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ABSTRACT

EXPLORING PRE-SERVICE EFL TEACHERS’ COGNITIONS ABOUT
TEACHING SPEAKING: A MULTIPLE-CASE STUDY

UNAL YILMAZ, Hamide Nur
Ph.D., The Department of English Language Teaching
Supervisor: Assoc. Prof. Dr. Betil EROZ

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

iv



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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INGILIZCEYI YABANCI DiL OLARAK OGRETECEK OGRETMEN
ADAYLARININ KONUSMA OGRETIMINE YONELIK BILISLERININ
INCELENMESI: COKLU DURUM CALISMASI

UNAL YILMAZ, Hamide Nur
Doktora, ingiliz Dili Ogretimi BSliimii
Tez Yoneticisi: Dog. Dr. Betil EROZ

Temmuz 2026, 258 sayfa

Ogretmen bilisi, 5gretmenlerin ne bildiklerini, neye inandiklarini ve ne diisiindiiklerini
ifade eder (Borg, 2006). Dil egitimi baglaminda bu bilisler 6gretimsel kararlarin ve
siif i¢i uygulamalarin sekillenmesinde kritik bir rol oynamaktadir. Bu nitel ¢oklu
durum caligmasi, bes Ingilizce Ogretmen adaymnm konusma ogretimine ydnelik
inanglarini, kavramsal anlayislarimi ve pedagojik bilgilerini ve bunlarin 6gretmen
egitimi ile staj deneyimleri siirecinde nasil gelistigini incelemektedir. Calismanin
verileri, yar1 yapilandirilmig goriigmeler, uyarilmis hatirlama goriismeleri ve yansitma
yazilarindan elde edilmisti. Temel metodoloji derslerini tamamlamis olan
katilimcilarla, ticlincii siniflarinin sonunda, dil 6grenme ge¢misleri, 6gretmen egitimi
deneyimleri ve konusma Ogretimine yonelik inanglart hakkinda goriismeler
yapilmistir. Dordiincii sinifin baginda katilimcilar, orta diizeydeki 6grencilere konugma
dersi verdikleri, akranlarmi go6zlemledikleri ve akran yansitma oturumlarina
katildiklar1 bes haftalik bir “Konusma Kuliibii” projesinde yer almislardir. Derslerden
sonra, Ogretimsel kararlarin1 ve bunlarin arkasindaki temel gerekgeleri incelemek

amactyla uyarilmig hatirlama goriismeleri gergeklestirilmistir. Son simiflariin
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sonunda yapilan yar1 yapilandirilmis goriismelerde ise katilimcilarin, konusma
Ogretimine yonelik inanglarini, varsayimlarini ve pedagojik muhakemelerini yeniden
sekillendirmek ic¢in staj deneyimlerini ve Ogretmen egitimi siireglerini nasil
sentezledikleri arastirilmistir. Bir yillik bir siire zarfinda yiiriitiillen bu ¢alisma,
katilimcilarin konusma 6gretimine iligkin bilislerin sosyal etkilesimler ve kendi dil
ogrenme gecmislerine yonelik yansitmalari araciligiyla nasil gelistiginin zaman iginde
izlenmesine olanak tanimistir. Veriler, Borg’un (2006) cercevesi ve sosyokiiltiirel
perspektif bir arada kullanilarak analiz edilmis; boylece 6gretmen adaylarinin biligsel
yapilarinin etkilesim, yansitma ve pedagojik uygulamalara katilim yoluyla nasil
olustugu ve nasil yeniden sekillendigi incelenmistir. Bulgular, 6gretmen adaylarinin
bilislerinin sosyal olarak yapilandirilmis ve uygulama odakli 6gretmen egitimi

deneyimleri araciligiyla giiclendigini ve gelistigini gostermektedir.

Anahtar Kelimeler: Ogretmen bilisi; hizmet dncesi 6gretmenler, konusma becerisinin

Ogretimi; 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. Tiirkiye is one of
these countries. The Ministry of National Education in Tiirkiye (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. Tlrkiye 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; Ozmat & Senemoglu, 2021;
Tirkiye Ekonomi Politikalar1 Arastirma Vakfi [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

(Kerimoglu & Altun, 2026; Yanik & Unal, 2025). All these studies highlight the



insufficient focus on oral proficiency. Language education in Tiirkiye 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 Bakirci (2010) conducted a comprehensive analysis of issues
in Tiirkiye’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 Tiirkiye 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. Kabaday1 (2013)
conducted a study on the professional development needs of one hundred EFL
instructors at a state university in Tirkiye, 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 Tiirkiye. On paper, this should not

be the case since MoNE explicitly promotes a communicative approach to language



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 Tiirkiye. 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
Tiirkiye 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,
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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, Cagatay (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.



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
Tirkiye 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 (Oztiirk & Giirbiiz, 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). Tiirkiye
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; Ozmat & Senemoglu, 2021). Another study
that points out the shortcomings of teaching speaking in Tiirkiye 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 Ttirkiye, it
1s 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 Tlirkiye, and this state university is a very well-
known one in Tiirkiye. 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 (Y1ilik & Tanriverdi Koksal, 2026).

Similarly, Kamali (2012) also claimed that despite years of studying, the university’s
students still had problems speaking in English. Lozovska-Giines (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.



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, Dagtan and Cabaroglu
(2021) investigated the oral competence of ELT students through a nationwide survey
and found that they did not feel competent in speaking. More recently, Yildiz 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, Oztiirk and Aydm (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



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. Ortagtepe Hart and Aydinli (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



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, Pinar et al. (2021) investigated the
influences of teacher learning in Tiirkiye and found that cognition and emotion play
the biggest role compared to the other influences, which warrants further investigation

of these two concepts.
14. 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, Ortactepe Hart and Aydinli (2023) suggest employing a
sociocultural lens in the EFL studies in Tiirkiye 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 Tiirkiye reveal that there is avoidance
when it comes to longitudinal studies (Koksal & Razi, 2011; Aydinli & Ortagtepe,
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 Tiirkiye 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 (Ozmat & Senemoglu, 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 Tiirkiye for a long time (Ozmat &
Senemoglu, 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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CHAPTER 2

LITERATURE REVIEW

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

Geoftrey (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 beliet” (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; Ozmen, 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, 20006).

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 Understanding learners’  cognitive,
Characteristics 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. Schon (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.

Personal history and specific May impact on existing
experience of classrooms which cogriitions thouwgh, especially
define preconceptions of wihen unacknowledged, these may
education (iLe. teachers, teaching) it fts fmpact
+ -

[ Schooling J—h[ Professional Coursework ]
Beliefs, knowledge, About teaching. teachers,
theormes, attitudes, LANGUAGE leamers, learmning.

assumptions, TEACHER subject matter, curricula,
conceptions, COGNITION materials, activities, salf
principles, thinking, colleagues, assessment,
decision-making context
Contextual l Factors

including practice teaching

[ Classroom Practice J

w w

Around and inside the classroom, Defined by the interaction of
context mediates cognitions and cognitions and contextual factors. In
practice. May lead to changes in turm, classroom expernence influences
cognitions or create tension betwesen cognitions unconscioushy andfor
cogritions and classroom practices through conscious reflection

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;
Gokge 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

32



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 & Bardakei, 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 Ozdemir (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; Kerimoglu & 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; Dogaruni, 2015; Oztiirk &
Giirbiiz, 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-Agulld’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; Cimen & Daloglu, 2019; Ekog, 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 Ekog¢’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 (L1, 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
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“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:

e Social interaction and mediation with mentors, colleagues, and students, which
scaffolds teachers’ learning and belief development,

e (ultural and institutional contexts and artifacts, such as curriculum guidelines,
textbooks, school policies, and professional norms, which shape what counts
as legitimate teaching knowledge,

e Teacher talk or inner speech, which facilitates the inner thinking of teachers,

e Participation in communities of practice, where teachers negotiate meaning and
internalize professional values,

e 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-Giilbak (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-Sahin and Giirbiiz’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, Sahin (2023) conducted a systematic review of practicum-related
articles in Tiirkiye 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. Ozkanal and Yiiksel (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-Sahin & Glirbiiz, 2022; Karaman et al., 2019;
Kirmiz1 & Mutlu-Giilbak, 2025). However, in Tiirkiye, 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 (Ertugrul Seger &
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Erisen, 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. ince (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 & Bardake1, 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
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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 (Cimen & Daloglu, 2019; Yiiksel & Basaran, 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

Tiirkiye 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 (Gokce & Kegik, 2021; Ozmen, 2012; Oztiirk & Giirbiiz, 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 Ozmen’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 Giirbiiz and Oztiirk (2017).
Giirbiiz and Oztiirk (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 Ozmen’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 Cimen and Daloglu (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”
(Rakicioglu-Soylemez, 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 Celik (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 Yiiksel and Basaran (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).

Yagiz (2018), on the other hand, tried to pair questionnaires with direct classroom
observations . Yagiz 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
Tiirkiye. Kiymaz (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 Kiymaz (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, Gokce
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, Gokge 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 (Gokge Baturlar, 2018). On the other end, more
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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 Gokg¢e 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-Agull6
(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-Agull6 (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 (Dornyei, 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 (L1, 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

Participants Age High School Type Prep. Study Language Teaching
School Abroad  Experience
Beril (F) 22 Anatolian High School  Yes Yes Tutoring
(Language Track)
Berke (M) 24 Anatolian High School =~ No Yes None
(Science Track)
Leyla (F) 21 Anatolian Teacher No Yes None
Education High School
(Language Track)
Nalan (F) 22 Anatolian High School =~ No No Tutoring + other
(Language Track)
Sevgi (F) 22 Anatolian Teacher Yes No None
Education High School
(Language Track)

Note. Pseudonyms have been used for teachers.
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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

I+ Semi- Classroom Reflection  Peer Stimulated 2" Semi-

@ Structured Observations  Papers Reflection Recall Structured

§_ Interviews (October- (October (October- Interviews Interviews
S (May 2023) November 2023-April  November (October- (May

5 2023) 2024) 2023) November 2024)

- 2023)
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 S* 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 Gokge 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, 20006).

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; Er6z-Tuga, 2013; Balik¢1 & Atas, 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 aftfected 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

Week 1 Week 2 Week 3 Week 4 Week 5

30.10.2023 06.11.2023 13.11.2023 20.11.2023 27.11.2023

R 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

67



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 Goénen, 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 Reflection papers
teachers wrote reflection

papers about their classes

after the reflection

session, and they were Semi-structured
also interviewed about 1nterviews

their practicum

experiences.

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 (Dornyei, 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
etal., 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.

Familiarizing Yourself |:> Coding :> Generating Initial
with the Dataset Themes
. Refining, Defining, and Developing and
Writing Up <:| Naming Themes <:: Reviewing Themes

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.

In-Depth Portrait of Cases

Case Case Within-Case Cross-Case Assertions
Context Description Theme Theme and
| | Analysis Analysis Generalizations
Case 1 Case 2 Case 3 Cased4 Case5 Lo
e ase e Similarities Differences
Casel Case 2 Case 3 Case4 Case5

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 Tiirkiye. 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
Tiirkiye 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
Tiirkiye. 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 [ 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

84



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 T 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. [ tried not to make mistakes, but since | 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.

Although 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 aresult 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 [ 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. [ 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 [ 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. |
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
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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

123



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 “fluvd” 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

127



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 [ 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 “doner—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
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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
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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 Tiirkiye 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

(13

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,
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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.
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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
Ozmen’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 & Bardak¢1, 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 1s 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; Gokge Baturlar, 2018; Gokce & Kecik, 2021; Oztiirk & Giirbiiz, 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 Kerimoglu 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, Gokce 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 Cimen and Daloglu’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.
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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 Kiymaz (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 Sahin (2023), as that study also emphasizes the lack of adequate mentor
feedback in the practicum. Similarly, according to Bekereci-Sahin and Giirbiiz (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 (Kirmiz1 & Mutlu-Giilbak, 2025; Mutlu-Giilbak, 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; Ozkanal & Yiiksel, 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. Eko¢ (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 Celik’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 Ince (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.

e 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.

e 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 Tiirkiye, 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 Tiirkiye 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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A. SEMI-STRUCTURED INTERVIEW QUESTIONS (FIRST INTERVIEW)

APPENDICES

General Information Questions

1. When'how did your interest in English start?

2. Did you choose the language track in high school? Why? Why not?

3. Why did you choose the ELT Department to gain your bachelor’s degree?

4. Was the ELT Department your dream department. or did you have any other options?
Did you take any guidance while deciding on studying ELT? If so, how did the guidance
process influence your decision”

5. Where do you want to work after you graduate? (Instrtution))

6. Do you do anything to develop yourself professionally? (conferences. workshops,
seminars, etc.) How have they contributed to your professional development?

7. Can you speak any other languages? If so, how did you learn that lanpuage?
(Positive/MNegative Instances) If vou tock classes, how were they taught?

Language Learning Experiences
1. Let's talk about your language education. Which skills were emphasized more while you

N

were learning English? (K-12)

What was the English/ Turlish ratio in your English classes?

Do you remember any positive'hegative incidents from your English classes?
Were there any challenges while you were learning English? What were they?

Was speaking taught during your language education? If so, can you give details about
how it was taught? If not, why do you think it was not taught?

(If they have not been formally tanght speaking) How did you learn to speak English?

Please give me some details.

. (If they have been formally taught speaking) Was the oral instruction you received

encugh, or did you have to study on your own as well? If zo0, how did you study?
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8. What do you think about vour speaking skalls?

0. Have you studied at the preparatory school? If so, which skalls were emphasized more
while you were learning English? (K-12)

10. What was the English Turkish ratio in your English classes?

11. Do you remember any positive/negative incidents from your English clasges?

12. Have you ever studied abroad? Did your time abroad change your perspective on things

like accuracy versus fluency, or the role of pronunciation?

13. Even 1f you haven't studied abroad, have you had social interactions with native speakers?
How did that shape your view of speaking”

Pre-Service Teacher Education Experiences

1. Have you taken any courses that affected your understanding of teaching? Which courses

were they? What do you remember the most from those courses?

2. Have any of the courses you took had an impact on how you see teaching speaking during

your pre-service teacher education?

3. (If not mentioned in the answer to the previous question)) Can you tell me about your

methodology course?

4. Have micro-teaching lessons on speaking/speaking integrated lessons contributed to your
professional development? How?

5. Have you ever done a speaking micro-teaching? (If yes, can you tell me about it? If not,
have you observed your professor, your peer, or another teacher teaching speaking?) Do you
think it has contributed to your teaching skills? If so, how?

6. Do you think your university prepared you enough to teach speaking? Why? Why not?
Social Interactions

1. Have any of your English teachers affected vour career choice? (What about your other
teachers apart from your English teachers?)
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2. Have any of your professors affected you professionally at university? In what ways have
they affected you?

3. Do you remember your professor’s feedback on your micro-teachings? What did they focus

on?

4. Have any of your peers influenced you professionally? (Micro-teachings, peer
observation/feedback/collaboration, etc.)

Beliefs about Speaking

L.

[

Lad

7.

Do you think teaching speaking is important? (Why / Why not?)

How do you think speaking skills should be learned/developed?

What 1z the role of the teacher/learner in developing speaking skills?

Age there any challenges to learning to speak English in Torkey? (If ves, what are they7)

What would be the most important part that you would focus on while teaching speaking
skills to your students? (If they have never taught speaking before. / If they have, then
the question is asked in the past tense)

People make mistakes while speaking. What kind of errors/mistakes should be
corrected? (If this participant has taught speaking before, then the question is asked in
the past tense.)

What factors might influence a leamer’s success in learning to speak English?

Teaching Experiences

1. Do you have any teaching experience?

2. If so, which skills have you taught? What kind of lessons have you taught? Can you talk
gbout your lessons in general? Who are your students? How do you plan/conduct your
lessons? What kind of activities do you use? Is teaching speaking a part of your lessons? Is if
a big part? Can you explain?

3. What would be the most important part that you would focus on while teaching speaking
shalls o your students? (If they have never taught spealung before. / If they have, then the
question 1z asked in the past tense )

. Do yvou have a skill that you like teaching moreT Why?

. What do you do after a lesson that did not go according to vour plan?
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B. STIMULATED RECALL INTERVIEW QUESTIONS

Date:

Interviewes:

+ PART 1: THE INTERVIEW QUESTIONS
A, The Core Prompt (Used repeatedly)
+  “Can you tell me what was happening in your mind at this specific moment?
»  “Tnoticed you paused here. What were you thinking right then?
*  “What were you looking at'focusing on in this part of the classroom?”

B. Instructional Choices & Deviations

+  “T noticed you skipped [Activity X] from your plan. What was your reasoning for that

decizsion ih the moment™

*  “You spent more time on thiz explanation than planned. What cues prompted you to

extend this?

»  “Here you changed the instructions midway. What problem were you trying to solve?”

»  “Were you satisfied with how the students understood your instruction here? If not, what

was your internal reaction?”

C. Teaching Speaking (Interaction & Feedback)

+  “The student made a grammar/pronunciation error here, but you didn’t correct it. Was

that a conscious choice?”

+  “Wou corrected the student immediately here. What made you decide to intervene right

" oy

»  “What were you thinking when the student struggled to find the right word? How did

vou decide how much “wait time’ to give?”
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+  “Why did you choose to pair these two specific students together ™

+ T noticed you switched from whele-class to group work here. What did you notice
about the class energy that prompted that™

D. Affective State (Emotions/Anxiety)
+  “How were you feeling right here? Were you confident the activity would work™

+  “When the student asked that unexpected question, what was your immediate internal

reaction?”
+ PART 1: WRAP-UP
(After the video is finished)

1. “Now that we've watched the whole segment, 15 there anything else about your thought
process during this lesson that you want to add™

b2

“Overall, did the lesson go the way vou imagined it while planning? Have you
experienced any challenges? If so, what were they?”

Lad

Have you realized anything about your teaching after receiving peer feedback?

Interviewer Notes / Key Timestamps:
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C. SAMPLE REFLECTION PAPER

Name:
Date:
Observed Peer:

Please answer the questions below in a detailed manner.

1. What was the overall atmosphere during the speaking activities? How did vour peer’s

way of building rapport compare to how you usually build rapport with students?

2. How did vour peer structure the lesson to promote speaking? Did they use any methods

or actrvities that you have never tried or thought about using before?

3. How did your peer handle student engagement or classroom management during the

speaking tasks? What did you notice about how they managed shy or reluctant speakers?

4. Look closely at how vour peer provided feedback on studenis’ speaking mustakes. Did
their approach to error correction align with your own beliefs about when and how to

correct speaking errors? Why or why not?

5. Durnng your peer reflection session after the class, what was the most significant point

of discussion or debate you had with your peers?

6. What specific feedback did vou give to your peer regarding their teaching of speaking?
How did they respond to it, and did discussing it make you rethink any of your own

1deas?

7. Based on this entire experience (observing the lesson + holding the peer reflection
session), did any of your deeply held beliefs about how speaking should be taught
change or get challenged?

8. What 15 one specific technique, activity, or management strategy from this peer
observation experience that you definitely want to import into vour own future EFL

speaking classes?
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D. SEMI-STRUCTURED INTERVIEW QUESTIONS (FINAL INTERVIEW)

Conceptions about Speaking Prior to Practicum

1. Before starting your practicum, what did you believe was the most important role of
speaking in an EFL classroom?

2. What strategies or activities did you think were the most effectrve? Did that change after
the practicum?

3. Yousaid, “..." in the first interview. Do you still think like that?

4. You also have the experience of teaching n the Speaking Club. Did that experience help
you in any way’
Practicum Teaching Experiences & Realities

3. Can you describe the very first time you taught a speaking lesson/done a speaking
activity in your practicum?

6. What were vour nitial thoughts and feelings? How did 1t compare to the Speaking Club?

7. What were the biggest challenges you faced when trying to get students to speak?

8. How did you handle reluctant/shy students? How did you balance your own teacher talk
time (TTT) with student talk time (STT)?

9. Let’s talk about error correction. How did you handle grving feedback to students on
their speaking mistakes?

10. Were there instances where you could not teach the way vou wanted? What happened?
(If they did NOT get to teach speaking)

11. Since you didn’t get to teach speaking directly, can you descnibe the speaking
classes/activities you observed?

12. Did the teaching practices you observed from the teacher align with your own beliefs
about how speaking should be taught? Why or why not?
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13. What did you notice regarding language use (L1 vs. L2) duning those speaking
activities?

Social Interactions & Mentor Influence

14. What kind of feedback or gmidance did vou receive regarding vour speaking
lessons/activities from your mentor teacher versus yvour university supervisor?

15, (If they haven't recetved any feedback on their speaking lessons/activities) can you
elaborate on the feedback you recetved from your mentors and umiversity supervisors
regarding your lessons?

16. Can you share a specific instance where your mentor’s feedback or teaching style made
vou rethunk your own approach or beliefs about teaching speaking?

17. Did you ever experience a moment where a mentor’s feedback conflicted with what you
wanted to do? How did vou resolve that?

18. Did vou discuss your speaking lessons with your peers/fellow student teachers? If so,
how did those conversations help you make sense of vour teaching?

Reflection, Growth, and Future Goals

19. Looking back from day one to the end of yvour practicum, in what ways do you feel vour
understanding of how to teach speaking has changed?

20. Can vou share a moment where you felt truly successful? What are your current
strengths and weaknesses?

21. Based on everything you experienced i both the Speaking Club and your practicum,
what are your primary goals for teaching speaking when you start your professional
career?

22. Do you feel the university fully prepared you for the realities of the speaking classroom?
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E. CONSENT FORM

ARASTIRMAYA GONULLO KATILIM FORMU

Bu arastirma, ODTU @retim garevlilerinden Hamide Nur UNAL tarafindan yaratilmektedir, Bu form sizi

aragtirma kogullari hakkinda bilgilendirmek icin hazirlanmistir.
Cahismanin Amaci Nedir?

Aragtirmanin amaci, ingilizce 6gretmeni adaylannin konusma becerisini 6gretmeyle ilgili 3retmen bilisinin

uzun sireli vaka galismasi yoluyla incelenmesidir,
Bize Nasil Yardima Olmaniz isteyecegiz?

Arastirmaya katilmay: kabul ederseniz, sizden 2022-2023 hahar doneminde 40-45 dakika siirecek bir
griismeye katilmaniz beklenmektedir. 2023-2024 Giiz doneminde de 15-20 kigiden olugan bir calistay
grubuna katimaniz beklenmektedir. Ancak calismanin ikinci kismina, ilk kisma katilan herkes
alinamayacaktir. Katihmailar gonillilik esasiyla secilecektir. Sayi beklenenden fazla olursa kura yontemiyle
katilimcilar belirlenecektir, Bu ¢alistayda sizden bir d8renci grubuna konusma dersleri anlatmaniz ve
akranlarinizi gozlemlemeniz beklenmektedir. Bu dersler video kaydina alinacaktir. Ancak bu videolar

aragtirma amaciyla izlenecek ve arastirma amaci disinda hichir sekilde paylasiimayacaktir.
Sizden Topladifimiz Bilgileri Nasil Kullanacagiz?

Arastirmaya katihiminiz tamamen génlliilik temelinde olmalidir. Calistayda sizden higbir kimlik veya hicbir
bilgi istenmemektedir. Cevaplaniniz tamamiyla gizli tutulacak, sadece arastirmacilar tarafindan
degerlendirilecektir, Katimeilardan elde edilecek bilgiler toplu halde degerlendirilecek ve bilimsel
yayimlarda kullamlacaktir. Sagladiginiz veriler goniillii katihm formlarinda toplanan kimlik bilgileri ile

eslestirilmeyecekdir.
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Katiiminizla ilgili bilmeniz gerekenler:

Calisma, genel olarak kisisel rahatsizlik verecek sorular igermemektedir. Ancak, katiim sirasinda sorulardan
ya da herhangi baska bir nedenden 6tiirll kendinizi rahatsiz hissederseniz cevaplama isini yanda birakip
cikmakta serbestsiniz. Boyle bir durumda calismayl uygulayan kisiye, calismadan glkmak istediginizi

sdylemek yeterli olacaktr.
Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Bu galismaya katildiginiz icin simdiden tesekkar ederiz. Calisma hakkinda daha fazla bilgi almak igin ODTU

G@retim gorevlilerinden Hamide Nur UNAL (E-posta: hunal@metu.edu.tr) ile iletigim kurabilirsiniz.

Yukanidaki bilgileri okudum ve bu calismaya tamamen goniillii olarak katiliyorum.

{Formu doldurup imzaladiktan sonra uygulayicya geri veriniz.)

Isim Soyad Tarih Imza

e fmee
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F. SCHEDULE AND TOTAL DURATIONS OF THE INTERVIEWS

PSTs Interviews Date Total Duration
First SSI 18.05.2023 45 min. 20 sec.
First SRI 08.11.2023 44 min. 02 sec.
Beril
Second SRI 22.11.2023 50 min. 33 sec.
Second SSI 25.05.2024 40 min. 21 sec.
First SSI 21.05.2023 48 min. 12 sec.
First SRI 07.11.2023 50 min. 04 sec.
Berke
Second SRI 21.11.2023 47 min. 11 sec.
Second SSI 24.05.2024 41 min. 44 sec.
First SSI 17.05.2023 38 min. 16 sec.
First SRI 01.11.2023 39 min. 22 sec.
Leyla
Second SRI 29.11.2023 42 min. 30 sec.
Second SSI 25.05.2024 40 min. 17 sec.
First SSI 15.05.2023 43 min. 05 sec.
First SRI 01.11.2023 39 min. 50 sec.
Nalan
Second SRI 15.11.2023 36 min. 26 sec.
Second SSI 24.05.2024 41 min. 13 sec.
First SSI 31.05.2023 51 min. 17 sec.
First SRI 14.11.2023 48 min. 25 sec.
Sevgi
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
e K-12language education 11
Grammar-heavy language classes 5
Exam-oriented lessons 6
e Extra-curricular activities 2
e Preparatory School 2
e Self-Study 5
e Learning Other Languages 3
e Travel Abroad 5
Pre-Service Teacher Education 86

e Coursework
e Methodology courses 40
Theory-practice gap 12
Micro-teachings 28
e Teaching English to Young Learners 4
e Critical Pedagogy 2
Teaching Experiences 216
e Speaking Club 29
Gaining autonomy 12
Reflective learning 7
Increased confidence 10
e 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
e Tutoring experience 13
e 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

e Interactions with Past Language Teachers 59

Apprenticeship of Observation 15

Anti-Apprenticeship of Observation 44

e Interactions with University Professors 20

Evaluative Feedback 10

Dialogic Mediation 5

Internalization of Academic Discourse 5

e Interactions with Peers 39

Observational learning 18

Peer Feedback 15

Collaborative Dialogue 6

e Interactions with Students 49

Contingent Scaffolding 11
Peer Scaffolding

Affective Mediation 8

L1 as a Mediational Tool 6

Digital Mediation 9

Talk as a Mediational Tool 11

e Interactions with Mentors 35

Modeling 3

Lack of Modeling 22

Evaluative Feedback 10

Total 532
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H. LESSON PLAN FORMAT

Date:

Topic:

Mame of the teacher:

Main objectives:

By the end of the lesson, the students will be able to

Procedure & Rationale: Fleaze summarize the chronological steps of your lesson. For each phase,
explicitly state what the students are doing and why vou chose this specific activity or grouping to
promote speaking. (approx. 500 words)

Anticipated Problems & Solutions

Materials [Links and soft copies)
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I. APPROVAL OF THE METU HUMAN SUBJECTS ETHICS COMMITTEE

UYBULAMALI ETIK ARASTIRMA MERKEZ] \ ORTA DOGU TEKNIK UNIVERSITESI
AR N ETHICS ARSEARCHERNTER / MIDDLE EAST TECHNICAL UNIVERSITY

15 MAYIS 2023
Konu: Degerlendirme Sonucu

Gonderen: ODTU Insan Arasgtirmalar: Etik Kurulu (IAEK)
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K. TURKISH SUMMARY / TURKCE OZET

1. Giris

Ingilizce, diinya genelinde en yaygin konusulan dillerden biridir. Bu nedenle bir¢ok
iilke, vatandaslarina ilkokuldan itibaren Ingilizce 6gretmeye baslar. Tiirkiye de bu
tilkelerden biridir. Tiirkiye Milli Egitim Bakanligi (MEB), ilkokul ve ortaokullar i¢in
Ingilizce Dil Ogretimi Programi'min yeni bir versiyonunu yaymladi. Bu son
versiyonda, konusma diline ve iletisime vurgu yapiliyor. ingilizce dgretmenlerini, dili
baskalariyla etkilesim kurmanin bir araci olarak 6gretmeye tesvik ediyor (MEB, 2018).
Ancak gerceklik, programin 6nerdiginden 6nemli 6l¢iide farklidir. Education First’e
gore (2023; 2024; 2025), Tiirkiye, Avrupa’da Ingilizce yeterlilik siralamasinda en
diisiik iilkeler arasinda yer almaktadir. Bu raporlar ayrica Tiirkiye’yi {i¢ yil {ist iiste
diisiik yeterlilikli tilke olarak siniflandirmistir. Genel dil yeterliliginin diisiik olmasinin
yan sira, K-12 egitiminde sozlii dil ogretimi, devlet okullarinda en az ilgi géren
alanlardan biridir (Aksoy, 2020; Demir-Ayaz vd., 2019; Ozmat & Senemoglu, 2021;
Tiirkiye Ekonomi Politikalar1 Arastirma Vakfi [TEPAV] & British Council, 2013).
Iletisimsel dil 6gretimi uygulamalari, sinif mevcudu, sinav odakli 6gretim ve mekansal
kisitlamalar gibi baglamsal sinirlamalar nedeniyle basar1 saglamamaktadir (Kerimoglu
& Altun, 2026; Yanmk & Unal, 2025). Tiim bu calismalar, sozlii yeterlilige yeterince
odaklanilmadigin1 vurgulamaktadir. Tiirkiye’de dil egitimi, iletisim becerilerine

yeterince onem vermemektedir.

Yiiksekdgretimde bile, bircok iiniversite Ingilizceyi 6gretim dili olarak kullandigini
iddia etmesine ragmen, {iniversite mezunlarinin sadece kiigiik bir yiizdesi Ingilizce
konusmaktadir. Baz1 iiniversiteler, derslerinin %30 veya daha fazlasmin Ingilizce
olarak verildigini bildirmektedir. British Council’in 2015 tarthli bir raporunda,
{iniversite dgrencilerinin Ingilizce derslerinde fazla konusmadigi ve &grenciler
arasinda etkilesimin az oldugu, bunun da konusma 6zgiiveninin diisiik olmasina ve

pasif sinif i¢i davraniglara yol agtig1 belirtiliyor. Benzer sekilde, Tuzcu Eken’in (2021)
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kargilastirmali calismasinda, Tiirk 6grencilerin TOEFL iBT puanlarinda bes iilke
arasinda son sirada yer aldigi; zorunlu egitimleri sirasinda diger iilkelerdeki
ogrencilere gore daha fazla Ingilizce dersi almalarina ragmen konusma puanlarinin en

diisiik oldugu tespit edildi.

Bu ihmal, ozellikle Tiirkiye baglaminda ironiktir. Kagit iizerinde, Milli Egitim
Bakanligi’nin dil egitiminde iletisimsel bir yaklagimi acik¢a desteklemesi nedeniyle
durum boyle olmamalidir. Tiirkiye’de 6grenciler ikinci sinifta yabanci dil 6§renmeye
baslar. Zorunlu egitim 12 y1l siirdiigii i¢in on yil boyunca Ingilizce egitimi alirlar.
Ancak oOnceki caligmalar, Tirkiye’de konusma ve genel yeterlilik konusunda
sorunlarin devam ettigini gostermektedir. Baz1 6zel okullarda ve seg¢ilmis devlet
okullarinda durum biraz daha iyidir. Dil ile ilgilenen 6grenciler, lise ikinci sinifin
sonunda ya da lise ti¢lincii sinifin basinda dil boliimiinii secebilir ve iki y1l boyunca
haftada 12 saate kadar Ingilizce dersi alarak daha yogun bir dil egitimi alabilirler. Buna
ragmen, bu 6grenciler nadiren sozlii becerilerini gelistirme firsat1 bulurlar (Bakay &
Saka, 2020; Can & Dursun, 2019). Bunun nedeni, ulusal iiniversite giris sinavinin
Ingilizceyi ikinci dil olarak dgrenen ogrencileri agirlikli olarak dilbilgisi, okuma
anlama ve kelime bilgisi agisindan degerlendirmesi, konusma veya iiretim becerilerine
odaklanmamasidir. Sonug olarak, okullar ve dil 6gretmenleri bu becerilere 6nem
vermez ve bu da zayif sozel yeterlilige yol agar. Bu ayni zamanda, 6gretmen
adaylarinin  staja  basladiklarinda konusma becerisinin stajda  6gretildigini

gozlemleyememelerine sebep olur.

Sonug olarak, 6gretmen adaylari hem 6gretim firsatlarindan hem de yeterli hazirliktan
yoksun olduklarinda, yetersiz konugma egitimi sorunu devam etmektedir. Bagka bir
deyisle, miistakbel Ingilizce 6gretmenleri konusma 6gretimi konusunda yeterli egitim
almazlarsa veya konusma diline 1yi hakim olmazlarsa, Tiirkiye’de konusmanin sorun
olmaya devam etmesi dongiisii kirllamaz. Acike¢a, ulusal dil miifredat: ile gergeklik
arasindaki ugurumu kapatmak i¢in, 6gretmen adaylarinin bu tiir bir egitimi verebilecek
sekilde egitilmeleri gerekmektedir. Bu, Borg’un (2015) 6gretmenlerin dgrencilerine
kendilerine &gretildigi gibi Ogrettikleri iddias1 gdz oniine alindiginda, Ingilizce
Ogretmenlerinin kilit roliine isaret etmektedir. Borg’a (2006; 2015) gore, dgretmen

egitimleri veya dgretmen yetistirme programlari, mevcut sinif uygulamalarini biiyiik
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Olciide etkilemektedir. Ders i¢i karar verme siireglerini etkileyen bir diger faktor ise
calistiklar1 kurumlardir (Oztiirk & Giirbiiz, 2017). Tiim bu etkiler ve daha fazlasi,
O0gretmenlerin  konugma ogretimi hakkindaki bilislerini sekillendirerek 6gretim
uygulamalarin etkiler. Bu nedenle, 6gretmenlerin bilislerinin hem sinif iginde hem de
simif diginda nasil sekillendigini ve degistigini anlamak i¢in uzun bir siire boyunca

incelenmeleri gerekmektedir.

Gilinlimiizde Ogretmen bilissel aragtirmalari, 6gretmenlerin mesleki yasamlarinin
bir¢ok boyutunu kapsamaktadir. Bunlar yalnizca inanglar1 ve sinif i¢i karar verme
stireclerini degil, ayn1 zamanda 6gretmenlerin bilgi, anlayis, kimlik, duygu ve ilgili
alanlar1 da kapsamaktadir. Bu arastirmanin zenginligi ve kapsami, 6gretmenlerin ne
diisiindiikleri, ne yaptiklar1 ve profesyonel olarak nasil gelistiklerine dair degerli
bilgiler sunmaya devam etmektedir (Wang & Zhang, 2024). Son olarak, Pinar vd.
(2021), Tirkiye’deki 6gretmen 6greniminin etkilerini arastirmis ve bilis ve duygunun
diger etkilere kiyasla en biiyiik rolii oynadigini bulmustur; bu da bu iki kavramin daha

fazla arastirilmasini gerektirmektedir.

Bu ¢oklu durum ¢alismasinin amaci, 6gretmenlerin konusma 6gretimine iliskin biligsel
stireclerini aydinlatmak ve konu hakkinda bir diyalog olusturmak i¢in gelecegin dil
Ogretmenlerinin diisiincelerine daha fazla 151k tutmaktir. Bagka bir deyisle, bu calisma,
Tirk 6gretmen adaylarinin konugma 6gretimine iliskin biligsel siireglerini arastirmay1
ve konugma Ogretimine dair inang¢ ve bilgilerini kapsamli bir sekilde incelemeyi
amaglamaktadir. Bu ¢aligmada, 6gretmen bilisi, 6gretmenlerin zihinsel ve duygusal
stireclerinin ve bunlarin gretmen olma, 6gretmen olarak var olma ve 6gretmen olarak
gelisme siiregleri boyunca mesleki gelisimlerini, kimliklerini ve uygulamalarim

sekillendirme bigimlerinin incelenmesi olarak tanimlanmaktadir (Borg, 2019).

Bu caligmanin, &gretmen adaylarimin Ingilizceyi yabanci dil olarak ogretme
konusundaki biligsel siireglerine dair degerli bilgiler saglamasi beklenmektedir. Wang
ve Zhang (2024) ayrica, stirekli gelisen bu kavrami daha derinlemesine anlamak i¢in
Ogretmen bilisini cesitli baglamlarda incelemenin 6nemini vurgulamaktadir. Dahasi,
Ogretmen adaylarmin dil 6gretmeni bilisini incelemek icin hem Borg'un (2006)

cergevesini hem de sosyokiiltiirel bir bakis agisini (Johnson, 2009; Johnson vd., 2025)
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benimsemek daha saglam ve ayrintili bulgular saglayabilir ve bu, Tiirk Ingilizce
Ogretimi baglaminda yaygin bir uygulama degildir; bu nedenle, bu agidan alana
katkida bulunabilir. Bunun i¢in bu arastirma asagidaki sorulara cevaplar aramaktadir:
1. Hizmet &ncesi Ingilizce 6gretmenlerinin konusma dgretimine yonelik bilisleri, dil
O0grenme ve dgretmen egitimi deneyimleri araciligiyla nasil gelismektedir?

2. Bu biligler, 6gretmen adaylarmin konusma Ogretimi deneyimlerine nasil
yansimakta; bu deneyimler tarafindan nasil sorgulanmakta veya yeniden goézden
gecirilerek yapilandirilmaktadir?

3. Gegmisteki dil Ogretmenleri, 0gretmen egiticileri, staj mentorlari, akranlar ve
ogrencilerle kurulan etkilesimler; hizmet 6ncesi Ingilizce 6gretmenlerinin konusma

Ogretimine iligkin bilislerine nasil katki saglamaktadir?

2. Methodolojik Cerceve

2.1. Arastirma Deseni

Bu calisma, nitel aragtirma yaklasimlarindan biri olan durum c¢alismasi yaklagimini
benimsemistir (Ddrnyei, 2007). Durum c¢alismasit yaklasimi, bir grup iizerinde
derinlemesine bir analiz sagladig1 i¢in bu calisma icin secilmistir (Creswell, 2014).
Yin’e (2003) gore, vaka ¢aligmasi, ozellikle olgu ve ortami ayiran ¢izgiler hemen
belirgin olmadiginda, mevcut bir olguyu gercek ortami iginde inceleyen ampirik bir
arastirmadir. Ayrica, bir arastirmaci “nasil” ve “neden” sorulariyla baslarsa ve
davraniglar1 kontrol etmek istemezse, durum ¢aligmasi tasariminin bu ¢alisma igin iyi
bir secim olabilecegini de ekler. Durum caligmasi tasariminin, 6gretmen bilisinin
karmagikliklarini ele almada etkili oldugu kanitlanmistir (Li, 2017). Nitel bir durum
caligmasi, olgunun derinlemesine analiz ve yorumlamaya elverisli olmas1 nedeniyle bu
arastirmaya en uygun olanidir (Creswell, 2007). Bu ¢alismanin merkezinde yer alan
ogretmen bilisi, ¢evre, kurum ve 0gretmen egitimi gibi bircok faktdrden etkilendigi

icin, bunu arastirmak i¢in en uygun yontem durum c¢alismasi yaklagimi olacaktir.

Stake (1995) de bir durumun, zaman veya yerle smirli bir sistem oldugunu
belirtmektedir. Nitel bir durum ¢aligmasi, durumu daha genis baglami veya ortami

icinde konumlandirirken, bu sistemi birden fazla veri kaynagi araciligryla kapsamli bir
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sekilde incelemeyi saglar. Bu durum ¢aligmasi, birden fazla durum araciligiyla
incelenen temel bir olgu oldugu i¢in kesifsel bir ¢aligmadir. Bagka bir deyisle, bu,
durumlarin dil 6gretmeni bilisine 151k tutmak i¢in ara¢ gorevi gordiigii ¢oklu aragsal
bir durum c¢alismasidir. Yin’e (2003) gore, her baglam bir dereceye kadar farkli oldugu
icin, bulgularin durumlar arasinda farklilik géstermesi muhtemeldir. Bu nedenle, tek
durum tasarimi yerine ¢oklu durum ¢aligmasi tasarimi segilmistir, ¢linkii bu tasarim,
O0gretmen bilisinin merkezi olgusuna ortak bir odaklanmayi1 korurken, bireysel

katilimeilarin farkli baglamsal gegmislerinin incelenmesine olanak tanir.

Bu calisma, gercekligin sosyal olarak insa edildigini ve bilginin arastirmaci ile
katilimcilar arasindaki etkilesim yoluyla ortaya ¢iktigin1 varsayan yorumlayict bir
paradigmaya dayanmaktadir (Creswell & Poth, 2018). Arastirmanin amaci, nesnel
gercekleri ortaya koymak degil, 6gretmen adaylarimin Konugma Kuliibii ve staj
deneyimlerindeki 6gretim uygulamalarindan nasil anlam ¢ikardiklarin1 anlamakti. Bu
yorumlayici ¢erceve icinde, veriler hem mevcut teorik bakis agilart hem de
katilimcilarin anlatimlarindan tiimevarimsal olarak ortaya cikan temalar araciligiyla
analiz edildi; bu da teorik duyarlilik ile katilimcilarin seslerine agiklik arasinda bir
denge sagladi. Calisma, kodlayicilar arasi giivenilirligi saglamak (Guest vd., 2012) ve
analitik seffaflig1 artirmak i¢in ek bir kodlayic1 kullanmak gibi bazi postpozitivist
yontemler kullanmis olsa da, bu uygulamalar felsefi olmaktan ziyade pragmatik olarak
kullanilmistir. Anlamin birlikte insa edildigi ve baglamlandirildigi yorumlayici goriisle
tutarl olarak, aragtirmanin odag1 yorumlama, yansitma ve baglamsal anlayis tizerinde

kalda.

2.2. Katihhmcilar

Coklu durum calismasmin baglangicinda, tek durum caligmasinda oldugu gibi,
incelenecek bir olgu segilir. Secilecek durumlar bu amaca hizmet etmelidir. Bu tiir
caligmalarda, biiyiik bile olsa, 6rneklem biiyiikliigii genellikle rastgele 6rneklemeyi
garanti etmek icin c¢ok kiigiiktiir (Yin, 2003). Bununla birlikte, ¢oklu durum
caligmasinin faydalari, 6rnegin 4’ten az durum varsa sinirli olacaktir (Stake, 2006).

Creswell (2007) ayrica, calismanin bulgularini sulandirmamak i¢in bir durum
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calismasinin en fazla bes durum icermesi gerektigini dnermektedir. Bu nedenlerle,

durum sayis1 bes olarak belirlenmistir.

Katilimcilar, goniillii katilimi i¢eren kolay drnekleme yontemiyle seg¢ilmistir. 2022-
2023 bahar doneminde iiniversitenin Ingiliz Dili Ogretimi Boliimii profesorleri
araciligiyla ii¢lincli sinif 6gretmen adaylarina bir davet e-postasi gonderilmis ve ilgi
gosteren 5 Ogretmen aday1 calismaya dahil edilmistir. Her katilimciya zamanlari ve
katkilar1 i¢in clizzi miktarda bir ticret 6denmistir. Bu yaklagim, 6érneklem genelinde
seffafligi ve adaleti korurken etik katilimi da saglamistir. Durumlari olusturan 5
Ogretmen aday1, 2023-2024 sonbahar doneminde Konusma Kuliibii’ne katilmay1 kabul

etti.

2.3.  Veri Toplama Araclan

Hem tek durum hem de ¢oklu durum arastirmalari i¢in en popiiler durum caligmasi
teknikleri gbzlem ve goriismedir (Stake, 2006). Kullanilan veri toplama yontemlerinin,
verilerden elde edilen bilislerin niteligi lizerinde bir etkisi oldugunu belirtmek
onemlidir. Sadece 0Ozbildirim araclar1 kullanmak, O6gretmenlerin ideal Ogretim
uygulamalarina iligkin veriler saglarken, sinif gdzlemlerinden elde edilen kanitlar
ogretmenlerin pratik bilislerine 11k tutar. Veriler, 6gretmenlerin sinifta yaptiklar
gercek orneklere dayandirildiginda, ideal odakli ve gergcek odakli bilisler arasindaki
ayrim daha agik hale getirilebilir. Bir ¢alisma bunlardan birini thmal ettiginde, sonuglar
dil 6gretmeni bilisinin tam resmini yansitamaz (Borg, 2006). Dil 6gretmeni bilis
aragtirmalarinda yaygin olarak kullanilan dort ana yontem sunlardir: 1) 6zbildirim
araglari, 2) sozlii raporlar, 3) yansitici yazilar ve 4) gozlemler (Borg, 2009, s. 167). Yin
(2003) arastirmada derinlik saglamak i¢cin durum caligmalarinda alt1 sayisina kadar

farkl bilgi tiirleri kullanmay1 6nermektedir.

Bu caligmalardan yola c¢ikarak, mevcut ¢alismada 6 veri toplama ydntemi
kullanilmistir: yar1 yapilandirilmis goriismeler, uyarilmis hatirlama goriismeleri
(UHGQG), sinif gozlemleri, yansitma yazilari, yazili belgeler: saha notlar1 ve ders planlari
ve akran yansitma oturumlarinin ses kayitlari. Bu ¢aligmanin ilk agsamasinda, Mayis

2023’te 5 dgretmen adayi ile gorligme yapilmistir. Bu goriismelerin ardindan, ikinci
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asamada, 5 Ogretmen aday1r Ekim ve Kasim 2023’te Konusma Kuliibli projesine
goniilli olarak katilmistir. Bes hafta boyunca 16 orta seviye hazirlik okulu
Ogrencisinden olusan bir gruba konusma dersleri vermislerdir. Bu dersler
gozlemlenmis ve sonrasinda UHG’ler yapilmistir. Katilimc1 6gretmenler, derslerden
sonra akran yansitma oturumlar1 diizenlemis ve bu aylarda yansitma yazilar1 yazmis
ve Mayis 2024’°e kadar yansitma yazilar1 yazmaya devam etmislerdir. Son asamada,

tiim 6gretmen adaylar1 Mayis 2024°te tekrar goriisiilmiistiir.

2.4. Veri Analizi

Yar1 yapilandirilmis ve UHG’lerden elde edilen veriler, akran yansitma
oturumlarindan ve yansitma makalelerinden elde edilen verilerle birlikte MAXQDA
adli bir yazilim programi araciligtyla analiz edildi. Baslangicta, kayitlar arastirmaci
tarafindan yaziya dokiildii ve terclime edildi. Terciimelerin dogrulugu, geri ceviri
yontemiyle kontrol edildi. Daha sonra, kayitlar tekrar dinlendi ve transkriptler verilerle
asgina olmak icin bir¢ok kez tekrar okundu. Bu siire¢, arastirmacinin ilk izlenimlerini
anlamlandirmasina ve tekrar eden kaliplar1 belirlemesine yardimci oldu (Ddrnyei,
2007). Arastirmaci, transkriptleri okurken metinlerin yanina bazi notlar ve o6zetler
yazdi. Bagka bir deyisle, veriler agik bir sekilde kodlandi (Creswell, 2007; 2014).
Analiz, Braun ve Clarke’1n (2021) yansitici tematik analiz i¢in alt1 asamali ¢cergevesini
izledi. Teori ve veri arasinda yinelemeli bir hareketi iceren abdiiktif bir kodlama
stratejisi benimsendi. Bu, verilerin sosyokiiltiirel teori ve Borg’un (2006) cercevesi
merceginden yorumlanmasina olanak saglarken, aym1 zamanda mevcut teorik
varsayimlari iyilestiren veya sorgulayan yeni, veri odakli kodlara da acik kalmay1
miimkiin kildi. Ek olarak, temalar ve kodlar, Braun ve Clarke’in (2021) tematik analiz

yaklagimi kullanilarak genel temalar ve kategoriler olusturmak tizere derlenmistir.

Bu asamanin tamamlanmasinin ardindan, her durum i¢in oncelikle durum igi analiz
yapildi, daha sonra genel ¢ikarimlar ve genellemeler olusturmak i¢in durumlar arasi
analiz gergeklestirildi. Durum i¢i ve durumlar arasi analizler yapilirken Creswell ve
Poth’un (2018) c¢ercevesi kullanildi. Bu cergeve, durumlarin sunulmasinda ve

diizenlenmesinde kullanildi.
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2.5. Gegerlilik ve Giivenirlik

Nitel arastirma; nicel yontemlerle kiyaslanmaya veya kendini kanitlama g¢abasina
girilmesine gerek duyulmaksizin, sosyal ve beseri bilimlerde kesifler yapmak i¢in tek
basina mesru bir inceleme yontemidir (Creswell, 2007). Niteliksel caligmalar,
niceliksel calismalar kadar gecerli ve giivenilir olabilir ve bu, bulgularin dogrulugunun
birka¢ strateji uygulanarak saglanmasiyla miimkiin olabilir. Bunlardan ilki
ticgenlemedir (Creswell, 2014). Birden fazla bilgi kaynagi kullanmak ve birkag veri
kaynagina dayali temalar olugturmak, ¢alismanin gegerliligini artirabilir (Yin, 2003).
Bu c¢alismada, yar1 yapilandirilmis ve UHG’ler, gozlemler ve yansitma yazilari ve
oturumlar1 gibi ¢oklu veri toplama aracglar1 kullanilarak bu yapilmistir. Calismanin
giivenilirligini artirmak i¢in kullanilan bir diger strateji ise katilimc1 dogrulamasidir;
bu yontemde, nihai rapor ve secilen agiklamalar, dogrulugunu teyit etmek i¢in
katilimcilarla paylasilmistir. Bu prosediir, her katilimciyla yapilan takip goriismeleri
yoluyla bireysel olarak gerceklestirilmistir. Bu oturumlar sirasinda, goriismeler
sirasinda amagladiklar1 anlamlar ile arastirmacinin yorumlari arasinda uyum saglamak

icin bulgulardan alintilar ve yorumlar kendilerine sunulmustur.

Bunlara ek olarak, nitel bir arastirmacinin ¢aligmadaki kendi 6nyargisini beyan etmesi
onemlidir (Creswell, 2014). Arastirmaci, ayni iiniversitede birkac¢ yildir ¢alisan bir
Ingilizce dgretmenidir. Orada ¢alismadan 6nce, dgretmen adaylariyla bir konusma
kuliibii koordine ettigi farkli bir {iniversitede ¢alismistir. Ancak bu, konugma pratigi
yapmak i¢in bir 6gretmen aday1yla rezervasyon yaptirmaniz gereken birebir konugma
kuliibiiydii. Arastirmaci, o kuliipte bircok konugma oturumunu gézlemlemistir. Mevcut
calismadaki konusma kuliibii projesi, bir konugma kuliibiinden ziyade gercek bir sinifa
daha ¢ok benziyordu, ancak birincisinin ikincisine ilham verdigi sdylenebilir. Onceki
ogretmenlik deneyimi, aldi§1 6gretmenlik egitimi ve okul hayati, verileri nasil
yorumladigint etkilemis olabilir. Bununla birlikte, calismanin giivenilirligini ve
gecerliligini saglamak igin birgok kalite standardi uygulandi. Ornegin, kodlayicilar
arasindaki uyum diizeyini gérmek i¢in bagka bir kodlayic1 verileri kodladi (Guest vd.,
2012). Arastirmacinin katilimcilarin anlatimlarini yorumlama ve nitel verileri kodlama
rolii, bulgulari etkilemis olabilir. Akran degerlendirmesi ve {iye kontrolii gibi 6nlemler

kullanilmis olsa da, yorumlayici aragtirmalarda tam nesnellik ne miimkiin ne de
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amacglanmistir. Onyarginin dogas1 geregi zararli olmadigini kabul etmek onemlidir;
arastirmaci onyargisinin belirli bi¢imleri, aslinda bir ¢alismada daha derin bir anlayisa
ve Oz yansitmaya katkida bulunabilir. Ogretmen arastirmacisinin bakis agistyla
O0gretmen bilisini incelemek ve diger 6gretmen adaylariyla birlikte anlam olusturmak,
calismanin gecerliligini veya giivenilirligini tehlikeye atmaktan ziyade onu

zenginlestirmistir.

Veri toplama islemine bagslamadan 6nce, {iniversitenin etik kurulundan onay alindi (Ek
I’ya bakiniz). Hazirlik okulunun miidiir yardimcist siire¢ hakkinda bilgilendirildi ve
siif onlarin izniyle diizenlendi. Hazirlik okulu 6grencileri de dahil olmak iizere tiim
katilimcilar veri toplama prosediirleri hakkinda bilgilendirildi ve onaylar1 bir onay
formu araciligiyla alindi (Ek E’ye bakiniz). Katilimcilara ¢alismanin konusma
Ogretimine odaklandig1 bildirilmis olsa da, yanit yanliligini en aza indirmek ve
katilimcilarin arastirmacinin odak noktasiyla uyumlu bilgiler vermesini dnlemek
amactyla arastirmanin 6zel amaci tam olarak agiklanmadi. Baska bir deyisle,
katilimcilarin ~ yanitlarim1  arastirmacinin  beklentilerine gore bilingli  olarak
sekillendirmemeleri i¢in kasitli olarak gizli tutuldu. Bununla birlikte, etik bir calisma
yuriitmek icin gerekli olan bir arastirma calismasina katildiklarinin tamamen

farkindaydilar (Creswell, 2014).

3. Bulgular

Bu ¢aligma, akademik ve sosyal etkilerin 6gretmen adaylarinin konugma 6gretimine
yonelik bilissel siire¢lerini nasil sekillendirdigini Borg un (2006) modeli ¢ercevesinde
incelemektedir. Adaylarin gegmis dil 6grenme deneyimleri, liniversite egitimleri, staj
uygulamalari ve katildiklar1 Konusma Kuliibii projesi tizerinden sekillenen pedagojik

inanglar1 akademik bir biitiinliik i¢inde ele alinmustir.

Durumlar arasi analiz, akademik faktorlerin 6gretmen bilisini sekillendirmede sosyal
veya deneyimsel etkilerden daha kiigiik bir rol oynadigini, ancak devlet okullarinda
konusma Ogretiminin uygulanabilirligine dair algilart biliyiik 6l¢iide belirledigini
gostermektedir. Bu kategoride, kisisel dil 6grenme ge¢misi, resmi Ogretmen

egitiminden ¢ok daha giiclii bir biligsel etken olarak ortaya ¢ikmistir. Ayni dilbilgisi ve
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smav odakli devlet okulu sisteminden gelen bes adayin tamamu, iletisimsel sozli
uygulamadan yoksun bir ge¢cmise sahipti. Bu yetersiz hazirlik, adaylar1 konusma
eksikliklerini gidermek i¢in Ozerk olarak calismaya zorlamis ve bu farkindalik,
tiniversitede aldiklar1 pedagoji dersleriyle karsilastiktan sonra daha belirgin hale

gelmistir.

Ancak veriler, bu ortak akademik eksikligin ortaya ¢ikisinda bireysel niianslar
barindirmaktadir. Baz1 adaylar i¢in sozlii pratik eksikligi yapisal olarak duygusal
kirllganliklara yol agmustir. Ozellikle diisiik konusma becerilerinin kurumsal
elestirilerle karsilastig1 yiiksekdgretime gecis siirecinde bu durum belirginlesmistir;
ornegin, Sevgi ve Beril, diisiik sozlii becerileri nedeniyle sert elestirilerle karsilagmis
ve hazirlik okulunda egitim gérmek zorunda kalmiglardir. Diger adaylar icin lise
diizeyinde konugma derslerine veya 6zel derslere erisim gibi kiigiik yapisal avantajlar
mevcut olsa da, bu istisnalar yetersiz bulunmus ve siirdiiriilebilir gelisimi engelleyen
sistemik kisitlamalar tarafindan etkisiz hale getirilmistir. Buna ragmen, adaylarin 6z
yeterlilik inanclar1 tiniversitedeki Spoken English ve Listening and Pronunciation gibi
derslerden olumlu etkilenmistir. K-12 egitimindeki eksiklikler g6z 6niine alindiginda,
bu derslerin so6zlii becerilerin gelisiminde kritik bir boslugu doldurdugu goriilmektedir.
Ogretmen adaylarinim 6nceki dil §grenme deneyimleri, bazen konusmay1 6grenmeye
iliskin pedagojik inanglarini belirleyerek resmi egitimlerini golgede birakmistir. Leyla
icin uluslararast seyahat bu inanglarin temel katalizorii olmus ve gergcek diinya
etkilesimleri sayesinde sozlii yeterliligin otantik iletisim gerektirdigine dair temel bir
inang gelistirmistir. Ancak bu deneyimsel i¢gorii, kamu okulu sektdrii hakkindaki
algilariyla belirgin bir ideolojik ¢atigma yaratmistir. Birkag istisna disinda adaylar,
mevcut sistemik kisitlamalar altinda kamu okullarinda iletisimsel dil 6gretimini
idealist, hatta imkéansiz bir hedef olarak gérmiislerdir. Bu yaygin siiphecilik, derinden
yerlesmis sosyokiiltiirel faktorlerin Ogretmen egitiminin benimsenmesini nasil
engelleyebilecegini gostermektedir. Yine de bu diren¢ tamamen homojen degildir;
adaymn yansitici kapasitesi ve mesleki 6zerklik duygusu bir tampon gorevi
gorebilmektedir. Ornegin, son derece aktif ve yansitict bir bakis acisina sahip olan
Beril, akranlarindan daha iyimser bir sekilde kendi 6gretmenlik becerisine ve devlet

okulu sistemine odaklanabilmistir.
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Adaylar, basta Ingilizce Ogretimi Metodolojisi dersleri olmak iizere dgretmen egitimi
miifredatinin  pratik verimliligine yonelik kolektif ve elestirel bir durus
sergilemislerdir. Borg’un (2006) goriisiiyle uyumlu olarak, {iniversite dersleri konusma
ogretimiyle ilgili pedagojik inanclar1 asilamada etkili olsa da, pratik bilesenlerin
ylriitiilmesinde yetersiz kalmistir. Adaylar, akran liderligindeki simiilasyonlarin
gercek smif ekolojisini taklit edemedigini oybirligiyle belirtmislerdir. Akranlarin ileri
diizeydeki dil yeterliligi ve uyumlu davraniglari, gercek sinifi tanimlayan yonetim ve
dilsel uyum degiskenlerini etkisiz kilmistir. Sonug olarak, bu simiilasyonlar otantik

O0grenme alanlar1 yerine performatif egzersizler olarak algilanmistir.

Dahasi, metodoloji derslerinde so6zlii becerilerin 6nemsizlestirildigi, iletisimsel
faaliyetlerin siklikla g6z ardi edildigi veya ylizeysel engeller olarak ele alindig
goriilmiistiir. Bu durum Sevgi gibi adaylarin iiniversitenin yaklagimini “iitopik™ ve
okul gergeklerinden kopuk gormelerine yol agmistir. Ayrica, 6devlerin giftler halinde
yapilandirilmasi bireysel pedagojik sorumlulugu sulandirmistir. Leyla’nin durumunda
goriildiigii gibi, bu igbirlik¢i yap1 adaylarin zorlu 6gretim agamalarindan kaginmalarina
olanak taniyarak biitiinsel ders akisi ve bagimsiz smif yOnetimi anlayislarinda
bosluklar yaratmistir. Buna karsilik, adaylar profesorlerinden aldiklari geri
bildirimlerin demo derslerindeki eksiklikleri belirlemede ve genel 6gretme becerilerini
gelistirmede yardimci oldugunu kabul etmislerdir. Beril ve Berke, akranlarinin farklh
yaklagimlarimi gozlemlemenin aktivite repertuarlarimi genislettigini ve kendilerini
motive ettigini belirtmislerdir. Uzerinde diisiinen 6gretmen adaylari, mikro dgretim

uygulamalarindan daha biiyiik fayda sagladiklarini bildirmiglerdir.

Ogretmen yetistirme programi, anadili konusanlarin normlarma kars: elestirel bir
durus asilamay1 basarmistir. Beril ve Sevgi, anadilcilige karsi olduklarini belirterek
derslerinde diller arasi gegcislilik (translanguaging) yonetimini desteklemislerdir.
Kendi zihinsel ¢eviri zorluklarindan ve aldiklar1 egitimden yola ¢ikarak, anadili
stratejik kullanmanin 6grencilerin kaygisin1 azaltmada etkili bir ara¢ olduguna
inanmiglardir. Benzer sekilde, Berke de “sadece hedef dilde 6gretimi” sorgulamis ve
dil gecisini biligsel olarak faydali gormiistiir. Nalan ise anadil aksanindan ziyade
anlagilabilir bir aksani tercih etmistir. Ancak Leyla, akranlarimin hatalarini

gbzlemlemekten kaynaklanan “hata kalicilasmasi” korkusu yasamistir. Bu korku,
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akicilig1 onceliklendirmesi gerektigi yoniindeki inanciyla ¢elismis ve zaman zaman
ogrencilerin soziinli keserek diizeltme yapmasina, dolayisiyla bilissel bir gerilime

neden olmustur.

Borg’a (2006) ve Johnson’a (2009) gore, ilk 6gretmenlik deneyimleri temel biligsel
stirecleri sekillendirmede son derece etkilidir. Staj ortamina gecis adaylarda bilissel
uyumsuzluga neden olmus ve idealize edilmis 6§retmen egitimi ile gercek siniflarin
karmasik yapis1 arasindaki keskin zithig1 ortaya koymustur. Leyla, Nalan ve Sevgi i¢in,
motivasyonsuz ve diisiik yeterlilikli devlet okulu 6grencileri pedagojik beklentilerde
ani bir kirilmaya yol agmustir. Iletisim ydntemlerinin istekli katilimcilara baglh
oldugunu fark eden Leyla ve Nalan, uygulamalarin1 6grenci profiline gore uyarlarken;
Sevgi bu profil karsisinda idealist goriislerinden tamamen vazgegmek zorunda

kalmistir.

Staj, 6gretmen adaylarinin 6zerkligi i¢in bir miicadele alanina doniismiistiir. Beril ve
Berke giiclii 6zerklik yonelimleri sergilemislerdir; Berke ek 6gretim firsatlar ararken,
Beril mentorunun Tiirk¢e’ye donme baskisina aktif olarak direnmis, kaygiy1 azaltmak
i¢cin akran destegini ve anadilini stratejik olarak kullanarak alt diizey 6grencilere uyum
saglamistir. Buna karsilik, Sevgi’nin 6zerkligi, 68renci ¢ekingenligi ve davranis
problemlerinin agirhg altinda ¢okmiistiir. iletisimsel amaglarini gerceklestiremeyen
Sevgi, yogun ogretmen konusmasmna (Teacher Talking Time - TTT) ve anadil
kullanimina geri donmek zorunda kalmaistir. Yansitici bir 6gretmen olarak Berke, MEB
okullarimi elestirerek etkili konusma 6gretimini engelleyen kisir bir dongiiye dikkat
cekmistir. Leyla ise kiiglik materyal uyarlamalart ve iyi iligkilerle siirecin
yonetilebilecegini fark ederek akigkan bir biligsel yapi sergilemistir. Nalan, sinif
mevcudu ve degerlendirme baskilar1 nedeniyle konusma aktivitelerini biraksa da,
farkli siniflar1 gdzlemlemenin repertuarmi genisletti§ini savunmustur. Onceki
deneyimlerine giivenen Nalan degisime daha direngli kalirken, Sevgi ikinci staj
donemindeki yogun engeller ve caresizlik hissi nedeniyle kariyer se¢imini bile

sorgulamistir.

Konusma Kuliibii’nde adaylar, inanglar1 ve uygulamalar1 arasinda daha gii¢lii bir uyum

oldugunu bildirmislerdir. Tam 6zerklige ve yansitma firsatlarina sahip olduklar i¢in
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benzer kisitlamalar1 daha iyi yonetmislerdir. Beril, Berke, Nalan ve Leyla, burada
ogrendiklerini stajlarina aktarmaya c¢alismis; hatta Sevgi bile 0grendigi bazi siif
yonetimi yontemlerini stajinda kullanmustir. I1k derslerde adaylar pedagojik asiriliklara
diismiislerdir. Ornegin, Beril 6grenci bilgi yetersizligi korkusuyla ilk miinazara
etkinligini asir1 desteklemistir. Buna karsilik, Leyla neredeyse hi¢ dilsel destek
saglamadan hedef dilin kendiliginden iiretilmesini beklemis ve sessizliklere yol
acmistir. Berke ise duygusal faktorlere asir1 odaklanarak ilk dersi 6gretici olmaktan

ziyade sadece eglenceli hale getirmistir.

Ancak, isbirligine dayali yansitma, akran geri bildirimi ve UHG’lerle, ikinci
derslerinde daha pedagojik olarak tutarli dersler yapmislardir. Bu siireglerin ardindan
adaylar yaklasimlarin1 basariyla yeniden ayarlamislardir. Beril konular1 6grencilerin
yasamlariyla iliskilendirerek onlara o6zerklik tanimis; Leyla konusmayi stratejik
destekle desteklenen bir nihai hedef olarak ele almis; Berke ise girdi ve c¢iktiy1

dengeleyen yapilandirilmis bir ders sunmustur.

Vygotsky’nin sosyokiiltiirel kurami ¢ergevesinde, sosyal iligkiler 6gretmen bilisini
yeniden sekillendiren temel unsurlardir. Bu etkilesimler {i¢ ana grupta toplanmaktadir.
[k grubu olusturan K-12 dgretmenleri ve {iniversite profesorleri gibi daha bilgili
kisilerle olan iliskilerde, konusma becerileri marjinallestirildigi i¢in, adaylar
cogunlukla olumsuz sosyal etkilesimler ve “ciraklik karsit1 yaklasim™ (anti-
apprenticeship of observation) yoluyla bilislerini gelistirmislerdir. Leyla, Beril ve
Sevgi, geecmis Ogretmenlerinin kaotik, Tiirkge baskin veya asir1 diizeltici
uygulamalarint reddederek kendi pedagojilerini bu anti-modellere kars1 insa
etmislerdir. Buna karsilik, tiniversite profesorleri iyi uygulamalari modelleyen giiglii
aktorler olmustur. Nalan, profesorlerin 6gretim modellerini ve hiyerarsik sdylemlerini
kolayca igsellestirmistir. Diger adaylar da metodoloji egitmenlerinden aldiklar1 geri
bildirimlerin doniistiiriicti oldugunu, dogruluga kars1 akiciligi tercih ettiklerini

belirtmislerdir.

Ikinci grupta yer alan staj danismanlar1 (mentorlar) ve 6grencilerle olan etkilesimler,
sinifta miimkiin olan seylerin sinirlarini belirlemistir. Sevgi'nin danismaninin olumsuz

ve profesyonel olmayan tavirlari, onun devlet okullarinda 6gretmenlik yapma
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arzusunu sarsmustir. Beril ve Nalan ise mentorlarinin pedagojik dayatmalarina kendi
inanclar1 dogrultusunda aktif olarak direnmislerdir. Ogrencilerle olan etkilesimler
(obuchenie kavrami uyarinca) adaylari idealize edilmis metodolojilerden vazge¢meye
zorlamistir. Nalan, genglerde ise yarayan otoriter kimligin yetiskinlerde basarisiz
oldugunu gorerek daha dostane bir yaklasim benimsemistir; Beril dijital araglari
kullanan bir kolaylastirictya doniismiistiir. Sevgi ise isbirligi yapmayan 6grenciler

karsisinda yogun anadil kullanimina geri donmek zorunda kalmistur.

Uciincii grubu olusturan akranlar (deneyim toplulugu) ve yabancilarla olan iliskiler de
biligsel degisimleri tetiklemistir. Konusma Kuliibii, akranlarin birbirlerinin biligsel
sireglerine aracilik ettigi yatay bir yakinsal gelisim alani1 (ZPD) ve bir Deneyim
Toplulugu (Community of Practice) islevi gormiistiir. Berke ve Leyla akran geri
bildirimleriyle zihniyetlerini yapilandirilmis bir pedagojiye dogru doniistiiriirken,
hiyerarsik bir bakis agisina sahip olan Nalan akran geri bildirimlerine savunmaci
yaklasmis ve profesorlerin otoritesine glivenmeyi tercih etmistir. Son olarak,
yabancilarla otantik sosyal etkilesimler (Leyla’nin kiiresel genclik projeleri, Beril’in
Erasmus+ deneyimi), dilbilgisel miikemmellikten iletisimsel niyete ve pragmatik

ogretime dogru kalici bir biligsel kayma yaratmistir.

Ogretmen adaylar1 programa konusma 6gretimi hakkinda énceden olusmus teorik
fikirlerle girmislerdir. Gergek sinif deneyimleri ve zaman/miifredat kisitlamalari,
adaylarin biligsel yaklasimlarini serbest ve az yapilandirilmis derslerden, daha pratik
ve dengeli bir anlayisa dogru kaydirmistir. Deneyim tek basmna inanglarda koklii
degisikliklere yol agmasa da, sistematik yansitma (reflection) ile birlestiginde inanglar1
gelistirmis; adaylarin odagini kendi performanslarindan 6grenci ¢iktisina ve stratejik

iskele (scaffolding) destegine dogru dontistiirmiistiir.

4. Tartisma

Birinci soru, dil 6grenme deneyimlerinin 6gretmen adaylarinin bilissel stiregleri
tizerindeki etkilerini incelemektedir. Bulgular, o©gretmen adaylarmin K-12
egitimindeki ideal olmayan dil 6grenme deneyimlerinin, kamu okullarinda konugsma

ogretimi hakkindaki ilk biligsel siireglerini etkiledigini ortaya koymaktadir. Yillarca
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dilbilgisi agirlikli, sinav odakli dil derslerinde gecirdikleri siire nedeniyle, tiim
Ogretmen adaylar1 kamu okullarinda s6zlii 6gretimin uygulanabilirligi konusunda
derin bir karamsarlik gelistirmislerdir. Yagadiklar1 deneyimler ve gozlemler, pedagojik
egitimlerini o kadar golgede birakmistir ki, kamu egitim sisteminin baglamsal
kisitlamalar1 nedeniyle bunun "{itopik" bir fikir olduguna inanmislardir. Bu, baglamsal
kisitlamalarin 6gretmen adaylarinin resmi egitimini gegersiz kildig tipik bir 6rnektir
(Borg 2006; 2015). Bu deneyimler, pedagojik idealleri ile K-12 egitimlerinde
gozlemledikleri gergeklik arasinda bir gerilim yaratmistir. Wang ve Zhang (2024)
ayrica 6gretmenlerin kisisel 6grenme ge¢miglerinin mevcut 6gretim uygulamalari ve
biligsel siire¢leri lizerinde etkili olabilecegini savunmaktadir. Bu bakis agistyla uyumlu
olarak, bu caligsma, 6gretmen adaylarinin bilissel siireclerini arastirirken, 6nceki dil

o6grenme deneyimlerini incelemeye vurgu yapmaktadir.

Dil 6grenme deneyimleriyle ilgili bulgulardan 6ne ¢ikan bir diger bulgu da, 6gretmen
adaylarimin bilissel siireclerini sekillendirmede duygularin roliidiir. Sevgi ve Beril’in
dil 6grenme yolculuklarindaki duygusal deneyimleri, dil 6grenme ve 6gretimine daha
insancil bir bakis acist benimsemelerine yardimci olmus ve 6grenmenin duygusal
yoniiniin son derece farkinda olmalarimi saglamigtir. Ogrencilerinin  8grenme
stireglerini desteklemis ve konugma derslerinde iletisim kurmaya oncelik vermislerdir.
Dahasi, Ingilizce 6grenirken sozlii yeterlilik konusunda yasadiklari zorluklar ve
climlelerini once zihinlerinde ¢evirme yiikii nedeniyle, Warford ve Reeves (2003) ile
uyumlu olarak, anadil kullanimina iligkin esnek goriislere sahip olmuslardir. Anadili
Ingilizce olmayan dgretmenlerin dil 6grenme deneyimlerine ¢ok fazla giivendiklerini
one siirmektedirler. Ayrica, dil 6grenmenin duygusal yoniiniin farkinda olmalari,
Lantolf ve Swain’in (2019) ve Bigelow’un (2019) calismalariyla da uyumludur.
Duygunun bilisten ayrilamayacagini savunmaktadirlar. Ayrica, 6gretmenlerin siif ici
davraniglarini anlamak icin duygular1 incelemenin 6nemini vurgulamaktadirlar. Bu
calismanin bulgulari, 6gretmen adaylarinin biligsel siireclerini daha iyi anlamak icin
duygu ve bilisin daha biitlinsel bir sekilde incelenmesi gerektigini one stirmektedir.
Gao ve Yang’in (2022) bulgularim1 yankilamakla birlikte, bu caligma gecmis dil
ogrenme deneyimleri ile mevcut sinif uygulamalar1 arasinda agik bir bilig-duygu

baglantisinin altin1 ¢izmektedir. Bu kesisim, her ikisi de 6grenme ge¢mislerini
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Ogretimlerine rehberlik etmek i¢in aktif olarak kullanan Beril ve Sevgi drneklerinde

acikca goriilmektedir.

Bu sorunun ikinci kismi, 6gretmen adaylarinin konugma 6gretimi hakkindaki bilissel
stirecleri tizerindeki Ogretmenlik egitim programinin etkisini arastirmaktadir. Bu
calismadaki 6gretmen adaylari benzer dil egitimi almislardir; bu egitimde sozli
Ogretim ya hi¢ yoktu ya da yetersizdi. Ancak bu egitim sistemi, 6§retmen adaylarinin
biligsel siireclerine geleneksel dil 6gretimi goriislerini, yani gramer odakli dil 6gretimi
goriislerini yerlestirmemistir. Ogretmen adaylari, dil dgreniminde dnceligin iletisimde
olmasi gerektigine inanmiglardir. Bu inanglarinin ¢ogunu Ogretmenlik egitim
programlarina baglamislardir. Benzer sekilde, Ozmen’in (2012) ¢alismasinda da
Ogretmen adaylar1 benzer egitim ge¢mislerinden gelmis ve 6gretmenlik egitimlerinin
ilk iki y1linda egitim gegmisleriyle uyumlu inanglara sahip olmuslardir; ancak tigiincii
ve dordiincii yillarinda programin 6gretileriyle daha uyumlu inanglar benimsemeye
baslamislardir. Metodoloji dersleri, zihinsel semalarindaki bu gozlemlenen degisim
acisindan etkili olmustur. Baz1 ¢alismalarin (Peacock, 2001; Urmston, 2003; Uysal &
Bardakgi, 2014) 6gretmen adaylarinin programa baslarken sahip olduklar1 6nyargilar
nedeniyle 6gretmen egitim programlarinin zayif miidahaleler olabilecegi sonucuna
varmasinin aksine, bu ¢aligmanin bulgulari, 6gretmen adaylarinin inang sistemini

sekillendirmede 6gretmen adaylig1 egitiminin gii¢lii bir etkisine isaret etmektedir.

Ornegin, bu ¢alismadaki tiim katilimcilar dogruluktan ziyade akicilig tercih etmis ve
bu inanc1 metodoloji veya pedagoji derslerine baglamislardir. Hepsi anadilcilige
(native-speakerism) ve sadece Ingilizce dgretimine karsiydi. Bununla birlikte, benzer
egitim almis olmalarina ragmen, cesitli nedenlerden dolay1 hata diizeltme konusunda
farkli yaklagimlara sahiptiler. Ornegin, Beril, anlami bozmadig1 siirece konusma
hatalarin1 gérmezden gelmeyi tercih ederken, Berke 0z yeterlilik inanglar1 nedeniyle
bunlar1 gérmezden gelmeyi tercih etti. Ote yandan Sevgi, hata diizeltmeyi bir duygusal
filtre yiikseltici olarak gordii ve &gretmenlerinin onu diizeltmesini igsellestirerek,
gerekli olmadik¢a bunu yapmamaya karar verdi. Benzer sekilde, Numrich (1996) s6z
konusu calismada o6gretmen adaylarmin, ge¢misteki ¢ok olumsuz dil 6grenme
deneyimleriyle iliskilendirdikleri i¢in ¢cogu zaman hata diizeltmesinden kag¢indiklarini

bildirmistir. Bazi yansitict anlatimlarda, diizeltilmenin onlarn dil 6greniminden
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uzaklastirdigini ve bu deneyimlerin, sonu¢ olarak, Ogretmen adaylarmin dil
Ogretmenligi egitiminde ikinci dil Ogretimine iliskin temel kavramlastirmalarin
temelini olusturdugunu belirtmislerdir (Borg, 2006). Moodie'nin (2016) ¢alismasinda
da benzer bir bulgu ortaya ¢ikmistir; 68retmenler, gegmisteki 6gretmenlerinin bazi
uygulamalarindan, bunlarla iligkili olumsuz duygular nedeniyle kac¢inmislardir.
Lantolf ve Swain (2019) Ogretmen bilis aragtirmacilarini, 6gretmenlerin bilissel
siireclerinin duygusal yOnlerine 151k tutmaya g¢agirtyor; ¢iinkii bu duygusal yonler,
programin onlara asilamaya ¢alistig1 inanglar1 gegersiz kilabilir. Bu nedenle, 6gretmen
yetistirme programlari, 6gretmen adaylarinin duygusal dil 6grenme deneyimlerine
deger vermeli ve bu deneyimlerin farkinda olmalar1 ve bunlar dile getirmeleri i¢in

yollar bulmalidir; ¢linkii bu deneyimler 6gretimlerinde etkili olabilir.

Bahsetmeye deger bir diger bulgu ise, metodoloji derslerinin 6gretmen adaylarinin
bilissel siiregleri iizerindeki etkisine dair bulgulardir. Ogretmen adaylar1, metodoloji
derslerinin kendilerine pedagojik icerik bilgisi kazandirdigini belirtmislerdir. Bu
calismanin sonuglari, Kharlay vd.nin (2025) bulgularin1 dogrulamaktadir; bunlardan
biri, 6gretmen adaylarinin teorik derslerden ziyade uygulamaya dayali dersleri tercih
etmeleridir. Bununla birlikte, mevcut ¢aligmada 6gretmen adaylar1 bu derslerin bazi
eksikliklerini de siralamiglardir. Demo derslerin siniflarin gercekligini yansitmadigini,
clinkii arkadaslarinin gercek simiflarinda karsilagsacaklar1 6grencilerden farkli
oldugunu belirtmislerdir. Ayrica, gruplar halinde ¢alismak zorunda kaldiklar1 i¢in dersi
bastan sona kendileri anlatamadiklarini da ifade etmislerdir. Numrich (1996) 6gretmen
adaylarmin gilinlik kayitlarin1 inceledikten sonra derslerin bireysel olarak
ogretilmesinin gerekliligini ortaya koymustur. Mevcut ¢alismadaki adaylar ayrica
profesorlerin beklentilerinin gercekei olmadigini da diisiinmiislerdir. Benzer sekilde,
Utku Bilici (2024), s6z konusu ¢aligmada bazi 6gretmenlerin lisans programlarindaki
ders planlarin1 “Uitopik™ olarak degerlendirdigini bulmustur. Gergeklik ile 6gretmen
egitimi programi arasindaki bu uyumsuzluk, ozellikle stajlarima basladiklarinda,
Ogretmen adaylarinin zihinlerini zorlayabilir. Bu deneyimler, smif gercekligiyle
karsilastiklarinda gecirdikleri biligsel siireclere 151k tutmak i¢in yakindan
incelenmelidir. Ogretmen adaylig1 egitim programlari, dgrenci dgretmenlerin bilissel
uyumsuzluk yasamalarini 6nlemek i¢in miifredatlarini tasarlarken bu pratik gercekleri

g6z onilinde bulundurmalidir.
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Bu calismanin ikinci aragtirma sorusu, O0gretmen adaylarinin konusma o6gretimi
hakkindaki biligsel siirecleri iizerindeki O6gretim deneyimlerinin  etkisini
arastirmaktadir. Gergek smif deneyimi kazanmak, dil 6gretmenlerinin bilissel
semalarin1 degistirebilir (Borg, 2006; 2015; Gokg¢e Baturlar, 2018; Gokce & Kegik,
2021; Oztirk & Giirbiiz, 2017; Utku Bilici, 2024). Dil 6gretmenleri, dil égrenme
deneyimleri ve mesleki egitimleri yoluyla edindikleri dnceden belirlenmis inanglarla
siniflarina girerler ve bu inang sistemi, inanglarini ve varsayimlarini test edebilecekleri
smif deneyimi edindiklerinde birgok degisiklige ugrayabilir (Cabaroglu & Roberts,
2000). Benzer sekilde, Yuan ve Lee (2014), inanglarin istikrarli yapilar olmadigini ve
ozellikle 6gretmen adaylarinin ilk sinif deneyimini olusturan uygulamali egitimde,
biligsel gelisimlerini desteklemek i¢in 6gretmen adaylarina agik ve destekleyici bir
ortam saglanmasi gerektigini savunmaktadir. Bu c¢alismadaki 6gretmen adaylari,
tiniversite diizeyindeki hazirlik okulu &grencilerine konusma oOgretme firsati
bulduklar “Konusma Kuliibii” adl1 bir projeye katildilar. Birbirlerini gézlemlediler ve
resmi olarak degerlendirilmediler. Derslerinde tam 6zerklige sahiptiler. Bu kuliipte

edindikleri deneyimler, inanglarini ¢esitli sekillerde degistirdi.

Ornegin, Nalan geng dgrencilere Ingilizce dgrettigi igin Konusma Kuliibii derslerinden
once konusma Ogretimi hakkinda bazi dnyargilara sahipti. Ancak, bu diisiincelerin
yetigskin 6grencilerle ise yaramadigini fark ettiginde sasirtict bir farkindalik yasadi.
Yontemlerini uyarlamak ve pedagojik bilgisini gelistirmek zorunda kaldi, bdylece bu
ogrencilerin ihtiyaclarini daha iyi karsilayabildi. Diger 6gretmen adaylarinin konugma
konusunda herhangi bir 6gretmenlik deneyimi yoktu; ancak, yaptiklari dersler ve kendi
dil 6grenme deneyimleri sayesinde konugma Ogretimi hakkinda bazi Onyargilar
olusturmuslardi.  Ornegin, Beril dil &grenme deneyimlerinden yola ¢ikarak
ogrencilerin ¢cok fazla destege ihtiya¢ duyacaklarini varsaydi; bu nedenle, etkinliklerini

yogun bir sekilde destekledi, bu da 6grenci dil iiretimini sinirladi.

Derinlemesine diisiinme sayesinde, ikinci dersinde 6grencilere daha fazla 6zerklik
vermeyi ve siniftaki baskin 6gretmen roliinden geri adim atmay1 basardi. Berke ve
Sevgi, konusma i¢in duygusal filtrenin diigiiriilmesi gerektigine inaniyorlardi; sonug

olarak, iliski kurmaya odaklandilar ve derslerinin eglenceli yoniine daha ¢ok dnem
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verdiler. Konugmanin iskeleleme ve yapilandirilmig ders planlamasini gerektirecegini
fark ettikten sonra, ikinci derslerinde daha yapilandirilmis yaklagimlar benimsediler.
Leyla, ogrencilerin tanmittig1 dilbilgisi konusu hakkinda daha fazla bilgiye sahip
olacagim1 varsaymisti. Bunu fark ettiginde veya Ogrenci c¢ekingenligiyle
karsilastiginda, ilk dersinde 6gretmen merkezli uygulamalara bagvurdu. Ancak, akran
yansitmast ve UHG’ler 6gretmen 6grenimini hizlandirdi ve dilbilgisi odakli bir
yaklasimdan iletisimsel bir yaklasima ge¢meye calisti. Ogretmen adaylar ikinci
derslerinde bazi biligsel degisiklikler gosterse de, beklenmedik sinif olaylarina o kadar
duyarli degillerdi. Bu bulgu, Borg’un (2006) bulgusuyla tutarhdir. Ogretmen
adaylarinin biligsel siirecleri boliimlere ayriktir ve bu nedenle daha az esnektir. Ancak,
yansitma yoluyla biligsel mekanizmalar1 gelisebilir. Somuncu (2021), yansitict
uygulamanin 6gretmen egitiminin énemli bir unsuru oldugunu 6ne siirmektedir. Bu
calisma, 6gretmen egitiminde yansitict uygulamanin entegrasyonuna duyulan ihtiyaci

dogrulamaktadir.

Bu c¢aligmanin literatiirdeki bulgular1 destekleyen bir diger bulgusu ise 6gretmen
adaylarinin inanglar1 ve smnif i¢i uygulamalar arasindaki u¢urumdur. Bazen ilk
goriismelerde agikea belirttikleri goriisleriyle gelistiler. Ornek olarak, Nalan ve Leyla
dogruluktan ziyade akiciligi savundular, ancak Leyla akicilik etkinlikleri sirasinda
ogrencileri agik¢a diizeltirken, Nalan dgrenciler konusurken sozlerini kesti. ilki, hata
kalicilasmasindan korktugu icin bdyle davrandigini belirtirken, ikincisi eylemlerini
zaman siirlamasina bagladi. Benzer sekilde, Borg (2015), dil 6gretmenlerinin
baglamsal kisitlamalar nedeniyle inan¢larini uygulamaya koymakta zorlanabilecegini
one siirmektedir. Baglamsal kisitlamalar bir filtre gorevi goriir ve gozlem yoluyla
edindikleri ¢iraklik doneminde derinden yerlesmis 6gretim uygulamalarii yeniden
etkinlestirebilir (Lortie, 1975). Ogretmen bilis arastirmasmin amaci, “iyi” gretim
yontemlerini recete etmek veya Ogretmenlerin uygulamalarint elestirmek degil,
Ogretmenlerin yansitict uygulayicilar olmalarina yardimer olmak igin bu derinden

yerlesmis aliskanliklara 151k tutmak olmalidir.

Konusma Kuliibii’nden daha etkili olan bir diger 6gretim ortamu ise stajdi. Ozellikle
egitimleri ile okul gergekleri arasindaki “uyumsuzlugu” yonetmek i¢in gerekli mesleki

deneyime sahip olmadiklar1 igin karsilastiklar1 dis baskilar oldukga etkiliydi. Ornegin,
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Sevgi sorunlu bir 6grenci grubuyla karsilasti ve siif yonetimi sorunlariyla nasil basa
¢ikacagini bilmiyordu. Cogu zaman anadilini kullanmak zorunda kald1 ve 6grencilerin
davranig sorunlar1 nedeniyle dersleri higbir zaman planladigi gibi gitmedi. Diger
adaylar bu kadar ciddi kisitlamalar bildirmemis olsalar da, gozlemlenmenin ve
notlandirilmanin, kendi 6gretmenlerinin yontemlerine alismig bir 6grenci grubuna ders
vermeyle birlestiginde, lizerlerinde biiylik bir zihinsel baski olusturdugunu belirttiler.
Ayrica, zaman sinirlamalar1 ve boliim beklentileri gibi ek baglamsal kisitlamalarin
islerini daha da zorlastirdigini eklediler. Bu bulgu, Numrich’in (1996) bulgularini
yansitmaktadir. Ogretmen adaylari, staj sirasinda yasadiklar1 hayal kirikliklarmin
bazilar1 olarak zaman yonetimi ve Ogrencilerden ziyade kendilerine odaklanmay1
belirtmislerdir. Benzer bulgular, hizmet i¢i 6gretmen ¢alismalarinda da bulunmustur.
Ornegin, Adem ve Berkessa (2022), dgretmenlerin bilissel siireclerini incelemis ve
Ogretmenlerin ~ simif  gergekleri  nedeniyle  beyan  ettikleri  inanglarinm
uygulayamadiklarin1 tespit etmistir. Burada belirlenen tutarsizlik, Kerimoglu ve Altun
(2026) ve Garcia-Ponce ve Tagg (2020) tarafindan belgelenen baglamsal kisitlamalari
yansitmaktadir. Bu calismada, 6gretmen adaylar1 Konusma Kuliibii'nde giiclii bir
ozerklik duygusuyla hareket ederken, uygulamali egitimde kisith bir o6zerklik
bildirmiglerdir. Bu durum, karsilastiklart kisitlamalar1 arastirmanin gerekliligini
vurgulamaktadir; ¢linkii bazi 6gretmen adaylar1 i¢cin Konusma Kuliibii’'nde edindikleri
bilgi, kisitli 6zerklikleri nedeniyle uygulamali egitim baglamlarina aktarilabilirlik
acisindan bir miktar sinirl kalmistir. Bununla birlikte, Beril 6zerk bir durus sergilemis
ve zorluklarin iistesinden yansima yoluyla gelmistir. Bu bulguyla tutarli olarak, Gokge
Baturlar (2018), 6zerklik ve bagimsizliga sahip 6gretmen adaylarinin meseleleri kendi
ellerine aldigini, baz1 6gretmenlerin ise miifredati ve yonetimi sucladigini ortaya
koymustur. Baska bir deyisle, 6gretmenler kendi iradelerini kullandiklarinda, biligsel

siirecleriyle daha uyumlu dersler verebilirler.

Ugiincii soru, sosyal etkilesimlerin dgretmen adaylarinin biligsel siireclerini nasil
etkiledigini arastirmaktadir. Ilk olarak, gegmisteki dil 6gretmenleri ve iiniversite
profesdrleriyle etkilesimleri tarafindan nasil sekillendirildigini incelenmistir. ilkinin
mevcut biligsel siirecleri iizerinde daha giiglii bir etkisinin var oldugu, ancak bu etkiler
genellikle olumsuz; baska bir deyisle, “tersine gozlem yoluyla ciraklik” (Moodie,

2016), konusma o6gretimi hakkindaki biligsel siireglerini sekillendirmede daha etkili
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oldugu bulunmustur. Oncelikle, ge¢misteki dil dgretmenleri ya konusma etkinliklerini
kasitl olarak atladilar ya da konugma etkinliklerini performatif bir sekilde yaptilar. Bu
nedenle, K-12 egitimlerinde herhangi bir uzman modelini gozlemleme firsati
bulamadilar. Beril, Ingilizce 6gretmenlerinin sinifta gogunlukla anadilini kullandigini
ve bunun sozlii yeterlilik gelisimini engelledigine inandigin1 belirtti. Bu durum ayni
zamanda dil egitimine elestirel bir bakis agisiyla yaklagmasina ve smifta anadil
kullaniminm1 sorgulamaya baslamasina neden oldu. Benzer sekilde, Leyla, Nalan ve
Sevgi de Ogretmenlerinin ¢ok sik Tiirkge’ye dondiiklerini belirttiler. Akranlarinin
dgretmenlerinin aksine, Berke'nin 6gretmenleri siiftaki herkesin her zaman Ingilizce
kullanmasinda 1srarciydi; ancak, bu uygulamanin kendisi tizerinde baski yarattigini
belirtti. Dil 6gretmenlerinin bu goézlemleri onlar i¢in anti-modeller olusturdu. Her
zaman Ingilizce kullanmaya calisacaklarini, ancak belirli kosullar altinda anadillerini
kullanmanin degerini de takdir ettiklerini ifade ettiler. Metodoloji ve pedagoji
profesorleriyle etkilesim kurduktan sonra, bu &gretim uygulamalarina karsi daha
yansitict ve elestirel oldular. Dil 6gretmenleriyle yasadiklari bir diger olumsuz
etkilesim ise agik hata diizeltmesiydi. Sevgi, Ogretmenleri onu sert bir sekilde
diizelttiginde moralini bozuyordu. Bu duygusal deneyimler, onun Ogretim
uygulamalarina yansidi. Bu bulgular, uzman gozlemlerinin 6nemini ve bunlarin
Ogretmen adaylarinin zihinleri tizerindeki etkilerini vurguladiklari icin Moodie (2016)
ve Utku Bilici’nin (2024) bulgularin1 dogrulamaktadir. Bu nedenle, bu calisma,
gecmisteki dil 6gretmenleriyle etkilesimlerin 6gretmen adaylarinin biligsel siireclerini

sekillendirmede ne kadar etkili olabilecegini vurgulamaktadir.

Ancak, K-12 dgretmenleriyle etkilesimleri her zaman olumsuz degildi. Ogretmen
adaylar1 ayrica ge¢misteki dil 6gretmenleriyle olumlu etkilesimler yasadiklarini da
bildirdiler. Baz1 dgretmenler sayesinde Ingilizce 6gretmeni olmaya tesvik edildiler.
Leyla, ilkokul 6gretmeninin sevgi sozciikleri kullandigini ve bu sayede derslerine
katilmay1 dort gozle bekledigini hatirladi. Ogretmeni ona 6gretmen olmaya ve diinyayi
gezmeye ilham verdi. Benzer sekilde, Sevgi'nin ¢ok sevecen bir Ingilizce 6gretmeni
vardi ve onun sayesinde Ingilizce gretmeni olmaya karar verdi. Berke ve Beril, bazi
ogretmenlerini, Ogrencilerine karsi sergiledikleri olumlu tutumlar nedeniyle rol
modelleri olarak adlandirdilar; bu da Utku Bilicinin (2024) bulgularini

desteklemektedir. Bu ayni zamanda bilisin duygusal yoniine de isaret etmektedir;
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Lantolf ve Swain (2019), bilim insanlarin1 bunlar1 ayr1 varliklar olarak degil, ayni
madalyonun iki yiizli olarak ele almaya cagirmaktadir. Sonug olarak, bu calisma,
O0gretmen adaylarinin gecmis 0gretmenleriyle olan etkilesimlerinde duygularin roliinii
vurgulamakta ve bunlar1 birlikte incelemenin bu sosyal dinamikleri daha iyi

aydinlatacagini savunmaktadir.

Universite profesdrleriyle olan etkilesimleri iki acidan etkili oldu. Birincisi, bazi
profesorleriyle yaptiklar1 goriismeler ve onlar1 gézlemlemeleri, Beril ve Leyla’nin
akademide kariyer yapmalarina yol agt1. Dilbilim ve edebiyat gibi aragtirma alanlarina
ilgi duymaya basladilar. Ikincisi, konusma &gretimi hakkindaki bilisleri, metodoloji
dersi veya Cocuklara Yabanci Dil Ogretimi dersi profesdrlerinin sunumlarini
gozlemleyerek sekillendi. Ornegin, Berke, ikincisinin &gretilerinin “dgretmen
kimligini sekillendirdigini” iddia etti. Bu uzman gozlemlerinin ne kadar etkili
olduguna dair bir bagka 6rnek de Konugsma Kuliibii derslerinden verilebilir. Metodoloji
profesorlerini gbzlemleyerek dgrendikleri teknikleri ve etkinlikleri kendi siniflarinda
uygulamaya c¢alistilar. Vygotsky’nin sosyokiiltiirel teorisi acisindan bakildiginda, bu
davranig, bir baglamda edindikleri bilgiyi baska bir baglama aktarmaya calistiklar:
i¢in, liniversite profesorlerinin biligsel siireclerini etkilemedeki roliinii vurgulayan bir
tiir benimseme olarak goriilebilir. Bu bulgu, Utku Bilici’nin (2024) bulgulariyla da
uyumludur. Arastirmasinda, akademisyenlerin etkisi dil 6gretmeni bilisinin bir bileseni
olarak listelenmistir. Universite profesérleri bu baglamda dgretmen egitimcisi olarak
da adlandirilabileceginden, bu bulgular Johnson’in (2022) bulgularin1 yansitmaktadir.
Ayrica, 0gretmen adaylarinin mesleki gelisiminde 6gretmen egitimcilerinin roliinii ve
mentorluk uygulamalarini da vurgulamaktadir. Bu ¢alismada 6gretmen egitimcileri,
konusma ogretimi hakkindaki biligleri etkilemede ¢ok 6nemli bir rol oynamaktadir.
Sosyokiiltiirel bir perspektiften bakildiginda, bu durum 6gretmen egitiminin, uzman-
acemi dinamiginin ders kitaplarinin ¢ok 6tesine uzandigi, derinlemesine sosyallesmis
bir siire¢ oldugunu gostermektedir. Ogretmen adaylari, profesérlerinin yontemlerini
taklit ederek ve benimseyerek, bu dissal akademik etkilesimleri etkili bir sekilde
igsellestirmis ve bunlart kendi uygulamalari icin igsel biligsel cercevelere
dontistiirmiislerdir. Bu durum, bu iliskilerin incelenmesinin, 6gretmen adaylarinin

uygulamalarinin ardindaki biligsel siirecleri nasil aydinlatabilecegini gdstermektedir.
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Uciincii sorunun bir alt bashii, staj gdzetmenlerinin ve mentor &gretmenlerin,
O0gretmen adaylarimin konusma Ogretimi hakkindaki biligsel siirecleri tizerindeki
etkisini arastirmaktadir. Konusma 6gretimi hakkindaki biligsel siiregler, konugsma ve
gozlemler yoluyla sekillenmistir. Bununla birlikte, staj mentorlariyla olan sosyal
etkilesimler, yani mentor geri bildirimi ve gozlemler, konusma 6gretimi hakkindaki
biligsel siireglerini sekillendirmede etkili olmamistir; ¢linkii ¢ogu konusma dersi
vermemis ve dolayisiyla bu konuda herhangi bir geri bildirim almamistir. Gézlemler
acisindan, mentorlar yetenekli 6gretmenler ise, onlardan bazi seyler 6grenmislerdir;
ancak ¢ogu staj okulunda mentorlar ya konusma etkinliklerini yiizeysel olarak yapmis
ya da tamamen atlamiglardir. Dahasi, bazen 6gretmen adaylarinin inanglariyla ¢elisen
uygulamalar Onermislerdir. Beril'in durumunda, ikinci staj mentoru, is yikiinii
hafifletmek i¢in ana diline gegmesini Onermistir, ancak Beril bu geri bildirime kars1
cikmistir ¢iinkii bu, dil 6gretimi felsefesiyle ¢elismektedir. Benzer sekilde, Nalan'in
mentoru, etkilesimli 6grenci eslestirme etkinliklerinin uzun siirmesi nedeniyle bu
etkinlikleri begenmemistir. Mentor, bu eslestirme etkinliklerini “zaman kayb1” olarak
nitelendirdi. Ancak Nalan bu yoruma katilmadi ve stajin sonuna kadar bu etkinlikleri
kullanmay1 birakmak zorunda kaldi. Bu geri bildirimi igsellestirmedi, ancak
kendisinden isteneni yapmak zorunda kaldi. Cabaroglu ve Roberts (2000) bu tiir
degisimi sahte degisim (pseudo change) olarak smiflandirtyor. Ogretmen adayi,

etkinliginin etkili olmadigina ikna olmus gibi davranmak zorunda kaldu.

Mentorlarindan aldiklar1 geri bildirim, bazi durumlarda diyalogsal arabuluculuktan
cok uzakt1. Mentorlarini pasif bir sekilde dinlediklerini ifade ettiler. Ornegin, Nalan’mn
mentoru, etkilesimli eslestirme etkinliklerini zaman kaybi olarak nitelendirdi ve Nalan
buna katilmadi. Etkinlik se¢ciminin ardindaki gerekceyi agiklama sansi verilmedigini
belirtti. Berke, mentoru hakkinda olumsuz bir sey sdylemese de, mentorunun
derslerine genel geri bildirim verdigine inaniyordu. Mentoru sadece “Iyiydin!” gibi
ifadeler kullandi. Mentorlarindan ¢ok sey 6grenmedigini, daha ¢ok kendi &gretim
deneyimlerinden ogrendigini belirtti. Bu bulgu, Sahin’in (2023) bulgularim
dogrulamaktadir; zira o ¢alisma da stajda yeterli mentor geri bildiriminin eksikligini
vurgulamaktadir. Benzer sekilde, Bekereci-Sahin ve Giirbiiz’e (2022) gore,

mentorlarin geri bildirim oturumlarinin elestiri oturumlarina doniistiigii ve 6gretmen
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adaylarinin giiclii yonlerinin yiizeysel olarak ele alindigi, bunun da &gretmen

adaylarinin cesaretini kirdig: tespit edilmistir.

Benzer sekilde, Nguyen (2023), mentorlarin, 6gretmen adaylarinin pasif dinleyiciler
oldugu monolog geri bildirimi tercih ettigini bulmustur. Johnson (2022), 6gretmen
adaylarinin bilissel siire¢lerini etkili bir sekilde etkilemek i¢in Vygotskyci bir yaklagim
olan arabuluculuk olarak mentorluk onermektedir. Mevcut ¢alisma ayrica, Karaman
vd. (2019) ile de uyumlu olarak, mentorlarin diyalojik arabuluculuk/geri bildirim

uygulamalar1 konusunda egitilmesinin 6nemine isaret etmektedir.

Mentorlarla etkilesimler bazen sinifin 6tesine gegmistir. Staj mentorlartyla yaptiklar
gayriresmi konusmalar, bazen devlet okullarinda nelerin miimkiin oldugunu
belirlemistir. Ornegin, Sevgi, paylastiklari simiftaki yaramaz Ogrenciler hakkinda
mentoruyla bazi konusmalar yapmistir. Mentor, onun dgretmen olma konusundaki
endiselerini ve korkularini pekistirmistir. Bu 6rnek, mentorlarla yapilan bu gayriresmi
konusmalarin ne kadar etkili olabilecegini gostermektedir; bu nedenle, mevcut
calisma, Ogretmen adaylart i¢in daha iyi mentorluk uygulamalari saglamanin ve
mentorlart daha 1iyi yoOnlendirmek {izere se¢menin ve egitmenin Onemini
vurgulamaktadir. Mutlu-Giilbak (2023) ayrica, caligmasinda Ogretmen adaylar
tarafindan bildirilen bazi olumsuz geri bildirim uygulamalar1 nedeniyle, mentorlarin
pedagojik igerik bilgisi ve geri bildirim uygulamalar1 agisindan kendilerini

gelistirmeleri i¢in egitim verilmesini dnermektedir.

Ote yandan, staj damigmanlari, bilissel siireglerini diyalog yoluyla aktarmiglardir.
Ogretmen adaylari, onlar1 meslektaslarindan daha bilgili olarak gordiikleri igin, staj
danismanlarindan daha etkili olmuslardir. Ornegin, Nalan bir sonraki dersi igin staj
danigmaninin geri bildirimini dikkate alirken, staj danigsmaninin geri bildirimini géz
ard1 etmistir. Ancak, konusma 6gretimi hakkindaki biligsel siiregleri agisindan da o
kadar etkili olmamuslardir. Ogretmen adaylarinin stajlari sirasinda konusma odakl
dersler verme konusunda minimal deneyimleri olmus ve bu da bu alanda yapic1 geri
bildirim eksikligine yol agmistir. Bu, alandaki daha genis bir boslugu yansitmaktadir;
Wang ve Zhang (2024), konusma 6gretimi ile dil 6gretmeni bilisi arasindaki baglantiy1

inceleyen az sayida ¢alisma oldugunu belirtmektedir. Mevcut ¢alismada, katilimeilarin

251



bu alandaki sinirlt deneyimi veri toplama siirecini zorlagtirmis ve boylece 6gretmen

egitim programindaki kritik bir eksikligi ortaya ¢ikarmistir.

Ogrencilerle etkilesimlerin bilissel siireclerini etkilemesinin bir diger yolu da
iskeleleme (scaffolding) yoluyla olmustur. Ogretmen destegi olmadan ingilizce
Ogrenirken kendi baglarmma hareket etmek zorunda kalan Ogretmen adaylari,
Ogrencilerin buna ihtiya¢ duyduguna inanarak, 6gretmen konusmalar1 ve dijital araglar
araciligiyla 6gretimlerini yogun bir sekilde iskelelemislerdir. Ancak, Konusma Kuliibii
baglaminda, 6grencilerin stajyer 6grencilerden daha 6zerk olduklari i¢in bunun o kadar
gerekli olmadigint gormiislerdir. Farkli seviyelerdeki ve yas gruplarindaki 6grencilerle
etkilesim, biligsel cercevelerinin gelistirilmesi agisindan faydali olmustur. Ornegin,
geng Ogrencilerle olumsuz etkilesimleri olan Nalan, yetiskin 6grencilerle baskinlik
kurmaya caligmigtir; ancak yetiskin 6grenciler ¢ok iyi davrandiklart i¢in bunun
gereksiz oldugu ortaya ¢ikmustir. Biligsel yapisini bu 6grenci profiline gore ayarlamak
zorunda kalmistir. Benzer bir baglamda, Johnson vd. (2025), biligsel arabuluculuk ve
gelisim i¢in baskalariyla etkilesimin 6nemini vurgulamaktadir. Bu calisma da bu
etkilesimlerin biligsel stirecler i¢in kritik biiylime noktalar1 saglayabilecegini

vurgulamaktadir.

Ogretmen adaylarinin bilissel siireclerinde degisim yaratan bir diger etkilesim bigimi
ise hata diizeltmeydi; bu hem bir 6gretim pratigi hem de anlamin diyalojik bir
miizakeresi olarak degerlendirilebilir. Vygotskyci sosyokiiltiirel bir bakis acisiyla,
konusma etkinlikleri sirasinda hata diizeltme, yalnizca diizeltici bir dilsel ara¢ olarak
degil, hem 6grenci hem de 6gretmen bilisini sekillendiren dinamik bir sosyal etkilesim
olarak kavramsallastirilabilir. Bu diyalojik alanda, hata diizeltme, birlikte olusturulan
bir iskele gorevi goriir. Ancak bu c¢ok nadirdi. Ogretmen adaylari, ya yasadiklari
deneyimler, egitim eksikligi ya da 6z yeterlilik inanglar1 nedeniyle 6grencileri
diizeltmekten kacindilar. Buna karsilik, Li’nin ¢alismasinda (2024), acemi 6gretmen
geri bildirimi hem kendisi hem de 6grencileri i¢in bir 6grenme araci olarak kullandi
ve geri bildirimi yalnizca bir diizeltme araci olarak gormedi. Bu zihniyet ve
ogrencileriyle performanslari hakkinda yaptigi konusmalar, biligsel siireglerini
gelistirdi. Sonug olarak, bu ¢alisma kritik bir pedagojik agig1 ortaya koymaktadir: 6z

yeterliligi gelistirmeye yonelik acik bir egitim olmadan, 6gretmen adaylarinin hata
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diizeltmeyi igbirlik¢i bir 6grenme araci olarak gormeleri olas1 degildir. Dolayisiyla,
biligsel stirecleri dinamik, sosyal olarak aracilik edilen uygulama yoluyla

dontstiiriilmek yerine, gegmis kaygilariyla sinirl kalmaktadir.

Ogretmen adaylarinin bilissel siireclerinde degisim yaratan bir diger etkilesim bigimi
ise Ogrencilerin hatalari1 diizeltme uygulamalariydi. Bunlar hem bir &gretim
uygulamasi hem de anlamin diyalojik bir miizakeresi olarak degerlendirilebilir.
Vygotskyci sosyokiiltiirel bir bakis acisiyla, konusma etkinlikleri sirasinda hata
diizeltme, yalnizca diizeltici bir dilsel arag olarak degil, hem 6grenci hem de 6gretmen
bilisini sekillendiren dinamik bir sosyal etkilesim olarak kavramsallastirilabilir. Bu
diyalojik alanda, hata diizeltme, birlikte olusturulan bir iskele gorevi goriir. Ancak bu
¢ok nadirdi. Ogretmen adaylari, ya yasadiklar1 deneyimler, egitim eksikligi ya da 6z
yeterlilik inanglari nedeniyle Ogrencileri diizeltmekten kagindilar. Buna karsilik,
Li’nin caligmasinda (2024), acemi Ogretmen geri bildirimi hem kendisi hem de
Ogrencileri icin bir 6grenme araci olarak kullandi ve geri bildirimi yalnizca bir
diizeltme araci olarak gérmedi. Bu zihniyet ve d6grencileriyle performanslar1 hakkinda
yaptig1 konusmalar, biligsel siireglerini gelistirdi. Sonug olarak, bu ¢alisma kritik bir
pedagojik aci81 ortaya koymaktadir: 6z yeterliligi gelistirmeye yonelik agik bir egitim
olmadan, 6gretmen adaylarmin hata diizeltmeyi isbirlik¢i bir 6grenme araci olarak
gormeleri olas1 degildir. Dolayistyla, bilissel siiregleri dinamik, sosyal olarak aracilik
edilen uygulama yoluyla doniistiirilmek yerine, ge¢mis kaygilartyla smirh

kalmaktadir.

Ugiincii aragtirma  sorusunun aragtirdifi bir diger nokta da akranlarla sosyal
etkilesimlerin ~ 6gretmen adaylarimin  biligsel slirecleri  {izerindeki etkisini
incelemektedir. Analize gore, bu tiir etkilesim, bilissel ¢ercevelerini etkileme agisindan
ticiincii en etkili faktordiir. Ancak, olumlu etkiler agisindan ikinci sirada yer almaktadir.
Bu ¢alismada, 6gretmen adaylari akranlariyla bir Deneyim Toplulugu (Wenger, 1998)
olusturmustur. Bu Deneyim Toplulugu araciligiyla, isbirlik¢i diyalog, akran geri
bildirimi ve gdzlemler yoluyla bilissel siireglerini paylasmislardir. Akran geri bildirim
oturumlarinda, birbirlerinin simif uygulamalar1 {lizerine diisiinmiisler ve diyalog

yoluyla akranlarinin yakinsal gelisim alanlarmin (Vygotsky, 1978) ilerlemesine
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yardimc1 olmuglardir. Bagka bir deyisle, obuchenie (Vygotsky, 1987) yoluyla,

akranlarinin derslerini gozlemleyerek ve bunlar lizerine diislinerek 6grenmislerdir.

UHG’lere gore, bu gozlemler ve ardindan gelen yansitma oturumlari, 6gretimdeki en
iyi uygulamalar1 ve yaygin tuzaklar belirlemelerine yardimci olmustur. Bu nedenle,
profesyonel bir 6grenme toplulugu olarak bir isbirlikli gelisim alanina (Vishalache &
Claiborne, 2012) sahip olduklar1 ve ayni nihai hedef i¢in ¢abaladiklari, yani ortak
mesleki gelisim i¢in ¢alistiklar ileri siirtilebilir. Bazilar1 Konusma Kuliibii disinda da
fikir aligverisinde bulunmaya devam etti; bagka bir deyisle, igbirlikleri bu baglamin
Otesine gecti. Xu ve Wang (2023), 6gretmenlerin bilissel siireglerinde bir degisimi
katalize etmek acisindan akran isbirligi ve yansitmanin sart oldugunu savunmaktadir.
Mevcut caligsma, diger bazi calismalarla birlikte (Acar vd., 2023; Aktekin, 2019;
Somuncu, 2021), 6gretmenlik dogas1 geregi sosyal bir meslek oldugu i¢in, 6gretmenler

icin daha yansitici ve isbirlik¢i bir mesleki gelisim bigimi ¢agrisinda bulunmaktadir.

Ancak, akran etkilesimleriyle ilgili ortaya c¢ikan Onemli bir bulgu, biligsel
gelisimlerinin akran geri bildirimine acikliklartyla dogrudan paralel olmasiydi. Ornek
vermek gerekirse, Nalan, kisiligi nedeniyle akran geri bildiriminin degerini kabul
ederken, buna direndi. Universite profesorlerinin geri bildirimlerini daha kolay kabul
etti. Bagka bir deyisle, bilissel yapisi yatay arabuluculuga direngliydi ancak dikey
arabuluculuga daha duyarliydi, ¢linkii danigsmanlarin1 akranlarindan daha bilgili olarak
goriiyordu. Bu bulgu, Ince’nin (2016) bulgularmni yansitiyor ciinkii o calismada
akranlar bazen akran geri bildirimine direniyordu. Bununla birlikte, bu ¢aligmadaki
diger 6gretmen adaylari, Xu ve Wang’in (2023) bulgularina benzer sekilde, akran geri
bildirimi hakkinda ¢ok olumlu goriislere sahipti. Bu nedenle, potansiyel siirtiisme
nedeniyle bu aractan kaginmak yerine, akran geri bildirimini dil 6gretmenligi egitim
programlarina entegre etmek ve ogretmen adaylarinin zihinleri iizerindeki etkilerini
aragtirmak son derece faydali olabilir, ¢iinkii bu, 6gretmen adaylarinin geri bildirimi
bir elestiri olarak gormekten, onu mesleki gelisim icin isbirlik¢i bir ara¢ olarak

tanimaya yonelik algilarin1 degistirmeye yardimer olur.

Sonug olarak, bu ¢aligmanin bulgular1 géz Oniline alindiginda, akranlarla sosyal

etkilesimlerin biligsel gelisim acisindan birgok yonden etkili olabilecegi sOylenebilir.
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Bu akran yansitma oturumlari, bilissel ve duygusal arabuluculuk i¢in bir alan
olusturmus ve diyalojik arabuluculuk yoluyla birbirlerinden 6grenmelerine olanak
saglamistir. Biligsel catismalar yasadiklarinda bile, bunlar1 ¢6zmek i¢in aktif olarak
caba gostermislerdir. Bu isbirlik¢i alan, staja kiyasla daha az tehdit edici, diisiik kaygili
bir ortam sundugu icin, kendi biligsel siire¢lerini 6zgiirce kesfetme firsati bulmuslardir.
Ozetle, akran isbirligi ve yansitmanin, gretmen adaylarinin gretmenlik egitimleri

sirasinda biligsel gelisimleri i¢in kritik 6neme sahip oldugu sdylenebilir.

5. Sonuc

Metodolojik olarak, bu calisma 6gretmen bilis arastirmalarinda tek noktali, statik veri
toplama yonteminden wuzaklasmanin gerekliligini vurgulamakta ve biitiinsel,
uzunlamasina ve ¢cok katmanli nitel bir yaklagimi savunmaktadir. Yar1 yapilandirilmis
goriismeleri, UHG’ler, sinif gozlemleri ve akran yansitma oturumlarinin kayitlariyla
birlestirerek, bu arastirma 6gretmen bilisinin mikrogenetik gelisimini gergek zamanl

olarak yakalamistir.

Bes haftalik goniillii Konusma Kuliibii’niin dahil edilmesi, dil 6gretmenligi egitimi
alan1 i¢in Ozellikle onemli bir metodolojik c¢ikarim saglamaktadir. Geleneksel
uygulamal1 egitimin yaninda paralel, diisiik riskli bir 6gretim alani olusturarak, bu
tasarim aragtirmacimin  kurumsal kisitlamanm etkisini  6gretim  6zerkliginden
ayirmasina olanak tanimistir. Bu kuliip i¢indeki akran yansitma ve UHG oturumlari
araciligiyla iiretilen yogun, yansitici veriler, kendiliginden verilen 6gretim kararlarinin
ve anlik diisiinmenin yakalanmasinin, muhtemelen yiiksek diizeyde yapilandirilmis,
degerlendirilmis 6gretim uygulamalarindan daha fazla, gercek inang sistemlerine dair
zengin ig¢goriiler sagladigimi gostermektedir. Bu nedenle, dil 6gretmenligi egitimine
yonelik gelecekteki arastirmalar, 6gretmenlerin 6zerkligini ve biligini, resmi kurumsal
notlandirmanin bozucu etkilerinden arindirarak yakalamak i¢in bu 6zerk 6gretim

ortamlarin kasith olarak i¢eren metodolojiler tasarlamalidir.

Bu ¢aligsmanin bir diger ¢ikarimi da, 6gretmen adaylar1 i¢in daha fazla 6gretim firsatina
duyulan ihtiyag olabilir. Mevcut ¢alismadaki 6gretmen adaylari, gerekli teorik 6gretim

bilgisine sahip olduklarini belirtmelerine ragmen, tekrar tekrar daha fazla 6gretim
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firsat1 talep ettiler. Ogretmen adaylifi egitim programlari, dgretmen adaylarmin
anlamli deneyim kazanabilecegi daha fazla 6gretim firsat1 sunabilir. Hazirlik okulu
olan tlniversiteler, hazirlik okulu 6grencilerine sozlii beceriler 6gretmek icin goniillii
O0gretmen adaylarin1 kullanabilir. Bu iki tarafla konusma kuliipleri olusturmak
karsilikli faydalar saglayabilir. Bagka bir deyisle, akranlarindan ve profesorlerinden
olusan bir Deneyim Toplulugu (Wenger, 1998) kurmak, konusma 6gretimi hakkindaki
bilislerini etkileme agisindan faydali olabilir. Ogretmen adaylar1 konusma dgretiminde
deneyim ve Ozgiiven kazanirken, hazirlik okulu 6grencileri de sozlii yeterliliklerini
gelistirir. Bu tiir bir kuliip, diisiik kayg1 ortam1 nedeniyle basar1 getirebilir. Ogretmen
adaylar1 notlandirilmadiklart i¢in smifta daha 6zgiir ve rahat bir sekilde performans
sergileyebilirler.  Ayrica, Ogretmenler onlar1  notlandirmayacaklar1  veya
performanslarin1 yargilamayacaklar1 icin Ogrenciler de kendilerini daha rahat

hissedebilirler.

Dahasi, bu ¢aligma, dil 6gretmeni 6greniminde akran geri bildiriminin kullaniminin
onemini vurgulamaktadir. Ogretmen adaylarmin  birbirlerinden dgrenmelerini
saglayacak daha fazla ara¢ ve ortam sunabilecek Ogretmen yetistirme programlari
mevcuttur. Ornegin, mikro dgretimlerden sonra, 6gretmen adaylar1 birbirlerine yapici
geri bildirim verebilir ve isbirlik¢i diyalog yoluyla birbirlerinin biligsel siireclerine
aracilik edebilirler. Gelecekteki meslektaslariyla olan etkilesimleri, sinifta diisiinme ve
hareket etme bi¢imlerini olumlu yonde etkileyebilir. Ek olarak, 6gretmen adaylari
derslerinin videolarini izlemenin ve bunlar {lizerinde diisiinmenin faydalarindan da
bahsetmislerdir. Bu nedenle, video tabanli yansimalar, Ogretmen yetistirme

programlarinin ayrilmaz bir parcasi haline gelebilir.

Bu calisma, bulgularini analiz etmek i¢in Vygotskyci sosyokiiltiirel bir bakis agisi
kullanmistir. Bunu yaparak, dil 6gretmeni bilisi ve onu etkileyen deneyimler, sosyal,
kurumsal ve ulusal baglamlar i¢inde incelenmistir. Ayrica, 6gretimin igsel, duygusal
ve isbirlikci siirecini de yakalamistir. Ote yandan, Bronfenbrenner’in (1977; 1979)
cercevesini dis cevre katmanlar1 arasindaki dinamikleri daha iyi anlamak icin
uygulamak daha fazla i¢gorii sagladi. Mikro diizeyde, sosyal etkilesimlerin ve 6gretim
deneyimlerinin 6gretmen adaylarinin biligsel siireglerini etkiledigi, mezo diizeyde ise

tiniversite ve staj okullar1 gibi kurumlarin biligsel siireglerini farkli bir sekilde
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etkiledigi bulundu. Makro diizeyde ise ulusal standartlastirilmis testler ve dil egitimi
politikalar1 gibi genel etkiler, biligsel siire¢lerinin yan1 sira uygulamalar1 iizerinde de
etkili oldu. Bu nedenle, bu bakis acilarmi dil 6gretmeni bilissel arastirmalarina
uygulamak, 06gretmenlerin igsel psikolojik degisimlerini ve uygulamalarini
sekillendiren ve onlardan etkilenen karmasik ¢evresel katmanlari da kapsayan

biitiinsel, ¢ok boyutlu bir ¢er¢eve saglamak agisindan faydali olabilir.

Son olarak, bu ¢alismadaki 6gretmen adaylari, staj okullarinin gergekleri ile {iniversite
boliimlerinin beklentileri arasindaki uyumsuzluktan bahsettiler. Bu nedenle, 6gretmen
egitimcileri, bir adaym resmi egitimi ile gelecekteki sinif gercekleri arasindaki
kopuklugu agikga ele almalidir. Ogretmen yetistirme programlari, konusma dgretimini
idealize edilmis bir ortamda sunmak yerine, adaylar1 devlet okulu ortamlarinin makro
baglamsal kisitlamalarina uygun basa ¢ikma mekanizmalar1 ve uyum stratejileriyle

donatmalidir.
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