid code-switching to Turkish). These observations reinforced her belief that 

communicative pressure and authenticity are indispensable conditions for speaking 

development (First Interview, 17.05.2021). Thus, interaction with foreigners did not 

merely improve her proficiency; it reshaped her criteria for what counts as meaningful 

speaking practice. Overall, Leyla’s recent experiences learning other languages, such 

as Lithuanian and Swedish, strengthened the pedagogical dimension of her cognition. 

Having consciously structured her own language learning process, she developed a 

belief that teachers should model and implement the same interaction-driven 

techniques (First Interview, 17.05.2021). This suggests a shift from learner cognition 

to teacher cognition, where experiential learning histories are transformed into 

pedagogical convictions about how speaking should be taught. 
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4.5.3.4. Interactions with Students 

Leyla did not intend to pursue teaching as a long-term career; however, she was willing 

to explore the profession on a trial basis. In her first lesson, she rarely interacted with 

the students except for comprehension checking and collecting answers from pairs. As 

it was the first week and the first class of the Speaking Club, the students were also 

reticent. At the beginning of her class, the students did not participate a lot. She said, 

“You’re too quiet. I don’t like this,” jokingly, but she did not adapt her activity or 

method to get the students to talk more. In the first SRI, she explained that it was 

normal that they were like that since it was their first class (01.11.2023). However, in 

her second class, at the same stage of the lesson, the students were reluctant to share 

their answers to the questions she was asking. This was the fifth week of the Speaking 

Club. When she was asked about this in the second SRI, she noted that it was the first 

class of that day, and the students were just adjusting to the lesson (29.11.2023). The 

PST could not really come up with more student-centered alternatives to handle the 

low participation issue in the pre-speaking stages. This could be due to a lack of 

experience. 

Moreover, in her first class, she did not monitor the learners for a long time, and she 

became aware of this later and started monitoring them. However, she did not interact 

with the students while monitoring them. Since that was her first teaching experience, 

she was quite nervous (First SRI, 01.11.2023). On the other hand, in her second lesson, 

she had gotten more relaxed and interacted with students more and monitored them 

more vigilantly. However, her interactions did not go beyond correcting the students 

and eliciting answers from them. Her correcting a student in a fluency activity had 

once led to a dispute between her and Sevgi. Sevgi believed they had not established 

a very close relationship with that student to correct him, while she disagreed and 

maintained that she would have known if the student had been offended. In her 

practicum, she had developed closer relationships with her students:  

During my practicum, I had a close relationship with my students; we weren’t 

afraid of each other. Very few students were shy or avoided speaking. I knew 

who they were, just a few. And I made it like a game: “No matter how much 

you try to avoid it, I’ll get to you. Now you speak. If you need a few more 

minutes, take them, think, and then we’ll come back to you.” There was nothing 
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to fear. Seeing their classmates participate and enjoy it motivated them, and 

they wanted to join in afterward. (Second Interview, 25.05.2024) 

Over time, with experience, she had learned how to form closer bonds with students 

and correct them less since she did not want to damage their bond, nor did she want to 

discourage them from speaking. It can be concluded that the more the PST interacted 

with students, the more her beliefs about student-teacher relationships and error 

correction were transformed. She started to correct the students less by her second 

lesson. The more she engaged with students, the closer her practices mirrored her 

beliefs. 

4.6. The Case of Nalan 

4.6.1. Academic Influences Shaping Her Cognitions about Teaching Speaking 

4.6.1.1. Language Learning Experiences Influencing Her Cognitions about 

Teaching Speaking 

Nalan’s conceptualization of speaking instruction is heavily mediated by the 

assessment-driven culture of her early public schooling and by her autonomous 

engagement with digital artifacts. While her desire to teach emerged early, which was 

evidenced by her childhood attempts to teach English to her siblings, her affective 

engagement with the language was profoundly shaped by institutional grading 

systems. For Nalan, success in English was initially validated through exam 

performance rather than communicative competence. Her most positive memory as a 

learner involved improving her test score (First Interview, 15.05.2023), which 

illustrates how institutional artifacts (grades) mediated her motivation and self-

efficacy. 

This exam-oriented public school culture, which was coupled with grammar-heavy 

instruction, left little room for socially negotiated classroom interaction. Consequently, 

Nalan’s development of oral proficiency relied heavily on self-directed learning 

outside the classroom. She utilized digital tools, specifically YouTube videos, to 

practice speaking through individual repetition rather than interacting with others. 

These autonomous learning experiences directly inform her current teacher cognition 

(First Interview, 15.05.2023). Because she successfully achieved oral proficiency and 
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passed the university proficiency exam through her own self-study, she conceptualizes 

speaking development as an individual, effort-oriented achievement. Her experiences 

of feeling embarrassed when making mistakes further reinforce a belief system that 

prioritizes accuracy and rehearsal over spontaneous and communicative classroom 

practice. These experiences can also be analyzed through the lens of perezhivanie. To 

illustrate, her prioritization of accurate pronunciation in the Speaking Club was deeply 

rooted in her perezhivanie of past success-oriented language learning. 

Nalan’s language learning experiences shaped her cognitions about teaching speaking 

through a strong achievement orientation, which is rooted in both the public school 

assessment culture and her personal motivation. Her early desire to become a teacher 

and her willingness to teach her siblings English positioned teaching as a meaningful, 

long-term goal rather than a contingent career choice. However, her affective 

engagement with English did not fully emerge until high school, where success was 

primarily mediated through exam performance and grades. The fact that her most 

positive memory was improving a test score indicates that she internalized assessment 

outcomes as key indicators of learning. This experience contributed to a cognition in 

which speaking competence is understood as something that can, and should, be 

achieved through persistence, individual effort, and measurable progress, rather than 

through spontaneous or socially negotiated classroom interaction alone. 

At the same time, Nalan’s experiences with grammar- and reading-focused instruction, 

which were combined with feelings of embarrassment when making mistakes, 

influenced how she conceptualized speaking development. Although her high school 

provided more instructional hours and a designated speaking lesson, she still relied 

heavily on self-directed learning, such as watching YouTube videos and repeating 

spoken input, to improve her oral proficiency. This reinforced a belief that speaking 

can be developed through imitation and individual practice, even in the absence of rich 

interpersonal interaction. Her satisfaction with her oral proficiency and success in 

passing the university proficiency exam further validated this belief system. 

Consequently, Nalan’s cognitions about teaching speaking appear to emphasize 

accuracy, preparation, and individual responsibility, which are shaped by an exam-

oriented system and autonomous learning experiences, rather than by extensive 

communicative classroom practice. 
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4.6.1.2. Pre-Service Teacher Education Experiences Shaping Her Knowledge of 

and Beliefs about Teaching Speaking 

During her pre-service education, the ELT Methodology course functioned as a critical 

mediational space where Nalan’s beliefs about speaking instruction were explicitly 

challenged and restructured. Her cognition was significantly shaped by interactions 

with key social agents, namely her peers and her course professor. Peer observation 

served as a vital model and allowed Nalan to expand her pedagogical repertoire, 

particularly regarding classroom management, by observing the practices of her 

classmates (First Interview, 15.05.2023). Furthermore, the theoretical discourse 

introduced in the methodology course mediated a shift in her beliefs regarding native-

speakerism. Exposure to these concepts led Nalan to reject the expectation of a native-

like accent, which aligned her speaking pedagogy with affective considerations. As 

she noted: 

Teachers should make students understand that perfect pronunciation or an 

American accent is not expected. They just need to try to convey their message 

with the ability they have. When students are not afraid of failure, they perform 

much better (First Interview, 15.05.2023). 

This demonstrates a clear internalization: shifting the pedagogical focus from strict 

linguistic accuracy to intelligibility, thereby prioritizing the reduction of learner 

anxiety to foster participation. The influence of her methodology professor, Yeliz 

Hoca, was also highly influential in operationalizing Nalan’s beliefs into practice. 

Nalan adopted her professor’s participation structures, specifically the enforcement of 

equal and mandatory speaking opportunities for all students, which reflected an 

internalized belief that speaking development requires systematic, structured 

engagement rather than optional participation (Second Interview, 24.05.2024). 

However, Nalan’s cognition also reflects an awareness of the limitations of simulated 

teaching environments. She noted that micro-teachings lacked the authentic social 

dynamics necessary to fully test pedagogical strategies and stated, “Micro-teaching 

with peers doesn’t fully prepare you because everyone already knows the content” 

(First Interview, 15.05.2023). The practicum subsequently served as a crucial 

transition zone where her coursework-based cognition met the realities of authentic 

classroom interaction. Through the practicum, she negotiated the “chaos” of real 
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student dynamics, which allowed her to transfer her theoretical beliefs into evolving, 

tangible practices, such as pacing her teacher talk and managing classroom flow 

(Second Interview, 24.05.2024). 

4.6.2. Teaching Experiences Influencing Her Cognitions about Teaching Speaking 

4.6.2.1. The Speaking Club Experiences 

A prominent theme in Nalan’s case was the strong influence of her previous teaching 

experience on her current pedagogical choices and classroom management. Because 

she had previously taught speaking to children (aged 7-14) in a government project, 

Nalan entered the Speaking Club with pre-established routines and a high degree of 

confidence. This background manifested directly in her classroom management 

strategies. During her first lesson, when students became noisy during a pair-work 

activity, Nalan resorted to a strategy that had worked in her previous context: shouting 

to gain attention. While the adult students immediately quieted down, peer feedback 

criticized the move as unnecessary for well-behaved university learners. Nalan’s 

reflection on this event highlighted a critical shift in her teacher cognition regarding 

learner differences: 

Reflecting on it, I think it was because of my previous experience working 

there... But I learned that the same approach doesn’t work for these students. I 

also learned that students can be very different from each other (First SRI, 

01.11.2023). 

Furthermore, her prior experience shaped her beliefs about student participation. Nalan 

actively rejected the traditional “volunteer” system and argued that it led to unequal 

participation. Instead, she utilized a mandated participation system she had developed 

with 12-year-olds. She assigned students to speak and intentionally overrode their 

choices. She described herself as adhering to the motto, “if it’s not broken, don’t fix 

it,” demonstrating how past successes solidified her current teaching beliefs (Second 

SRI, 15.11.2023). 

Moreover, Nalan’s case revealed an interesting dynamic between her planned 

instruction, her stated beliefs, and her instinctive classroom practices, particularly 

regarding pronunciation and error correction. Although her initial lesson plans did not 

include pronunciation teaching, observation data showed her instinctively integrating 
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it. When a student mispronounced “flood” as “flʊd” during a fluency-based activity, 

she immediately interrupted and corrected the error. She prompted choral repetition. 

This immediate, instinctive correction aligned closely with her stated pedagogical 

beliefs. In her initial interview, Nalan asserted that she would correct unintelligible 

speech immediately to prevent the “internalization” of errors (First Interview, 

15.05.2023; Second Interview, 24.05.2024). Her peers highly praised this instinctive 

focus on pronunciation, frequently commenting on her natural integration of body 

language and her native-like North American accent, which notably impressed her less 

confident peers like Berke (Peer Reflection Session, 13.11.2023). 

Nalan exhibited a complex relationship with peer feedback, characterized by a tension 

between her established professional identity and her receptivity to constructive 

criticism. Because of her success-oriented educational background and her prior 

teaching experience, Nalan admitted to feeling “defensive” when receiving criticism 

from her less-experienced peers. For instance, when peers (like Beril and Berke) 

criticized her tendency to interrupt student output to write on the board or suggested 

adding a post-speaking wrap-up stage, Nalan justified her actions by citing contextual 

constraints, such as time management. She rejected the traditional wrap-up stage as 

“undoable” in her specific context, which prioritized active speaking time over 

traditional lesson closure (Second SRI, 15.11.2023). However, her cognition was not 

entirely rigid. On the contrary, she demonstrated internal processing of the feedback, 

noting in her reflections: “I still find it challenging in my teaching and academic career 

to fully understand and accept peer feedback... But in some ways, they were right. I 

actually took a mental note of what they said to me” (Second SRI, 15.11.2023). This 

indicates that while her outward behavior sometimes appeared resistant, her internal 

cognitions were actively engaging with alternative pedagogical perspectives. 

Eventually, the Speaking Club catalyzed Nalan’s re-evaluation of her role in the 

classroom. Transitioning from teaching children to adult university learners challenged 

her teacher-dominant habits. In her final reflections, Nalan acknowledged that the 

cognitive maturity of her adult learners required a different instructional approach. She 

realized that her tendency to be “dominant” in her teaching, a likely remnant of 

managing large classes of children, needed to be tempered. The Speaking Club context 
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prompted a shift in her cognitions about the teacher’s role, moving her toward viewing 

herself as a facilitator: 

Sometimes I realize that I can be a bit dominant in my teaching. Instead, I 

learned the importance of taking a step back and listening to the students’ 

conversations and thoughts... I noticed that they were much more engaged and 

had a lot more to say than I had expected (Second SRI, 15.11.2023). 

This highlights an important finding: exposing PSTs with prior experience to highly 

different learner demographics is crucial for disrupting deeply ingrained, context-

specific habits and fostering pedagogical flexibility.  

4.6.2.2. Practicum Experiences 

Nalan’s case illustrates how PST cognition of teaching speaking is not static but 

continuously shaped and negotiated through active participation in different 

communities of practice. Her experiences transitioning from a university Speaking 

Club to a formal practicum school highlight how contextual realities, learner 

dynamics, and mentorship mediate the development of her pedagogical beliefs. Her 

initial cognitions regarding teaching speaking were mostly informed by her positive 

experiences in a university Speaking Club, where she successfully utilized a clear 

accent, an energetic demeanor, and interactive practices. However, transferring these 

beliefs to the practicum setting created cognitive dissonance. Unlike the motivated 

university students, the practicum students lacked intrinsic motivation and presented 

classroom management challenges. This contextual shift necessitated a rapid 

development of her interactive decision-making skills. Furthermore, she observed a 

distinct lack of speaking-focused instruction in the practicum, despite the existence of 

formal speaking assessments. Nalan recognized the sociocultural constraints placed on 

the students and teachers and noted: 

I should also say that teaching speaking in large classes is a bit challenging for 

the teachers. So I wouldn’t say they lack confidence, but I don’t think they fully 

trust that speaking activities will be successful, so some of the speaking 

activities in the book are skipped. (First SRI, 01.11.2023) 

This observation highlights her developing awareness of how institutional constraints 

(large class sizes and assessment pressures) shape instructional choices, often at the 

expense of communicative practice. Through a sociocultural lens, Nalan’s 
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instructional choices reveal a strong reliance on mediating artifacts to scaffold student 

output. When she was confronted with low participation, she learned to adapt her tools 

dynamically. For example, when students failed to respond to a question about whether 

they were ever tricked, she introduced a visual artifact, an optical illusion, and told 

them that they were tricked now. She did this to spark laughter and lower the affective 

filter and successfully mediated their transition into sharing personal narratives.  

Nalan also demonstrated a strong belief in the necessity of highly structured 

scaffolding. She preferred speaking activities that provided explicit parameters, such 

as defined time limits, target vocabulary, and minimum sentence requirements. This 

need for control, which is typical of novice teachers, was her way of managing the 

unpredictability of the classroom environment. Additionally, she identified 

inconsistencies in linguistic artifacts as a barrier to learning. She noted that students 

were exposed to confusing, varied accents; the mentor’s North American accent 

contrasted with the coursebook’s Scottish accent audio recordings. Despite this, she 

maintained a strong conviction regarding the importance of intelligible pronunciation: 

Pronunciation is very important. Not everyone must speak with an American 

accent, but everyone should have an intelligible accent. If I teach a new word, 

I make sure its pronunciation is practiced in class until it’s correct. 

Pronunciation drills are my favorite. (Second Interview, 24.05.2024) 

Similar to what she stated during the SRIs and the first interview, her beliefs about 

pronunciation did not change at all over a year. She prioritized pronunciation teaching 

because of her preconceived notions about intelligibility. Another emerging theme in 

Nalan’s case was how deeply sensitive to the social dynamics of the classroom her 

cognitions were. Observing a speaking assessment, she recognized the intense anxiety 

students faced when performing in front of the whole class and stated that they begged 

to present privately to the teacher. Understanding the affective factors that “looking 

bad” in front of peers is a significant face-threatening act for adolescents, Nalan 

adapted her pedagogy while keeping this in mind. 

She utilized randomized pairing activities (e.g., matching a cookie picture with a milk 

picture) not only to maximize interaction but also to disrupt established friendship 

cliques that often led to conversations that were in L1 and irrelevant to the activity. 

More importantly, she viewed pair work as a crucial zone for peer-to-peer scaffolding. 
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By allowing students to rehearse with a single partner first, she used social interaction 

to build their confidence before requiring whole-class output. Interactions with 

practicum mentors and supervisors mediated her cognitions as well. In other words, 

Nalan’s pedagogical beliefs were further refined, and sometimes challenged, through 

interactions with expert others. Feedback from her mentor and university supervisor 

forced her to negotiate her teaching practices. Her mentor teacher criticized the 

randomized pairing activities as an inefficient use of time and suggested a more 

traditional and structured approach to ensure syllabus coverage.  

However, Nalan rejected this feedback and defended the interactive value of the 

activity over strict pacing. Conversely, she accepted the criticism from her university 

supervisor regarding her pacing and lack of “wait time.” Acknowledging her 

discomfort with silence, Nalan recognized that her tendency to fill quiet moments with 

follow-up questions hindered students’ cognitive processing time. She internalized this 

feedback and identified silence tolerance as a critical area for her future professional 

growth (Second Interview, 24.05.2024). Nalan’s practicum experience transformed her 

cognition from abstract methodological ideals into experience-based beliefs about how 

speaking must be scaffolded, paced, and managed within the complex social reality of 

a classroom. 

4.6.3. Social Interactions Mediating Her Cognitions about Teaching Speaking 

4.6.3.1. Interactions with K-12 Teachers 

Nalan’s early teacher cognition was fundamentally shaped by a dichotomy between 

the affective support she received from key social agents and the instructional 

limitations of the Turkish K-12 system. While she lacked a close mediational 

relationship with her primary and middle school teachers, one high school English 

teacher served as a critical social agent in forming her professional identity. This 

teacher mediated Nalan’s motivation not through specific pedagogical techniques, but 

through affective reinforcement and prioritizing future potential over present linguistic 

accuracy. As Nalan reflected: “My teacher told me that what I knew at that moment 

didn’t matter, but what I would know in the future mattered more... That’s why I want 

to do the same for my students” (First Interview, 15.05.2023). 
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This interaction focused Nalan’s developing cognition on the affective domain of 

language teaching. She internalized the belief that a teacher’s primary role is 

motivational. However, this affective focus developed alongside a significant “gap” in 

her practical knowledge regarding speaking pedagogy. Because her high school 

teachers relied heavily on the L1 and rarely implemented speaking practices, Nalan 

lacked early models of communicative instruction. Rather than entirely blaming her 

former teachers for these non-ideal conditions, Nalan’s cognition demonstrates a 

sophisticated awareness of the systemic constraints within her learning environment. 

She recognized that her teachers were constrained by institutional artifacts, specifically 

large class sizes and an exam-oriented assessment culture (First Interview, 

15.05.2023). Consequently, Nalan’s early cognition of teaching speaking is 

characterized by a strong belief in the necessity of emotional scaffolding. Through 

these observations, she also gained a pragmatic acceptance of the systemic barriers to 

communicative language teaching in public schools. 

4.6.3.2. Interactions with Peers 

Nalan’s teacher cognition regarding the teaching of speaking was significantly 

mediated by a balanced exchange of peer validation and critical pedagogical 

challenges. Her peers, particularly Beril, frequently praised her “natural” classroom 

presence, intonation, and use of body language (Peer Reflection Session 1, 

30.10.2023), which reinforced Nalan’s belief in the importance of teacher persona to 

capture student attention. However, after her second lesson, her cognition was 

challenged when peers pointed out that her strict focus on time management led her to 

interrupt students mid-sentence. While Nalan initially defended this as a necessary 

strategy to prevent students from talking too much, the interaction with Berke, who 

argued that the primary goal of the class was to provide space to speak, prompted a 

more nuanced reflection on whether time management should ever come at the 

expense of student production (Peer Reflection Session 3, 13.11.2023).  

Moreover, Nalan’s cognition evolved through collaborative problem-solving and 

observing her peers’ successes with classroom dynamics. After Berke and Leyla 

struggled with a “horse and jockey” pairing activity that caused confusion about the 

lesson’s context, Nalan mediated this feedback by refining her own future activities 
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(Peer Reflection Session 1, 30.10.2023). She later implemented more concrete pairing 

methods, such as the “döner–ayran” match, which was commended by Sevgi for being 

orderly and sweet rather than chaotic. 

Although she acknowledged the good intention behind the peer feedback, she admitted 

that she sometimes had a hard time internalizing or accepting peer feedback. “I still 

find it challenging in my teaching and academic career to fully understand and accept 

peer feedback... But in some ways, they were right. I actually took a mental note of 

what they said to me” (Second SRI, 15.11.2023).  She sometimes got defensive about 

her actions in class when she was faced with peer feedback, and she was open about 

it. In other words, this PST’s cognition of teaching speaking is characterized by a 

hierarchical and traditional view of pedagogical authority, which can significantly 

limit the role of collaborative reflection in her professional development. The PST’s 

cognition is heavily influenced by a perceived hierarchy of expertise that devalues 

peer-to-peer learning. While she cognitively acknowledges the “good intention” 

behind feedback from her colleagues, she struggles to internalize it and often responds 

with defensiveness. This suggests that her teacher cognition regarding speaking 

instruction is somewhat rigid, as she views her classroom actions as something to be 

defended rather than explored through a reflective lens. 

4.6.3.3. Interactions with University Professors 

From the time she entered university, Nalan’s cognitive processes were greatly 

influenced by interactions with her professors, whose practices and professional 

trajectories she internalized as ideal models. Her professors not only shaped her 

immediate instructional strategies but also expanded her conceptualization of what a 

teaching career could entail. Before university, she was unaware of the broader 

academic opportunities available in her field; observing “incredibly successful 

professors who were passionate about their profession” functioned as a mediational 

tool that redefined her professional goals, including teaching in preparatory classes 

and pursuing graduate studies (First Interview, 15.05.2023). 

Pedagogically, Nalan adopted the strategies modeled by her professors and treated 

their methods as authoritative. For instance, she directly credited her methodology 
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 professor for her approach to mandatory participation in her Speaking Club classes, 

where she explicitly selected students to speak rather than relying on volunteers 

(Second SRI, 15.11.2023). 

From a sociocultural perspective, Nalan’s reliance on her professors reveals a deeply 

ingrained traditional view of the expert-novice dynamic. When evaluating pedagogical 

advice, she heavily prioritizes the “authoritative discourse” of her practicum 

supervisors and professors over peer-to-peer mediation offered by her classmates. She 

justified this stance by equating hierarchical authority with experiential knowledge. 

While this reliance on expert guidance provides her with a sense of theoretical security, 

it may constrain her pedagogical development in teaching speaking, a skill that 

demands high levels of spontaneity and real-time adaptation. By prioritizing 

authoritative correctness over the pragmatic, socially negotiated insights of her peers, 

who observe her students’ actual communicative struggles, Nalan’s cognition remains 

anchored in a top-down model of professional learning, potentially limiting her 

responsiveness to immediate classroom dynamics. 

4.6.3.4. Interactions with Students 

Nalan’s interactions with her students made her question existing beliefs about a 

teacher’s role. She had a notion about a teacher’s role that a teacher should be 

authoritative and firm because she had been working with teenagers and young kids, 

and it was the only way to manage them. Her interactions with those students led her 

to believe that in order to “control” them, the teacher needed to be loud and firm. She 

could never relinquish control since it would mean the class would descend into chaos. 

When she shouted, “Quiet,” in her first lesson in the Speaking Club, the students were 

shocked and became extremely quiet. She had a realization that what she learned there 

could not be applied there since those were university students. After observing some 

classes in the university, she came to this conclusion:   

I am a teacher who has not realistically considered acting like I am the students’ 

friend prior to these experiences. I always viewed it as a gateway to behavior 

problems and unruly students. However, these classes made me realize that 

being friendly and funny can sometimes work in certain environments. It made 

me realize that being uncompromising is not always the way to go. (Reflection 

Paper 5, 28.11.2023)  
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Interacting with grown-up students made her question her methods and adopt new ones 

for that particular social context. She applied the motivational techniques she used with 

her younger students to the learners in the Speaking Club. She praised the students 

when they made a contribution. Moreover, she reiterated or wrote what they said so 

that everyone could hear them. She believed interacting with students in this way 

would get them to participate in classes more. Through interacting with students from 

different age groups in the Speaking Club and practicum teaching, her understanding 

of teaching speaking shifted. Before, in her head, the teacher always provided the input 

and corrected pronunciation errors (First Interview, 15.05.2023), but after her social 

encounters with shy practicum students, she became more tolerant of student mistakes 

and realized the importance of listening to students without correcting them (Second 

Interview, 24.05.2024). Overall, these interactions caused a shift in her conception of 

these pedagogical issues.  

4.7. The Case of Sevgi 

4.7.1. Academic Influences Shaping Her Cognitions about Teaching Speaking 

4.7.1.1. Language Learning Experiences Influencing Her Cognitions about 

Teaching Speaking 

Sevgi’s initial cognitions about language teaching were deeply shaped by her 

experiences within her language-learning environments, which illustrates the profound 

impact of her apprenticeship of observation. Her early enthusiasm for English was 

boosted through an affectionate relationship with a middle school language teacher 

who personally validated her presence in the classroom. However, the institutional 

constraints of her K-12 education, which prioritized grammar and reading at the 

expense of speaking, writing, and listening, left her inadequately prepared for 

communicative language use (First Interview, 31.05.2023). 

Due to this gap in her language knowledge, she could not pass the university’s English 

proficiency exam. Moreover, this structural gap became more apparent when a critical 

incident happened during her university preparatory year, which served as a profound 

perezhivanie that influenced her emerging teacher identity. Because she struggled with 

listening skills, Sevgi was scolded by her instructor, and she was told to choose a 
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different career path. Rather than internalizing this rejection, Sevgi utilized this highly 

negative social interaction as an anti-model for her own future teaching practice. The 

emotional weight of this encounter formed her core values as an educator, which drove 

her commitment to never treat her own students with a lack of empathy (First 

Interview, 31.05.2023). 

Furthermore, Sevgi’s beliefs about how speaking skills are developed were primarily 

shaped by the institutional advantages of her university rather than her formal K-12 

schooling. She attributed her oral proficiency development to the immersive 

environment of an EMI university and specific skill-building courses (e.g., Spoken 

English). For Sevgi, the collaborative nature of group work and the necessity of giving 

presentations served as crucial social tools that facilitated her spoken output (First 

Interview, 31.05.2023). Consequently, her cognitions about learning to speak shifted 

from a reliance on affectionate but traditional K-12 teachers to an appreciation for 

immersive, output-driven academic environments. 

4.7.1.2. Pre-Service Teacher Education Experiences Shaping Her Knowledge of 

and Beliefs about Teaching Speaking 

Within her pre-service teacher education program, Sevgi’s cognitions about teaching 

speaking were characterized by a highly critical evaluation of the divide between 

theoretical pedagogy and practical classroom realities. Her experiences reflect a 

tension between the development of a teacher’s personal linguistic competence and 

their pedagogical training. Sevgi drew a sharp distinction between courses that focused 

on improving her oral proficiency and those explicitly designed to teach methodology. 

She valued the former, presentation-based oral proficiency courses, as genuinely 

beneficial for confidence building and language mastery. In contrast, she viewed 

pedagogy-oriented courses, particularly ELT Methodology, as detached from the 

sociocultural realities of a real classroom. She viewed the micro-teaching practices not 

as authentic developmental opportunities, but as grade-driven exercises that promoted 

conformity: 

I don’t think the micro-teachings developed me professionally because we only 

cared about the grades, so we only copied what our teacher did. Creativity was 

not encouraged because the professors expected similar things. I think the 



136 

lesson plans we prepared were not realistic... They are a bit utopian because it 

is not possible to assess all the students’ output. (First interview, 31.05.2023) 

This quote indicates Sevgi’s awareness of practical constraints, such as the 

impossibility of monitoring an entire classroom’s spoken output simultaneously. Her 

frustration was exacerbated by inconsistent pedagogical modeling from her 

methodology instructors. One emphasized theory while the other focused on practice, 

which left her with a fragmented understanding of speaking pedagogy. As a result, her 

teacher education experiences fostered a cognition that prioritizes a teacher’s actual 

language competence over formulaic methodological compliance. As she realized that 

some of her peers lacked the oral proficiency required to teach speaking effectively, 

Sevgi concluded that teaching speaking is often treated superficially within the 

program (First Interview, 31.05.2023). Therefore, she conceptualizes effective 

speaking instruction as relying on the teacher’s own linguistic readiness and practical 

feasibility, rather than “utopian” lesson planning. 

4.7.2. Teaching Experiences Influencing Her Cognitions about Teaching Speaking 

4.7.2.1. The Speaking Club Experiences 

A central component of Sevgi’s teacher cognition was her strong commitment to 

lowering students’ affective filters by creating a relaxed classroom environment. She 

actively challenged the conventional pedagogical assumption that game-based 

learning is exclusively for young learners. Instead, she viewed adult resistance to 

gamification not as a genuine learner constraint, but as a societal prejudice, and she 

argued that adult learners often have an even greater need for play. This belief formed 

the primary rationale for her instructional design, as she built both of her lessons 

around games (movie pitching and a murder mystery). She explicitly aimed to 

deconstruct the traditional, rigid teacher-student hierarchy: “Rather than making 

students feel like they were in a mandatory lesson with a classic teacher–student 

relationship, I wanted to give them the feeling of playing a game with their friends” 

(First SRI, 14.11.2023). This approach successfully fostered engagement, and she 

observed that when adults enjoyed the activity, interaction flowed much more 

smoothly and naturally (Second SRI, 29.11.2023). 
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Sevgi exhibited non-traditional cognitions regarding the teacher’s role as an authority 

figure. She believed that a teacher should model openness to learning rather than 

viewing the teacher as the ultimate, infallible knowledge provider. This cognition 

manifested directly in her classroom practice when she encountered gaps in her own 

knowledge. During vocabulary teaching, when asked for the superlative form of 

“superb,” she openly admitted she did not know and offered to look it up. Similarly, in 

her second lesson, when a peer corrected her mispronunciation of “alibi,” she 

immediately apologized and corrected herself in front of the students. Her peers 

highlighted this vulnerability as a major strength and expressed that saying, “I don’t 

know either; let’s check together,” built significantly more trust with adult learners 

than pretending to be omniscient. Sevgi justified this approach by stating that 

admitting a lack of knowledge models healthy learning behaviors for students 

(First/Second SRIs, 14/29.11.2023). 

Another recurring theme in Sevgi’s practice was her strategic use of the students’ L1. 

While in her junior year, she had admitted to using L1 primarily out of her own anxiety 

(First Interview, 31.05.2023), her cognitions had shifted by the time of the Speaking 

Club. She now rationalized her L1 use as a deliberate pedagogical tactic designed to 

ease the students’ mental load and foster comfort. 

Giving them the occasional comfort of returning to their first language makes 

them feel more at ease... I do it intentionally. So, if they don’t understand, I 

give a Turkish explanation or a hint, and then we continue in English. (Second 

SRI, 29.11.2023) 

Her peers validated this belief and congratulated her on using L1 effectively to draw 

connections rather than simply translating, which reinforced her cognition that L1 is a 

valuable scaffolding tool rather than a taboo. Sevgi demonstrated a highly receptive 

attitude toward peer feedback and viewed it as an essential tool for broadening her 

perspective. However, her attempts to translate this feedback into practice highlighted 

the complex nature of learning to teach. This was most evident in her struggles with 

giving instructions. In her first lesson, providing long oral instructions simultaneously 

with detailed written slides caused student confusion. Taking her peers’ feedback to 

heart, she actively experimented in her second lesson by removing the written 

instructions entirely to “avoid splitting the students’ attention” (Second SRI, 

29.11.2023).  
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This overcorrection, however, resulted in students getting lost again. While her 

execution was not always perfectly successful, such as missing a planned vocabulary 

gap-fill activity due to illness, her continuous tweaking of instruction delivery and 

vocabulary presentation demonstrated an active, evolving cognitive 

 engagement with her pedagogical choices. In a nutshell, the Speaking Club served as 

a critical site for Sevgi to test and solidify her professional identity. Before the 

practicum, she struggled with an internal conflict: she wanted to be an approachable 

and friendly teacher but feared this would result in a lack of authority and classroom 

control. The Speaking Club provided the experiential evidence she needed to resolve 

this tension. By successfully managing game-based lessons and observing her 

students’ cooperative responses to her friendly demeanor, she realized her teaching 

ideology was feasible: “I aimed to strike a balance, neither being overly oppressive 

nor forgoing so much authority that I lost control... [This experience] confirmed that 

creating a supportive and friendly classroom environment encouraged students to 

cooperate.” (Fifth Reflection Paper, 27.11.2023) Encountering and navigating 

challenges in real-time reinforced her confidence and transformed her earlier doubts 

into a strong commitment to the teaching profession. 

4.7.2.2. Practicum Experiences 

Sevgi’s practicum experiences illustrate how pre-service EFL teachers’ cognitions 

about teaching speaking are dynamically shaped and mediated by contextual 

affordances and constraints, particularly through social interactions and institutional 

realities. Her engagement in two contrasting school settings reveals a tension between 

idealized pedagogical beliefs and the demands of real classrooms. 

In her first practicum placement, Sevgi encountered a group of highly motivated 

learners, which enabled her to enact communicative and form-focused speaking 

practices aligned with her prior training. For instance, her attempt to introduce the 

phonetic alphabet was met with student interest and engagement, which she interpreted 

as an indicator of advanced learner investment beyond the typically expected A1/A2 

levels in the Turkish public school context (Second Interview, 29.05.2024). This 

experience reinforced her existing cognition that speaking-oriented, communicative 

practices are both feasible and effective when learners are willing to participate. The 



139 

students’ responsiveness functioned as a form of positive mediation, which supported 

her emerging teacher identity and sense of instructional agency. 

However, this cognition was significantly destabilized during her second placement, 

where she encountered a distinctly different classroom ecology, which was 

characterized by low proficiency, lack of participation, and disciplinary challenges. In 

this setting, her attempts to implement a structured speaking activity (e.g., role-play 

using “should” and “had better”) were largely unsuccessful, as students disengaged 

and resisted participation. Consequently, her instructional practices shifted toward 

increased teacher talk and reliance on L1, indicating a breakdown in the applicability 

of communicative methodologies under such conditions. This shift highlights how 

contextual constraints can override pedagogical intentions and lead to a 

reconfiguration of teacher cognition in practice. 

 I had prepared a perfect lesson plan, but I had problems stemming from my 

 own class. Unfortunately, my students this semester were much less 

 disciplined compared to my previous practicum. I was already complaining 

 about this constantly. Even when I tried to encourage them, asking if 

 anyone was willing to volunteer, they still wouldn’t listen. I was giving 

 directions, giving instructions, telling them what to do and helping them, 

 but they weren’t listening. They were chatting among themselves. They 

 were even fighting with each other. (Second Interview, 29.05.2024)  

As evidenced by the excerpt above, Sevgi’s reflections reveal a perceived mismatch 

between her teacher education program and the realities of classroom practice. While 

her training emphasized idealized lesson planning frameworks, she reported a lack of 

preparation for teaching low-level or unmotivated learners. This gap contributed to her 

perception that theoretically “perfect” lesson plans lose their functionality in contexts 

where student participation cannot be assumed (Second Interview, 29.05.2024). From 

a sociocultural perspective, this indicates that her cognition was not only individually 

constructed but also shaped by the absence of mediated support for navigating 

challenging classroom environments. 

Social relationships within the practicum context further mediated her cognition in 

mostly negative ways. Feedback from her mentor and supervisor, while somewhat 

supportive in acknowledging contextual limitations, simultaneously reinforced deficit 

views of students.  
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Her mentor’s derogatory characterizations of learners and low expectations for their 

potential positioned the students as incapable, which conflicted with Sevgi’s initial 

attempts to motivate them. These interactions contributed to a reorientation of her 

beliefs about both learners and the feasibility of teaching speaking in similar contexts. 

Additionally, the lack of observable models for speaking instruction, due to teachers’ 

reliance on textbook-based, non-communicative practices, limited her access to 

alternative pedagogical strategies, which constrained her professional learning. 

As a result of these cumulative experiences, Sevgi’s cognitions about teaching 

speaking became increasingly shaped by perceived contextual constraints rather than 

pedagogical ideals. She began to generalize her negative experience and assume that 

a large proportion of schools in Türkiye share similar challenges, which led to 

hesitation about pursuing a teaching career in state schools (Second Interview, 

29.05.2024). This indicates that negative practicum experiences may exert a 

disproportionate influence on teacher cognition and outweigh prior positive 

experiences, such as her engagement in the Speaking Club context. While the Speaking 

Club had previously provided her with a model of engaging, student-centered speaking 

instruction, she came to perceive it as “utopian” and largely inapplicable to real 

classroom settings. 

Nevertheless, her reflections also suggest an emerging awareness of the need for 

adaptability and resilience. Rather than contributing directly to her repertoire of 

teaching strategies, the negative practicum experience served as a form of anticipatory 

socialization that psychologically prepared her for the realities of the profession. At 

the same time, she retained some positive practices observed in her first practicum 

school (e.g., integrating presentation skills into speaking instruction), which indicated 

that her cognition remains fluid and selectively constructed across contexts. Overall, 

Sevgi’s case demonstrates that teacher cognition is not a stable body of knowledge but 

a context-sensitive, socially mediated construct. Her experiences underscore the 

critical role of practicum environments, mentor discourse, and student engagement in 

shaping how PSTs conceptualize the teaching of speaking, often leading to a re-

evaluation, and in some cases, erosion, of initially idealistic pedagogical beliefs. 
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4.7.3. Social Interactions Mediating Her Cognitions about Teaching Speaking 

4.7.3.1. Interactions with K-12 Teachers 

Sevgi’s prior language learning experiences illustrate how teacher cognition is shaped 

by the interplay between affective relationships and instructional exposure, which 

function as key mediational forces in her development as a PST. Her accounts suggest 

that while her past teachers strongly influenced her understanding of the relational 

dimension of teaching, they provided limited models for the pedagogy of speaking. 

At the affective level, Sevgi’s middle and high school teachers played a central role in 

shaping her beliefs about what it means to be a teacher. She described emotionally 

supportive relationships with her teachers, which she internalized as a core 

professional value. Her desire to “touch students’ lives” and instill self-efficacy in 

students directly reflects this early mediation (First Interview, 31.05.2023). These 

experiences contributed to a cognition of teaching that prioritizes rapport, care, and 

emotional support, which she later attempted to reflect in her own instructional 

practices. 

However, while these relationships mediated her affective orientation toward teaching, 

they did not provide a substantive pedagogical model for teaching speaking. Sevgi was 

unable to recall specific speaking-focused instructional practices from her prior 

schooling, which suggests a limited experiential basis for developing cognitions 

related to communicative language teaching. This points to a form of negative 

mediation, where the lack of exposure to speaking activities contributed to an 

underdeveloped conception of how speaking should be taught, rather than indicating 

an absence of influence. 

Her descriptions of classroom practices further reinforce this pattern. Instruction was 

predominantly form-focused and exam-oriented, with extensive reliance on L1 

(approximately 80% Turkish use), and minimal emphasis on listening and speaking 

skills (First Interview, 31.05.2023). As she noted, speaking and pronunciation were 

largely neglected, and any exposure to listening activities remained fragmented and 

unmemorable. This instructional context positioned language learning as a receptive 

and form-driven process, which implicitly marginalized speaking as a skill. 
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The consequences of this limited exposure became evident during her transition to the 

university preparatory program, where she encountered an intensive English-speaking 

environment for the first time. She described this experience as disorienting and 

likened it to being in the “U.S.,” which highlights the extent to which prior learning 

contexts had failed to immerse her in the target language. This gap contributed to 

feelings of inadequacy, which indicates that prior classroom practices not only shaped 

her cognition but also her sense of competence as a language user. 

In addition, Sevgi’s experiences with teacher feedback further mediated her self-

efficacy beliefs. She recalled negative emotional reactions to corrective practices that 

disregarded learner affect, which later informed her stance on error correction. For 

instance, she emphasized during peer feedback that teachers should avoid interrupting 

fluency-based activities for correction, which reflected an internally reconstructed 

belief shaped by past negative experiences (Peer Feedback Session, 06.11.2023). This 

suggests that emotional interactions with teachers can have a lasting impact on 

pedagogical decision-making, particularly in relation to speaking activities. 

Overall, Sevgi’s prior schooling contributed to a cognition of teaching that is strongly 

grounded in affective engagement but comparatively underdeveloped in terms of 

speaking pedagogy. From a sociocultural perspective, her experiences demonstrate 

how both the presence (supportive relationships) and absence (models of teaching 

speaking) of mediational opportunities shape the development of teacher cognition. 

These findings highlight the importance of experiential diversity in shaping not only 

what PSTs value, but also what they are able, or unable, to enact in their own teaching. 

4.7.3.2. Interactions with Peers 

Based on the information obtained from the peer feedback sessions, Sevgi’s teacher 

cognition is mediated through social interactions in three primary ways: validating her 

affective-humanistic beliefs, refining her instructional management for speaking tasks, 

and negotiating the balance between linguistic accuracy and fluency. Sevgi holds a 

strong core belief that speaking lessons must be low-anxiety environments where 

students feel safe to make mistakes. This cognition is mediated and reinforced through 

her criticism of peers and the feedback she received. Sevgi used her past negative 
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 experiences as a learner to mediate her current teaching beliefs. When giving feedback 

to Leyla, she strongly advised against explicit correction, stating, “My teachers lost 

me as a student because of that... They feel under pressure”. She explicitly framed 

correction as an obstacle to speaking fluency (Peer Reflection Session 2, 06.11.2023). 

Her peers validated her “friendly” and “supportive” demeanor, which reinforced her 

belief that teacher approachability is key to student output. Beril praised her for being 

open to negotiation with students and for her encouraging body language (Peer 

Reflection Session 3, 13.11.2023). In Session 5 (27.11.2023), Sevgi explicitly reflected 

that the social bond formed among peers (the community) was the primary driver of 

the speaking club’s success, rather than strict pedagogical planning. She concludes that 

students spoke because “They formed a little community... It wasn’t unnatural or 

strict”. This interaction solidified her cognition that social comfort is a prerequisite for 

speaking proficiency. Sevgi’s cognition regarding how to set up speaking activities 

underwent significant challenge and mediation. Initially, she believed that a thorough 

verbal explanation was sufficient, but peer interaction shifted her focus toward 

cognitive load and clarity. To illustrate, in Session 3, peers (Leyla, Beril, Berke) raised 

concerns about her instructions being too complex and about adding new rules while 

students were already starting the activity. They pointed out that this confused the 

students. Sevgi initially defended herself and argued that she repeated the instructions 

to ensure clarity. However, through the social exchange, she realized that verbal 

repetition created “cognitive overload” rather than clarity. In Session 5, she 

acknowledged this struggle again and noted that explaining orally and providing 

handouts simultaneously confused students. The feedback she received from her peers 

mediated a shift in her awareness of classroom logistics. Beril suggested she should 

have distributed roles differently and given written instructions before handing out 

materials. Sevgi accepted this and realized that effective speaking lessons require a 

precise logistical setup to prevent the “game” aspect from overshadowing the linguistic 

goals. 

Sevgi possesses a strong belief that speaking should be the dominant focus, often 

viewing grammar/vocabulary instruction as a potential hindrance if overemphasized. 

This belief is tested and refined through her interactions with Berke. Sevgi criticized 

Berke in Peer Reflection Session 4 (20.11.2023) for being too “dominant” and 
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“lecture-like” regarding grammar. As a solution, she suggested he should have focused 

more on speaking. She explicitly stated, “I felt that speaking should have been the 

more dominant one”. This interaction externalized and strengthened her conviction 

that speaking lessons should not be “taught” like traditional grammar lessons.  

Moreover, Sevgi received corrective feedback regarding her own content knowledge 

in these sessions. For example, in Session 5 (27.11.2023), peers pointed out the errors 

in her vocabulary definitions (e.g., confusing “motive” vs. “motivation,” and “clue” as 

a noun vs. a verb). While Sevgi prioritized fluency, these comments urged her to 

acknowledge that error correction and vocabulary teaching must be accurate to support 

speaking. She admitted her preparation was hampered by personal issues, i.e., her 

being ill at the time, but the peer intervention highlighted that “speaking-focused” did 

not mean sacrificing content. In conclusion, Sevgi’s teacher cognition is mediated from 

an intuitive preference for “fun” and “fluency” toward a more structured understanding 

of how to manage the logistics of speaking activities. The social interactions serve as 

a mirror, which validates her humanistic approach while critically sharpening her 

instructional techniques. Sevgi repeatedly mentioned the contributions of her peers to 

her teaching skills and stated that she learned a lot from observing them or listening to 

their feedback (First & Second SRIs, 14/29.11.2023). However, she did not get to 

observe her peers in the practicum, which was a missed opportunity for her 

professional development.   

4.7.3.3. Interactions with Students 

Sevgi’s experiences across instructional contexts demonstrate that PST cognition is 

dynamically constructed through interactional ecologies, where various learner 

profiles and classroom conditions mediate not only pedagogical beliefs but also 

professional self-efficacy. Initially, Sevgi held a non-authoritative view of teaching, 

which was grounded in the belief that excessive authority would alienate learners. In 

the relatively low-stakes environment of the Speaking Club, this belief was reinforced 

through positive social interaction. By positioning herself as approachable and 

attentive to students’ interests, she established rapport and facilitated participation. Her 

instructional choices, such as incorporating gamified activities, attending to learners’ 

affective states, and providing in-the-moment scaffolding, reflect an emerging, 



145 

student-centered pedagogy. Notably, her prior perezhivanie of being frequently 

corrected mediated her reluctance to provide corrective feedback and led her to 

prioritize fluency over accuracy (First & Second SRIs, 14/29.11.2023). These 

experiences collectively strengthened her sense of self-efficacy and affirmed her 

aspiration to become a teacher. 

However, this relatively stable cognition was destabilized during her practicum, 

particularly in her second school placement. Persistent student misbehavior and lack 

of engagement disrupted her instructional intentions and challenged her beliefs about 

the feasibility of non-authoritative teaching. Despite attempts to adapt materials, such 

as designing interactive role-play activities, students’ disengagement led her to 

perceive her efforts as ineffective. This resulted in a noticeable decline in her 

professional confidence and motivation.  

Moreover, the institutional context, including acknowledgment from her practicum 

mentor regarding the learner profile, functioned as an additional mediational layer that 

normalized these difficulties while simultaneously limiting her sense of agency. At the 

same time, isolated positive interactions, such as teaching elements of the phonetic 

alphabet in response to student interest, served as micro-level affirmations of her 

pedagogical beliefs. These moments reinforced her view that learning is most effective 

when aligned with learners’ immediate curiosities and supported her emerging 

conception of the teacher as a responsive facilitator rather than a transmitter of 

prescribed content (Second Interview, 29.05.2024). 

When taken together, Sevgi’s case highlights the contradictory nature of cognition 

development: while supportive interactional contexts can reinforce student-centered 

beliefs and self-efficacy, challenging classroom ecologies may destabilize these 

cognitions and constrain their enactment. This underscores the context-dependent and 

non-linear nature of teacher cognition, where beliefs are continuously negotiated 

through lived classroom experiences.  

4.7.3.4. Interactions with Mentors 

Sevgi’s practicum experiences illustrate how mentor–mentee interactions function as 

critical mediational means in the development of PSTs’ cognitions. Across two 
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contrasting school placements, her beliefs about teaching, learners, and professional 

trajectories were reshaped through context-dependent social interactions. In her first 

practicum school, Sevgi described her mentor teacher as “relatively good,” though 

pedagogically limited. While she did not observe structured speaking instruction, she 

was exposed to assessment practices, particularly the use of rubrics to evaluate student 

presentations. Instructional practices were largely textbook-bound, and speaking 

activities remained superficial. This context appeared to reinforce a somewhat 

constrained view of language teaching, with limited opportunities for Sevgi to engage 

with communicative or student-centered pedagogies (Second Interview, 29.05.2024). 

In contrast, her second practicum experience constituted a more salient turning point 

in her cognitive development. There, the mentor teacher modeled classroom 

management strategies that Sevgi perceived as “unprofessional,” including the use of 

insults to control student behavior. More importantly, the mentor explicitly mediated 

Sevgi’s perceptions of public school contexts through deficit-oriented discourse by 

saying, “This is how Anatolian high schools are; the state schools are worse. You’re 

lucky. These are good compared to others,” and portrayed state school students as 

inherently problematic. That is, her mentor normalized such practices as necessary. 

These interactions extended beyond observation, as the mentor directly advised Sevgi 

to adopt similar behaviors (Second Interview, 29.05.2024). 

From a sociocultural perspective, these mentor discourses and practices acted as 

powerful tools of mediation, which shaped Sevgi’s emerging teacher cognition not 

only about instructional practices but also about learner identities and institutional 

contexts. Despite her prior, more positive experience in a different school setting, the 

intensity and authority of the mentor’s positioning led Sevgi to internalize more 

negative beliefs about public schooling. Consequently, she abandoned her professional 

aspirations, and she reported increased uncertainty regarding her future career path, 

particularly in relation to working in state schools (Second Interview, 29.05.2024). 

Overall, this case demonstrates that mentor teachers play a decisive role in the co-

construction of PST cognition. Their practices and discursive positioning can either 

expand or constrain novices’ pedagogical repertoires and professional identities, with 

potential long-term implications for career trajectories.  
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4.8. Cross-Case Analysis: Similarities and Differences 

In the previous sections, each case was described in detail separately. Although the 

features that stood out among the rest were discussed within each case, a 

comprehensive comparison is necessary to identify the similarities and differences 

regarding the influences of their teacher cognitions about teaching speaking to further 

enlighten the phenomenon. The following subsections shed light on divergent and 

convergent influences under three main headings: academic, teaching, and social.  

4.8.1.  Academic Influences Shaping Their Knowledge of and Beliefs about 

Teaching Speaking 

This section explores how academic influences shaped their views on language 

learning and teaching across different cases. In alignment with Borg’s (2006) model, 

their memories of language classes in K-12, their preparatory year, professional 

coursework, and involvement in seminars and projects were analyzed to understand 

their impact on teacher cognition related to speaking instruction. The cross-case 

analysis indicates that while academic factors played a smaller overall role in shaping 

teacher cognition than social or experiential influences, they heavily dictated how 

PSTs perceived the feasibility of public school speaking instruction. Within this 

category, personal language learning history emerged as a far more potent cognitive 

driver than formal pre-service teacher education. Since they had experienced the same 

grammar- and exam-focused public school system, all five PSTs shared a foundational 

background devoid of communicative oral practice. This inadequate preparation 

forced PSTs into autonomous self-study to remedy their shortcomings in their oral 

proficiency, a realization that became more apparent after encountering modern 

pedagogy courses.   

However, the data reveal nuances in how this shared academic deficit manifested. For 

some PSTs, the structural lack of oral practice resulted in affective vulnerabilities, 

particularly when transitioning to higher education, where low speaking proficiency 

met severe institutional criticism. Sevgi and Beril, for instance, faced harsh criticism 

due to their low oral proficiency. Besides, they had to study at the preparatory school. 

For others, minor structural variations existed, such as access to high school speaking 

lessons or extra-curricular private courses. Yet, even these exceptions were deemed 
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insufficient by the PSTs, who noted that limited benefits were neutralized by systemic, 

contextual constraints that prevented sustained oral development in the end. However, 

their oral proficiency and, thereby, their self-efficacy beliefs were affected positively 

by the university-level courses aimed at improving their oral proficiency. Without 

courses like Spoken English and Listening and Pronunciation, their oral skills might 

not have improved, as they lacked the opportunity to develop these during their K-12 

education.  

Another point that the cross-case analysis reveals is that PSTs’ prior language learning 

experiences sometimes dictate their pedagogical beliefs about learning to speak, 

overshadowing their formal training. For Leyla, international travel emerged as a 

primary catalyst for these beliefs; as she engaged in these real-world interactions, she 

developed a core conviction that oral proficiency requires authentic communication. 

However, this experiential insight created a noticeable ideological conflict when 

contrasted with her perceptions of the public school system. With few exceptions, the 

PSTs viewed communicative language teaching in public schools as an idealistic, if 

not impossible, goal under current systemic constraints. This widespread skepticism 

underscores how deeply rooted sociocultural factors, such as personal schooling 

history and contextual knowledge, can inhibit the uptake of formal training. This 

resistance is not entirely uniform, however. The findings suggest that a PST’s reflective 

capacity and sense of professional agency can act as a buffer; for example, Beril, with 

a highly agentive outlook, maintained a more optimistic view of her capabilities and 

the public school system than her peers. 

The cross-case analysis underscores a critical stance toward the practical efficiency of 

the pre-service teacher education curriculum, specifically regarding the ELT 

Methodology courses. Aligning with Borg’s (2006), while university coursework was 

influential in terms of instilling some pedagogical beliefs about teaching speaking, it 

failed to provide them with knowledge of the structural execution of practical 

components. A primary source of this mismatch was the perceived inauthenticity of 

micro-teachings. The PSTs uniformly noted that peer-led simulations could not 

replicate real classroom ecology; the advanced proficiency and compliant behavior of 

their university peers did not reflect the realities of classroom management and 

linguistic accommodation that define actual teaching. Consequently, these simulations 
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were viewed as performative exercises rather than authentic sites of professional 

learning. 

Moreover, this structural inadequacy extended to how speaking instruction itself was 

modeled. The data reveal a perceived marginalization of oral skills in methodology 

courses, where communicative activities were frequently bypassed or treated as 

superficial hurdles. This systemic omission led PSTs like Sevgi to dismiss the 

university’s approach as “utopian” and disconnected from public school realities. This 

sense of unpreparedness was further exacerbated by the logistical constraints of the 

micro-teachings. By structuring assignments in pairs and assigning PSTs to isolated 

lesson stages, the program inadvertently diluted individual pedagogical accountability. 

As observed in Leyla’s case, this collaborative structure allowed PSTs to avoid 

challenging instructional phases, thereby creating significant gaps in their 

understanding of holistic lesson flow and independent classroom management. 

Collectively, these findings illustrate that when teacher education programs rely on 

fragmented, idealized simulations, they fail to provide the experiential foundation 

necessary to disrupt PSTs’ apprehensions about teaching speaking. 

However, although the PSTs noted some problems related to the micro-teachings, they 

also admitted that feedback from their professors helped them identify shortcomings 

in their demo lessons and improve their teaching skills, albeit not teaching speaking 

skills. They also believed micro-teachings benefited them by expanding their 

repertoire of activities. To illustrate, Beril and Berke mentioned that they observed 

others approach the same skill from a different angle, which motivated them to 

incorporate those activities into their own classes later. PSTs who reflected on their 

observations rather than dismissing them as due to their peers’ inexperience reported 

greater benefits from the micro-teaching practices. Furthermore, some of these PSTs 

had taken this course from the same instructor at the same time, yet they held differing 

views on the course’s effectiveness. It can again be argued that it boiled down to how 

PSTs perceived feedback and their level of reflection.  

In spite of their differences in their backgrounds, the teacher education program 

successfully instilled a critical stance towards native-speaker norms. Beril and Sevgi 

explicitly stated that they were against native-speakerism and noted that they used 
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translanguaging in their classes. Drawing on their struggles with translating sentences 

in their head and what they learned about bilingualism from her courses, they believed 

it was an effective tool to lower student anxiety. Berke, similarly, actively questioned 

English-only instruction and viewed translanguaging as cognitively beneficial. Nalan 

favored an intelligible accent over a native accent. However, Leyla had a fear of error 

fossilization, mostly resulting from her observations of her peers making basic 

mistakes. This fear sometimes interfered with her beliefs. While she knew she had to 

prioritize fluency, she occasionally interrupted her students to correct them, which 

created cognitive tension. 

Overall, pre-service teacher education experiences greatly influenced how they viewed 

language learning and teaching. The PSTs held beliefs aligned with the program’s 

teachings, but they also expressed concerns about the practical application of these 

teachings in real classroom settings. For this reason, they criticized the pre-service 

teacher education program for its “inadequacy” in providing more teaching experience 

or skills to handle actual classroom problems. Consequently, they sometimes struggled 

to enact or operationalize those beliefs in their own classroom practices, as elaborated 

in the subsequent section.  

4.8.2. Teaching Experiences Shaping Their Cognitions about Teaching Speaking 

According to Borg (2006) and Johnson (2009), first teaching experiences of PSTs can 

be formative in shaping their core cognitions. The teaching experiences of the PSTs 

were the most influential aspect compared to the other two, social and academic, in 

shaping their beliefs about speaking. Tutoring, Speaking Club, and practicum 

experiences they gained were classified under this category. Among these practical 

experiences, the most influential was the practicum teaching experience. The transition 

into the practicum environment caused cognitive dissonance and revealed a sharp 

contrast between their idealized teacher education and the messy realities of actual 

classrooms. These initial teaching experiences can significantly shape their belief 

systems by allowing them to test their beliefs and theories about teaching. For Leyla, 

Nalan, and Sevgi, unmotivated and low-proficiency public school students caused a 

sudden breakdown in their pedagogical expectations when they compared them to 

highly motivated learners in the Speaking Club. They realized the communicative 
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methods they were trained to use were dependent on willing participants. Leyla and 

Nalan adapted their practices according to the learner profile. However, Sevgi’s learner 

profile made her abandon her idealistic views altogether.  

The practicum experience served as a critical turning point across the cases and forced 

PSTs to confront the limitations of their formal training and navigate the complexities 

of teacher agency in real classrooms. For several PSTs, the immediate reality of 

teaching exposed a striking mismatch between their preparation and actual classroom 

demands. Beril, for instance, struggled with content knowledge and advanced 

frameworks like CLIL, which triggered a critical stance toward her teacher education 

program’s lack of practical training. Similarly, Berke felt constrained by the 

department’s performative demands and argued that the rigid lesson plans required by 

the university were entirely disconnected from his students’ actual needs. This gap 

between theoretical ideals and classroom realities often ended in pedagogical 

frustration. For instance, Sevgi explicitly labeled her university-designed lesson plans 

as “utopian” when her communicative activities failed to engage resistant learners. 

Consequently, the practicum became a battleground for the PST agency, though it 

resulted in varying degrees of success. Both Beril and Berke exhibited strong agentive 

orientations; Berke sought out extra teaching opportunities to counteract his program’s 

inadequacies, while Beril actively resisted her mentor’s pressure to code-switch, 

maintaining her pedagogical intentions despite institutional pushback. Conversely, the 

data show that teacher agency is sometimes highly vulnerable to contextual 

constraints. While Beril successfully adapted to lower-level learners by employing 

peer scaffolding and strategic L1 use to reduce anxiety, Sevgi’s agency basically 

collapsed under the weight of student reticence and behavior problems. As she was 

unable to sustain her communicative goals, Sevgi was forced to revert to heavy 

teacher-talk and L1 usage, demonstrating how overwhelming contextual constraints 

can completely override a PST’s pedagogical intentions. 

The PSTs adopted a critical outlook on the public school system due to their practicum 

experiences. As a reflective teacher, Berke analyzed what went wrong after each class. 

Although he sought extra experience by teaching whenever possible, he still felt he 

was not ready to be a teacher. He criticized MoNE schools, claiming they were trapped 
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in a vicious cycle preventing effective speaking instruction. His teaching experiences 

led him to adopt a critical lens. Leyla also critically analyzed public school situations 

and noted that PSTs’ impact was limited since they only stayed briefly and were not 

their actual teachers. Moreover, she also criticized her mentors’ skipping speaking 

activities in class due to contextual constraints. Likewise, Nalan also argued that class 

sizes and assessment pressures caused her and her mentors to abandon speaking tasks.  

The practicum had some positive effects on the PSTs as well. The teacher candidates 

also argued that observing and teaching different classes broadened their teaching 

repertoire and abilities. Nalan, for instance, sometimes struggled with low student 

participation but devised on-the-spot strategies to elicit contributions. Compared to 

other PSTs, she was more resistant to change and did not significantly alter her 

teaching methods, as her previous teaching experiences were a major influence on her 

instructional decisions. Contrary to Leyla’s initial hopes, she realized that teaching 

speaking in a public school did not have to be disastrous. With slight material 

adaptations and building rapport with students, she found it doable. This shows that 

her cognition was not fixed but fluid. In Sevgi’s case, however, there was a noticeable 

shift in her beliefs about teaching speaking between the two practicum semesters. She 

had mostly positive experiences during her first practicum but faced many obstacles at 

her second school. There, her practices were largely driven by desperation stemming 

from misbehaving students. Even her mentor and university supervisor acknowledged 

that little could be done in those classes. These negative experiences made her even 

question her career choice.  

Overall, all the PSTs reported a lack of expert models when it came to speaking 

instruction. It was marginalized in most public schools.  Moreover, the type of school, 

institutional context, student profile, and students’ prior language learning experiences 

generally influenced the PSTs’ beliefs and practices. However, the specifics of these 

experiences and their reflective and agentive teacher stances determined the extent and 

nature of their impact. Aside from Sevgi, the PSTs reported increased confidence in 

their overall teaching skills. They also admitted that they had to source some 

techniques and activities they discovered or tested via the Speaking Club. That is, they 

transferred their knowledge to the practicum, which points to an evolving cognition. 
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However, they mentioned some of the activities were not feasible due to the realities 

of the practicum. 

In the Speaking Club, the PSTs reported a stronger alignment between their beliefs and 

practices. Although they faced similar contextual constraints, such as limited time, they 

were better able to handle the situation because they had full autonomy and ample 

opportunity to reflect on their practices. The PSTs who participated in this project 

argued that their classes were more instructive than the practicum or the methodology 

courses. However, they also noted that the Speaking Club was somewhat idealistic 

compared to the practicum, so the feasibility of some activities would be questionable 

in the practicum setting. This did not mean they had never tried to apply the knowledge 

they gained in the Speaking Club to their practicum experiences. On the contrary, 

Beril, Berke, Nalan, and Leyla attempted to transfer what they learned in the former 

to the latter. In Sevgi’s case, teaching speaking was not “possible.” Yet, she continued 

to use some classroom management methods she had learned in the Speaking Club 

during her practicum classes. Regarding their teaching skills, all PSTs reported 

significant progress by their second class in the Speaking Club. That is, according to 

the PSTs’ accounts, they delivered “better” lessons in their second sessions.  

The collaborative reflection, peer feedback, and SRIs served as powerful catalysts for 

cognitive change and prompted a shared shift from unstructured or formulaic teaching 

methods toward more nuanced, structured speaking instruction. Initially, PSTs 

struggled to find a balance between linguistic input and student output and often fell 

into pedagogical extremes during their first lessons. For instance, driven by an 

assumption about a gap in student knowledge, Beril heavily over-scaffolded her initial 

activities to the point of providing arguments for learners. Conversely, Leyla provided 

almost no linguistic support, expecting spontaneous production of target grammar, 

which inevitably resulted in awkward silences. Berke fell into a different trap, 

prioritizing affective factors so heavily that his first lesson became merely entertaining 

rather than instructive. 

However, the reflective interventions directly mediated these cognitions by their 

second lesson and moved all PSTs toward an understanding of speaking as a skill 

requiring both affective safety and instructional scaffolding. Following peer 
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intervention, the PSTs successfully altered their approaches. Beril adjusted by relating 

topics directly to students’ lives and granting them autonomous freedom to generate 

arguments. Similarly, Leyla moved away from treating speaking as a mere vehicle for 

grammar practice, designing a lesson where speaking was the primary end goal backed 

by strategic scaffolding and vigilant student monitoring. Berke also reconciled this 

tension by delivering a structured session that balanced spontaneous student output 

with explicit vocabulary and grammatical input. Collectively, these shifts demonstrate 

that structured post-lesson reflection can rapidly transition PSTs from rigid or chaotic 

instructional designs to a more balanced pedagogical framework. 

A cross-case comparison also reveals significant variances in how well the PSTs’ 

theoretical beliefs aligned with their instructional decisions. Some of the PSTs 

demonstrated strong alignment between their beliefs and actions. Beril believed 

communicative intent superseded accuracy; therefore, she deliberately ignored 

mispronunciations as long as meaning was conveyed. Nalan believed in immediate 

correction to prevent error internalization and instinctively executed this through 

choral repetition. Due to her negative experiences of being corrected, Sevgi never 

corrected the students. In contrast, Leyla explicitly stated that fluency should be 

prioritized, while her instructional decisions suggest otherwise. She corrected the 

students during fluency activities. She justified these interventions by her fear of error 

fossilization. Berke avoided correcting the students because of his negative thoughts 

on his self-efficacy. He had stated that he would avoid it, and he was consistent with 

it.  

For the PSTs, the Speaking Club acted as a testing ground, where they could try their 

theories about teaching, except for Nalan. After testing their theories in their first 

lessons, they all focused on an aspect that needed to be worked on, or they 

experimented with something new in their following lesson. Berke conceptualized 

speaking activities through the lens of his scouting camp background and relied on 

high-energy play to lower inhibitions. He transferred the knowledge he gained there to 

his classroom. He tried to conduct a more structured speaking lesson in his second one. 

Beril tried to move away from teacher-centred practices and overscaffolding the 

students, while Sevgi tried to take peer feedback into account while giving instructions 

in her second lesson. Leyla tried to monitor the students better and treat speaking as 
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an end rather than a means in her second lesson. However, unlike her peers, Nalan 

made very few changes to her second lesson and relied on instructional methods that 

had worked well for her before. In this case, her prior teaching experience served as a 

safety net. Although the context required some adjustments, her strong beliefs led her 

to stick with her proven methods. However, her cognition was not entirely rigid; when 

she tried to manage adult learners by shouting, which was something that worked with 

her young learners, she realized that it was unnecessary in that context and did not use 

it again. The Speaking Club forced a disruption of these ingrained habits. She realized 

that adult cognitive maturity required her to shift from a dominant figure to a facilitator.  

Similarly, some PSTs tested their theories about the affective filter. For example, Berke 

and Sevgi believed speaking could be learned best in a stress-free environment and 

challenged the assumption that gamification is only for children. They utilized games 

to lower the learners’ anxiety levels and proved that gamification could be effective 

for adults. Sevgi, in particular, took this further. To build trust with her students, Sevgi 

openly admitted to having made mistakes or not knowing the answer. She wanted to 

model healthy learning behaviors and resist the traditional views of teachers. This 

indicates a cognitive shift, which demonstrates her departure from the belief that a 

teacher must be the ultimate authority on a subject. Consistent with her prior beliefs, 

she used L1 in class to ease mental load and pushed against traditional English-only 

taboos.  

They also faced common challenges in their speaking classes. First, when they 

believed that the learners lacked enough knowledge of the topic, they relied on teacher-

fronted practices such as over-explanation or lecturing. Their pre-speaking stages 

consistently followed the same interaction pattern: teacher-student. Even Berke’s first 

lesson, which started with an interactive game, continued with a teacher-led input 

session where students remained passive listeners. Second, most PSTs avoided 

correcting the learners. Beril, Berke, and Sevgi generally refrained from correcting 

students for the same reason: fear of discouraging them. However, this underlying 

cognition was partly rooted in linguistic insecurity and a fear of losing student trust by 

making mistakes himself, which was revealed in the SRIs. Meanwhile, Leyla and 

Nalan did correct students, thinking it was their responsibility, and as long as it was 

done gently, it was acceptable. However, aside from recasting, no other correction or 
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feedback methods were observed. They lacked knowledge of how to provide effective 

feedback during the post-speaking phase of the lesson. Lastly, Beril, Sevgi, and Leyla 

struggled with unexpected student responses and questions, whereas such incidents did 

not occur in cases involving Berke and Nalan. Thanks to this experience, the PSTs also 

realized that they needed to take a step back from time to time to let the learners 

develop, which meant they needed to relinquish control or reduce teacher-fronted 

practices.  

It can be concluded that PSTs mostly entered the program with preconceived notions 

about teaching speaking, relying on the theoretical knowledge they had gained in 

university and on their existing beliefs during their first classes. However, real 

classroom experiences shaped these thoughts in specific ways. They prepared lesson 

plans for ideal lessons but faced obstacles such as time constraints or low student 

participation in the Speaking Club. There were also classroom management challenges 

and curricular demands during the practicum. These experiences shifted their 

cognitions from free and less-structured lessons to a more practical and balanced 

understanding of speaking instruction.  

Additionally, they sometimes underestimated the role of the affective filter in speaking 

classes and encountered student reluctance. By reflecting on these events, they 

occasionally identified solutions to student reluctance and recognized the importance 

of creating a low-anxiety environment for speaking. In their first classes, they mainly 

focused on their own performance; however, with more experience, their focus shifted 

to student output. During the practicum, some PSTs recognized the importance of 

scaffolding learners by pre-teaching vocabulary and sentence frames and providing 

thinking time before speaking.  

Nonetheless, experience alone did not lead to significant changes in their beliefs, but 

when combined with reflection, their beliefs evolved. Since they lacked an expert 

model to base their lessons on, they relied heavily on peer modeling and feedback. 

Even Nalan, who was more resistant to peer feedback, admitted that she made mental 

notes and was becoming more accepting of alternative perspectives, which points to 

cognitive growth.  
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4.8.3. Social Interactions Mediating Their Cognitions about Teaching Speaking 

According to Vygotskian Sociocultural theory, learning is a social activity. Johnson 

(2009) and Li (2017) argue that social relations can help PSTs form beliefs and 

conceptions about language teaching and learning. For that reason, this sub-section 

elaborates on the social interactions that reshaped teachers’ cognitions about teaching 

speaking. One of the most recurring codes in this section is interactions with K-12 

language teachers. The negative social interactions, anti-apprenticeship of observation, 

dominated this category. As their K-12 education marginalized speaking skills, the 

PSTs developed their cognitions through negative mediation. Leyla and Beril rejected 

the practices of their past language teachers. Beril, who did not receive any guidance 

from her teacher, built her cognitions around rigorous student scaffolding. Leyla, who 

observed chaotic and L1-dominant classrooms, established a belief system that placed 

authentic speaking at the center of language education. Sevgi similarly had her 

encounters with bad models. When some of her teachers corrected her errors harshly, 

she decided to use this anti-model to construct her own anxiety-free pedagogy. 

Moreover, her prep school instructor’s bitter remarks about her choosing a different 

career consolidated this belief system, which valued the affective aspect of language 

learning.    

However, positive social interactions with K-12 teachers also contributed to shaping 

their beliefs and ideas about teaching speaking. For Nalan, Berke, and Sevgi, past 

teachers served as powerful social agents who modeled the roles of language teachers. 

Nalan internalized the belief that a teacher’s primary role is motivational, while Berke 

adopted a vision of the teacher as a mentor who bridges students to external 

opportunities. Sevgi had a humanistic desire to “touch students’ lives” thanks to her 

affectionate primary school language teacher. Leyla and Beril were inspired to become 

teachers thanks to their language teachers. However, none of the PSTs had good 

models for teaching speaking; therefore, they did not have an expert model to rely on.  

The interactions they had with the university professors bridged this gap to a certain 

extent. The methodology course instructors served as social agents who modeled good 

teaching practices. Nalan’s cognition was heavily shaped by her university professors. 

She readily internalized their instructional models (such as mandatory, non-voluntary 
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student participation) and professional trajectories and treated their methods as 

domineering models for her own practice. The other PSTs also mentioned that the 

feedback they got from their methodology course instructors was eye-opening and 

transformative. They articulated beliefs in alignment with the philosophy of the 

methodology courses. They all questioned nativist approaches to teaching speaking 

and favored fluency over accuracy, though their actions suggested otherwise. They 

quoted their instructors while stating these beliefs. However, they also noted that they 

did not get to observe their methodology instructors a lot with regard to speaking 

instruction. Still, in the Speaking Club, the PSTs used the lessons or the activities that 

their methodology instructors modeled. They were highly influential in shaping the 

theoretical part of their cognitions as well as influencing their practices because they 

were the sole models they had observed in terms of teaching speaking.  

The interactions with other authority figures, practicum mentors, also functioned as 

powerful mediating artifacts for their agency. These dictated the boundaries of what 

the PSTs believed was possible in the classroom for some PSTs. In the practicum, 

Sevgi’s mentor exhibited highly unprofessional behavior and held bad views of state 

school students. This mentor’s views on the students deeply impacted Sevgi, as this 

mentor controlled the practicum environment, which caused her to generalize the 

experience and seriously question her desire to teach in public schools. Her practicum 

supervisor was also aware of the student profile and instilled the belief that Sevgi could 

not do much in this context. In contrast, Beril actively resisted mentor feedback due to 

her own beliefs and agency. Her mentor asked her to use L1 in classes, but she did not 

believe using L1 all the time would be productive, so she did not use it unless it was 

necessary.  

Similarly, Nalan, who was a fan of random pairing activities, rejected the mentor’s 

suggestion that those activities were a waste of time and affected the syllabus pacing 

negatively. She believed that when students were paired with different people, the 

interaction would increase in class. Some things mattered more than pacing. However, 

she was more accepting of the university supervisor’s feedback about wait time, the 

time she needed to wait for students to answer her questions, because she had also 

received feedback on it from her peers. Leyla and Berke observed their mentors and 

reported that speaking was treated very superficially and overlooked in the classes. 
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Berke noted that he had already done this observation in his K-12 years, so it did not 

contribute to his teaching. Consequently, feeling he needed the practice, he convinced 

his mentor to let him teach more. Leyla, on the other hand, doubted she could make 

much of an impact on the students since she was not their official teacher. 

Another form of social interaction that played a big role in influencing PSTs’ 

cognitions about teaching speaking was their interactions with students. Through 

Vygotsky’s (1986) obuchenie concept, it can be claimed that they learned a lot through 

teaching. For example, social interactions with students forced PSTs to abandon 

idealized methodologies. Nalan realized that the strict and authoritative persona she 

used with young learners failed with university students. Therefore, she adopted a 

more friendly and motivational approach. Beril gradually moved from a rescuer who 

dominated TTT out of panic to a facilitator who used digital tools to scaffold student 

output. Nonetheless, Sevgi’s case illustrates how negative social interactions with 

students can take apart teacher cognition. While she successfully enacted her 

communicative, humanistic beliefs with motivated students, her agency collapsed 

when faced with uncooperative practicum students. Her idealized methodology broke 

down due to these resulting behavioral struggles. She had to resort to heavy L1 use 

and TTT, which shook her professional self-efficacy. Unlike Sevgi, for Berke and 

Leyla, interactions with students increased their confidence in their teaching abilities. 

The Speaking Club functioned as a critical CoP (Wenger, 1998) and provided a 

horizontal ZPD (Vygotsky, 1978), where peers mutually mediated each other’s 

cognitions through observation and feedback. Berke and Leyla experienced significant 

cognitive shifts through peer mediation. When his peers pointed out that his complex 

verbal instructions confused students and his game did not prompt the students to 

produce language in the way he had wanted, Berke transitioned from a purely fun-first 

mindset to one that prioritized structured pedagogical scaffolding. Similarly, Sevgi’s 

feedback regarding Leyla’s over-correction of errors forced Leyla to settle the tension 

between linguistic accuracy and communicative fluency. In contrast, Nalan’s case 

highlights a resistance to peer mediation. Viewing pedagogical authority through a 

hierarchical lens, she often reacted defensively to peer feedback. She struggled to 

internalize horizontal insights and preferred to rely on the authoritative discourse of 
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her university professors, which somewhat limited her responsiveness to collaborative, 

socially negotiated reflection.  

Another type of social interaction that catalyzed a shift in PSTs’ cognitions about 

speaking was interactions with foreigners. For Beril and Leyla, formal schooling was 

insufficient for influencing their cognitions about teaching speaking. Instead, authentic 

social interactions with foreigners served as the primary experiential artifacts that 

reshaped their beliefs about teaching speaking. Leyla’s lifelong engagement in global 

youth projects provided experiential proof that speaking competence is driven by 

authentic communicative necessity and entirely reframed her pedagogical goals away 

from textbook accuracy. Similarly, Beril’s struggle to “survive” in Germany using a 

new language shifted her focus from grammatical perfection to communicative intent. 

A critical interaction with a peer, who pointed out her unnatural use of academic linkers 

in casual speech, caused Beril to completely reject “robotic” textbook English in favor 

of teaching sociolinguistic register and pragmatics. 

While this study primarily investigated how social interactions within the Speaking 

Club and wider educational contexts shaped PSTs’ cognitions, it is equally vital to 

acknowledge the role of the researcher as a social actor within this ecosystem. 

Although I maintained a non-interventionist stance during the actual teaching sessions 

to preserve the authenticity of the Speaking Club environment, my role as the project 

designer and interviewer inherently mediated the participants’ cognitive development. 

The very architecture of this study, specifically the implementation of stimulated recall 

interviews and reflection papers, acted as a catalyst for cognitive mediation. By 

prompting participants to articulate and re-examine their pedagogical choices, these 

research instruments prompted previously tacit beliefs about teaching speaking to 

become explicit. Therefore, my interactions with the participants did not merely 

document their cognitions but rather served as a reflective space that allowed them to 

reconstruct their past experiences and current practices, making the researcher-

participant dynamic a distinct layer of social interaction shaping their professional 

growth. 

Overall, viewed through the lens of sociocultural theory, social interactions with past 

language teachers, university professors, mentors, peers, students, and foreigners had 
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a big impact on how PSTs formulate their beliefs, and these interactions that mediate 

their cognitions can be classified into three main groups. The interactions with more 

capable or knowledgeable ones mediate the gap in their cognitions about the 

theoretical or practical aspects of teaching speaking. They either use these interactions 

as a model or an anti-model in their teaching. They reject or accept these based on the 

compatibility with their own belief systems or depending on whether they have a 

hierarchical view of social interactions. Secondly, the interactions with foreigners have 

them challenge their preconceived notions about speaking and help them see what 

works in authentic contexts. Finally, the interactions with the students function as 

mediating artifacts for their cognitions. These interactions help them form new 

cognitions, doubt, or reaffirm the existing ones. These interactions highlight the 

dynamic nature of teacher cognition and demonstrate that social bonds are essential 

for its continued development. 

4.9. Assertions and Generalizations 

The primary aim of this research was to investigate the influences on the pedagogical 

cognitions of five pre-service EFL teachers regarding the teaching of speaking. To 

achieve this goal, the academic, social, and teaching experiences of those PSTs were 

explored through a Vygotskian sociocultural lens. Accordingly, semi-structured, 

stimulated recall interviews, reflection papers, classroom observations, and peer 

reflection sessions were utilized to collect data about what teachers think, know, 

believe, and do. The data obtained from these five cases highlighted how their 

cognitions changed with each type of experience to varying degrees (see Figure 4). 

Furthermore, it illustrated how PSTs’ cognitions are flexible and dynamic. Their 

language learning experiences, namely their experiences as language students, and pre-

service teacher education cultivated some beliefs about teaching speaking.  

However, these beliefs were challenged or reaffirmed through the teaching experiences 

they gained throughout their teacher education. New beliefs emerged through these 

experiences as well. These cognitions were also shaped through social interactions 

they had with the social agents in different contexts. The nature of these interactions 

had a decisive role in mediating their cognitions. Among those three experience 

categories, teaching experiences were found to be the most influential in terms of 
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molding their cognitions. However, to better understand how their cognitions evolve, 

these experiences need to be studied together to get a better picture.  

 

Figure 4. Influences Shaping Pre-Service EFL Teachers’ Cognitions about Teaching 

Speaking 

This dissertation contributes to the existing literature by providing a comprehensive 

analysis of the factors that shape teacher cognition. As highlighted above, the 

participant teachers’ language teacher cognition is affected by three fundamental 

experience groups, namely academic, teaching, and social. Figure 4 demonstrates what 

these experiences include, and these experiences should be framed within the 

sociocultural context in which they occur, since it influences all those experiences 

profoundly. However, these influences should not be viewed or treated as isolated 

entities because they overlap with one another. One cannot think about language 

learning experiences without social interactions, or teaching experiences without the 

influence of pre-service teacher education or social interactions. These influences have 

a dynamic way of interacting with one another, and they can influence PSTs to varying 

degrees depending on how influential, memorable, or emotional those experiences are.  
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CHAPTER 5 

 

 

DISCUSSION   

 

 

Introduction 

This study aimed to find the influences affecting pre-service EFL teachers’ language 

teacher cognition about teaching speaking. By applying Borg’s (2006) framework and 

a Vygotskian lens to the findings, three main experience categories were identified: 

academic, teaching (practical), and social. This section explores the interplay between 

these varied experiences and the PSTs’ teacher cognition. Comparing these results with 

established research offers a clearer, more comprehensive view of their cognitive 

development. 

5.1. Academic Influences Shaping Their Knowledge of and Beliefs about Teaching 

Speaking 

Under the heading of findings, how academic influences mediated the cognitions of 

each PST was elaborated in a detailed way. In the cross-case comparison part, they 

were compared to one another to provide some assertions. The findings indicate that 

language teachers are affected by their early language learning experiences in various 

ways. In alignment with Vygotsky’s (1978) distinction between everyday concepts, 

which are empirical knowledge obtained from direct experience, and academic 

(scientific) concepts, which are derived from formal training and theoretical 

investigations, language learning and pre-service teacher education experiences were 

explored under the academic influences part, which encompasses both of these 

concepts in these PSTs’ mental lives. Vygotsky (1978) argued that the goal of formal 

education should be to provide learners with scientific concepts and meaningful 

experiences that will prompt them to form new ways of thinking. In other words, 

learners should be able to transcend their everyday understanding of the concepts and 
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unite these two categories into true concepts through formal schooling. Teacher 

education programs and prior language learning experiences serve as the primary 

vehicles for this conceptual transformation. In this section of the study, the influence 

of their language learning and pre-service teacher education experiences is interpreted 

and discussed in light of current, prominent studies on teacher cognition regarding 

speaking instruction.  

5.1.1. Language Learning Experiences 

This section explores the effects of language-learning experiences on the cognitions of 

PSTs. The findings reveal that the less-than-ideal language learning experiences of 

PSTs in K-12 education were found to influence their initial cognitions about teaching 

speaking in the public school system. Since they had spent years in grammar-heavy, 

exam-oriented language classes, all the PSTs developed a deep-seated pessimism 

about the feasibility of oral instruction in public schools. Their lived experiences and 

observations overshadowed their pedagogical training to the point that they believed 

it was a “utopian” idea due to the contextual constraints of the public education system. 

This is a typical case of contextual constraints overriding formal training of PSTs (Borg 

2006; 2015). These experiences created a tension between their pedagogical ideals and 

the reality they had observed in their K-12 education. Wang and Zhang (2024) also 

argue that personal learning histories of teachers can have an influence on their current 

teaching practices and cognitions. Aligning with this perspective, this study puts 

emphasis on examining prior language learning experiences of PSTs while 

investigating their cognitions. 

Another finding that stands out from the findings about language learning experiences 

is the role of emotions in shaping the cognitions of PSTs. Sevgi and Beril’s emotional 

experiences in their language learning journeys helped them adopt a more humanistic 

view of language learning and teaching, in which they were highly aware of the 

affective aspect of learning. They scaffolded the learning of their students and 

prioritized establishing rapport in speaking classes. Moreover, due to their struggles 

with oral proficiency and the mental load of translating their sentences in their heads 

first while they were learning English, they held flexible views on L1 use, which is in 

alignment with Warford and Reeves (2003). They propose that non-native language 
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teachers rely on their language learning experiences a lot. This also corroborates the 

findings of Baleghizadeh and Shahri (2014). Furthermore, their awareness of the 

emotional aspect of language learning is in alignment with Lantolf and Swain’s (2019) 

and Bigelow’s (2019) studies. They argue that emotion cannot be separated from 

cognition. They also emphasize the importance of studying emotions in order to 

understand the classroom behaviors of teachers. The findings in this study suggest a 

more holistic examination of emotion and cognition to better understand PSTs’ 

cognitions. While it echoes the findings of Gao and Yang (2022), the present study 

underscores a clear cognition-emotion link between past language learning 

experiences and current classroom practices. This intersection is explicitly visible in 

the cases of Beril and Sevgi, who both actively utilized their histories as learners to 

guide their teaching.  

Another striking finding of this study is how language learning experiences abroad 

shaped PSTs’ beliefs about speaking. Leyla believed that speaking could only be 

developed abroad by interacting with foreigners and not in the public school system. 

Beril realized the gaps in her pragmatic knowledge of the English language, e.g., using 

formal linkers in casual spoken discourse, through her attempts at speaking English 

abroad. This made her more aware of the importance of developing the pragmatic 

competence of her learners. In a similar vein, Tsunemoto and Trofimovich (2023) 

highlight how travel abroad can affect PSTs’ beliefs about how they perceive oral 

proficiency and accentedness. Therefore, these instances where PSTs speak their L2 in 

authentic contexts for the first time can be critical in terms of influencing their 

cognitions. However, in this study, unlike Tsunemoto and Trofimovich (2023), the 

PSTs did not value nativelike pronunciation although they had lived abroad for a 

semester or longer. This stance was due to the coursework they did in their 

undergraduate program, which is discussed in the following section. 

Overall, when taken together, language learning experiences inform PSTs’ early 

conceptions of learning and teaching speaking and can have a lasting impact, 

depending on how intense the emotional experiences were and how they perceived the 

severity of the contextual constraints. For instance, a PST like Beril, who had a 

reflective outlook, chose not to succumb to contextual restrictions and navigated the 

system without losing her pedagogical values, while some PSTs chose to abandon their 
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ideals. This finding is consistent with Walkington (2010), as this study also emphasizes 

the importance of providing PSTs with opportunities to reflect on their classes and to 

enact their agency in their career trajectories. Investigation of the PSTs’ language 

learning experience revealed that K-12 education did not equip them with the 

necessary oral proficiency; therefore, they had to rely on self-study and university 

courses to develop it. Additionally, although it partly formed their subject matter 

content, their pedagogical content knowledge, which is necessary to operationalize the 

former, was formed through their pre-service teacher education experiences. 

Therefore, these need to be investigated further as well.     

5.1.2. Pre-Service Teacher Education Experiences 

This section investigates the impact of the pre-service teacher education program on 

the PSTs’ cognitions about teaching speaking. The PSTs in the present study received 

similar language education, where the oral instruction was either non-existent or 

inadequate. However, this education system did not instill the traditional language 

teaching views, i.e., grammar-oriented language teaching views, in the cognitions of 

the PSTs. They believed communication should be the priority in language learning. 

They credited their teacher education program for most of their beliefs. Similarly, in 

Özmen’s study (2012), the PSTs came from similar educational backgrounds, and they 

had beliefs in alignment with their educational backgrounds in the first two years of 

their teacher education; however, they started to adopt beliefs more aligned with the 

teachings of the program in their third and fourth years. Methodology courses were 

influential in terms of this observed change in their mental schema. Unlike some 

studies (Peacock, 2001; Urmston, 2003; Uysal & Bardakçı, 2014), which concluded 

that teacher education programs might be weak interventions due to the preconceptions 

PSTs start the program with, the findings in this study point to a strong effect of pre-

service teacher education in informing the belief system of PSTs.  

For instance, all the participants in this study favored fluency over accuracy, and they 

all attributed this belief to the methodology or pedagogy courses. They were all against 

native-speakerism and English-only instruction. However, they had different 

approaches to error correction due to various reasons, though they had received similar 

training in terms of that as well. Beril, for instance, chose to ignore spoken errors 
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unless they disrupted meaning, while Berke opted to ignore them due to his self-

efficacy beliefs. Sevgi, on the other hand, viewed error correction as an affective filter 

raiser, and through her perezhivanie of her teachers correcting her, she decided not to 

do it unless it was necessary. Likewise, Numrich (1996) reported that teacher trainees 

in that study avoided error correction most of the time because they associated it with 

very negative language-learning experiences from their past. In some reflective 

accounts, they mentioned that being corrected had alienated them from language 

learning, and these experiences, as a result, established the foundation for the primary 

conceptualizations of L2 teaching during pre-service language teacher education 

(Borg, 2006). A similar finding emerged in Moodie’s (2016) study, where teachers 

refrained from some of their past teachers’ practices due to the negative emotions 

associated with them. Lantolf and Swain (2019) urge teacher cognition researchers to 

shed light on the emotional aspects of teachers’ cognitions since they can override the 

beliefs the program tried to instill in them. Therefore, teacher education programs 

should value the emotional language learning experiences of PSTs and find ways for 

them to become more aware of and vocalize these experiences since they can be 

influential in their teaching.  

However, some PSTs viewed error correction differently and did not attach any 

emotional value to it. For instance, Nalan and Leyla believed it was their job, so they 

did it frequently and sometimes contradicted their fluency-accuracy beliefs. Yet, 

through peer reflection and SRIs, they became more aware of these belief-practice 

gaps. This is a normal finding since PSTs do not have much experience to base their 

cognitions on, and their cognitions can become more aligned with their practices with 

experience when it is coupled with reflection. Utku Bilici (2024) underscored the 

importance of accumulated teaching experience and reflection in terms of cognitive 

growth. Similarly, Alam et al. (2024) found a mismatch between the teacher’s stated 

beliefs about teaching speaking and practices due to a lack of reflective practice. They 

suggested more reflection opportunities for teachers’ professional development. 

Therefore, the present study once again highlights how reflective practice can make 

PSTs more aware of their cognitions and practices.    

Another finding that is worth mentioning is the findings about how influential 

methodology courses were on the cognitions of PSTs. The PSTs credited their 
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methodology courses with equipping them with pedagogical content knowledge. The 

results of this study corroborate the findings of Kharlay et al. (2025), one of which was 

the fact that PSTs favored practice-based courses over theoretical ones. In the present 

study, however, the PSTs listed some shortcomings of these courses as well. They 

mentioned that the micro-teachings did not reflect the reality of the classrooms because 

their friends were nothing like the students they were going to encounter in their actual 

classes. Moreover, they did not get to teach a lesson from the beginning to the end, as 

they had to work in groups. Numrich (1996) found a need for teaching lessons 

individually after studying journal entries of PSTs. The PSTs in the present study also 

thought that the professors’ expectations were unrealistic. In a similar vein, Utku Bilici 

(2024) found that some teachers in that study regarded their lesson plans in their 

undergraduate program as “utopian.” This mismatch between reality and the teacher 

education program can put a strain on the minds of PSTs, especially when they start 

their practice teaching. Those experiences should also be closely explored to shed light 

on the cognitive processes they undergo when faced with classroom reality. Pre-service 

teacher education programs should consider these practical realities while designing 

their curriculum in order to prevent PSTs from experiencing cognitive dissonance.        

5.2. Teaching Experiences Shaping Their Cognitions about Teaching Speaking 

The second research question of this study investigates the effect of teaching 

experiences on the PSTs’ cognitions about teaching speaking. Gaining actual 

classroom experience can alter the cognitive schema of language teachers (Borg, 2006; 

2015; Gökçe Baturlar, 2018; Gökçe & Keçik, 2021; Öztürk & Gürbüz, 2017; Utku 

Bilici, 2024).  Language teachers enter their classrooms with preset beliefs that they 

adopted through their language learning experiences and their professional education, 

and this belief system can go through many changes when they acquire classroom 

experience, where they can test their beliefs and assumptions (Cabaroglu & Roberts, 

2000). Similarly, Yuan and Lee (2014) argue that beliefs are not stable constructs, and 

an open and supportive environment, especially in the practicum since it constitutes 

the first classroom experience of PSTs, needs to be provided to PSTs to foster their 

cognitive development. The PSTs in this study joined a project called Speaking Club, 

where they got to teach speaking to university-level prep school students. They 

observed each other and were not formally evaluated. They had full autonomy in their 
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classes. The experiences these students gained in this club altered their beliefs in 

various ways.   

Nalan, for instance, had some preconceived notions about teaching speaking before 

her Speaking Club lessons because she had been teaching English to young learners. 

However, she had a startling realization when she realized that those notions did not 

work with adult learners. She had to adapt her methods and improve her pedagogical 

knowledge to better accommodate the needs of those students. The other PSTs did not 

have any teaching experience with regard to speaking; however, they had formed some 

prior beliefs about teaching speaking thanks to the coursework they had done and their 

own language learning experiences. Drawing on her language learning experiences,  

Beril, for instance, made the assumption that students would need a lot of scaffolding; 

therefore, she heavily scaffolded her activities, which limited student production. 

Through thorough reflection, she managed to give more autonomy to the learners and 

step back from the dominant teacher role in the classroom in her second lesson. Berke 

and Sevgi believed the affective filter should be lowered for speaking; consequently, 

they targeted rapport-building and focused more on the fun aspect of their lessons. 

After realizing that speaking would require scaffolding and structured lesson planning, 

they adopted more structured approaches in their second lessons. Leyla had assumed 

that the learners would possess more knowledge about the grammar point she 

introduced. When she realized that they did not or when she faced student reticence, 

she resorted to teacher-fronted practices in her first lesson. However,  peer reflection 

and an SRI catalyzed her teacher learning, and she tried to depart from a grammar-

oriented approach to a communicative one.  

Even though the PSTs showed some cognitive changes in their second lesson. They 

were not so responsive to the unexpected classroom occurrences. This finding is 

consistent with that of Borg (2006). The PSTs’ cognitions were compartmentalized and 

therefore less flexible. However, through reflection, their cognitions were able to 

evolve. Somuncu (2021) suggests that reflective practice is a crucial element of teacher 

education. This study confirms the need for integration of reflective practice in teacher 

education.  
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Following Borg (2006) and sociocultural perspectives on teacher education 

(Golombek & Doran, 2014; Johnson et al., 2025; Yang, 2019), this study views teacher 

cognition and emotion as dialogically inseparable. Therefore, when participants 

reflected on their practices in the Speaking Club, their cognitive shifts were frequently 

triggered by emotional friction, such as anxiety over classroom management or 

vulnerability during peer feedback. By critically reflecting on these emotional states 

in their papers and interviews, the PSTs were able to make their latent pedagogical 

cognitions explicit. Therefore, this research highlights critical emotional reflection as 

a cornerstone of PST growth. 

Another finding of this study that echoes the findings of the literature is the observed 

belief-practice gap of the PSTs. They sometimes contradicted what they explicitly 

stated in the first set of interviews. To illustrate, Nalan and Leyla were advocates for 

fluency over accuracy, but Leyla explicitly corrected students during fluency activities, 

whereas Nalan interrupted the students while they were talking. The former noted she 

acted out of fear of error fossilization, while the latter blamed the time limitation for 

her actions. In a similar vein, Borg (2015) claims language teachers can struggle to 

operationalize their beliefs due to contextual constraints. Contextual constraints act as 

a filter, and they can reactivate deeply ingrained teaching practices during their 

apprenticeship of observation (Lortie, 1975). The goal of the teacher cognition 

research should not be to prescribe “good” teaching methods or criticize the practices 

of teachers but to shed light on these deeply ingrained habits to help teachers become 

reflective practitioners.   

Another teaching context, which was more influential than the Speaking Club, was the 

practicum. The external pressures they faced there were particularly influential, as they 

lacked the professional experience to navigate the “mismatch” between their training 

and public school realities. Sevgi, for instance, faced a problematic group of students 

and did not know how to tackle classroom management issues. She had to use L1 most 

of the time, and her lessons never went according to her plan due to the behavioral 

problems of the students. Although the other PSTs did not report constraints of this 

severity, they noted that being observed and graded put a lot of mental strain on them 

when it was coupled with teaching a group of students who were accustomed to their 

own teachers’ methods. They also added that extra contextual constraints, such as time 
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limitations and departmental expectations, made their jobs more challenging. This 

finding reflects that of Numrich’s (1996). The PSTs mentioned managing time and 

focusing on themselves rather than on the learners as some of the frustrations they 

experienced during the practicum. Similar findings were found in in-service teacher 

studies. For example, Adem and Berkessa (2022) investigated the cognitions of in-

service teachers and found that the teachers could not apply their stated beliefs due to 

classroom realities. The discrepancy identified here mirrors the contextual constraints 

documented by Kerimoğlu and Altun (2026) and Garcia-Ponce and Tagg (2020). In 

the present study, while the PSTs operated with a strong sense of agency in the 

Speaking Club, they reported a constrained agency in the practicum. This underscores 

the necessity of exploring the constraints they encounter, as for some PSTs, the 

knowledge they gained in the Speaking Club was somewhat limited in its 

transferability to practicum contexts due to their constrained agency. However, Beril 

took an agentive stance and navigated the challenges through reflection. Consistent 

with this finding, Gökçe Baturlar (2018) revealed that PSTs with autonomy took 

matters into their hands, while some teachers blamed the syllabus and administration. 

In other words, when teachers enact their agency, they can teach lessons more 

congruent with their cognitions.  

The practicum also made the agentive PSTs realize some of their weaknesses as well 

as find some compensation mechanisms for those. Beril, for instance, realized a gap in 

her pedagogical knowledge when she started her practice teaching in a school that 

adopted a CLIL-based approach. She had to study on her own to make up for this 

shortcoming. Upon recognizing a perceived gap in his ability to manage authentic 

classroom dynamics, Berke exercised professional agency by negotiating additional 

teaching opportunities with his mentor to enhance his practical experience. Nalan 

experienced some problems with pacing, and Leyla admitted that she could not 

estimate students’ prior knowledge. They became aware of these issues through their 

teaching experiences. In Çimen and Daloğlu’s (2019) study, the PSTs were able to 

provide better responses to scenario-based interviews about dealing with in-class 

challenges after their practicum. This underscores the transformative influence of 

practical experience in reshaping the cognitive frameworks of PSTs. However, 

teaching experience alone cannot bring about these changes unless it is reinforced with 

reflection.  



172 

Overall, the PSTs, except for Sevgi, reported having gained confidence due to their 

accumulated experience both in the Speaking Club and the practicum. Similarly, 

Kharlay et al. (2025) found that teacher trainees believed the practicum developed 

them professionally, but unlike what the PSTs in the current study reported, it also 

provided them with self-reflection opportunities. However, in the Speaking Club, they 

took a more reflective stance thanks to SRIs and peer reflection sessions. Another 

similarity between Kharlay et al. (2025) and the present study was how PSTs refracted 

negative teaching experiences. In the former, negative teaching experiences sometimes 

fostered a positive mindset and commitment. In the latter, Beril, with a more agentive 

and reflective outlook, had optimistic views about those experiences. Yet, Sevgi had a 

pessimistic outlook on her future career due to the negative classroom experience she 

had. In addition, Berke did not believe that he was ready to be a teacher, although he 

did not report any negative experiences. A view they all shared was that the program 

“fell short” with regard to preparing them for classroom realities and that the 

theoretical courses took too much of the teacher education curriculum.  

Another conclusion about the effect of teaching experience on their cognitions is how 

PSTs’ cognitions evolved when they were given autonomy over their lessons. They 

reported having learned more in the Speaking Club than in the practicum teaching 

since it gave them very little autonomy. Besides, the ample opportunity for reflection 

in the Speaking Club made the PSTs more aware of their teaching practices and the 

pedagogical reasoning behind them. Therefore, it could be concluded that using a 

praxis-oriented approach as well as reflective practice should be encouraged for the 

professional development of PSTs.    

5.3. Social Interactions Mediating Their Cognitions about Teaching Speaking 

The third research question of this study tries to find how social interactions impact 

the cognitions of PSTs. Viewed through a Vygotskian sociocultural lens, cognitive 

development is inherently social. Higher mental functions are acquired via mediation 

and social interactions. The interactions PSTs had with the different social agents have 

been categorized under these headings: interactions with K-12 teachers, university 

professors, cooperating practicum supervisors, students, and peers. 
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5.3.1. Interactions with K-12 Language Teachers and University Professors 

This section explores how PSTs’ cognitions are mediated by their interactions with 

past language teachers and university professors. The former has a stronger influence 

on their current cognitions, but these effects were generally negative; in other words, 

“anti-apprenticeship of observation” (Moodie, 2016) was more influential in forming 

their cognitions about teaching speaking. Firstly, their past language teachers either 

deliberately skipped speaking activities or did the speaking activities performatively. 

Therefore, they did not get to observe any expert models in their K-12 education. Beril 

mentioned that her English teachers spoke L1 most of the time in class, which she 

believed hindered her oral proficiency development. This also made her adopt a critical 

lens to language education, and she started to question the use of L1 in class. Similarly, 

Leyla, Nalan, and Sevgi also noted that their teachers switched to Turkish very 

frequently. Unlike his peers’ teachers, Berke’s teachers insisted that everyone in the 

class use English all the time; however, he noted that this practice created pressure on 

him. These observations of language teachers constituted anti-models for them. They 

stated that they would try to use English all the time but also appreciate the value of 

using L1 under certain circumstances, similar to the findings of Kıymaz (2025). After 

interacting with methodology and pedagogy professors, they became more reflective 

and critical of these teaching practices. Another negative interaction they had with their 

language teachers was explicit error correction. Sevgi was disheartened whenever her 

teachers corrected her harshly. These emotional experiences were reflected in her 

teaching practices. These findings corroborate those of Moodie (2016) and Utku Bilici 

(2024), as they also highlight the importance of expert observations and their effects 

on the minds of PSTs. Therefore, this study emphasizes how influential these 

interactions with past language teachers can be in terms of shaping the cognition of 

PSTs.  

However, their interactions with K-12 teachers were not always negative. The PSTs 

also reported positive interactions with their past language teachers. They were 

encouraged to become English teachers thanks to some of their teachers. Leyla recalled 

a primary school teacher using terms of endearment, which made her look forward to 

attending her classes. Her tutor inspired her to become a teacher and travel the world. 

Similarly, Sevgi had a very affectionate English teacher and decided to be an English 
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teacher thanks to her. Berke and Beril called some of their teachers their role models 

due to the positive attitudes those teachers held towards their students, which supports 

the findings of Utku Bilici (2024). This also points to the emotional aspect of 

cognition; Lantolf and Swain (2019) urge scholars to treat them as not separate entities 

but as two sides of the same coin. Consequently, this study highlights the role of 

emotions in the interactions PSTs have with their past teachers and contends further 

that examining them together would enlighten these social dynamics better.  

The interactions they had with their university professors were influential in two ways. 

Firstly, the talks they had with some of their professors and their observations of them 

made Beril and Leyla pursue a career in the academy. They became interested in 

research fields like linguistics and literature. Secondly, their cognitions about teaching 

speaking were shaped through observing their methodology or the Teaching English 

to Young Learners professors’ input sessions. To illustrate, Berke claimed that the 

teachings of the latter “shaped his teacher identity”. Another example of how 

influential these expert observations can be given from the Speaking Club lessons. 

They tried to apply the techniques and activities they learned from observing their 

methodology professors in their own classes. Viewed through Vygotskian sociocultural 

theory, this behavior can be viewed as appropriation, as they tried to transfer the 

knowledge they gained in one context to another, which underscores the role of 

university professors in terms of influencing their cognitions. This finding is in line 

with the findings of Utku Bilici (2024). In her study, the influence of academics was 

listed as a constituent of language teacher cognition. As the university professors can 

also be called teacher educators in this context, these findings mirror those of Johnson 

(2022). She also underlines the role of teacher educators and their mentoring practices 

in terms of the professional development of the PSTs. Teacher educators in the present 

study play a crucial role in impacting cognitions about teaching speaking. From a 

sociocultural perspective, this demonstrates that teacher education is a deeply 

socialized process where the expert-novice dynamic extends far beyond the textbook. 

By imitating and appropriating their professors’ methods, the PSTs effectively 

internalized these external academic interactions, converting them into internal 

cognitive frameworks for their own practice. This demonstrates how investigating 

these relationships can enlighten the cognitions behind the practices of pre-service 

language teachers.  
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5.3.2. Interactions with Practicum Supervisors 

This part of the study explores the influence of practicum supervisors and mentor 

teachers on the PSTs’ cognitions about teaching speaking. Their cognitions about 

teaching speaking were mediated through talk and observations. However, social 

interactions with the practicum mentors, namely mentor feedback and observations, 

were not influential in terms of shaping their cognitions about teaching speaking, since 

most of them did not get to teach speaking and thereby did not receive any feedback 

on it. With regard to observations, if the mentors were capable teachers, they indeed 

learned some things from them, but in most practicum schools, the mentors either 

superficially did or skipped speaking activities altogether. Moreover, they sometimes 

advised practices that conflicted with the beliefs of PSTs. In Beril’s case, her second 

practicum mentor asked her to switch to L1 to ease her workload, but she resisted this 

feedback as it contradicted her language teaching philosophy. Likewise, Nalan’s 

mentor did not like her interactive student-pairing activities since they took a long time 

to do. The mentor labeled these pairing activities as a “waste of time”. However, Nalan 

did not agree with this comment but had to stop using those activities until the end of 

the practicum. She did not internalize that feedback but had to do what she was asked. 

Cabaroglu and Roberts (2000) classify this type of change as pseudo-change. The PST 

had to act as if she was convinced that her activity was not influential.  

The feedback they received from their mentors was far from dialogic mediation in 

some cases. They expressed that they passively listened to their mentors. For instance, 

Nalan’s mentor called her interactive pairing activities a waste of time, which she did 

not agree with. She noted that she was not given a chance to explain the reasoning 

behind her activity choice. Although Berke did not utter any negative instances about 

his mentor, he believed the mentor gave generic feedback on his lessons. His mentor 

only made statements like “You were good!” He noted that he did not learn much from 

his mentors but more from his own teaching experiences. This finding corroborates the 

findings of Şahin (2023), as that study also emphasizes the lack of adequate mentor 

feedback in the practicum. Similarly, according to Bekereci-Şahin and Gürbüz (2022), 

it was found that the mentors’ feedback sessions turned into criticism sessions, and the 

strengths of the PSTs were superficially mentioned, which made the PSTs feel 

disheartened.  In a similar vein, Nguyen (2023) found that mentors preferred 
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monologic feedback, during which the PSTs were passive listeners. Johnson (2022) 

proposes a Vygotskian approach to mentoring, mentoring as mediation, to effectively 

influence PSTs’ cognitions. The current study also points to the importance of training 

mentors with regard to dialogic mediation/feedback practices, which is also in 

alignment with the findings of Karaman et al. (2019).     

Interactions with mentors sometimes went beyond the classroom. The informal talks 

they had with the practicum mentors sometimes dictated what was possible in public 

schools. For instance, Sevgi had some of these talks with her mentor about the 

misbehaving students in the class they shared. The mentor perpetuated her worries and 

fears about becoming a teacher. This instance can demonstrate how impactful these 

informal talks with mentors can be; therefore, the current study underlines the 

importance of providing better mentoring practices for the PSTs and selecting and 

training the mentors to better guide the PSTs. Several studies also suggest training for 

mentors to improve themselves in terms of pedagogical content knowledge and 

feedback practices, as in these studies, some unfortunate feedback practices were 

reported by the PSTs (Kırmızı & Mutlu-Gülbak, 2025; Mutlu-Gülbak, 2023).    

The practicum supervisors, on the other hand, mediated their cognitions through 

dialogue. They were more influential than the practicum mentors since the PSTs 

regarded them as more knowledgeable than their counterparts. Nalan, for instance, 

disregarded her practicum mentors’ feedback while considering her practicum 

supervisor’s feedback for her next lesson. However, in terms of their cognitions about 

teaching speaking, they were not so influential either. The PSTs had minimal 

experience delivering speaking-focused lessons during their practicum, which resulted 

in a lack of constructive feedback in this area. This mirrors a broader gap in the field; 

Wang and Zhang (2024) note that few studies explore the nexus between teaching 

speaking and language teacher cognition. In the present study, the participants’ limited 

experience in this domain complicated the data collection process and thereby 

highlighted a critical shortcoming in the teacher training program. 

Overall, due to the limited opportunities for observing their mentors teaching speaking 

or receiving feedback on how they taught speaking, their cognitive development in this 

aspect was halted in the practicum. Therefore, this study highlights this missed 
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opportunity in the teacher education program. As mentioned by several studies, 

effective mentoring can mediate the cognitions of PSTs (Johnson, 2022; Johnson et al., 

2025; Özkanal & Yüksel, 2023). The language teacher education programs need to 

utilize this psychological tool to catalyze a shift in PSTs’ minds, especially with regard 

to cognitions about teaching speaking.  

5.3.3. Interactions with Students 

This part explores how social interactions with students mediated the cognitions of 

PSTs. According to the findings obtained from interviews and reflection papers, 

interactions with students were found to be the second most influential ones. This 

finding reflects those of Yang (2019). In that study, the PSTs associated both positive 

and negative emotions with their interactions with students. These emotions molded 

their practices and cognitions. In the present study, the PSTs’ cognitions evolved in 

different ways when they interacted with their students. The negative interactions, for 

instance, with students caused shifts in their cognitions. While PSTs translated their 

communicative and humanistic beliefs with motivated, well-behaved students into 

action, their cognitive schemas underwent significant shifts when faced with 

unmotivated or misbehaving students. In those cases, they tried to use L1 and teacher 

talk as mediational tools frequently to navigate the situations. These interactions 

caused negative emotions, which led Sevgi, for instance, to adopt negative beliefs 

about public schools. Sevgi could not get any support from her mentor, which 

exacerbated the feelings. During her teacher education, she was trained to work with 

ideal students, which was not the case in her practicum. Ekoç (2022) advises teacher 

education programs to equip PSTs with skills to cope with real-world schooling, teach 

diverse learner groups, and face sociocultural realities more confidently. The present 

study supports those suggestions and emphasizes the necessity of addressing negative 

emotions PSTs might have towards their learners, as these emotions, when coupled 

with dialogic mentor feedback and reflection, can be overcome and can expand their 

cognitive growth.  

The PSTs’ interactions with their learners were highly influenced by their 

perezhivaniya. Some PSTs prioritized affective mediation due to their perezhivanie of 

negative language learning experiences (Vygotsky, 1994). In the Speaking Club, Sevgi 
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and Berke used affective mediation a lot to get the students to talk comfortably. The 

students’ facial expressions mediated their cognitions and practices. They frequently 

mentioned observing the facial expressions of students to check their comprehension 

or see if they were struggling to speak. These findings are echoed in Korkut and Çelik’s 

(2020) study, where PSTs relied on facial expressions as a sign of understanding. The 

more the PSTs interacted with students, the more they were able to read these cues, 

which points to the importance of experiential learning.   

Another way the interactions with students mediated their cognitions was through 

scaffolding. PSTs who had to rely on themselves while learning English without much 

teacher support heavily scaffolded their instruction through teacher talk and digital 

tools, believing that students needed it. However, in the Speaking Club context, they 

found that it was not needed as much since the students were more autonomous than 

the practicum students. Interacting with different levels and age groups was beneficial 

in terms of developing their cognitive frameworks. For instance, Nalan, who had 

negative interactions with young learners, tried to assert dominance with adult 

learners, which turned out to be unnecessary since they behaved very well. She had to 

adjust her cognitions for this learner profile. In a similar connection, Johnson et al. 

(2025) highlight the importance of interacting with others for cognitive mediation and 

development. This study also underscores these interactions since they can provide 

critical growth points for their cognitions.   

Another form of interaction that brought about a change in the PSTs’ cognitions was 

error correction, which can be considered both a teaching practice and a dialogic 

negotiation of meaning. Through a Vygotskian sociocultural lens, error correction 

during speaking activities can be conceptualized not merely as a corrective linguistic 

tool but as a dynamic social interaction that shapes both student and teacher cognition. 

Within this dialogic space, error correction acts as a co-constructed scaffolding 

process. However, this was very rare. PSTs refrained from correcting the students 

either because of their lived experiences, lack of training, or self-efficacy beliefs. 

Conversely, in Li’s study (2024), the novice teacher used feedback as a learning tool 

for herself and her learners and did not view feedback as only a correction tool. This 

mindset and her conversations with her learners about their performance evolved her 

cognition. As a result, the current study highlights a critical pedagogical gap: without 
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explicit training to build self-efficacy, PSTs are unlikely to view error correction as a 

collaborative learning tool. Consequently, their cognitions remain bounded by their 

past anxieties rather than being transformed through the dynamic, socially mediated 

practice. 

In sum, the findings addressing this question demonstrate that interactions with 

students serve as a powerful, multi-dimensional catalyst for the evolution of PST 

cognition. Whether interpreting subtle affective cues like facial expressions, 

recalibrating instructional scaffolding across diverse age groups, or navigating the 

emotional turbulence of disruptive classrooms, PSTs’ cognitive schemas were 

continuously tested and reshaped by reality. However, as evidenced by their hesitation 

surrounding error correction, these field-based social interactions do not automatically 

guarantee cognitive transformation. For interactional spaces to shift from sites of 

anxiety to domains of professional growth, teacher education programs must provide 

deliberate scaffolding, reflective spaces, and targeted self-efficacy training. In short, it 

is through this guided, socially mediated practice that PSTs can transcend their past 

experiences and confidently adapt their cognitive frameworks to the complex realities 

of the classroom. 

5.3.4. Interactions with Peers 

This section explores the influence of social interactions with peers on the cognitions 

of PSTs. According to the analysis, this type of interaction is the third most influential 

in terms of influencing their cognitive frameworks. However, in terms of positive 

influences, it is in second place. In this study, the PSTs formed a CoP (Wenger, 1998) 

with their peers. Through this CoP, they exchanged their cognitions through 

collaborative dialogue, peer feedback, and observations. In the peer feedback sessions, 

they reflected on one another’s classroom practices and helped mediate their peers’ 

ZPD (Vygotsky, 1978) through dialogue. In other words, through obuchenie 

(Vygotsky, 1987), they learned through observing their peers’ classes and by reflecting 

on them. According to the SRIs, these observations and following reflection sessions 

helped them identify best practices and common pitfalls in teaching. Therefore, it can 

be argued that they had a ZCD (Vishalache & Claiborne, 2012) as a professional 

learning community, and they were striving for the same end goal: professional 
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development. Some of them kept exchanging ideas outside the Speaking Club as well; 

in other words, their collaboration superseded that context. Xu and Wang (2023) argue 

that peer collaboration and reflection are a must in terms of catalyzing a change in the 

cognitions of teachers. The current study, along with some other studies (Acar et al., 

2023; Aktekin, 2019; Somuncu, 2021), calls for a more reflective and collaborative 

form of professional development for teachers, since teaching is an inherently social 

job.     

However, an important finding that emerged about peer interactions was that their 

cognitive development was directly parallel with their openness to peer feedback. To 

illustrate, Nalan resisted peer feedback while acknowledging its value due to her 

personality. She was more accepting of her university professors’ feedback. In other 

words, her cognition was resistant to horizontal mediation but more responsive to 

vertical mediation, since she viewed her supervisors as more knowledgeable than her 

peers. This finding mirrors those of İnce (2016) because in that study, peers sometimes 

resisted peer feedback. Yet, the other PSTs in this study had very positive views about 

peer feedback, similar to the findings of Xu and Wang (2023). Therefore, rather than 

avoiding this tool due to potential friction, integrating peer feedback into language 

teacher education programs and exploring its effects on PSTs’ minds could be highly 

beneficial, as it helps shift PSTs’ perceptions from viewing feedback as a critique to 

recognizing it as a collaborative tool for professional development. 

In conclusion, considering the findings of this study, it can be remarked that social 

interactions with peers can be influential in terms of cognitive development in many 

ways. These peer reflection sessions turned out to be a domain for cognitive and 

emotional mediation and allowed them to learn from each other through dialogic 

mediation. Even when they had a clash of cognitions, they actively tried to resolve 

those. Since this collaborative space offered a less threatening, low-anxiety 

environment compared to the practicum, they felt free to explore their own cognitions. 

In sum, it can be asserted that peer collaboration and reflection are critical for the 

cognitive development of PSTs during their teacher education.   
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CHAPTER 6 

 

 

 CONCLUSION 

 

 

6.1. Summary of Key Findings 

This study aimed to explore PSTs’ cognitions about teaching speaking and the 

underlying influences on those cognitions. Although many studies postulated that 

language teacher cognition has many aspects, that is, it has a multi-dimensional nature 

(Borg, 2006; 2015; 2019; Golombek & Doran, 2014; Johnson, 2006; 2009; Li, 2017; 

2020; Utku Bilici, 2024), the main drive behind this study has been the seminal work 

of Borg (2006), which claims that prior learning experiences, pre-service teacher 

education, and classroom practice affect what teachers think, believe, and do. In other 

words, this study investigated the complex, non-linear development of pre-service EFL 

teachers’ cognitions regarding the teaching of speaking and viewed this evolution 

through the dual lenses of Borg’s (2006) teacher cognition framework and Vygotskian 

sociocultural theory. The findings reveal that teacher cognition is not a static set of 

pedagogical beliefs, but a dynamic, ecologically embedded system shaped heavily by 

emotional lived experiences (perezhivaniya) and contextual affordances. 

The first research question explored how the participants’ prior language learning 

experiences and formal pre-service education shaped their cognitions about teaching 

speaking. While formal university coursework provided essential pedagogical 

frameworks (Borg, 2015) and served as a critical counterweight to a grammar-heavy 

K-12 language education that largely marginalized speaking due to washback from 

standardized testing, it was the emotional weight of past language learning struggles 

that most deeply anchored the participants’ humanistic teaching philosophies. This 

profound influence of emotional histories aligns closely with recent sociocultural 

perspectives on teacher cognition (Gao & Yang, 2022; Lantolf & Swain, 2019; Truong 

et al., 2025). For several participants, past feelings of desperation were so 
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overwhelming that the mere memory of crowded classrooms and grammar-heavy 

standardized testing triggered a sense of pedagogical paralysis. This demonstrates how 

macro-contextual constraints, when experienced firsthand during PSTs’ own 

schooling, can severely restrict their perceived agency to teach speaking in public 

school environments. This study shed some light on how influential these experiences 

were in terms of molding their existing cognitions. 

The second research question examined how classroom experience affected their 

cognitions. According to the findings gathered from classroom observations and SRIs, 

teaching experience emerged as the primary site of obuchenie (Vygotsky, 1987). When 

afforded instructional autonomy and a motivated learner profile, PSTs successfully 

enacted their communicative beliefs. Conversely, when confronted with systemic 

misalignments during the official practicum, such as rigid assessment expectations and 

structural constraints on target language use, their agency was either constrained into 

passive compliance or sparked defensive, collaborative resistance. This underscores a 

central theoretical contribution of this thesis: teacher cognition cannot be separated 

from institutional ecology, and its evolution is fundamentally mediated by how PSTs 

emotionally navigate and agentically negotiate the friction between ideal theory and 

messy practice. It also emphasizes a necessity of the teacher education programs, 

which is to provide specific strategic training on how to teach speaking under 

contextual constraints rather than teaching idealized methods that only work in perfect 

classrooms.  

The third research question of the study investigated how social interactions mediated 

the cognitions of pre-service EFL teachers. The findings obtained from semi-structured 

interviews, peer reflection sessions, and reflection papers highlight that social 

mediation is highly differentiated; while institutional mentors often induced cognitive 

dissonance by imposing the rigid boundaries of public-school realities, horizontal peer 

mediation within the autonomous space of the Speaking Club acted as a powerful 

catalyst for reflection and professional growth. Another finding illuminates the social 

relationships between K-12 language teachers and PSTs and how these affect their 

cognitions. While the PSTs generally learned what not to do, i.e., anti-apprenticeship 

of observation (Moodie, 2016), from their language teachers in terms of teaching 
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practices, their methodology professors were influential social agents in their learning-

to-teach journeys as they provided the expert models for teaching speaking.  

Finally, the choice of Vygotskian sociocultural theory was not merely a methodological 

preference but a theoretical necessity that fundamentally shaped the depth of this 

study’s findings. While traditional cognitive approaches often treat teacher cognition 

as an isolated, internal set of static beliefs (Borg, 2015), a sociocultural lens allowed 

this study to conceptualize cognition as a dynamic, socially mediated activity 

(Johnson, 2006; 2009). By utilizing constructs such as collaborative dialogue, 

obuchenie, and perezhivanie, this study went beyond merely identifying what PSTs 

think; it illuminated how their cognitions are actively co-constructed, negotiated, or 

constrained within specific institutional and interpersonal contexts. Consequently, this 

study demonstrates that language teacher cognition cannot be fully understood apart 

from the sociocultural tools and institutional environments that mediate it, a critical 

insight that traditional, decontextualized cognitive frameworks fail to capture. 

6.2. Implications of the Study 

Methodologically, this study underscores the necessity of moving away from single-

point, static data collection in teacher cognition research and advocates for a holistic, 

longitudinal, and multi-layered qualitative approach. By combining traditional semi-

structured interviews with stimulated recall interviews, class observations, and 

recordings of peer reflection sessions, this research captured the microgenetic 

development of cognition in real time. 

The inclusion of the five-week voluntary Speaking Club serves as a particularly 

significant methodological implication for the field of language teacher education. By 

creating a parallel, low-stakes instructional space alongside the traditional practicum, 

this design allowed the researcher to isolate the impact of institutional constraint versus 

instructional autonomy. The dense, reflective data generated through peer reflection 

and SRI sessions within this club demonstrate that capturing spontaneous instructional 

decisions and in-the-moment thinking yield rich insights into true belief systems, 

probably more than highly structured, assessed teaching practices. Future research into 

language teacher education should, therefore, intentionally design methodologies that 
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incorporate these autonomous teaching environments to capture teacher agency and 

cognition free from the distorting effects of formal institutional grading. 

Another implication of this study can be the need for more teaching opportunities for 

PSTs. The PSTs in the present study repeatedly asked for more teaching opportunities, 

although they noted that they had the necessary theoretical teaching knowledge. Pre-

service teacher education programs can offer more teaching opportunities where the 

PSTs can gain meaningful experience. Universities that have a preparatory school can 

use volunteer PSTs to teach their preparatory school students oral skills. Forming 

speaking clubs with these two parties could provide mutual benefits. In other words, 

establishing a CoP (Wenger, 1998) consisting of their peers and professors can be 

useful in terms of affecting their cognition about teaching speaking. The PSTs can gain 

experience and confidence in teaching speaking, while the preparatory school students 

improve their oral proficiency. This kind of a club can yield success due to its low-

anxiety atmosphere. Since the PSTs are not graded, they could perform more freely 

and comfortably in class. In addition, their students could feel more at ease since their 

teachers will not grade them or judge their performance.  

Moreover, the present study underscores the importance of utilizing peer feedback in 

language teacher learning. The pre-service teacher education programs can present 

more means and venues where PSTs can learn from each other. To illustrate, after the 

micro-teachings, the PSTs can give constructive feedback to each other and mediate 

each other’s cognitions through collaborative dialogue. The interactions they have with 

their future colleagues can impact their ways of thinking and acting in class positively. 

In addition, PSTs also mentioned the benefit of watching the videos of their classes to 

reflect on them. Therefore, video-based reflections can become an integral part of 

teacher education programs.   

This study utilized a Vygotskian sociocultural lens to analyze its findings. By doing 

so, language teacher cognition and the experiences influencing it were investigated 

within their social, institutional, and national contexts. It also captured the internal, 

emotional, and collaborative process of teaching. On the other hand, applying 

Bronfenbrenner’s (1977; 1979) framework to better understand the dynamics between 

the layers of external environments yielded more insights. It was found that at the 
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micro-level, social interactions and teaching experiences influenced the cognitions of 

PSTs, while at the meso-level, institutions like their university and practicum schools 

mediated their cognitions in a different way. At the macro-level, overarching 

influences like national standardized tests and language education policies exerted 

their influence over their cognitions as well as practices. Therefore, adopting these 

perspectives to language teacher cognition research can be beneficial in terms of 

providing a holistic, multidimensional framework that captures not only teachers’ 

internal psychological shifts but also the complex environmental layers that shape, and 

are shaped by, their practices.    

Finally, the PSTs in this study mentioned the misalignment between the realities of 

practicum schools and the expectations of their university departments. Therefore, 

teacher educators should explicitly address the disconnect between a PST’s formal 

training and their future classroom realities. Rather than presenting teaching speaking 

in an idealized vacuum, teacher education programs must equip PSTs with coping 

mechanisms and adaptive strategies tailored to the macro-contextual constraints of 

public school settings.        

6.3. Suggestions for Further Research 

The present study was conducted to explore what influences the PSTs’ cognitions 

about teaching speaking. It tried to target the niche in the literature and made an up-

to-date contribution to the field; however, it is important to acknowledge its limitations 

and suggest trajectories for future studies that can shed more light on this concept.  

• When this study started, the PSTs were junior-year students and had taken 

many courses; therefore, they had some prior conceptions about teaching 

speaking. However, if this study were to be conducted with first-year students, 

their cognitions might be drastically different. For that reason, future studies 

can be conducted longitudinally to shed light on how their cognitions evolve.  

• This study has been conducted with pre-service EFL teachers, yet to get a better 

picture of their evolving cognition, they should be studied further when they 

start their careers.  
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• Although the aim of this study was not to generalize these findings to all pre-

service EFL teachers, more studies can be done with larger populations to 

explore their mental lives more profoundly. 

• This study implemented a collective case study approach to discover what 

influences language teacher cognition about teaching speaking. It had a 

rationale behind its research approach, but studies utilizing mixed-methods 

approaches can also be conducted to reach wider populations.  

•  This study was done in the Turkish setting, and some of the sociocultural 

factors were peculiar to this context. In different sociocultural contexts, 

different findings can be revealed. It is recommended to conduct studies of this 

kind in different contexts.  

• Comparative studies can also enlighten the inner workings of teachers’ minds 

further. A comparative study of pre- and in-service teachers can yield fruitful 

findings.  

• In the K-12 level, especially in some rural areas in Türkiye, speaking is 

marginalized; therefore, it can be beneficial to investigate the cognitions of the 

teachers working there.   

• Utilizing a Vygotskian sociocultural lens enabled the present study to look at 

language teacher cognition from a broader perspective and situate it in a 

socially dynamic context. Future studies in Türkiye can also adopt this lens to 

examine language teacher cognition as it can yield contextually rich data.  

• The present study shed light on the nexus between cognition and emotion and 

how emotional experiences can inform PSTs’ practices. Therefore, more 

studies on the cognition-emotion relationship could better enrich this link.  

• This study explored the cognitions of PSTs; however, student cognition is 

another domain that needs to be explored to see the beliefs and assumptions 

students hold about learning speaking and how the teachers’ practices and 

social interactions influence those.  

• In this study, through peer reflection sessions in the Speaking Club, the PSTs 

interacted with each other more than they normally would have. Therefore, this 

may have affected the findings. Future studies could look into the actual peer 

interactions that take place in teacher education programs.  
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• Finally, a cross-cultural study on the cognitions of Turkish pre-service EFL 

teachers and those of another country can help researchers gain more insights 

into the matter since different teacher education programs in different 

sociocultural contexts can shape the cognitions of PSTs.  
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F. SCHEDULE AND TOTAL DURATIONS OF THE INTERVIEWS 

 

 

PSTs Interviews Date Total Duration 

Beril 

First SSI 18.05.2023 45 min. 20 sec.  

First SRI 08.11.2023 44 min. 02 sec. 

Second SRI 22.11.2023 50 min. 33 sec. 

Second SSI 25.05.2024 40 min. 21 sec. 

Berke 

First SSI 21.05.2023 48 min. 12 sec. 

First SRI 07.11.2023 50 min. 04 sec. 

Second SRI 21.11.2023 47 min. 11 sec. 

Second SSI 24.05.2024 41 min. 44 sec. 

Leyla 

First SSI 17.05.2023 38 min. 16 sec. 

First SRI 01.11.2023 39 min. 22 sec. 

Second SRI 29.11.2023 42 min. 30 sec. 

Second SSI 25.05.2024 40 min. 17 sec. 

Nalan 

First SSI 15.05.2023 43 min. 05 sec.  

First SRI 01.11.2023 39 min. 50 sec. 

Second SRI 15.11.2023 36 min. 26 sec. 

Second SSI 24.05.2024 41 min. 13 sec. 

Sevgi 

First SSI 31.05.2023 51 min. 17 sec. 

First SRI 14.11.2023 48 min. 25 sec. 

Second SRI 29.11.2023 45 min. 07 sec. 

Second SSI 29.05.2024 55 min. 12 sec.  

Total 14 hours 13 minutes 27 seconds 
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G. CODING ANALYSIS 

 

 

Academic Influences 114 
Language Learning Experiences 28 

• K-12 language education 11 
                         Grammar-heavy language classes 5 
                         Exam-oriented lessons 6 

• Extra-curricular activities 2 
• Preparatory School 2 
• Self-Study 5 
• Learning Other Languages 3 
• Travel Abroad 5 

Pre-Service Teacher Education 86 
• Coursework  
• Methodology courses 40 

                           Theory-practice gap 12 
                           Micro-teachings 28 

• Teaching English to Young Learners 4 
• Critical Pedagogy 2 

                Teaching Experiences 216 
• Speaking Club 29 

                    Gaining autonomy 12 
                    Reflective learning 7 
                    Increased confidence 10 

• Practicum 110 
                      Developmental Tensions 42 
                           Theory-practice gap 12 
                           Belief-practice gap  11 
                           Institutional constraints  13 
                           Exam-oriented realities 6 
                     Successful lessons 12 
                     Unsuccessful lessons 14 

• Tutoring experience 13 
• Teaching practices 77 

                    Prioritizing communication 14 
                    Interactive decision making 42 
                    Promoting creativity 8 
                    Teaching pronunciation 4 
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                    Error correction 9 
              Social Interactions 202 

• Interactions with Past Language Teachers 59 
                   Apprenticeship of Observation 15 
                   Anti-Apprenticeship of Observation 44 

• Interactions with University Professors 20 
                   Evaluative Feedback 10 
                   Dialogic Mediation  5 
                   Internalization of Academic Discourse 5 

• Interactions with Peers 39 
                   Observational learning 18 
                   Peer Feedback  15 
                   Collaborative Dialogue  6 

• Interactions with Students 49 
                   Contingent Scaffolding 11 
                   Peer Scaffolding 4 
                   Affective Mediation 8 
                   L1 as a Mediational Tool 6 
                   Digital Mediation 9 
                   Talk as a Mediational Tool 11 

• Interactions with Mentors 35 
                   Modeling  3 
                   Lack of Modeling  22 
                   Evaluative Feedback 10 
Total 532 
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K. TURKISH SUMMARY / TÜRKÇE ÖZET 

 

 

1. Giriş  

 

İngilizce, dünya genelinde en yaygın konuşulan dillerden biridir. Bu nedenle birçok 

ülke, vatandaşlarına ilkokuldan itibaren İngilizce öğretmeye başlar. Türkiye de bu 

ülkelerden biridir. Türkiye Millî Eğitim Bakanlığı (MEB), ilkokul ve ortaokullar için 

İngilizce Dil Öğretimi Programı'nın yeni bir versiyonunu yayınladı. Bu son 

versiyonda, konuşma diline ve iletişime vurgu yapılıyor. İngilizce öğretmenlerini, dili 

başkalarıyla etkileşim kurmanın bir aracı olarak öğretmeye teşvik ediyor (MEB, 2018). 

Ancak gerçeklik, programın önerdiğinden önemli ölçüde farklıdır. Education First’e 

göre (2023; 2024; 2025), Türkiye, Avrupa’da İngilizce yeterlilik sıralamasında en 

düşük ülkeler arasında yer almaktadır. Bu raporlar ayrıca Türkiye’yi üç yıl üst üste 

düşük yeterlilikli ülke olarak sınıflandırmıştır. Genel dil yeterliliğinin düşük olmasının 

yanı sıra, K-12 eğitiminde sözlü dil öğretimi, devlet okullarında en az ilgi gören 

alanlardan biridir (Aksoy, 2020; Demir-Ayaz vd., 2019; Özmat & Senemoğlu, 2021; 

Türkiye Ekonomi Politikaları Araştırma Vakfı [TEPAV] & British Council, 2013). 

İletişimsel dil öğretimi uygulamaları, sınıf mevcudu, sınav odaklı öğretim ve mekânsal 

kısıtlamalar gibi bağlamsal sınırlamalar nedeniyle başarı sağlamamaktadır (Kerimoğlu 

& Altun, 2026; Yanık & Ünal, 2025). Tüm bu çalışmalar, sözlü yeterliliğe yeterince 

odaklanılmadığını vurgulamaktadır. Türkiye’de dil eğitimi, iletişim becerilerine 

yeterince önem vermemektedir.  

 

Yükseköğretimde bile, birçok üniversite İngilizceyi öğretim dili olarak kullandığını 

iddia etmesine rağmen, üniversite mezunlarının sadece küçük bir yüzdesi İngilizce 

konuşmaktadır. Bazı üniversiteler, derslerinin %30 veya daha fazlasının İngilizce 

olarak verildiğini bildirmektedir. British Council’ın 2015 tarihli bir raporunda, 

üniversite öğrencilerinin İngilizce derslerinde fazla konuşmadığı ve öğrenciler 

arasında etkileşimin az olduğu, bunun da konuşma özgüveninin düşük olmasına ve 

pasif sınıf içi davranışlara yol açtığı belirtiliyor. Benzer şekilde, Tuzcu Eken’in (2021) 
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karşılaştırmalı çalışmasında, Türk öğrencilerin TOEFL iBT puanlarında beş ülke 

arasında son sırada yer aldığı; zorunlu eğitimleri sırasında diğer ülkelerdeki 

öğrencilere göre daha fazla İngilizce dersi almalarına rağmen konuşma puanlarının en 

düşük olduğu tespit edildi. 

 

Bu ihmal, özellikle Türkiye bağlamında ironiktir. Kağıt üzerinde, Millî Eğitim 

Bakanlığı’nın dil eğitiminde iletişimsel bir yaklaşımı açıkça desteklemesi nedeniyle 

durum böyle olmamalıdır. Türkiye’de öğrenciler ikinci sınıfta yabancı dil öğrenmeye 

başlar. Zorunlu eğitim 12 yıl sürdüğü için on yıl boyunca İngilizce eğitimi alırlar. 

Ancak önceki çalışmalar, Türkiye’de konuşma ve genel yeterlilik konusunda 

sorunların devam ettiğini göstermektedir. Bazı özel okullarda ve seçilmiş devlet 

okullarında durum biraz daha iyidir. Dil ile ilgilenen öğrenciler, lise ikinci sınıfın 

sonunda ya da lise üçüncü sınıfın başında dil bölümünü seçebilir ve iki yıl boyunca 

haftada 12 saate kadar İngilizce dersi alarak daha yoğun bir dil eğitimi alabilirler. Buna 

rağmen, bu öğrenciler nadiren sözlü becerilerini geliştirme fırsatı bulurlar (Bakay & 

Saka, 2020; Can & Dursun, 2019). Bunun nedeni, ulusal üniversite giriş sınavının 

İngilizceyi ikinci dil olarak öğrenen öğrencileri ağırlıklı olarak dilbilgisi, okuma 

anlama ve kelime bilgisi açısından değerlendirmesi, konuşma veya üretim becerilerine 

odaklanmamasıdır. Sonuç olarak, okullar ve dil öğretmenleri bu becerilere önem 

vermez ve bu da zayıf sözel yeterliliğe yol açar. Bu aynı zamanda, öğretmen 

adaylarının staja başladıklarında konuşma becerisinin stajda öğretildiğini 

gözlemleyememelerine sebep olur.  

 

Sonuç olarak, öğretmen adayları hem öğretim fırsatlarından hem de yeterli hazırlıktan 

yoksun olduklarında, yetersiz konuşma eğitimi sorunu devam etmektedir. Başka bir 

deyişle, müstakbel İngilizce öğretmenleri konuşma öğretimi konusunda yeterli eğitim 

almazlarsa veya konuşma diline iyi hâkim olmazlarsa, Türkiye’de konuşmanın sorun 

olmaya devam etmesi döngüsü kırılamaz. Açıkça, ulusal dil müfredatı ile gerçeklik 

arasındaki uçurumu kapatmak için, öğretmen adaylarının bu tür bir eğitimi verebilecek 

şekilde eğitilmeleri gerekmektedir. Bu, Borg’un (2015) öğretmenlerin öğrencilerine 

kendilerine öğretildiği gibi öğrettikleri iddiası göz önüne alındığında, İngilizce 

öğretmenlerinin kilit rolüne işaret etmektedir. Borg’a (2006; 2015) göre, öğretmen 

eğitimleri veya öğretmen yetiştirme programları, mevcut sınıf uygulamalarını büyük 
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ölçüde etkilemektedir. Ders içi karar verme süreçlerini etkileyen bir diğer faktör ise 

çalıştıkları kurumlardır (Öztürk & Gürbüz, 2017). Tüm bu etkiler ve daha fazlası, 

öğretmenlerin konuşma öğretimi hakkındaki bilişlerini şekillendirerek öğretim 

uygulamalarını etkiler. Bu nedenle, öğretmenlerin bilişlerinin hem sınıf içinde hem de 

sınıf dışında nasıl şekillendiğini ve değiştiğini anlamak için uzun bir süre boyunca 

incelenmeleri gerekmektedir.  

 

Günümüzde öğretmen bilişsel araştırmaları, öğretmenlerin mesleki yaşamlarının 

birçok boyutunu kapsamaktadır. Bunlar yalnızca inançları ve sınıf içi karar verme 

süreçlerini değil, aynı zamanda öğretmenlerin bilgi, anlayış, kimlik, duygu ve ilgili 

alanları da kapsamaktadır. Bu araştırmanın zenginliği ve kapsamı, öğretmenlerin ne 

düşündükleri, ne yaptıkları ve profesyonel olarak nasıl geliştiklerine dair değerli 

bilgiler sunmaya devam etmektedir (Wang & Zhang, 2024). Son olarak, Pınar vd. 

(2021), Türkiye’deki öğretmen öğreniminin etkilerini araştırmış ve biliş ve duygunun 

diğer etkilere kıyasla en büyük rolü oynadığını bulmuştur; bu da bu iki kavramın daha 

fazla araştırılmasını gerektirmektedir. 

 

Bu çoklu durum çalışmasının amacı, öğretmenlerin konuşma öğretimine ilişkin bilişsel 

süreçlerini aydınlatmak ve konu hakkında bir diyalog oluşturmak için geleceğin dil 

öğretmenlerinin düşüncelerine daha fazla ışık tutmaktır. Başka bir deyişle, bu çalışma, 

Türk öğretmen adaylarının konuşma öğretimine ilişkin bilişsel süreçlerini araştırmayı 

ve konuşma öğretimine dair inanç ve bilgilerini kapsamlı bir şekilde incelemeyi 

amaçlamaktadır. Bu çalışmada, öğretmen bilişi, öğretmenlerin zihinsel ve duygusal 

süreçlerinin ve bunların öğretmen olma, öğretmen olarak var olma ve öğretmen olarak 

gelişme süreçleri boyunca mesleki gelişimlerini, kimliklerini ve uygulamalarını 

şekillendirme biçimlerinin incelenmesi olarak tanımlanmaktadır (Borg, 2019). 

 

Bu çalışmanın, öğretmen adaylarının İngilizceyi yabancı dil olarak öğretme 

konusundaki bilişsel süreçlerine dair değerli bilgiler sağlaması beklenmektedir. Wang 

ve Zhang (2024) ayrıca, sürekli gelişen bu kavramı daha derinlemesine anlamak için 

öğretmen bilişini çeşitli bağlamlarda incelemenin önemini vurgulamaktadır. Dahası, 

öğretmen adaylarının dil öğretmeni bilişini incelemek için hem Borg'un (2006) 

çerçevesini hem de sosyokültürel bir bakış açısını (Johnson, 2009; Johnson vd., 2025) 
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benimsemek daha sağlam ve ayrıntılı bulgular sağlayabilir ve bu, Türk İngilizce 

öğretimi bağlamında yaygın bir uygulama değildir; bu nedenle, bu açıdan alana 

katkıda bulunabilir. Bunun için bu araştırma aşağıdaki sorulara cevaplar aramaktadır: 

1. Hizmet öncesi İngilizce öğretmenlerinin konuşma öğretimine yönelik bilişleri, dil 

öğrenme ve öğretmen eğitimi deneyimleri aracılığıyla nasıl gelişmektedir? 

2. Bu bilişler, öğretmen adaylarının konuşma öğretimi deneyimlerine nasıl 

yansımakta; bu deneyimler tarafından nasıl sorgulanmakta veya yeniden gözden 

geçirilerek yapılandırılmaktadır? 

3. Geçmişteki dil öğretmenleri, öğretmen eğiticileri, staj mentorları, akranlar ve 

öğrencilerle kurulan etkileşimler; hizmet öncesi İngilizce öğretmenlerinin konuşma 

öğretimine ilişkin bilişlerine nasıl katkı sağlamaktadır? 

 

2. Methodolojik Çerçeve 

 

2.1. Araştırma Deseni 

 

Bu çalışma, nitel araştırma yaklaşımlarından biri olan durum çalışması yaklaşımını 

benimsemiştir (Dörnyei, 2007). Durum çalışması yaklaşımı, bir grup üzerinde 

derinlemesine bir analiz sağladığı için bu çalışma için seçilmiştir (Creswell, 2014). 

Yin’e (2003) göre, vaka çalışması, özellikle olgu ve ortamı ayıran çizgiler hemen 

belirgin olmadığında, mevcut bir olguyu gerçek ortamı içinde inceleyen ampirik bir 

araştırmadır. Ayrıca, bir araştırmacı “nasıl” ve “neden” sorularıyla başlarsa ve 

davranışları kontrol etmek istemezse, durum çalışması tasarımının bu çalışma için iyi 

bir seçim olabileceğini de ekler. Durum çalışması tasarımının, öğretmen bilişinin 

karmaşıklıklarını ele almada etkili olduğu kanıtlanmıştır (Li, 2017). Nitel bir durum 

çalışması, olgunun derinlemesine analiz ve yorumlamaya elverişli olması nedeniyle bu 

araştırmaya en uygun olanıdır (Creswell, 2007). Bu çalışmanın merkezinde yer alan 

öğretmen bilişi, çevre, kurum ve öğretmen eğitimi gibi birçok faktörden etkilendiği 

için, bunu araştırmak için en uygun yöntem durum çalışması yaklaşımı olacaktır. 

 

Stake (1995) de bir durumun, zaman veya yerle sınırlı bir sistem olduğunu 

belirtmektedir. Nitel bir durum çalışması, durumu daha geniş bağlamı veya ortamı 

içinde konumlandırırken, bu sistemi birden fazla veri kaynağı aracılığıyla kapsamlı bir 
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şekilde incelemeyi sağlar. Bu durum çalışması, birden fazla durum aracılığıyla 

incelenen temel bir olgu olduğu için keşifsel bir çalışmadır. Başka bir deyişle, bu, 

durumların dil öğretmeni bilişine ışık tutmak için araç görevi gördüğü çoklu araçsal 

bir durum çalışmasıdır. Yin’e (2003) göre, her bağlam bir dereceye kadar farklı olduğu 

için, bulguların durumlar arasında farklılık göstermesi muhtemeldir. Bu nedenle, tek 

durum tasarımı yerine çoklu durum çalışması tasarımı seçilmiştir, çünkü bu tasarım, 

öğretmen bilişinin merkezi olgusuna ortak bir odaklanmayı korurken, bireysel 

katılımcıların farklı bağlamsal geçmişlerinin incelenmesine olanak tanır. 

 

Bu çalışma, gerçekliğin sosyal olarak inşa edildiğini ve bilginin araştırmacı ile 

katılımcılar arasındaki etkileşim yoluyla ortaya çıktığını varsayan yorumlayıcı bir 

paradigmaya dayanmaktadır (Creswell & Poth, 2018). Araştırmanın amacı, nesnel 

gerçekleri ortaya koymak değil, öğretmen adaylarının Konuşma Kulübü ve staj 

deneyimlerindeki öğretim uygulamalarından nasıl anlam çıkardıklarını anlamaktı. Bu 

yorumlayıcı çerçeve içinde, veriler hem mevcut teorik bakış açıları hem de 

katılımcıların anlatımlarından tümevarımsal olarak ortaya çıkan temalar aracılığıyla 

analiz edildi; bu da teorik duyarlılık ile katılımcıların seslerine açıklık arasında bir 

denge sağladı. Çalışma, kodlayıcılar arası güvenilirliği sağlamak (Guest vd., 2012) ve 

analitik şeffaflığı artırmak için ek bir kodlayıcı kullanmak gibi bazı postpozitivist 

yöntemler kullanmış olsa da, bu uygulamalar felsefi olmaktan ziyade pragmatik olarak 

kullanılmıştır. Anlamın birlikte inşa edildiği ve bağlamlandırıldığı yorumlayıcı görüşle 

tutarlı olarak, araştırmanın odağı yorumlama, yansıtma ve bağlamsal anlayış üzerinde 

kaldı. 

 

2.2. Katılımcılar  

 

Çoklu durum çalışmasının başlangıcında, tek durum çalışmasında olduğu gibi, 

incelenecek bir olgu seçilir. Seçilecek durumlar bu amaca hizmet etmelidir. Bu tür 

çalışmalarda, büyük bile olsa, örneklem büyüklüğü genellikle rastgele örneklemeyi 

garanti etmek için çok küçüktür (Yin, 2003). Bununla birlikte, çoklu durum 

çalışmasının faydaları, örneğin 4’ten az durum varsa sınırlı olacaktır (Stake, 2006). 

Creswell (2007) ayrıca, çalışmanın bulgularını sulandırmamak için bir durum 
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çalışmasının en fazla beş durum içermesi gerektiğini önermektedir. Bu nedenlerle, 

durum sayısı beş olarak belirlenmiştir. 

 

Katılımcılar, gönüllü katılımı içeren kolay örnekleme yöntemiyle seçilmiştir. 2022-

2023 bahar döneminde üniversitenin İngiliz Dili Öğretimi Bölümü profesörleri 

aracılığıyla üçüncü sınıf öğretmen adaylarına bir davet e-postası gönderilmiş ve ilgi 

gösteren 5 öğretmen adayı çalışmaya dahil edilmiştir. Her katılımcıya zamanları ve 

katkıları için cüzzi miktarda bir ücret ödenmiştir. Bu yaklaşım, örneklem genelinde 

şeffaflığı ve adaleti korurken etik katılımı da sağlamıştır. Durumları oluşturan 5 

öğretmen adayı, 2023-2024 sonbahar döneminde Konuşma Kulübü’ne katılmayı kabul 

etti.  

 

2.3.  Veri Toplama Araçları 

 

Hem tek durum hem de çoklu durum araştırmaları için en popüler durum çalışması 

teknikleri gözlem ve görüşmedir (Stake, 2006). Kullanılan veri toplama yöntemlerinin, 

verilerden elde edilen bilişlerin niteliği üzerinde bir etkisi olduğunu belirtmek 

önemlidir. Sadece özbildirim araçları kullanmak, öğretmenlerin ideal öğretim 

uygulamalarına ilişkin veriler sağlarken, sınıf gözlemlerinden elde edilen kanıtlar 

öğretmenlerin pratik bilişlerine ışık tutar. Veriler, öğretmenlerin sınıfta yaptıkları 

gerçek örneklere dayandırıldığında, ideal odaklı ve gerçek odaklı bilişler arasındaki 

ayrım daha açık hale getirilebilir. Bir çalışma bunlardan birini ihmal ettiğinde, sonuçlar 

dil öğretmeni bilişinin tam resmini yansıtamaz (Borg, 2006). Dil öğretmeni biliş 

araştırmalarında yaygın olarak kullanılan dört ana yöntem şunlardır: 1) özbildirim 

araçları, 2) sözlü raporlar, 3) yansıtıcı yazılar ve 4) gözlemler (Borg, 2009, s. 167). Yin 

(2003) araştırmada derinlik sağlamak için durum çalışmalarında altı sayısına kadar 

farklı bilgi türleri kullanmayı önermektedir. 

 

Bu çalışmalardan yola çıkarak, mevcut çalışmada 6 veri toplama yöntemi 

kullanılmıştır: yarı yapılandırılmış görüşmeler, uyarılmış hatırlama görüşmeleri 

(UHG), sınıf gözlemleri, yansıtma yazıları, yazılı belgeler: saha notları ve ders planları 

ve akran yansıtma oturumlarının ses kayıtları. Bu çalışmanın ilk aşamasında, Mayıs 

2023’te 5 öğretmen adayı ile görüşme yapılmıştır. Bu görüşmelerin ardından, ikinci 
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aşamada, 5 öğretmen adayı Ekim ve Kasım 2023’te Konuşma Kulübü projesine 

gönüllü olarak katılmıştır. Beş hafta boyunca 16 orta seviye hazırlık okulu 

öğrencisinden oluşan bir gruba konuşma dersleri vermişlerdir. Bu dersler 

gözlemlenmiş ve sonrasında UHG’ler yapılmıştır. Katılımcı öğretmenler, derslerden 

sonra akran yansıtma oturumları düzenlemiş ve bu aylarda yansıtma yazıları yazmış 

ve Mayıs 2024’e kadar yansıtma yazıları yazmaya devam etmişlerdir. Son aşamada, 

tüm öğretmen adayları Mayıs 2024’te tekrar görüşülmüştür. 

 

2.4. Veri Analizi 

 

Yarı yapılandırılmış ve UHG’lerden elde edilen veriler, akran yansıtma 

oturumlarından ve yansıtma makalelerinden elde edilen verilerle birlikte MAXQDA 

adlı bir yazılım programı aracılığıyla analiz edildi. Başlangıçta, kayıtlar araştırmacı 

tarafından yazıya döküldü ve tercüme edildi. Tercümelerin doğruluğu, geri çeviri 

yöntemiyle kontrol edildi. Daha sonra, kayıtlar tekrar dinlendi ve transkriptler verilerle 

aşina olmak için birçok kez tekrar okundu. Bu süreç, araştırmacının ilk izlenimlerini 

anlamlandırmasına ve tekrar eden kalıpları belirlemesine yardımcı oldu (Dörnyei, 

2007). Araştırmacı, transkriptleri okurken metinlerin yanına bazı notlar ve özetler 

yazdı. Başka bir deyişle, veriler açık bir şekilde kodlandı (Creswell, 2007; 2014). 

Analiz, Braun ve Clarke’ın (2021) yansıtıcı tematik analiz için altı aşamalı çerçevesini 

izledi. Teori ve veri arasında yinelemeli bir hareketi içeren abdüktif bir kodlama 

stratejisi benimsendi. Bu, verilerin sosyokültürel teori ve Borg’un (2006) çerçevesi 

merceğinden yorumlanmasına olanak sağlarken, aynı zamanda mevcut teorik 

varsayımları iyileştiren veya sorgulayan yeni, veri odaklı kodlara da açık kalmayı 

mümkün kıldı. Ek olarak, temalar ve kodlar, Braun ve Clarke’ın (2021) tematik analiz 

yaklaşımı kullanılarak genel temalar ve kategoriler oluşturmak üzere derlenmiştir. 

 

Bu aşamanın tamamlanmasının ardından, her durum için öncelikle durum içi analiz 

yapıldı, daha sonra genel çıkarımlar ve genellemeler oluşturmak için durumlar arası 

analiz gerçekleştirildi. Durum içi ve durumlar arası analizler yapılırken Creswell ve 

Poth’un (2018) çerçevesi kullanıldı. Bu çerçeve, durumların sunulmasında ve 

düzenlenmesinde kullanıldı. 
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2.5. Geçerlilik ve Güvenirlik 

 

Nitel araştırma; nicel yöntemlerle kıyaslanmaya veya kendini kanıtlama çabasına 

girilmesine gerek duyulmaksızın, sosyal ve beşerî bilimlerde keşifler yapmak için tek 

başına meşru bir inceleme yöntemidir (Creswell, 2007). Niteliksel çalışmalar, 

niceliksel çalışmalar kadar geçerli ve güvenilir olabilir ve bu, bulguların doğruluğunun 

birkaç strateji uygulanarak sağlanmasıyla mümkün olabilir. Bunlardan ilki 

üçgenlemedir (Creswell, 2014). Birden fazla bilgi kaynağı kullanmak ve birkaç veri 

kaynağına dayalı temalar oluşturmak, çalışmanın geçerliliğini artırabilir (Yin, 2003). 

Bu çalışmada, yarı yapılandırılmış ve UHG’ler, gözlemler ve yansıtma yazıları ve 

oturumları gibi çoklu veri toplama araçları kullanılarak bu yapılmıştır. Çalışmanın 

güvenilirliğini artırmak için kullanılan bir diğer strateji ise katılımcı doğrulamasıdır; 

bu yöntemde, nihai rapor ve seçilen açıklamalar, doğruluğunu teyit etmek için 

katılımcılarla paylaşılmıştır. Bu prosedür, her katılımcıyla yapılan takip görüşmeleri 

yoluyla bireysel olarak gerçekleştirilmiştir. Bu oturumlar sırasında, görüşmeler 

sırasında amaçladıkları anlamlar ile araştırmacının yorumları arasında uyum sağlamak 

için bulgulardan alıntılar ve yorumlar kendilerine sunulmuştur. 

 

Bunlara ek olarak, nitel bir araştırmacının çalışmadaki kendi önyargısını beyan etmesi 

önemlidir (Creswell, 2014). Araştırmacı, aynı üniversitede birkaç yıldır çalışan bir 

İngilizce öğretmenidir. Orada çalışmadan önce, öğretmen adaylarıyla bir konuşma 

kulübü koordine ettiği farklı bir üniversitede çalışmıştır. Ancak bu, konuşma pratiği 

yapmak için bir öğretmen adayıyla rezervasyon yaptırmanız gereken birebir konuşma 

kulübüydü. Araştırmacı, o kulüpte birçok konuşma oturumunu gözlemlemiştir. Mevcut 

çalışmadaki konuşma kulübü projesi, bir konuşma kulübünden ziyade gerçek bir sınıfa 

daha çok benziyordu, ancak birincisinin ikincisine ilham verdiği söylenebilir. Önceki 

öğretmenlik deneyimi, aldığı öğretmenlik eğitimi ve okul hayatı, verileri nasıl 

yorumladığını etkilemiş olabilir. Bununla birlikte, çalışmanın güvenilirliğini ve 

geçerliliğini sağlamak için birçok kalite standardı uygulandı. Örneğin, kodlayıcılar 

arasındaki uyum düzeyini görmek için başka bir kodlayıcı verileri kodladı (Guest vd., 

2012). Araştırmacının katılımcıların anlatımlarını yorumlama ve nitel verileri kodlama 

rolü, bulguları etkilemiş olabilir. Akran değerlendirmesi ve üye kontrolü gibi önlemler 

kullanılmış olsa da, yorumlayıcı araştırmalarda tam nesnellik ne mümkün ne de 
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amaçlanmıştır. Önyargının doğası gereği zararlı olmadığını kabul etmek önemlidir; 

araştırmacı önyargısının belirli biçimleri, aslında bir çalışmada daha derin bir anlayışa 

ve öz yansıtmaya katkıda bulunabilir. Öğretmen araştırmacısının bakış açısıyla 

öğretmen bilişini incelemek ve diğer öğretmen adaylarıyla birlikte anlam oluşturmak, 

çalışmanın geçerliliğini veya güvenilirliğini tehlikeye atmaktan ziyade onu 

zenginleştirmiştir. 

 

Veri toplama işlemine başlamadan önce, üniversitenin etik kurulundan onay alındı (Ek 

I’ya bakınız). Hazırlık okulunun müdür yardımcısı süreç hakkında bilgilendirildi ve 

sınıf onların izniyle düzenlendi. Hazırlık okulu öğrencileri de dahil olmak üzere tüm 

katılımcılar veri toplama prosedürleri hakkında bilgilendirildi ve onayları bir onay 

formu aracılığıyla alındı (Ek E’ye bakınız). Katılımcılara çalışmanın konuşma 

öğretimine odaklandığı bildirilmiş olsa da, yanıt yanlılığını en aza indirmek ve 

katılımcıların araştırmacının odak noktasıyla uyumlu bilgiler vermesini önlemek 

amacıyla araştırmanın özel amacı tam olarak açıklanmadı. Başka bir deyişle, 

katılımcıların yanıtlarını araştırmacının beklentilerine göre bilinçli olarak 

şekillendirmemeleri için kasıtlı olarak gizli tutuldu. Bununla birlikte, etik bir çalışma 

yürütmek için gerekli olan bir araştırma çalışmasına katıldıklarının tamamen 

farkındaydılar (Creswell, 2014). 

 

3. Bulgular  

 

Bu çalışma, akademik ve sosyal etkilerin öğretmen adaylarının konuşma öğretimine 

yönelik bilişsel süreçlerini nasıl şekillendirdiğini Borg’un (2006) modeli çerçevesinde 

incelemektedir. Adayların geçmiş dil öğrenme deneyimleri, üniversite eğitimleri, staj 

uygulamaları ve katıldıkları Konuşma Kulübü projesi üzerinden şekillenen pedagojik 

inançları akademik bir bütünlük içinde ele alınmıştır. 

 

Durumlar arası analiz, akademik faktörlerin öğretmen bilişini şekillendirmede sosyal 

veya deneyimsel etkilerden daha küçük bir rol oynadığını, ancak devlet okullarında 

konuşma öğretiminin uygulanabilirliğine dair algıları büyük ölçüde belirlediğini 

göstermektedir. Bu kategoride, kişisel dil öğrenme geçmişi, resmi öğretmen 

eğitiminden çok daha güçlü bir bilişsel etken olarak ortaya çıkmıştır. Aynı dilbilgisi ve 
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sınav odaklı devlet okulu sisteminden gelen beş adayın tamamı, iletişimsel sözlü 

uygulamadan yoksun bir geçmişe sahipti. Bu yetersiz hazırlık, adayları konuşma 

eksikliklerini gidermek için özerk olarak çalışmaya zorlamış ve bu farkındalık, 

üniversitede aldıkları pedagoji dersleriyle karşılaştıktan sonra daha belirgin hale 

gelmiştir. 

 

Ancak veriler, bu ortak akademik eksikliğin ortaya çıkışında bireysel nüanslar 

barındırmaktadır. Bazı adaylar için sözlü pratik eksikliği yapısal olarak duygusal 

kırılganlıklara yol açmıştır. Özellikle düşük konuşma becerilerinin kurumsal 

eleştirilerle karşılaştığı yükseköğretime geçiş sürecinde bu durum belirginleşmiştir; 

örneğin, Sevgi ve Beril, düşük sözlü becerileri nedeniyle sert eleştirilerle karşılaşmış 

ve hazırlık okulunda eğitim görmek zorunda kalmışlardır. Diğer adaylar için lise 

düzeyinde konuşma derslerine veya özel derslere erişim gibi küçük yapısal avantajlar 

mevcut olsa da, bu istisnalar yetersiz bulunmuş ve sürdürülebilir gelişimi engelleyen 

sistemik kısıtlamalar tarafından etkisiz hale getirilmiştir. Buna rağmen, adayların öz 

yeterlilik inançları üniversitedeki Spoken English ve Listening and Pronunciation gibi 

derslerden olumlu etkilenmiştir. K-12 eğitimindeki eksiklikler göz önüne alındığında, 

bu derslerin sözlü becerilerin gelişiminde kritik bir boşluğu doldurduğu görülmektedir. 

Öğretmen adaylarının önceki dil öğrenme deneyimleri, bazen konuşmayı öğrenmeye 

ilişkin pedagojik inançlarını belirleyerek resmi eğitimlerini gölgede bırakmıştır. Leyla 

için uluslararası seyahat bu inançların temel katalizörü olmuş ve gerçek dünya 

etkileşimleri sayesinde sözlü yeterliliğin otantik iletişim gerektirdiğine dair temel bir 

inanç geliştirmiştir. Ancak bu deneyimsel içgörü, kamu okulu sektörü hakkındaki 

algılarıyla belirgin bir ideolojik çatışma yaratmıştır. Birkaç istisna dışında adaylar, 

mevcut sistemik kısıtlamalar altında kamu okullarında iletişimsel dil öğretimini 

idealist, hatta imkânsız bir hedef olarak görmüşlerdir. Bu yaygın şüphecilik, derinden 

yerleşmiş sosyokültürel faktörlerin öğretmen eğitiminin benimsenmesini nasıl 

engelleyebileceğini göstermektedir. Yine de bu direnç tamamen homojen değildir; 

adayın yansıtıcı kapasitesi ve mesleki özerklik duygusu bir tampon görevi 

görebilmektedir. Örneğin, son derece aktif ve yansıtıcı bir bakış açısına sahip olan 

Beril, akranlarından daha iyimser bir şekilde kendi öğretmenlik becerisine ve devlet 

okulu sistemine odaklanabilmiştir. 
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Adaylar, başta İngilizce Öğretimi Metodolojisi dersleri olmak üzere öğretmen eğitimi 

müfredatının pratik verimliliğine yönelik kolektif ve eleştirel bir duruş 

sergilemişlerdir. Borg’un (2006) görüşüyle uyumlu olarak, üniversite dersleri konuşma 

öğretimiyle ilgili pedagojik inançları aşılamada etkili olsa da, pratik bileşenlerin 

yürütülmesinde yetersiz kalmıştır. Adaylar, akran liderliğindeki simülasyonların 

gerçek sınıf ekolojisini taklit edemediğini oybirliğiyle belirtmişlerdir. Akranların ileri 

düzeydeki dil yeterliliği ve uyumlu davranışları, gerçek sınıfı tanımlayan yönetim ve 

dilsel uyum değişkenlerini etkisiz kılmıştır. Sonuç olarak, bu simülasyonlar otantik 

öğrenme alanları yerine performatif egzersizler olarak algılanmıştır. 

 

Dahası, metodoloji derslerinde sözlü becerilerin önemsizleştirildiği, iletişimsel 

faaliyetlerin sıklıkla göz ardı edildiği veya yüzeysel engeller olarak ele alındığı 

görülmüştür. Bu durum Sevgi gibi adayların üniversitenin yaklaşımını “ütopik” ve 

okul gerçeklerinden kopuk görmelerine yol açmıştır. Ayrıca, ödevlerin çiftler halinde 

yapılandırılması bireysel pedagojik sorumluluğu sulandırmıştır. Leyla’nın durumunda 

görüldüğü gibi, bu işbirlikçi yapı adayların zorlu öğretim aşamalarından kaçınmalarına 

olanak tanıyarak bütünsel ders akışı ve bağımsız sınıf yönetimi anlayışlarında 

boşluklar yaratmıştır. Buna karşılık, adaylar profesörlerinden aldıkları geri 

bildirimlerin demo derslerindeki eksiklikleri belirlemede ve genel öğretme becerilerini 

geliştirmede yardımcı olduğunu kabul etmişlerdir. Beril ve Berke, akranlarının farklı 

yaklaşımlarını gözlemlemenin aktivite repertuarlarını genişlettiğini ve kendilerini 

motive ettiğini belirtmişlerdir. Üzerinde düşünen öğretmen adayları, mikro öğretim 

uygulamalarından daha büyük fayda sağladıklarını bildirmişlerdir. 

 

Öğretmen yetiştirme programı, anadili konuşanların normlarına karşı eleştirel bir 

duruş aşılamayı başarmıştır. Beril ve Sevgi, anadilciliğe karşı olduklarını belirterek 

derslerinde diller arası geçişlilik (translanguaging) yönetimini desteklemişlerdir. 

Kendi zihinsel çeviri zorluklarından ve aldıkları eğitimden yola çıkarak, anadili 

stratejik kullanmanın öğrencilerin kaygısını azaltmada etkili bir araç olduğuna 

inanmışlardır. Benzer şekilde, Berke de “sadece hedef dilde öğretimi” sorgulamış ve 

dil geçişini bilişsel olarak faydalı görmüştür. Nalan ise anadil aksanından ziyade 

anlaşılabilir bir aksanı tercih etmiştir. Ancak Leyla, akranlarının hatalarını 

gözlemlemekten kaynaklanan “hata kalıcılaşması” korkusu yaşamıştır. Bu korku, 



239 

akıcılığı önceliklendirmesi gerektiği yönündeki inancıyla çelişmiş ve zaman zaman 

öğrencilerin sözünü keserek düzeltme yapmasına, dolayısıyla bilişsel bir gerilime 

neden olmuştur. 

 

Borg’a (2006) ve Johnson’a (2009) göre, ilk öğretmenlik deneyimleri temel bilişsel 

süreçleri şekillendirmede son derece etkilidir. Staj ortamına geçiş adaylarda bilişsel 

uyumsuzluğa neden olmuş ve idealize edilmiş öğretmen eğitimi ile gerçek sınıfların 

karmaşık yapısı arasındaki keskin zıtlığı ortaya koymuştur. Leyla, Nalan ve Sevgi için, 

motivasyonsuz ve düşük yeterlilikli devlet okulu öğrencileri pedagojik beklentilerde 

ani bir kırılmaya yol açmıştır. İletişim yöntemlerinin istekli katılımcılara bağlı 

olduğunu fark eden Leyla ve Nalan, uygulamalarını öğrenci profiline göre uyarlarken; 

Sevgi bu profil karşısında idealist görüşlerinden tamamen vazgeçmek zorunda 

kalmıştır. 

 

Staj, öğretmen adaylarının özerkliği için bir mücadele alanına dönüşmüştür. Beril ve 

Berke güçlü özerklik yönelimleri sergilemişlerdir; Berke ek öğretim fırsatları ararken, 

Beril mentorunun Türkçe’ye dönme baskısına aktif olarak direnmiş, kaygıyı azaltmak 

için akran desteğini ve anadilini stratejik olarak kullanarak alt düzey öğrencilere uyum 

sağlamıştır. Buna karşılık, Sevgi’nin özerkliği, öğrenci çekingenliği ve davranış 

problemlerinin ağırlığı altında çökmüştür. İletişimsel amaçlarını gerçekleştiremeyen 

Sevgi, yoğun öğretmen konuşmasına (Teacher Talking Time - TTT) ve anadil 

kullanımına geri dönmek zorunda kalmıştır. Yansıtıcı bir öğretmen olarak Berke, MEB 

okullarını eleştirerek etkili konuşma öğretimini engelleyen kısır bir döngüye dikkat 

çekmiştir. Leyla ise küçük materyal uyarlamaları ve iyi ilişkilerle sürecin 

yönetilebileceğini fark ederek akışkan bir bilişsel yapı sergilemiştir. Nalan, sınıf 

mevcudu ve değerlendirme baskıları nedeniyle konuşma aktivitelerini bıraksa da, 

farklı sınıfları gözlemlemenin repertuarını genişlettiğini savunmuştur. Önceki 

deneyimlerine güvenen Nalan değişime daha dirençli kalırken, Sevgi ikinci staj 

dönemindeki yoğun engeller ve çaresizlik hissi nedeniyle kariyer seçimini bile 

sorgulamıştır. 

 

Konuşma Kulübü’nde adaylar, inançları ve uygulamaları arasında daha güçlü bir uyum 

olduğunu bildirmişlerdir. Tam özerkliğe ve yansıtma fırsatlarına sahip oldukları için 
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benzer kısıtlamaları daha iyi yönetmişlerdir. Beril, Berke, Nalan ve Leyla, burada 

öğrendiklerini stajlarına aktarmaya çalışmış; hatta Sevgi bile öğrendiği bazı sınıf 

yönetimi yöntemlerini stajında kullanmıştır. İlk derslerde adaylar pedagojik aşırılıklara 

düşmüşlerdir. Örneğin, Beril öğrenci bilgi yetersizliği korkusuyla ilk münazara 

etkinliğini aşırı desteklemiştir. Buna karşılık, Leyla neredeyse hiç dilsel destek 

sağlamadan hedef dilin kendiliğinden üretilmesini beklemiş ve sessizliklere yol 

açmıştır. Berke ise duygusal faktörlere aşırı odaklanarak ilk dersi öğretici olmaktan 

ziyade sadece eğlenceli hale getirmiştir. 

 

Ancak, işbirliğine dayalı yansıtma, akran geri bildirimi ve UHG’lerle, ikinci 

derslerinde daha pedagojik olarak tutarlı dersler yapmışlardır. Bu süreçlerin ardından 

adaylar yaklaşımlarını başarıyla yeniden ayarlamışlardır. Beril konuları öğrencilerin 

yaşamlarıyla ilişkilendirerek onlara özerklik tanımış; Leyla konuşmayı stratejik 

destekle desteklenen bir nihai hedef olarak ele almış; Berke ise girdi ve çıktıyı 

dengeleyen yapılandırılmış bir ders sunmuştur. 

 

Vygotsky’nin sosyokültürel kuramı çerçevesinde, sosyal ilişkiler öğretmen bilişini 

yeniden şekillendiren temel unsurlardır. Bu etkileşimler üç ana grupta toplanmaktadır. 

İlk grubu oluşturan K-12 öğretmenleri ve üniversite profesörleri gibi daha bilgili 

kişilerle olan ilişkilerde, konuşma becerileri marjinalleştirildiği için, adaylar 

çoğunlukla olumsuz sosyal etkileşimler ve “çıraklık karşıtı yaklaşım” (anti-

apprenticeship of observation) yoluyla bilişlerini geliştirmişlerdir. Leyla, Beril ve 

Sevgi, geçmiş öğretmenlerinin kaotik, Türkçe baskın veya aşırı düzeltici 

uygulamalarını reddederek kendi pedagojilerini bu anti-modellere karşı inşa 

etmişlerdir. Buna karşılık, üniversite profesörleri iyi uygulamaları modelleyen güçlü 

aktörler olmuştur. Nalan, profesörlerin öğretim modellerini ve hiyerarşik söylemlerini 

kolayca içselleştirmiştir. Diğer adaylar da metodoloji eğitmenlerinden aldıkları geri 

bildirimlerin dönüştürücü olduğunu, doğruluğa karşı akıcılığı tercih ettiklerini 

belirtmişlerdir. 

 

İkinci grupta yer alan staj danışmanları (mentorlar) ve öğrencilerle olan etkileşimler, 

sınıfta mümkün olan şeylerin sınırlarını belirlemiştir. Sevgi'nin danışmanının olumsuz 

ve profesyonel olmayan tavırları, onun devlet okullarında öğretmenlik yapma 
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arzusunu sarsmıştır. Beril ve Nalan ise mentorlarının pedagojik dayatmalarına kendi 

inançları doğrultusunda aktif olarak direnmişlerdir. Öğrencilerle olan etkileşimler 

(obuchenie kavramı uyarınca) adayları idealize edilmiş metodolojilerden vazgeçmeye 

zorlamıştır. Nalan, gençlerde işe yarayan otoriter kimliğin yetişkinlerde başarısız 

olduğunu görerek daha dostane bir yaklaşım benimsemiştir; Beril dijital araçları 

kullanan bir kolaylaştırıcıya dönüşmüştür. Sevgi ise işbirliği yapmayan öğrenciler 

karşısında yoğun anadil kullanımına geri dönmek zorunda kalmıştır. 

 

Üçüncü grubu oluşturan akranlar (deneyim topluluğu) ve yabancılarla olan ilişkiler de 

bilişsel değişimleri tetiklemiştir. Konuşma Kulübü, akranların birbirlerinin bilişsel 

süreçlerine aracılık ettiği yatay bir yakınsal gelişim alanı (ZPD) ve bir Deneyim 

Topluluğu (Community of Practice) işlevi görmüştür. Berke ve Leyla akran geri 

bildirimleriyle zihniyetlerini yapılandırılmış bir pedagojiye doğru dönüştürürken, 

hiyerarşik bir bakış açısına sahip olan Nalan akran geri bildirimlerine savunmacı 

yaklaşmış ve profesörlerin otoritesine güvenmeyi tercih etmiştir. Son olarak, 

yabancılarla otantik sosyal etkileşimler (Leyla’nın küresel gençlik projeleri, Beril’in 

Erasmus+ deneyimi), dilbilgisel mükemmellikten iletişimsel niyete ve pragmatik 

öğretime doğru kalıcı bir bilişsel kayma yaratmıştır. 

 

Öğretmen adayları programa konuşma öğretimi hakkında önceden oluşmuş teorik 

fikirlerle girmişlerdir. Gerçek sınıf deneyimleri ve zaman/müfredat kısıtlamaları, 

adayların bilişsel yaklaşımlarını serbest ve az yapılandırılmış derslerden, daha pratik 

ve dengeli bir anlayışa doğru kaydırmıştır. Deneyim tek başına inançlarda köklü 

değişikliklere yol açmasa da, sistematik yansıtma (reflection) ile birleştiğinde inançları 

geliştirmiş; adayların odağını kendi performanslarından öğrenci çıktısına ve stratejik 

iskele (scaffolding) desteğine doğru dönüştürmüştür.    

 

4. Tartışma 

 

Birinci soru, dil öğrenme deneyimlerinin öğretmen adaylarının bilişsel süreçleri 

üzerindeki etkilerini incelemektedir. Bulgular, öğretmen adaylarının K-12 

eğitimindeki ideal olmayan dil öğrenme deneyimlerinin, kamu okullarında konuşma 

öğretimi hakkındaki ilk bilişsel süreçlerini etkilediğini ortaya koymaktadır. Yıllarca 



242 

dilbilgisi ağırlıklı, sınav odaklı dil derslerinde geçirdikleri süre nedeniyle, tüm 

öğretmen adayları kamu okullarında sözlü öğretimin uygulanabilirliği konusunda 

derin bir karamsarlık geliştirmişlerdir. Yaşadıkları deneyimler ve gözlemler, pedagojik 

eğitimlerini o kadar gölgede bırakmıştır ki, kamu eğitim sisteminin bağlamsal 

kısıtlamaları nedeniyle bunun "ütopik" bir fikir olduğuna inanmışlardır. Bu, bağlamsal 

kısıtlamaların öğretmen adaylarının resmi eğitimini geçersiz kıldığı tipik bir örnektir 

(Borg 2006; 2015). Bu deneyimler, pedagojik idealleri ile K-12 eğitimlerinde 

gözlemledikleri gerçeklik arasında bir gerilim yaratmıştır. Wang ve Zhang (2024) 

ayrıca öğretmenlerin kişisel öğrenme geçmişlerinin mevcut öğretim uygulamaları ve 

bilişsel süreçleri üzerinde etkili olabileceğini savunmaktadır. Bu bakış açısıyla uyumlu 

olarak, bu çalışma, öğretmen adaylarının bilişsel süreçlerini araştırırken, önceki dil 

öğrenme deneyimlerini incelemeye vurgu yapmaktadır.  

 

Dil öğrenme deneyimleriyle ilgili bulgulardan öne çıkan bir diğer bulgu da, öğretmen 

adaylarının bilişsel süreçlerini şekillendirmede duyguların rolüdür. Sevgi ve Beril’in 

dil öğrenme yolculuklarındaki duygusal deneyimleri, dil öğrenme ve öğretimine daha 

insancıl bir bakış açısı benimsemelerine yardımcı olmuş ve öğrenmenin duygusal 

yönünün son derece farkında olmalarını sağlamıştır. Öğrencilerinin öğrenme 

süreçlerini desteklemiş ve konuşma derslerinde iletişim kurmaya öncelik vermişlerdir. 

Dahası, İngilizce öğrenirken sözlü yeterlilik konusunda yaşadıkları zorluklar ve 

cümlelerini önce zihinlerinde çevirme yükü nedeniyle, Warford ve Reeves (2003) ile 

uyumlu olarak, anadil kullanımına ilişkin esnek görüşlere sahip olmuşlardır. Anadili 

İngilizce olmayan öğretmenlerin dil öğrenme deneyimlerine çok fazla güvendiklerini 

öne sürmektedirler. Ayrıca, dil öğrenmenin duygusal yönünün farkında olmaları, 

Lantolf ve Swain’in (2019) ve Bigelow’un (2019) çalışmalarıyla da uyumludur. 

Duygunun bilişten ayrılamayacağını savunmaktadırlar. Ayrıca, öğretmenlerin sınıf içi 

davranışlarını anlamak için duyguları incelemenin önemini vurgulamaktadırlar. Bu 

çalışmanın bulguları, öğretmen adaylarının bilişsel süreçlerini daha iyi anlamak için 

duygu ve bilişin daha bütünsel bir şekilde incelenmesi gerektiğini öne sürmektedir. 

Gao ve Yang’ın (2022) bulgularını yankılamakla birlikte, bu çalışma geçmiş dil 

öğrenme deneyimleri ile mevcut sınıf uygulamaları arasında açık bir biliş-duygu 

bağlantısının altını çizmektedir. Bu kesişim, her ikisi de öğrenme geçmişlerini 



243 

öğretimlerine rehberlik etmek için aktif olarak kullanan Beril ve Sevgi örneklerinde 

açıkça görülmektedir. 

 

Bu sorunun ikinci kısmı, öğretmen adaylarının konuşma öğretimi hakkındaki bilişsel 

süreçleri üzerindeki öğretmenlik eğitim programının etkisini araştırmaktadır. Bu 

çalışmadaki öğretmen adayları benzer dil eğitimi almışlardır; bu eğitimde sözlü 

öğretim ya hiç yoktu ya da yetersizdi. Ancak bu eğitim sistemi, öğretmen adaylarının 

bilişsel süreçlerine geleneksel dil öğretimi görüşlerini, yani gramer odaklı dil öğretimi 

görüşlerini yerleştirmemiştir. Öğretmen adayları, dil öğreniminde önceliğin iletişimde 

olması gerektiğine inanmışlardır. Bu inançlarının çoğunu öğretmenlik eğitim 

programlarına bağlamışlardır. Benzer şekilde, Özmen’in (2012) çalışmasında da 

öğretmen adayları benzer eğitim geçmişlerinden gelmiş ve öğretmenlik eğitimlerinin 

ilk iki yılında eğitim geçmişleriyle uyumlu inançlara sahip olmuşlardır; ancak üçüncü 

ve dördüncü yıllarında programın öğretileriyle daha uyumlu inançlar benimsemeye 

başlamışlardır. Metodoloji dersleri, zihinsel şemalarındaki bu gözlemlenen değişim 

açısından etkili olmuştur. Bazı çalışmaların (Peacock, 2001; Urmston, 2003; Uysal & 

Bardakçı, 2014) öğretmen adaylarının programa başlarken sahip oldukları önyargılar 

nedeniyle öğretmen eğitim programlarının zayıf müdahaleler olabileceği sonucuna 

varmasının aksine, bu çalışmanın bulguları, öğretmen adaylarının inanç sistemini 

şekillendirmede öğretmen adaylığı eğitiminin güçlü bir etkisine işaret etmektedir. 

 

Örneğin, bu çalışmadaki tüm katılımcılar doğruluktan ziyade akıcılığı tercih etmiş ve 

bu inancı metodoloji veya pedagoji derslerine bağlamışlardır. Hepsi anadilciliğe 

(native-speakerism) ve sadece İngilizce öğretimine karşıydı. Bununla birlikte, benzer 

eğitim almış olmalarına rağmen, çeşitli nedenlerden dolayı hata düzeltme konusunda 

farklı yaklaşımlara sahiptiler. Örneğin, Beril, anlamı bozmadığı sürece konuşma 

hatalarını görmezden gelmeyi tercih ederken, Berke öz yeterlilik inançları nedeniyle 

bunları görmezden gelmeyi tercih etti. Öte yandan Sevgi, hata düzeltmeyi bir duygusal 

filtre yükseltici olarak gördü ve öğretmenlerinin onu düzeltmesini içselleştirerek, 

gerekli olmadıkça bunu yapmamaya karar verdi. Benzer şekilde, Numrich (1996) söz 

konusu çalışmada öğretmen adaylarının, geçmişteki çok olumsuz dil öğrenme 

deneyimleriyle ilişkilendirdikleri için çoğu zaman hata düzeltmesinden kaçındıklarını 

bildirmiştir. Bazı yansıtıcı anlatımlarda, düzeltilmenin onları dil öğreniminden 
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uzaklaştırdığını ve bu deneyimlerin, sonuç olarak, öğretmen adaylarının dil 

öğretmenliği eğitiminde ikinci dil öğretimine ilişkin temel kavramlaştırmaların 

temelini oluşturduğunu belirtmişlerdir (Borg, 2006). Moodie'nin (2016) çalışmasında 

da benzer bir bulgu ortaya çıkmıştır; öğretmenler, geçmişteki öğretmenlerinin bazı 

uygulamalarından, bunlarla ilişkili olumsuz duygular nedeniyle kaçınmışlardır. 

Lantolf ve Swain (2019) öğretmen biliş araştırmacılarını, öğretmenlerin bilişsel 

süreçlerinin duygusal yönlerine ışık tutmaya çağırıyor; çünkü bu duygusal yönler, 

programın onlara aşılamaya çalıştığı inançları geçersiz kılabilir. Bu nedenle, öğretmen 

yetiştirme programları, öğretmen adaylarının duygusal dil öğrenme deneyimlerine 

değer vermeli ve bu deneyimlerin farkında olmaları ve bunları dile getirmeleri için 

yollar bulmalıdır; çünkü bu deneyimler öğretimlerinde etkili olabilir.  

 

Bahsetmeye değer bir diğer bulgu ise, metodoloji derslerinin öğretmen adaylarının 

bilişsel süreçleri üzerindeki etkisine dair bulgulardır. Öğretmen adayları, metodoloji 

derslerinin kendilerine pedagojik içerik bilgisi kazandırdığını belirtmişlerdir. Bu 

çalışmanın sonuçları, Kharlay vd.nin (2025) bulgularını doğrulamaktadır; bunlardan 

biri, öğretmen adaylarının teorik derslerden ziyade uygulamaya dayalı dersleri tercih 

etmeleridir. Bununla birlikte, mevcut çalışmada öğretmen adayları bu derslerin bazı 

eksikliklerini de sıralamışlardır. Demo derslerin sınıfların gerçekliğini yansıtmadığını, 

çünkü arkadaşlarının gerçek sınıflarında karşılaşacakları öğrencilerden farklı 

olduğunu belirtmişlerdir. Ayrıca, gruplar halinde çalışmak zorunda kaldıkları için dersi 

baştan sona kendileri anlatamadıklarını da ifade etmişlerdir. Numrich (1996) öğretmen 

adaylarının günlük kayıtlarını inceledikten sonra derslerin bireysel olarak 

öğretilmesinin gerekliliğini ortaya koymuştur. Mevcut çalışmadaki adaylar ayrıca 

profesörlerin beklentilerinin gerçekçi olmadığını da düşünmüşlerdir. Benzer şekilde, 

Utku Bilici (2024), söz konusu çalışmada bazı öğretmenlerin lisans programlarındaki 

ders planlarını “ütopik” olarak değerlendirdiğini bulmuştur. Gerçeklik ile öğretmen 

eğitimi programı arasındaki bu uyumsuzluk, özellikle stajlarına başladıklarında, 

öğretmen adaylarının zihinlerini zorlayabilir. Bu deneyimler, sınıf gerçekliğiyle 

karşılaştıklarında geçirdikleri bilişsel süreçlere ışık tutmak için yakından 

incelenmelidir. Öğretmen adaylığı eğitim programları, öğrenci öğretmenlerin bilişsel 

uyumsuzluk yaşamalarını önlemek için müfredatlarını tasarlarken bu pratik gerçekleri 

göz önünde bulundurmalıdır. 
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Bu çalışmanın ikinci araştırma sorusu, öğretmen adaylarının konuşma öğretimi 

hakkındaki bilişsel süreçleri üzerindeki öğretim deneyimlerinin etkisini 

araştırmaktadır. Gerçek sınıf deneyimi kazanmak, dil öğretmenlerinin bilişsel 

şemalarını değiştirebilir (Borg, 2006; 2015; Gökçe Baturlar, 2018; Gökçe & Keçik, 

2021; Öztürk & Gürbüz, 2017; Utku Bilici, 2024). Dil öğretmenleri, dil öğrenme 

deneyimleri ve mesleki eğitimleri yoluyla edindikleri önceden belirlenmiş inançlarla 

sınıflarına girerler ve bu inanç sistemi, inançlarını ve varsayımlarını test edebilecekleri 

sınıf deneyimi edindiklerinde birçok değişikliğe uğrayabilir (Cabaroglu & Roberts, 

2000). Benzer şekilde, Yuan ve Lee (2014), inançların istikrarlı yapılar olmadığını ve 

özellikle öğretmen adaylarının ilk sınıf deneyimini oluşturan uygulamalı eğitimde, 

bilişsel gelişimlerini desteklemek için öğretmen adaylarına açık ve destekleyici bir 

ortam sağlanması gerektiğini savunmaktadır. Bu çalışmadaki öğretmen adayları, 

üniversite düzeyindeki hazırlık okulu öğrencilerine konuşma öğretme fırsatı 

buldukları “Konuşma Kulübü” adlı bir projeye katıldılar. Birbirlerini gözlemlediler ve 

resmi olarak değerlendirilmediler. Derslerinde tam özerkliğe sahiptiler. Bu kulüpte 

edindikleri deneyimler, inançlarını çeşitli şekillerde değiştirdi. 

 

Örneğin, Nalan genç öğrencilere İngilizce öğrettiği için Konuşma Kulübü derslerinden 

önce konuşma öğretimi hakkında bazı önyargılara sahipti. Ancak, bu düşüncelerin 

yetişkin öğrencilerle işe yaramadığını fark ettiğinde şaşırtıcı bir farkındalık yaşadı. 

Yöntemlerini uyarlamak ve pedagojik bilgisini geliştirmek zorunda kaldı, böylece bu 

öğrencilerin ihtiyaçlarını daha iyi karşılayabildi. Diğer öğretmen adaylarının konuşma 

konusunda herhangi bir öğretmenlik deneyimi yoktu; ancak, yaptıkları dersler ve kendi 

dil öğrenme deneyimleri sayesinde konuşma öğretimi hakkında bazı önyargılar 

oluşturmuşlardı. Örneğin, Beril dil öğrenme deneyimlerinden yola çıkarak 

öğrencilerin çok fazla desteğe ihtiyaç duyacaklarını varsaydı; bu nedenle, etkinliklerini 

yoğun bir şekilde destekledi, bu da öğrenci dil üretimini sınırladı. 

 

Derinlemesine düşünme sayesinde, ikinci dersinde öğrencilere daha fazla özerklik 

vermeyi ve sınıftaki baskın öğretmen rolünden geri adım atmayı başardı. Berke ve 

Sevgi, konuşma için duygusal filtrenin düşürülmesi gerektiğine inanıyorlardı; sonuç 

olarak, ilişki kurmaya odaklandılar ve derslerinin eğlenceli yönüne daha çok önem 
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verdiler. Konuşmanın iskeleleme ve yapılandırılmış ders planlamasını gerektireceğini 

fark ettikten sonra, ikinci derslerinde daha yapılandırılmış yaklaşımlar benimsediler. 

Leyla, öğrencilerin tanıttığı dilbilgisi konusu hakkında daha fazla bilgiye sahip 

olacağını varsaymıştı. Bunu fark ettiğinde veya öğrenci çekingenliğiyle 

karşılaştığında, ilk dersinde öğretmen merkezli uygulamalara başvurdu. Ancak, akran 

yansıtması ve UHG’ler öğretmen öğrenimini hızlandırdı ve dilbilgisi odaklı bir 

yaklaşımdan iletişimsel bir yaklaşıma geçmeye çalıştı. Öğretmen adayları ikinci 

derslerinde bazı bilişsel değişiklikler gösterse de, beklenmedik sınıf olaylarına o kadar 

duyarlı değillerdi. Bu bulgu, Borg’un (2006) bulgusuyla tutarlıdır. Öğretmen 

adaylarının bilişsel süreçleri bölümlere ayrıktır ve bu nedenle daha az esnektir. Ancak, 

yansıtma yoluyla bilişsel mekanizmaları gelişebilir. Somuncu (2021), yansıtıcı 

uygulamanın öğretmen eğitiminin önemli bir unsuru olduğunu öne sürmektedir. Bu 

çalışma, öğretmen eğitiminde yansıtıcı uygulamanın entegrasyonuna duyulan ihtiyacı 

doğrulamaktadır. 

 

Bu çalışmanın literatürdeki bulguları destekleyen bir diğer bulgusu ise öğretmen 

adaylarının inançları ve sınıf içi uygulamaları arasındaki uçurumdur. Bazen ilk 

görüşmelerde açıkça belirttikleri görüşleriyle çeliştiler. Örnek olarak, Nalan ve Leyla 

doğruluktan ziyade akıcılığı savundular, ancak Leyla akıcılık etkinlikleri sırasında 

öğrencileri açıkça düzeltirken, Nalan öğrenciler konuşurken sözlerini kesti. İlki, hata 

kalıcılaşmasından korktuğu için böyle davrandığını belirtirken, ikincisi eylemlerini 

zaman sınırlamasına bağladı. Benzer şekilde, Borg (2015), dil öğretmenlerinin 

bağlamsal kısıtlamalar nedeniyle inançlarını uygulamaya koymakta zorlanabileceğini 

öne sürmektedir. Bağlamsal kısıtlamalar bir filtre görevi görür ve gözlem yoluyla 

edindikleri çıraklık döneminde derinden yerleşmiş öğretim uygulamalarını yeniden 

etkinleştirebilir (Lortie, 1975). Öğretmen biliş araştırmasının amacı, “iyi” öğretim 

yöntemlerini reçete etmek veya öğretmenlerin uygulamalarını eleştirmek değil, 

öğretmenlerin yansıtıcı uygulayıcılar olmalarına yardımcı olmak için bu derinden 

yerleşmiş alışkanlıklara ışık tutmak olmalıdır. 

 

Konuşma Kulübü’nden daha etkili olan bir diğer öğretim ortamı ise stajdı. Özellikle 

eğitimleri ile okul gerçekleri arasındaki “uyumsuzluğu” yönetmek için gerekli mesleki 

deneyime sahip olmadıkları için karşılaştıkları dış baskılar oldukça etkiliydi. Örneğin, 
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Sevgi sorunlu bir öğrenci grubuyla karşılaştı ve sınıf yönetimi sorunlarıyla nasıl başa 

çıkacağını bilmiyordu. Çoğu zaman anadilini kullanmak zorunda kaldı ve öğrencilerin 

davranış sorunları nedeniyle dersleri hiçbir zaman planladığı gibi gitmedi. Diğer 

adaylar bu kadar ciddi kısıtlamalar bildirmemiş olsalar da, gözlemlenmenin ve 

notlandırılmanın, kendi öğretmenlerinin yöntemlerine alışmış bir öğrenci grubuna ders 

vermeyle birleştiğinde, üzerlerinde büyük bir zihinsel baskı oluşturduğunu belirttiler. 

Ayrıca, zaman sınırlamaları ve bölüm beklentileri gibi ek bağlamsal kısıtlamaların 

işlerini daha da zorlaştırdığını eklediler. Bu bulgu, Numrich’in (1996) bulgularını 

yansıtmaktadır. Öğretmen adayları, staj sırasında yaşadıkları hayal kırıklıklarının 

bazıları olarak zaman yönetimi ve öğrencilerden ziyade kendilerine odaklanmayı 

belirtmişlerdir. Benzer bulgular, hizmet içi öğretmen çalışmalarında da bulunmuştur. 

Örneğin, Adem ve Berkessa (2022), öğretmenlerin bilişsel süreçlerini incelemiş ve 

öğretmenlerin sınıf gerçekleri nedeniyle beyan ettikleri inançlarını 

uygulayamadıklarını tespit etmiştir. Burada belirlenen tutarsızlık, Kerimoğlu ve Altun 

(2026) ve Garcia-Ponce ve Tagg (2020) tarafından belgelenen bağlamsal kısıtlamaları 

yansıtmaktadır. Bu çalışmada, öğretmen adayları Konuşma Kulübü’nde güçlü bir 

özerklik duygusuyla hareket ederken, uygulamalı eğitimde kısıtlı bir özerklik 

bildirmişlerdir. Bu durum, karşılaştıkları kısıtlamaları araştırmanın gerekliliğini 

vurgulamaktadır; çünkü bazı öğretmen adayları için Konuşma Kulübü’nde edindikleri 

bilgi, kısıtlı özerklikleri nedeniyle uygulamalı eğitim bağlamlarına aktarılabilirlik 

açısından bir miktar sınırlı kalmıştır. Bununla birlikte, Beril özerk bir duruş sergilemiş 

ve zorlukların üstesinden yansıma yoluyla gelmiştir. Bu bulguyla tutarlı olarak, Gökçe 

Baturlar (2018), özerklik ve bağımsızlığa sahip öğretmen adaylarının meseleleri kendi 

ellerine aldığını, bazı öğretmenlerin ise müfredatı ve yönetimi suçladığını ortaya 

koymuştur. Başka bir deyişle, öğretmenler kendi iradelerini kullandıklarında, bilişsel 

süreçleriyle daha uyumlu dersler verebilirler. 

 

Üçüncü soru, sosyal etkileşimlerin öğretmen adaylarının bilişsel süreçlerini nasıl 

etkilediğini araştırmaktadır. İlk olarak, geçmişteki dil öğretmenleri ve üniversite 

profesörleriyle etkileşimleri tarafından nasıl şekillendirildiğini incelenmiştir. İlkinin 

mevcut bilişsel süreçleri üzerinde daha güçlü bir etkisinin var olduğu, ancak bu etkiler 

genellikle olumsuz; başka bir deyişle, “tersine gözlem yoluyla çıraklık” (Moodie, 

2016), konuşma öğretimi hakkındaki bilişsel süreçlerini şekillendirmede daha etkili 
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olduğu bulunmuştur. Öncelikle, geçmişteki dil öğretmenleri ya konuşma etkinliklerini 

kasıtlı olarak atladılar ya da konuşma etkinliklerini performatif bir şekilde yaptılar. Bu 

nedenle, K-12 eğitimlerinde herhangi bir uzman modelini gözlemleme fırsatı 

bulamadılar. Beril, İngilizce öğretmenlerinin sınıfta çoğunlukla anadilini kullandığını 

ve bunun sözlü yeterlilik gelişimini engellediğine inandığını belirtti. Bu durum aynı 

zamanda dil eğitimine eleştirel bir bakış açısıyla yaklaşmasına ve sınıfta anadil 

kullanımını sorgulamaya başlamasına neden oldu. Benzer şekilde, Leyla, Nalan ve 

Sevgi de öğretmenlerinin çok sık Türkçe’ye döndüklerini belirttiler. Akranlarının 

öğretmenlerinin aksine, Berke'nin öğretmenleri sınıftaki herkesin her zaman İngilizce 

kullanmasında ısrarcıydı; ancak, bu uygulamanın kendisi üzerinde baskı yarattığını 

belirtti. Dil öğretmenlerinin bu gözlemleri onlar için anti-modeller oluşturdu. Her 

zaman İngilizce kullanmaya çalışacaklarını, ancak belirli koşullar altında anadillerini 

kullanmanın değerini de takdir ettiklerini ifade ettiler. Metodoloji ve pedagoji 

profesörleriyle etkileşim kurduktan sonra, bu öğretim uygulamalarına karşı daha 

yansıtıcı ve eleştirel oldular. Dil öğretmenleriyle yaşadıkları bir diğer olumsuz 

etkileşim ise açık hata düzeltmesiydi. Sevgi, öğretmenleri onu sert bir şekilde 

düzelttiğinde moralini bozuyordu. Bu duygusal deneyimler, onun öğretim 

uygulamalarına yansıdı. Bu bulgular, uzman gözlemlerinin önemini ve bunların 

öğretmen adaylarının zihinleri üzerindeki etkilerini vurguladıkları için Moodie (2016) 

ve Utku Bilici’nin (2024) bulgularını doğrulamaktadır. Bu nedenle, bu çalışma, 

geçmişteki dil öğretmenleriyle etkileşimlerin öğretmen adaylarının bilişsel süreçlerini 

şekillendirmede ne kadar etkili olabileceğini vurgulamaktadır.  

 

Ancak, K-12 öğretmenleriyle etkileşimleri her zaman olumsuz değildi. Öğretmen 

adayları ayrıca geçmişteki dil öğretmenleriyle olumlu etkileşimler yaşadıklarını da 

bildirdiler. Bazı öğretmenler sayesinde İngilizce öğretmeni olmaya teşvik edildiler. 

Leyla, ilkokul öğretmeninin sevgi sözcükleri kullandığını ve bu sayede derslerine 

katılmayı dört gözle beklediğini hatırladı. Öğretmeni ona öğretmen olmaya ve dünyayı 

gezmeye ilham verdi. Benzer şekilde, Sevgi'nin çok sevecen bir İngilizce öğretmeni 

vardı ve onun sayesinde İngilizce öğretmeni olmaya karar verdi. Berke ve Beril, bazı 

öğretmenlerini, öğrencilerine karşı sergiledikleri olumlu tutumlar nedeniyle rol 

modelleri olarak adlandırdılar; bu da Utku Bilici'nin (2024) bulgularını 

desteklemektedir. Bu aynı zamanda bilişin duygusal yönüne de işaret etmektedir; 
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Lantolf ve Swain (2019), bilim insanlarını bunları ayrı varlıklar olarak değil, aynı 

madalyonun iki yüzü olarak ele almaya çağırmaktadır. Sonuç olarak, bu çalışma, 

öğretmen adaylarının geçmiş öğretmenleriyle olan etkileşimlerinde duyguların rolünü 

vurgulamakta ve bunları birlikte incelemenin bu sosyal dinamikleri daha iyi 

aydınlatacağını savunmaktadır. 

 

Üniversite profesörleriyle olan etkileşimleri iki açıdan etkili oldu. Birincisi, bazı 

profesörleriyle yaptıkları görüşmeler ve onları gözlemlemeleri, Beril ve Leyla’nın 

akademide kariyer yapmalarına yol açtı. Dilbilim ve edebiyat gibi araştırma alanlarına 

ilgi duymaya başladılar. İkincisi, konuşma öğretimi hakkındaki bilişleri, metodoloji 

dersi veya Çocuklara Yabancı Dil Öğretimi dersi profesörlerinin sunumlarını 

gözlemleyerek şekillendi. Örneğin, Berke, ikincisinin öğretilerinin “öğretmen 

kimliğini şekillendirdiğini” iddia etti. Bu uzman gözlemlerinin ne kadar etkili 

olduğuna dair bir başka örnek de Konuşma Kulübü derslerinden verilebilir. Metodoloji 

profesörlerini gözlemleyerek öğrendikleri teknikleri ve etkinlikleri kendi sınıflarında 

uygulamaya çalıştılar. Vygotsky’nin sosyokültürel teorisi açısından bakıldığında, bu 

davranış, bir bağlamda edindikleri bilgiyi başka bir bağlama aktarmaya çalıştıkları 

için, üniversite profesörlerinin bilişsel süreçlerini etkilemedeki rolünü vurgulayan bir 

tür benimseme olarak görülebilir. Bu bulgu, Utku Bilici’nin (2024) bulgularıyla da 

uyumludur. Araştırmasında, akademisyenlerin etkisi dil öğretmeni bilişinin bir bileşeni 

olarak listelenmiştir. Üniversite profesörleri bu bağlamda öğretmen eğitimcisi olarak 

da adlandırılabileceğinden, bu bulgular Johnson’ın (2022) bulgularını yansıtmaktadır. 

Ayrıca, öğretmen adaylarının mesleki gelişiminde öğretmen eğitimcilerinin rolünü ve 

mentorluk uygulamalarını da vurgulamaktadır. Bu çalışmada öğretmen eğitimcileri, 

konuşma öğretimi hakkındaki bilişleri etkilemede çok önemli bir rol oynamaktadır. 

Sosyokültürel bir perspektiften bakıldığında, bu durum öğretmen eğitiminin, uzman-

acemi dinamiğinin ders kitaplarının çok ötesine uzandığı, derinlemesine sosyalleşmiş 

bir süreç olduğunu göstermektedir. Öğretmen adayları, profesörlerinin yöntemlerini 

taklit ederek ve benimseyerek, bu dışsal akademik etkileşimleri etkili bir şekilde 

içselleştirmiş ve bunları kendi uygulamaları için içsel bilişsel çerçevelere 

dönüştürmüşlerdir. Bu durum, bu ilişkilerin incelenmesinin, öğretmen adaylarının 

uygulamalarının ardındaki bilişsel süreçleri nasıl aydınlatabileceğini göstermektedir.  
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Üçüncü sorunun bir alt başlığı, staj gözetmenlerinin ve mentor öğretmenlerin, 

öğretmen adaylarının konuşma öğretimi hakkındaki bilişsel süreçleri üzerindeki 

etkisini araştırmaktadır. Konuşma öğretimi hakkındaki bilişsel süreçler, konuşma ve 

gözlemler yoluyla şekillenmiştir. Bununla birlikte, staj mentorlarıyla olan sosyal 

etkileşimler, yani mentor geri bildirimi ve gözlemler, konuşma öğretimi hakkındaki 

bilişsel süreçlerini şekillendirmede etkili olmamıştır; çünkü çoğu konuşma dersi 

vermemiş ve dolayısıyla bu konuda herhangi bir geri bildirim almamıştır. Gözlemler 

açısından, mentorlar yetenekli öğretmenler ise, onlardan bazı şeyler öğrenmişlerdir; 

ancak çoğu staj okulunda mentorlar ya konuşma etkinliklerini yüzeysel olarak yapmış 

ya da tamamen atlamışlardır. Dahası, bazen öğretmen adaylarının inançlarıyla çelişen 

uygulamalar önermişlerdir. Beril'in durumunda, ikinci staj mentoru, iş yükünü 

hafifletmek için ana diline geçmesini önermiştir, ancak Beril bu geri bildirime karşı 

çıkmıştır çünkü bu, dil öğretimi felsefesiyle çelişmektedir. Benzer şekilde, Nalan'ın 

mentoru, etkileşimli öğrenci eşleştirme etkinliklerinin uzun sürmesi nedeniyle bu 

etkinlikleri beğenmemiştir. Mentor, bu eşleştirme etkinliklerini “zaman kaybı” olarak 

nitelendirdi. Ancak Nalan bu yoruma katılmadı ve stajın sonuna kadar bu etkinlikleri 

kullanmayı bırakmak zorunda kaldı. Bu geri bildirimi içselleştirmedi, ancak 

kendisinden isteneni yapmak zorunda kaldı. Cabaroglu ve Roberts (2000) bu tür 

değişimi sahte değişim (pseudo change) olarak sınıflandırıyor. Öğretmen adayı, 

etkinliğinin etkili olmadığına ikna olmuş gibi davranmak zorunda kaldı. 

 

Mentorlarından aldıkları geri bildirim, bazı durumlarda diyalogsal arabuluculuktan 

çok uzaktı. Mentorlarını pasif bir şekilde dinlediklerini ifade ettiler. Örneğin, Nalan’ın 

mentoru, etkileşimli eşleştirme etkinliklerini zaman kaybı olarak nitelendirdi ve Nalan 

buna katılmadı. Etkinlik seçiminin ardındaki gerekçeyi açıklama şansı verilmediğini 

belirtti. Berke, mentoru hakkında olumsuz bir şey söylemese de, mentorunun 

derslerine genel geri bildirim verdiğine inanıyordu. Mentoru sadece “İyiydin!” gibi 

ifadeler kullandı. Mentorlarından çok şey öğrenmediğini, daha çok kendi öğretim 

deneyimlerinden öğrendiğini belirtti. Bu bulgu, Şahin’in (2023) bulgularını 

doğrulamaktadır; zira o çalışma da stajda yeterli mentor geri bildiriminin eksikliğini 

vurgulamaktadır. Benzer şekilde, Bekereci-Şahin ve Gürbüz’e (2022) göre, 

mentorların geri bildirim oturumlarının eleştiri oturumlarına dönüştüğü ve öğretmen 
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adaylarının güçlü yönlerinin yüzeysel olarak ele alındığı, bunun da öğretmen 

adaylarının cesaretini kırdığı tespit edilmiştir. 

 

Benzer şekilde, Nguyen (2023), mentorların, öğretmen adaylarının pasif dinleyiciler 

olduğu monolog geri bildirimi tercih ettiğini bulmuştur. Johnson (2022), öğretmen 

adaylarının bilişsel süreçlerini etkili bir şekilde etkilemek için Vygotskyci bir yaklaşım 

olan arabuluculuk olarak mentorluk önermektedir. Mevcut çalışma ayrıca, Karaman 

vd. (2019) ile de uyumlu olarak, mentorların diyalojik arabuluculuk/geri bildirim 

uygulamaları konusunda eğitilmesinin önemine işaret etmektedir. 

 

Mentorlarla etkileşimler bazen sınıfın ötesine geçmiştir. Staj mentorlarıyla yaptıkları 

gayriresmi konuşmalar, bazen devlet okullarında nelerin mümkün olduğunu 

belirlemiştir. Örneğin, Sevgi, paylaştıkları sınıftaki yaramaz öğrenciler hakkında 

mentoruyla bazı konuşmalar yapmıştır. Mentor, onun öğretmen olma konusundaki 

endişelerini ve korkularını pekiştirmiştir. Bu örnek, mentorlarla yapılan bu gayriresmi 

konuşmaların ne kadar etkili olabileceğini göstermektedir; bu nedenle, mevcut 

çalışma, öğretmen adayları için daha iyi mentorluk uygulamaları sağlamanın ve 

mentorları daha iyi yönlendirmek üzere seçmenin ve eğitmenin önemini 

vurgulamaktadır. Mutlu-Gülbak (2023) ayrıca, çalışmasında öğretmen adayları 

tarafından bildirilen bazı olumsuz geri bildirim uygulamaları nedeniyle, mentorların 

pedagojik içerik bilgisi ve geri bildirim uygulamaları açısından kendilerini 

geliştirmeleri için eğitim verilmesini önermektedir. 

 

Öte yandan, staj danışmanları, bilişsel süreçlerini diyalog yoluyla aktarmışlardır. 

Öğretmen adayları, onları meslektaşlarından daha bilgili olarak gördükleri için, staj 

danışmanlarından daha etkili olmuşlardır. Örneğin, Nalan bir sonraki dersi için staj 

danışmanının geri bildirimini dikkate alırken, staj danışmanının geri bildirimini göz 

ardı etmiştir. Ancak, konuşma öğretimi hakkındaki bilişsel süreçleri açısından da o 

kadar etkili olmamışlardır. Öğretmen adaylarının stajları sırasında konuşma odaklı 

dersler verme konusunda minimal deneyimleri olmuş ve bu da bu alanda yapıcı geri 

bildirim eksikliğine yol açmıştır. Bu, alandaki daha geniş bir boşluğu yansıtmaktadır; 

Wang ve Zhang (2024), konuşma öğretimi ile dil öğretmeni bilişi arasındaki bağlantıyı 

inceleyen az sayıda çalışma olduğunu belirtmektedir. Mevcut çalışmada, katılımcıların 
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bu alandaki sınırlı deneyimi veri toplama sürecini zorlaştırmış ve böylece öğretmen 

eğitim programındaki kritik bir eksikliği ortaya çıkarmıştır. 

 

Öğrencilerle etkileşimlerin bilişsel süreçlerini etkilemesinin bir diğer yolu da 

iskeleleme (scaffolding) yoluyla olmuştur. Öğretmen desteği olmadan İngilizce 

öğrenirken kendi başlarına hareket etmek zorunda kalan öğretmen adayları, 

öğrencilerin buna ihtiyaç duyduğuna inanarak, öğretmen konuşmaları ve dijital araçlar 

aracılığıyla öğretimlerini yoğun bir şekilde iskelelemişlerdir. Ancak, Konuşma Kulübü 

bağlamında, öğrencilerin stajyer öğrencilerden daha özerk oldukları için bunun o kadar 

gerekli olmadığını görmüşlerdir. Farklı seviyelerdeki ve yaş gruplarındaki öğrencilerle 

etkileşim, bilişsel çerçevelerinin geliştirilmesi açısından faydalı olmuştur. Örneğin, 

genç öğrencilerle olumsuz etkileşimleri olan Nalan, yetişkin öğrencilerle baskınlık 

kurmaya çalışmıştır; ancak yetişkin öğrenciler çok iyi davrandıkları için bunun 

gereksiz olduğu ortaya çıkmıştır. Bilişsel yapısını bu öğrenci profiline göre ayarlamak 

zorunda kalmıştır. Benzer bir bağlamda, Johnson vd. (2025), bilişsel arabuluculuk ve 

gelişim için başkalarıyla etkileşimin önemini vurgulamaktadır. Bu çalışma da bu 

etkileşimlerin bilişsel süreçler için kritik büyüme noktaları sağlayabileceğini 

vurgulamaktadır.  

 

Öğretmen adaylarının bilişsel süreçlerinde değişim yaratan bir diğer etkileşim biçimi 

ise hata düzeltmeydi; bu hem bir öğretim pratiği hem de anlamın diyalojik bir 

müzakeresi olarak değerlendirilebilir. Vygotskyci sosyokültürel bir bakış açısıyla, 

konuşma etkinlikleri sırasında hata düzeltme, yalnızca düzeltici bir dilsel araç olarak 

değil, hem öğrenci hem de öğretmen bilişini şekillendiren dinamik bir sosyal etkileşim 

olarak kavramsallaştırılabilir. Bu diyalojik alanda, hata düzeltme, birlikte oluşturulan 

bir iskele görevi görür. Ancak bu çok nadirdi. Öğretmen adayları, ya yaşadıkları 

deneyimler, eğitim eksikliği ya da öz yeterlilik inançları nedeniyle öğrencileri 

düzeltmekten kaçındılar. Buna karşılık, Li’nin çalışmasında (2024), acemi öğretmen 

geri bildirimi hem kendisi hem de öğrencileri için bir öğrenme aracı olarak kullandı 

ve geri bildirimi yalnızca bir düzeltme aracı olarak görmedi. Bu zihniyet ve 

öğrencileriyle performansları hakkında yaptığı konuşmalar, bilişsel süreçlerini 

geliştirdi. Sonuç olarak, bu çalışma kritik bir pedagojik açığı ortaya koymaktadır: öz 

yeterliliği geliştirmeye yönelik açık bir eğitim olmadan, öğretmen adaylarının hata 
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düzeltmeyi işbirlikçi bir öğrenme aracı olarak görmeleri olası değildir. Dolayısıyla, 

bilişsel süreçleri dinamik, sosyal olarak aracılık edilen uygulama yoluyla 

dönüştürülmek yerine, geçmiş kaygılarıyla sınırlı kalmaktadır. 

 

Öğretmen adaylarının bilişsel süreçlerinde değişim yaratan bir diğer etkileşim biçimi 

ise öğrencilerin hatalarını düzeltme uygulamalarıydı. Bunlar hem bir öğretim 

uygulaması hem de anlamın diyalojik bir müzakeresi olarak değerlendirilebilir. 

Vygotskyci sosyokültürel bir bakış açısıyla, konuşma etkinlikleri sırasında hata 

düzeltme, yalnızca düzeltici bir dilsel araç olarak değil, hem öğrenci hem de öğretmen 

bilişini şekillendiren dinamik bir sosyal etkileşim olarak kavramsallaştırılabilir. Bu 

diyalojik alanda, hata düzeltme, birlikte oluşturulan bir iskele görevi görür. Ancak bu 

çok nadirdi. Öğretmen adayları, ya yaşadıkları deneyimler, eğitim eksikliği ya da öz 

yeterlilik inançları nedeniyle öğrencileri düzeltmekten kaçındılar. Buna karşılık, 

Li’nin çalışmasında (2024), acemi öğretmen geri bildirimi hem kendisi hem de 

öğrencileri için bir öğrenme aracı olarak kullandı ve geri bildirimi yalnızca bir 

düzeltme aracı olarak görmedi. Bu zihniyet ve öğrencileriyle performansları hakkında 

yaptığı konuşmalar, bilişsel süreçlerini geliştirdi. Sonuç olarak, bu çalışma kritik bir 

pedagojik açığı ortaya koymaktadır: öz yeterliliği geliştirmeye yönelik açık bir eğitim 

olmadan, öğretmen adaylarının hata düzeltmeyi işbirlikçi bir öğrenme aracı olarak 

görmeleri olası değildir. Dolayısıyla, bilişsel süreçleri dinamik, sosyal olarak aracılık 

edilen uygulama yoluyla dönüştürülmek yerine, geçmiş kaygılarıyla sınırlı 

kalmaktadır. 

 

Üçüncü araştırma sorusunun araştırdığı bir diğer nokta da akranlarla sosyal 

etkileşimlerin öğretmen adaylarının bilişsel süreçleri üzerindeki etkisini 

incelemektedir. Analize göre, bu tür etkileşim, bilişsel çerçevelerini etkileme açısından 

üçüncü en etkili faktördür. Ancak, olumlu etkiler açısından ikinci sırada yer almaktadır. 

Bu çalışmada, öğretmen adayları akranlarıyla bir Deneyim Topluluğu (Wenger, 1998) 

oluşturmuştur. Bu Deneyim Topluluğu aracılığıyla, işbirlikçi diyalog, akran geri 

bildirimi ve gözlemler yoluyla bilişsel süreçlerini paylaşmışlardır. Akran geri bildirim 

oturumlarında, birbirlerinin sınıf uygulamaları üzerine düşünmüşler ve diyalog 

yoluyla akranlarının yakınsal gelişim alanlarının (Vygotsky, 1978) ilerlemesine 
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yardımcı olmuşlardır. Başka bir deyişle, obuchenie (Vygotsky, 1987) yoluyla, 

akranlarının derslerini gözlemleyerek ve bunlar üzerine düşünerek öğrenmişlerdir. 

 

UHG’lere göre, bu gözlemler ve ardından gelen yansıtma oturumları, öğretimdeki en 

iyi uygulamaları ve yaygın tuzakları belirlemelerine yardımcı olmuştur. Bu nedenle, 

profesyonel bir öğrenme topluluğu olarak bir işbirlikli gelişim alanına (Vishalache & 

Claiborne, 2012) sahip oldukları ve aynı nihai hedef için çabaladıkları, yani ortak 

mesleki gelişim için çalıştıkları ileri sürülebilir. Bazıları Konuşma Kulübü dışında da 

fikir alışverişinde bulunmaya devam etti; başka bir deyişle, işbirlikleri bu bağlamın 

ötesine geçti. Xu ve Wang (2023), öğretmenlerin bilişsel süreçlerinde bir değişimi 

katalize etmek açısından akran işbirliği ve yansıtmanın şart olduğunu savunmaktadır. 

Mevcut çalışma, diğer bazı çalışmalarla birlikte (Acar vd., 2023; Aktekin, 2019; 

Somuncu, 2021), öğretmenlik doğası gereği sosyal bir meslek olduğu için, öğretmenler 

için daha yansıtıcı ve işbirlikçi bir mesleki gelişim biçimi çağrısında bulunmaktadır. 

 

Ancak, akran etkileşimleriyle ilgili ortaya çıkan önemli bir bulgu, bilişsel 

gelişimlerinin akran geri bildirimine açıklıklarıyla doğrudan paralel olmasıydı. Örnek 

vermek gerekirse, Nalan, kişiliği nedeniyle akran geri bildiriminin değerini kabul 

ederken, buna direndi. Üniversite profesörlerinin geri bildirimlerini daha kolay kabul 

etti. Başka bir deyişle, bilişsel yapısı yatay arabuluculuğa dirençliydi ancak dikey 

arabuluculuğa daha duyarlıydı, çünkü danışmanlarını akranlarından daha bilgili olarak 

görüyordu. Bu bulgu, İnce’nin (2016) bulgularını yansıtıyor çünkü o çalışmada 

akranlar bazen akran geri bildirimine direniyordu. Bununla birlikte, bu çalışmadaki 

diğer öğretmen adayları, Xu ve Wang’ın (2023) bulgularına benzer şekilde, akran geri 

bildirimi hakkında çok olumlu görüşlere sahipti. Bu nedenle, potansiyel sürtüşme 

nedeniyle bu araçtan kaçınmak yerine, akran geri bildirimini dil öğretmenliği eğitim 

programlarına entegre etmek ve öğretmen adaylarının zihinleri üzerindeki etkilerini 

araştırmak son derece faydalı olabilir, çünkü bu, öğretmen adaylarının geri bildirimi 

bir eleştiri olarak görmekten, onu mesleki gelişim için işbirlikçi bir araç olarak 

tanımaya yönelik algılarını değiştirmeye yardımcı olur. 

 

Sonuç olarak, bu çalışmanın bulguları göz önüne alındığında, akranlarla sosyal 

etkileşimlerin bilişsel gelişim açısından birçok yönden etkili olabileceği söylenebilir. 
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Bu akran yansıtma oturumları, bilişsel ve duygusal arabuluculuk için bir alan 

oluşturmuş ve diyalojik arabuluculuk yoluyla birbirlerinden öğrenmelerine olanak 

sağlamıştır. Bilişsel çatışmalar yaşadıklarında bile, bunları çözmek için aktif olarak 

çaba göstermişlerdir. Bu işbirlikçi alan, staja kıyasla daha az tehdit edici, düşük kaygılı 

bir ortam sunduğu için, kendi bilişsel süreçlerini özgürce keşfetme fırsatı bulmuşlardır. 

Özetle, akran işbirliği ve yansıtmanın, öğretmen adaylarının öğretmenlik eğitimleri 

sırasında bilişsel gelişimleri için kritik öneme sahip olduğu söylenebilir. 

 

5. Sonuç  

 

Metodolojik olarak, bu çalışma öğretmen biliş araştırmalarında tek noktalı, statik veri 

toplama yönteminden uzaklaşmanın gerekliliğini vurgulamakta ve bütünsel, 

uzunlamasına ve çok katmanlı nitel bir yaklaşımı savunmaktadır. Yarı yapılandırılmış 

görüşmeleri, UHG’ler, sınıf gözlemleri ve akran yansıtma oturumlarının kayıtlarıyla 

birleştirerek, bu araştırma öğretmen bilişinin mikrogenetik gelişimini gerçek zamanlı 

olarak yakalamıştır. 

 

Beş haftalık gönüllü Konuşma Kulübü’nün dahil edilmesi, dil öğretmenliği eğitimi 

alanı için özellikle önemli bir metodolojik çıkarım sağlamaktadır. Geleneksel 

uygulamalı eğitimin yanında paralel, düşük riskli bir öğretim alanı oluşturarak, bu 

tasarım araştırmacının kurumsal kısıtlamanın etkisini öğretim özerkliğinden 

ayırmasına olanak tanımıştır. Bu kulüp içindeki akran yansıtma ve UHG oturumları 

aracılığıyla üretilen yoğun, yansıtıcı veriler, kendiliğinden verilen öğretim kararlarının 

ve anlık düşünmenin yakalanmasının, muhtemelen yüksek düzeyde yapılandırılmış, 

değerlendirilmiş öğretim uygulamalarından daha fazla, gerçek inanç sistemlerine dair 

zengin içgörüler sağladığını göstermektedir. Bu nedenle, dil öğretmenliği eğitimine 

yönelik gelecekteki araştırmalar, öğretmenlerin özerkliğini ve bilişini, resmi kurumsal 

notlandırmanın bozucu etkilerinden arındırarak yakalamak için bu özerk öğretim 

ortamlarını kasıtlı olarak içeren metodolojiler tasarlamalıdır. 

 

Bu çalışmanın bir diğer çıkarımı da, öğretmen adayları için daha fazla öğretim fırsatına 

duyulan ihtiyaç olabilir. Mevcut çalışmadaki öğretmen adayları, gerekli teorik öğretim 

bilgisine sahip olduklarını belirtmelerine rağmen, tekrar tekrar daha fazla öğretim 
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fırsatı talep ettiler. Öğretmen adaylığı eğitim programları, öğretmen adaylarının 

anlamlı deneyim kazanabileceği daha fazla öğretim fırsatı sunabilir. Hazırlık okulu 

olan üniversiteler, hazırlık okulu öğrencilerine sözlü beceriler öğretmek için gönüllü 

öğretmen adaylarını kullanabilir. Bu iki tarafla konuşma kulüpleri oluşturmak 

karşılıklı faydalar sağlayabilir. Başka bir deyişle, akranlarından ve profesörlerinden 

oluşan bir Deneyim Topluluğu (Wenger, 1998) kurmak, konuşma öğretimi hakkındaki 

bilişlerini etkileme açısından faydalı olabilir. Öğretmen adayları konuşma öğretiminde 

deneyim ve özgüven kazanırken, hazırlık okulu öğrencileri de sözlü yeterliliklerini 

geliştirir. Bu tür bir kulüp, düşük kaygı ortamı nedeniyle başarı getirebilir. Öğretmen 

adayları notlandırılmadıkları için sınıfta daha özgür ve rahat bir şekilde performans 

sergileyebilirler. Ayrıca, öğretmenler onları notlandırmayacakları veya 

performanslarını yargılamayacakları için öğrenciler de kendilerini daha rahat 

hissedebilirler. 

 

Dahası, bu çalışma, dil öğretmeni öğreniminde akran geri bildiriminin kullanımının 

önemini vurgulamaktadır. Öğretmen adaylarının birbirlerinden öğrenmelerini 

sağlayacak daha fazla araç ve ortam sunabilecek öğretmen yetiştirme programları 

mevcuttur. Örneğin, mikro öğretimlerden sonra, öğretmen adayları birbirlerine yapıcı 

geri bildirim verebilir ve işbirlikçi diyalog yoluyla birbirlerinin bilişsel süreçlerine 

aracılık edebilirler. Gelecekteki meslektaşlarıyla olan etkileşimleri, sınıfta düşünme ve 

hareket etme biçimlerini olumlu yönde etkileyebilir. Ek olarak, öğretmen adayları 

derslerinin videolarını izlemenin ve bunlar üzerinde düşünmenin faydalarından da 

bahsetmişlerdir. Bu nedenle, video tabanlı yansımalar, öğretmen yetiştirme 

programlarının ayrılmaz bir parçası haline gelebilir. 

 

Bu çalışma, bulgularını analiz etmek için Vygotskyci sosyokültürel bir bakış açısı 

kullanmıştır. Bunu yaparak, dil öğretmeni bilişi ve onu etkileyen deneyimler, sosyal, 

kurumsal ve ulusal bağlamlar içinde incelenmiştir. Ayrıca, öğretimin içsel, duygusal 

ve işbirlikçi sürecini de yakalamıştır. Öte yandan, Bronfenbrenner’in (1977; 1979) 

çerçevesini dış çevre katmanları arasındaki dinamikleri daha iyi anlamak için 

uygulamak daha fazla içgörü sağladı. Mikro düzeyde, sosyal etkileşimlerin ve öğretim 

deneyimlerinin öğretmen adaylarının bilişsel süreçlerini etkilediği, mezo düzeyde ise 

üniversite ve staj okulları gibi kurumların bilişsel süreçlerini farklı bir şekilde 
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etkilediği bulundu. Makro düzeyde ise ulusal standartlaştırılmış testler ve dil eğitimi 

politikaları gibi genel etkiler, bilişsel süreçlerinin yanı sıra uygulamaları üzerinde de 

etkili oldu. Bu nedenle, bu bakış açılarını dil öğretmeni bilişsel araştırmalarına 

uygulamak, öğretmenlerin içsel psikolojik değişimlerini ve uygulamalarını 

şekillendiren ve onlardan etkilenen karmaşık çevresel katmanları da kapsayan 

bütünsel, çok boyutlu bir çerçeve sağlamak açısından faydalı olabilir. 

 

Son olarak, bu çalışmadaki öğretmen adayları, staj okullarının gerçekleri ile üniversite 

bölümlerinin beklentileri arasındaki uyumsuzluktan bahsettiler. Bu nedenle, öğretmen 

eğitimcileri, bir adayın resmi eğitimi ile gelecekteki sınıf gerçekleri arasındaki 

kopukluğu açıkça ele almalıdır. Öğretmen yetiştirme programları, konuşma öğretimini 

idealize edilmiş bir ortamda sunmak yerine, adayları devlet okulu ortamlarının makro 

bağlamsal kısıtlamalarına uygun başa çıkma mekanizmaları ve uyum stratejileriyle 

donatmalıdır.  
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