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ABSTRACT

LANGUAGE TEACHER COGNITION AND PROFESSIONAL TEACHER
IDENTITY FORMATION OF TEACHERS OF STUDENTS WITH VISUAL
IMPAIRMENTS: A CASE STUDY

CINARBAS, Halil Ibrahim
Ph. D., Department of English Language Teaching
Supervisor: Prof. Dr. Aysegiil DALOGLU

October 2022, 382 pages

International and national initiatives encourage celebrating diversity in the field of
education, yet available literature shows the experiences of teachers of students with
disabilities are often overlooked, if not marginalized. Thus, this study aimed to explore
language teacher identity and cognition of teachers of students with visual impairment
in the context of a School for the Blind.

The setting of this case study is a public School for the Blind in Ankara.
Interviews, observations, field notes, and legal documents were data collection tools
for this case study. Obtained data were analyzed by MAXQDA software. Also,
complexity theory was used as the theoretical framework to address the participants’
language teacher identity and cognition.

The findings showed that language teacher identity is dependent on personal,

social, cultural, and educational background, and it is subject to changes throughout

v



the participants’ careers in the field of language teaching. On the other hand, the
development of language teacher cognition was the result of the interactions between
the participants’ undergraduate education, instructional practices, and teacher
identities. In the context of the School for the Blind, the interactions between
participants’ language teacher identity and cognition created different system
configurations and behaviors to cater to the needs of the students with visual
impairments.

Lastly, this study implicates practical and theoretical suggestions for language
teacher identity and cognition in the context of special education schools. Additionally,
the results can inform policymakers in addressing the needs of teachers for students

with visual impairments.

Keywords: Teacher identity, teacher cognition, students with visual impairments,

complexity theory
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Gorme Engelli Ogrencilerin Dil Ogretmenlerinin Bilisselligi ve Profesyonel Mesleki

Kimlik Edinimi: Bir Vaka Calismasi

CINARBAS, Halil Ibrahim
Doktora, Ingiliz Dili Ogretimi Béliimii

Tez Yéneticisi: Prof. Dr. Aysegiil DALOGLU

Ekim 2022, 382 Sayfa

Uluslararas1 ve ulusal girisimler egitim alanindaki farkliliklar1 tegvik etse de mevcut
aragtirmalar engel gruplartyla ¢alisan 6gretmenlerin deneyimlerinin ¢ogunlukla goz
ardi edildigini veya marjinallestirildigini gostermistir. Bu nedenle, bu tez calismasinda
gorme engelli Ogrencilerin Ogretmenlerinin dil 6gretmeni kimligi ve biligselligi
deneyimlerini aragtirmistir.

Vaka calisgmasi metodu kullanilarak katilimci 6gretmenlerin deneyimleri
incelenmistir. Bu calisma Ankara’da bulunan bir gérme engelliler okulunda
gerceklestirilmistir. Miilakat, g6zlem, saha notlar1 ve yasal belgeler yoluyla arastirma
verisi toplanmistir. Elde edilen veriler MAXQDA programi yardimiyla analiz
edilmistir. Bununla birlikte, karmasiklik teorisi bu ¢alismanin teorik ¢ergevesi olarak
belirlenmistir.

Bulgular 6gretmen mesleki kimlik ediniminin kisisel, sosyal, kiiltiirel ve

egitimsel ge¢mise bagli oldugunu ve katilimcilarin kariyerleri boyunca degisimlere
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ugradigini gdstermistir. Ote yandan, 8gretmen bilisselligi katilimcilarin lisans egitimi,
ogretim pratikleri ve mesleki kimliklerinin arasindaki iletisimler sonucunda ortaya
ciktig1 saptanmistir. Gorme Engelliler Okulu baglaminda ise, katilimcilarin mesleki
kimlikleri ve 6gretmen biligselligi arasindaki etkilesimler sonucunda gérme engelli
ogrencilerin ihtiyag¢larinin karsilanmasi i¢in kendi karmasik sistemlerinde farkli sistem
yapilandirmalar1 ve davraniglar sergiledikleri gézlemlenmistir.

Son olarak, bu c¢alismanin bulgular1 engel grubu o6grencileriyle ¢alisan
ogretmenlerin mesleki kimlik ve 6gretmen biligselligi konularinda teorik ve pratik
oneriler sunmaktadir. Bunun yani sira, dil 6gretmenlerinin biligselligi ve mesleki
kimlik edinim siiregleri politika yapicilarini  goérme engelli 6grencilerin

ogretmenlerinin ihtiya¢lari konusunda bilgilendirmistir.

Anahtar Kelimeler: ogretmen kimligi, o6gretmen biligselligi, goérme engelli

ogrenciler, karmasiklik teorisi
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CHAPTER 1

INTRODUCTION

This chapter includes three sections. In the first section, the background of the study
is provided. Then, demographic and statistical information about teachers of students
with visual impairments in Turkey is provided. In the last section, the significance of
the study and the need to conduct this doctoral study are explained. Additionally, the

research questions that guided this doctoral study are presented in the last section.

1.1. Background of the Study
Recent developments in the field of English language teaching encourage scholars and

practitioners to challenge the taken-for-granted assumptions about who teaches
English, who are the learners, why they are learning English, and the socio-political
and socio-economic settings English is taught (Johnson, 2006). Such improvements in
general education and the field of English language teaching require both an
international and national focus to celebrate the diversity of the teaching profession
(Canagarajah, 2016; Kumaravadivelu, 2006; Santoro & Allard, 2005) because “we
live in an age when metanarratives or grand theories that attempt to provide unifying
and totalizing explanations for social and intellectual developments are viewed with
suspicion” (Canagarajah, 2006, p. 9). Hence, the rationale for recognizing and
encouraging diversity in education emphasizes ‘“the importance of ensuring all
teachers work successfully with a// students” (Keane et al., 2018, p. 819).

In a similar vein, the mainstream attitudes towards individuals with disabilities
are questioned and challenged by the recent works of international organizations such

as the Organization for Economic Cooperation and Development (OECD), the United

1



Nations (UN), and the World Health Organization (WHO). These international
organizations purport to minimize problems and barriers people with disabilities
experience while they try to access education, employment, and other facilities. In
addition to international support for people with disabilities, educational research
consistently recognizes the lack of diversity in education, that is, the bulk of the teacher
and student population is formed by dominating socio-economic and ethnic groups
(Schleicher, 2014). The dominance of main socio-economic and ethnic groups
decreases the opportunities for the minority group teachers and students to be in the
field of education.

There are groups of students and teachers who are underrepresented in
available research. These groups consist of students and teachers with disabilities, and
teachers of students with disabilities. In this case study, language teacher identity and

cognition of teachers of students with visual impairments in Turkey are explored.

1.2. Demographics and Statistics on Schools for the Blind
The Ministry of National Education’s yearly report shows that there are 18 million

students in the Turkish education system (MoNE, 2021). The report also provides that
the number of special education schools is 1.517 and there are 425.816 students with
disabilities and 16.671 teachers of students with disabilities in Turkey. The Schools
for the Blind constitute approximately 2.5% of the special education schools in
Turkey. Also, the students with visual impairments form 4% of the population of
students with disabilities in primary, secondary, and high special education schools.
Lastly, teachers of students with visual impairments account for 3% of the teacher
population in special education schools. However, it should be noted that the available
statistics provided by the Ministry of National Education lack essential information
such as students’ demographics about their visual impairments, age range, and the
number of students with multiple disabilities in the Schools for the Blind.

In addition to the lack of information on students’ demographics, the report
does not show the number of English language teachers of students with visual
impairments in the Schools for the Blind. Based on the statistical deduction, 40 English
language teachers of students with visual impairments are estimated to work in the

Schools for the Blind in Turkey.



Table 1: Statistical Information on School for the Blind

The Number of The Number of The Number of
Schools for the Students Teachers
Blind
. 186 teach f
Primary School for 469 students with 86 eac. ors .O
. 18 . .. students with visual
the Blind visual impairments . .
impairments
. 306 teach: f
Secondary School 585 students with eac. ors .0
R 18 : . ) students with visual
for the Blind visual impairments . .
impairments
. 16 teach f
Vocational High 27 students with cac 'ers (.)
i 2 . . ) students with visual
School for the Blind visual impairments . .
1mpairments
h f
38 Schools for the 1081 students with 508 teac. o .0
Total . . . . students with visual
Blind visual impairments . .
1mpairments

Regardless, the student with visual impairments and their teachers constitute a
unique and significant group in the Turkish education system. Exploring experiences
of teachers of students with visual impairments can potentially contribute to catering
to the needs of these students, which, in return, reflect on the educational betterment

of students with visual impairments.

1.3. Statement of the Problem
Recent developments in the field of English language teaching encourage researchers

and practitioners to explore diversity in the field. This diversification requires
challenging taken-for-granted approaches. In this vein, “how teachers come to know
what they know, how certain concepts in teachers’ consciousness develop over time,
and how their learning processes transform them and the activities of L2 teaching”
(Johnson, 2009, p.17) are emergent research areas that require further attention.
Similarly, Li (2020) asserts that language teacher cognition is an important research
area because it “not only sheds light on the issues in developing effectiveness pedagogy
and improving student learning but also promotes understandings of classroom instruction
at a micro-level, as well as contributing to teacher learning” (p. 7).

In addition to language teacher cognition, language teachers are active agents who

explicitly and implicitly influence students’ academic learning and growth (Jennings &
3



Greenberg, 2009). Although research over the past few decades has been focusing on
teachers’ professional identity development and its impact on their instructional decision
(Beauchamp & Thomas, 2009), “researchers are still in the early stages of understanding
how teacher identities are formed, the factors that influence changes of identities, and the
role these identities play in students’ and teachers’ motivation and learning” (Schutz et
al., 2018, p. 3). Thus, there is a need to explore language teacher cognition with its relation
to language teacher identity because the complexity of language teacher identity
formation informs scholars and practitioners about “how a person understands his or
her relationship to the world, how that relationship is constructed across time and
space, and how the person understands possibilities for the future” (Norton, 2012, p.
45). Uncovering how language teacher identity and cognition influence one’s practices
can help practitioners and scholars to understand how these two constructs, which
reflect on language teachers’ instructional practices influence each other.

In addition to language teacher identity and cognition, recent studies in the
field of English language teaching encourage explicitly focusing on the
intersectionality of the practical and theoretical issues (Preece, 2016). Although there
is a growing body of research that fosters intersectionality in English language
teaching field by including social, psychological, political, and cultural issues into
their research agenda, disability issues in the field remain surprisingly scarce.

To support the intersectionality of English language teaching and disability
issues, a systematic review is conducted in the Turkish Thesis and Dissertation
database for the purposes of this doctoral study. Four Boolean search operators are
used: visual impairment, language teachers, disability, and special education. The
findings of this systematic review show that although there is extensive literature on
the disability issues such as architectural accommodations, software development,
psychological wellbeing of students with disabilities, and teaching students with visual
impairments in primary and secondary schools (Ac¢ikgdz, 2006; Bayram, 2014;
Boydak, 2015; Karakoc, 2016) as well as in teacher education programs (Cinarbas,
2016), there is no study conducted to explore experiences of teachers of students with
disabilities in mainstream public or private schools. Thus, it can be concluded that both
international and national research shows that disability issues in English language

teaching are under-researched areas.



Teacher cognition studies mainly focus on the impact of prior learning
experiences on different domains of language teaching practices. Language teachers’
experiences during pre- and in-service are also popular research areas in teacher
cognition studies. With the call of Kubanyiova and Feryok (2015) to redraw the
boundaries of language teacher cognition studies, more detailed studies in terms of the
theoretical and methodological construct of language teacher cognition are
encouraged. Informing that language teachers’ professional identities can (re)shape
their teacher cognition, professional teacher identity is a relevant area, which can be
uncovered with teacher cognition studies. However, the empirical and theoretical
studies on teacher cognition and professional teacher identity demonstrate that there is
a limited number of studies that uncover language teacher cognition and professional
teacher identity of marginalized and underrepresented groups in the field of language
teaching. Teachers of students with visual impairments are one of the subgroups of
teachers with disabilities in the field of English language teaching who are
unrepresented and marginalized.

In order to fill this gap in the literature, this case study purposed to shed light
on the language teacher cognitions and professional identities of teachers of students
with visual impairments. This case study also aimed to uncover what it means to be an
English language teacher in the School for the Blind by focusing on professional
identity development and change of the participants. In addition, it sought to analyze
how teachers of students with visual impairments teach English to students with visual
impairments in the context of School for the Blind. Lastly, this case study specifically
aimed to explore how professional teacher identities of English language teachers of
students with visual impairments influence their teacher cognitions. In order to achieve
these purposes, the following research questions guided this study.

e What are the teacher cognitions of disabled and non-disabled teachers of
students with visual impairment?
o In what ways do prior learning experiences of teachers of students with
visual impairment influence their teacher cognition?
o In what ways do teachers’ stated belief, attitudes and knowledge differ

from the observed ones?



o Does having visual impairment influence one’s teacher cognition? If

yes, how?
e How do disabled and non-disabled teachers of students with visual
impairment construct their professional teacher identities?

o In what ways do these professional identity construction processes
differ between the two groups?

o By what factors are professional teacher identities of teachers of
students with visual impairment influenced?

o What are the possible roles of School for the Blind in (re)shaping

these teachers’ professional identities?



CHAPTER 2

LITERATURE REVIEW

In this case study, the experiences of language teachers of students with disabilities
are explored regarding language teacher cognition and professional identity formation.
To coherently review the literature and demonstrate methodological and theoretical
shifts in the relevant literature, this section of the dissertation is divided into three
subsections. In these subsections, language teacher cognition, professional teacher
identity, and studies that explore the experiences of teachers of students with

disabilities are presented, respectively.

2.1. Teacher Cognition
Teacher cognition has received growing attention with the seminal work of Clark and

Peterson (1986). The rationale for this interest stems from the idea that there is a link
between language teachers’ classroom practices and their mental lives (Burns et al.,
2015; Johnson, 2018) and “developing one's teaching is enhanced by developing one's
thinking” (Tiilikainen et al., 2019, p. 124). Although termed in different ways such as
Conceptions of Practice (Freeman, 1993), Beliefs, Attitudes, and Knowledge (Woods,
1996), and Personal Practical Knowledge (Golombek, 1998), exploring language
teachers’ mental lives and their relation to language teaching “has been at the forefront
of the subdiscipline of applied linguistics that has become known as language teacher
cognition” (Kubanyiova & Feryok, 2015, p. 435). Language teacher cognition, thus,

focuses on two main objectives: (1) to reveal the extent of teacher cognition, that is,
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teachers’ beliefs, attitudes, and knowledge, their previous experiences (Kissau et al.,
2012; Mullock, 2006), and (2) to spot on the similarities and differences between
teachers’ cognitions and their language teaching practices (Barnard & Burns, 2012;
Basturkmen, 2012). In a similar vein, it is also recommended that there is a desirable
match between a language teacher’s beliefs and his/her teaching practices. Such a
match should be promoted through dialogic mediation, reflection, and scaffolded
learning (Farrell & Ives, 2015). Hence, language teacher cognition studies purport to
shed light on the possible causes of mismatches between a teacher’s beliefs, attitudes,
knowledge, and language teaching practices (Li & Walsh, 2011; Phipps & Borg,
2009).

To uncover language teachers’ cognitions, it is important to frame what counts
as language teacher cognition. In this regard, empirical and theoretical studies show
that teachers’ professional knowledge consists of three main knowledge bases:
pedagogic knowledge, pedagogic content knowledge, and content (subject) knowledge
(Evens et al., 2018). Shulman states that pedagogic knowledge consists of “broad
principles and strategies of classroom management and organization that appear to
transcend subject matter (Shulman, 1987, p.8). Others believe that pedagogic
knowledge covers a wide range of skills and strategies that help teachers to have
pedagogically informed practices and they add the domains of structure, motivation,
classroom management, adaptivity, assessment, teaching methods, and students’
heterogeneity in these pedagogic skills and strategies (Konig et al., 2011; Voss et al.,
2011). The domains of pedagogic knowledge are summarized in Table 3 below.

It can be inferred that pedagogic knowledge is dynamic and context-dependent
because teachers use their pedagogic knowledge to deal with the general organization
of the learning processes. After all, pedagogic knowledge is considered to be generic
teaching skills, strategies, beliefs, attitudes, and knowledge that shape teachers’
teaching. Specifically, what teachers think, believe, and perceive could strongly
influence how they plan their lessons, the activities and tasks they design, the
evaluation of learning, and all kinds of decisions they make in the teaching process
(Li, 2012).

On the other hand, pedagogic content knowledge is defined as the “special

amalgam of content and pedagogy that is uniquely the province of teachers, their own
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special form of professional understanding” (Shulman, 1987, p.8). Hence, pedagogic
content knowledge allows a teacher to understand the content s/he teaches from a
specialist perspective because pedagogic content knowledge equips teachers to teach
the content based on the methods, strategies, and techniques that are unique and
distinctive to their fields. Similarly, Borg (2006) stated that pedagogic content
knowledge enables practitioners to “transform their knowledge of the subject matter
into a form which makes it amenable for teaching and learning (p.19).” The term
pedagogic content knowledge, thus, refers to “a wide range of aspects of subject matter

knowledge and the teaching of subject matter” (Ball et al., 2008, p. 389).

Table 2: Summary of Pedagogic Knowledge Base

It covers skills and strategies for
Classroom Management and managing and organizing a classroom to
Organization create a suitable, welcoming, and non-

threatening learning environment.

It covers skills and strategies of how to

Structure

prepare lessons.

It includes understanding the affective
Motivation factors that can influence students’

willingness to learn the content.

It means planning learning processes to
meet the diverse needs of heterogeneous
Adaptivity & Students’ Heterogeneity | student groups. Also, it means
understanding the individual differences

of students in the classroom.

It covers a wide range of formative and
Assessment summative assessment and evaluation

skills.

It includes selecting and utilizing

Teaching methods teaching methods that can foster

students’ learning processes.




To transform one’s subject matter knowledge into a pedagogically suitable
format, teachers need to be able to blend the content they teach with their pedagogic
repertoire. In doing so, they can explain “how particular topics, problems, or issues are
organized, represented, and adapted to the diverse interests and abilities of learners,
and presented for instruction” (Schulman, 1987, p. 8). Teachers’ pedagogic content
beliefs can (re)shape their pedagogical practices (Farrell, 2015; Mangubhai et al.,
2004), instructional decisions, as well as their willingness to develop professionally
(Donaghue, 2003; Li, 2014). It can be concluded that teachers’ pedagogic content
backgrounds, theories, and/or principles influence their present and future
instructional practices.

It should also be noted that these beliefs are context-specific and context-
dependent (Li, 2020) because teachers in different educational settings interpret and
implement the same pedagogical principles differently. Given the fact that pedagogic
content knowledge is dependent on the educational settings, it is formed through one’s
own learning experiences, pre-service education, in-service professional development
as well as social, cultural, and political concerns, where the educational setting is
located (Borg, 2003a; Johnson & Golombek, 2020).

Lastly, it is asserted that “teachers cannot teach that which they do not know”
(Loewen, 1995, p. 287). This understanding is known as content or subject matter
knowledge. Shulman (1987) stated that teachers should know the content they are
teaching at an advanced level. Thus, teachers should be able to demonstrate their
content knowledge because it is considered to be a fundamental component of
teachers’ knowledge (Sullivan, 2011). Subject matter knowledge is positioned
between empirical and academic evidence and everyday knowledge taught through
instructional practices in schools (Krauss et al., 2008). Although subject matter
knowledge is grounded in a distinguished position, it influences teachers’
representation of other professional knowledge bases (Chan & Yung, 2015).

Available theoretical studies show that language teacher cognition has three
knowledge bases: pedagogic knowledge, pedagogic content knowledge, and subject
matter knowledge. With these knowledge bases, teachers formulate their beliefs,

attitudes, and knowledge about English language teaching and implement instructional
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practices based on their beliefs. However, there is no consensus on when and how pre-
service teachers and in-service teachers should develop their professional knowledge
bases. On the one hand, it is claimed that when pre-service teachers are explicitly
presented with all the bases mentioned above, they start to form their language teacher
cognition. However, Gess-Newsome (1999) believed that pre-service teachers need
one of the knowledge bases because when they are explicitly presented one of the
bases, the others are automatically developed within the teacher education program.

Alternatively, integrative models of teachers’ professional knowledge assert
that if pre-service teachers receive pedagogic knowledge and content knowledge
courses, their pedagogic content knowledge will automatically develop. Thus, offering
courses that target pedagogic content knowledge is not essential for teacher education
programs. For this reason, teacher cognition research should focus on raising teachers’
awareness to create/develop relevant pedagogical practices for their contexts since
language learning and teaching are not linear and similar instructional practices can
yield different student outcomes (Freeman & Cameron, 2008). Thus, Nuthall (2004)
suggests that

The professional knowledge base that is most needed to improve the quality of
teaching and teacher education is knowledge about the ways in which classroom
activities, including teaching, affect the changes taking place in the minds of students
... At the heart of the problem teachers face in the classroom is knowing what is going
on in the minds of the students ... This is not all that teachers need to know, but it is at
the core of what they need to know and what should be included in teacher education
and professional development programs (p. 295).

Although the emphasis on the specific knowledge base can vary, the consensus exists
that pedagogic, pedagogic content, and subject matter knowledge form language
teacher cognition.

Empirical studies on language teacher cognition, as illustrated in Figure 1
below, cover a wide range of topics. These topics include language teacher identity
formation, language teaching practices, the role of teaching experience in language
teacher cognition, and teachers’ beliefs, attitudes, and knowledge. With the recent call
for redrawing the boundaries of teacher cognition research, the field of language
teacher cognition challenges the taken-for-granted ideas about teachers’ mental lives

and their relation to language teaching. This challenge encourages researchers to learn
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about the inner lives of language teachers who teach linguistically, socio-politically,
and socioeconomically marginalized backgrounds.

In early studies of personal practical knowledge, which provided the
foundations of language teacher cognition research, Clandinin (1985) and Connelly,
Clandinin, and He (1997) explored teachers’ mental lives in general education and
they concluded that the individual, social, and educational factors inform teachers’
classroom practices. They also implicated that “it is necessary to work directly with
teachers in all aspects of the lives in classrooms, outside classrooms and in their
personal lives” (Connelly et al., 1997, p. 666). In a similar study, Golombek (1998)
captured the inner lives of two speaking teachers in the USA. She concluded that L2
teachers’ personal practical knowledge is socially constructed, and it is subjected to
changes due to concerns about contextual, educational, and personal factors. In their
theoretical paper, Verloop, Van Driel, and Meijer (2001) suggested that teachers’
personal knowledge acts as a filter to interpret conscious and unconscious teaching
practices. Regarding teachers’ professional knowledge, they inferred that it is the basis
of teachers’ classroom practices and an essential component of teachers’ professional
development.

In recent studies, Levin and He (2008) uncovered teacher education and its
influences on teacher candidates’ personal practical knowledge. They found that
teacher education programs can influence teacher candidates’ beliefs, attitudes, and
knowledge about language instruction and the field experiences component of teacher
education programs appear to provide opportunities for teacher candidates to assess
the dynamic nature of personal practical knowledge.

Similarly, Morton and Gray (2010) investigate student-teachers’
personal practical knowledge development through lesson planning conferences
during their pre-service education and they indicated that student-teachers’ personal
practical knowledge development emerges out of reflective and dialogic interaction as
the student-teachers involve in lesson planning activities with their peers and their
advisors.

On the other hand, Lopez Pedrana (2009) examined teacher candidates’
personal practical knowledge in a Latino ESL program and revealed that the identities

of teacher candidates and their learners enforce teacher candidates in this study
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develop an ability to find a personal and professional balance when they teach Latino
ESL learners. In a recent study, Wei and Lu (2022) explored pre-service teachers’
practical knowledge orientations throughout a six-week practicum. By using concept
maps, the study uncovered that pre-service teachers’ practical knowledge is dependent
on their previous learning experiences, feedback and mentoring they receive during

the practicum, and teacher education program.
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In addition to the focus on pre-service language teachers’ personal practical
knowledge, several studies explore in-service teachers’ personal practical knowledge.
In Chou (2008), in-service language teachers’ personal practical knowledge about
English language teaching in Taiwan was explored. The study showed that these
teachers’ practical knowledge is formulated through a series of processes. In these
processes, the teachers reshape their repertoire of English language teaching and
learning methods, strategies, and techniques through attending professional
development training. In addition, reflecting on teaching practices with the
collaboration of students help these teachers blend recent trends of English language
teaching into the necessities of their context. In another study, Aspbury-Miyanishi
(2022) developed the skilled teacher approach to study teachers’ practical knowledge.
The study pointed out that what teachers practice in the classroom is largely a result
of the educational environment they are in because what teachers can and should do is
socially constructed. Thus, the study concluded that practical knowledge or individual
teacher cognition may not be enough to explain language teacher cognition as personal
practical knowledge is constructed and reshaped by individual, social, and
environmental factors. Lastly, Sun (2012) worked with a Chinese immigrant teacher
to reveal the teacher’s personal practical knowledge and professional identity issues.
She concluded that “teachers’ personal practical knowledge is layered and goal-
oriented, guided by the dominant image” (p.766) and it is intertwined with professional
identity formation.

When closely analyzed, the studies of personal practical knowledge deal with
teachers’ personal and practical knowledge. It also focuses on change in teachers’
practical concerns. Thus, the studies of personal practical knowledge establish the
grounds for language teacher cognition studies. With the emergence of the
sociocultural turn in the field of English language teaching (Johnson, 2006, 2009),
more recent studies have begun to include teachers’ mental lives, pre-service and in-
service teacher education, and identity formation in personal practical knowledge
development.

In the domain of language teacher cognition, Borg (2003) reviewed studies in
grammar teaching, which use language teacher cognition as a theoretical framework.

In his review, Borg explained the theoretical rationale of terminological diversity in
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teacher cognition research and suggested complementary data collection tools to show
that language teachers’ prior experiences can be the source of grammar teaching
practices. In his other review, Borg (2003b) argued that teachers are active agents
whose teaching practices are grounded in ‘“‘complex, practically-oriented,
personalised, and context-sensitive networks of knowledge, thoughts, and beliefs” (p.
91). It is possible that teachers’ cognitions are emerging as a strong influence on their
teaching practices. It is also cautioned that teachers’ practices do not always match
with their beliefs, attitudes, and prior individual and educational experiences (Hos et
al., 2019).

In their study, Baleghizadeh and Yassami (2010) studied Iranian EFL teachers’
teacher cognitions regarding English language use in class. Drawing from Lortie’s
(1975) “apprenticeship of observation”, they indicated that teachers’ pedagogical
choices and attitudes are derived from their prior experiences as language learners.
They also suggested that teacher cognition studies can inform policymaking processes
in teacher education to foster professional development and teacher change. Similarly,
in his qualitative longitudinal study, Borg (2011) explored teachers’ belief in short-
term in-service teacher education and suggested that teachers should be encouraged to
express their beliefs and opportunities should be provided for teachers to reflect on
their beliefs to make connections between teachers’ beliefs and theoretical information
from the in-service teacher education program.

Another study explored an EFL novice teacher’s teacher cognition
development and her language teaching practices (Kang & Cheng, 2014). The study
showed that the EFL novice teacher in this study develops her teacher cognition as a
result of continuous engagement and reflection on her teaching practices and her
beliefs, attitudes, and knowledge (Freeman, 1993). It was also highlighted that
experimentation in language teaching should be encouraged to innovate existing
thoughts in language teachers’ cognitions.

Early studies of language teacher cognition focused on determining what
constitutes language teacher cognition, how it changes, and what factors influence it.
However, the Modern Language Journal’s special issue on language teacher cognition
shows us that the area of language teacher cognition research has been (re)shaped by

collective research with the critical contributions of many researchers (Crookes, 2015;
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Kubanyiova & Feryok, 2015). Yet, studies on language teacher cognition are still
struggling to answer several important questions and there is a need for redrawing the
boundaries of language teacher cognition research (England, 2017). This redrawing is
meant to include different dimensions of language teaching and learning practices, and
their relations with language teacher cognition.

To contribute to the language teacher cognition research agenda, Moodie and
Feryok (2015) worked with four EFL teachers in the South Korean context to explore
possible relationships between these teachers’ commitment and language teacher
cognition. The findings emphasized that commitments to language learning can be
transferred to language teaching and teachers’ continuous commitment to the field of
language teaching can prevent teacher attrition. In other studies in the special issue of
the Modern Language Journal, Golombek (2015) worked on language teacher
cognition and emotions. Using the self-inquiry method, she reflected on her teacher
student’s and her own emotions by analyzing reflective journals. She found that
questioning the teacher student’s emotional dissonance influences Golombek’s
process of learning to teach. It was also mentioned that reflective journals are an
important tool to question one’s language teacher cognition. In Feryok and Oranje
(2015), a German language teacher’s language teacher cognition and intercultural
communicative language teaching through a project were explored. The findings
pointed out that the teacher focuses on the practical concerns of intercultural
communicative language teaching rather than the culture and its teaching. The teacher
prioritizes assessment and evaluation of the project and cultural teaching, and as a
result, she uses other domains of her language teacher cognition. The study implicated
that if teachers are expected to change their instructional practices, they must first
change their beliefs, attitudes, and knowledge (Sercu, 2006).

Upon the call to redraw the boundaries of language teacher cognition, several
studies have been conducted with various theoretical and methodological choices in
other academic endeavors. In their study, Farrell and Ives (2015) explored a second
language reading teacher’s beliefs and his instructional practices in the classroom. It
was found that there is a certain degree of match between the teacher’s stated beliefs
and his classroom practices. It was also added that by questioning and reflecting on

his beliefs, the teacher in this study becomes more aware of his practices and their
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theoretical implications. On the other hand, Burri (2015) worked with 15 student
teachers in terms of their cognition of pronunciation teaching. Findings indicated that
by taking a postgraduate course on pronunciation teaching, the participants in this
study change their instructional practices. While the participants focus on teaching
segmental sounds before participating in this study, they start to include
suprasegmental pronunciation teaching in their practices. It should also be noted that
non-native teachers in the study improve their own pronunciation as well as their
pronunciation teaching strategies because they benefit from native/non-native
collaboration (Wright, 2010).

In more recent studies, Oztiirk and Giirbiiz (2017) examined the impact of
institutional context on three EFL teachers’ cognitions. They found that the
institutional factors, which cover the organizational atmosphere, assessment and
evaluation policies, curricular choices as well as the participants’ personal and
educational histories, are the main sources of these participants’ language teacher
cognition. Similarly, Wei and Cao (2020) investigated 254 university English
lecturers’ cognitions when they provide written corrective feedback to show the
sources of language teacher cognition. The findings illustrated that teachers utilize
different strategies when giving feedback to their students’ writings. It is noteworthy
that teachers who implement the high-demand feedback strategies (students’ response
required), learn to use such a strategy either in pre-service teacher education and/or in-
service professional training (Guénette & Lyster, 2013). On the other hand, low
demand feedback strategy (correcting all errors) is utilized due to the teachers’ prior
language learning experiences.

On the other hand, Sun, Wei, and Young (2022), using the implicit association
test (IAT), explored 24 Chinese EFL teachers’ implicit attitudes to a communication
language teaching curriculum. They also compared these teachers’ attitudes with the
traditional language teaching approaches. The results indicated that there is a
mismatch between what teachers say and what they think. Thus, language teachers’
cognitions should be taken into consideration when implementing curriculum reform
(Liu et al., 2021).

Lastly, the use of social media tools and language teacher cognition in a

refugee camp was explored (Motteram et al., 2020). It was shown that social media
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tools create a mediating tool for teachers to improve their language proficiency and
knowledge, and foster professional development (Shohel & Power, 2010). The
participants in this study are able to create and share teaching materials and started to
address instructional challenges in a meaningful way. The study concluded that social
media tools create a community of practice, which fosters language teacher cognition
change (Baran & Cagiltay, 2010).

To summarize, the theoretical foundations of language teacher cognition
include determining what constitutes teacher cognition. Grounded on Shulman’s work,
language teacher cognition is considered to have pedagogic, pedagogic content, and
subject matter knowledge bases. In this regard, language teacher cognition research
agenda focuses on pinpointing the similarities and differences between teachers’
beliefs, attitudes, and knowledge, and their classroom practices. With the Modern
Language Journal’s class to redraw the boundaries of language teacher cognition,
empirical and theoretical studies have begun to explore language teacher cognition and
its relationship with the other domains of language teaching and learning, such as
emotions, commitment, professional development, and technology use (Cinarbas &

Hos, 2018; Tasdemir & Karaman, 2022).

2.2. Language Teacher Identity
Language teacher cognition studies show that teachers’ mental lives inform their

teaching practices. Teachers learn to teach through their individual experiences based
on their prior experiences, educational background, personality traits, etc. These
individual differences can shape their professional identities (Cinarbas, 2018;
Karaman & Edling, 2021). Hence, learning to teach a language is closely intertwined
with language teachers’ identity, and language teachers’ identity formation is a vital
component of learning to teach (Dang, 2013; Kanno & Stuart, 2011) because learning
to teach is considered to be “learning to think like a teacher, learning to know like a
teacher, learning to feel like a teacher and learning to act like a teacher” (Feiman-
Nemser, 2008, p. 698).

Being and becoming a language teacher is achieved through an active

reconstruction of professional teacher identity. To show how teachers develop their
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professional identities, this section presents the theoretical and empirical issues of
professional teacher identity.

Identity has received tempting attention from researchers in the field of
language teaching because identity studies bridge the gap between the individual and
the macro level of the social order (Block, 2007). On the one hand, identity is defined
from an essentialist perspective, which assumes that identity consists of stable and
unitary characteristics. These characteristics can be referenced to cultural and
biological inheritance (Bucholtz, 2003, p. 400). On the other hand, Norton (2013)
defines identity from the non-essentialist perspective as “how a person understands his
or her relationship to the world, how that relationship is constructed across time and
space, and how the person understands possibilities for the future” (45). Thus, it can
be inferred that identity is not stable or unitary, instead, it is plural and dynamic, and
it is a process of becoming rather than being (Cummins, 2011). Some of the
characteristics are given at birth, while others can develop over time. In conclusion,
identity is a complex concept, and it is “dynamic rather than stable, a constantly
evolving phenomenon” (Beauchamp and Thomas, 2009, p. 177).

Based on the non-essentialist theoretical approach, teacher identity can be
defined as a specific construct that explains what being and becoming a teacher means
because teachers’ identities are associated with their instructional practices in the
classroom. To understand a teacher’s identity, it is essential to explore individual
histories, educational backgrounds, teaching experiences, and institutional and
curricular demands. Thus, teacher identity also deals with what teachers need to know
to be able to carry out their duties. Lastly, teacher identity focuses on how teachers
negotiate interactions and collaborations with their students, colleagues, and their field
of expertise (Danielewicz, 2001).

There are at least four views of professional teacher identity. These views are
psychological, discursive, narrative, and dialogic. While the psychological view sees
that a teacher develops his/her professional identity along with the cognitive and
psychological growth of the teacher himself/herself, the discursive view perceives that
professional teacher identity is controlled by the teacher’s past experiences, present
practices, and future aspirations. Teachers' identities are subject to cultural forces,

institutional demands, or discursive practices within a given context (Baxter et al.,
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2016). Due to the influence of discursive practices, a teacher can take on different
identities to carry out his/her responsibilities to meet the needs of his/her students
(Doecke, Locke, & Petrosky, 2004). Lastly, the dialogic view shows how teacher
identity is defined, co-constructed, and shaped by various interactional situations. It
also shows that teachers’ narratives can depict the social, cultural, and historical
influences on teachers’ identity formation process (Norton & Early, 2011).

Available literature indicates that professional teacher identity is defined and
conceptualized in various (Alsup, 2006; Block, 2012; Clarke, 2008; Czerniawski,
2011; Lamote & Engels, 2010; Mockler, 2011; Schutz et al., 2018; Trent, 2011). A
consensus exists, though, on the fact that professional identity construction involves
two simultaneous processes. On the one hand, professional identity is considered to be
the act of amalgamating individually held beliefs, attitudes, knowledge, norms, and
values. On the other hand, the processes of professional identity formation are
informed by professional requirements, educational backgrounds, and stated values
and standards of the teaching profession in the given setting (Assaf, 2008; Beijaard et
al., 2004). Integrating one’s beliefs, attitudes, and knowledge with the educational
background, professional requirements, and standards is a dynamic, active, continually
evolving, and ongoing process (Pillen et al., 2013; Varghese et al., 2005). It is also
agreed that professional teacher identity is not only shaped by teacher characteristics,
prior learning, and teaching experiences, but also by the institutional demands,
professional context as well as their engagement with collegial communities
(Beauchamp & Thomas, 2009; Flores & Day, 2006; Hong, 2010; Schepens et al.,
2009).

Available studies on professional teacher identity formation can be organized
into three main groups: pre-service teacher identity, in-service teacher identity, and
other issues related to teacher identity.

Research that explores pre-service teachers’ professional identity focuses on
teacher identity formation, the effect of pre-service teacher education, reflective
teaching, practicum, and emotions (Taner & Karaman, 2013). In early studies of pre-
service teacher identity, Walkington (2005)worked with 240 primary and secondary
school pre-service teachers to uncover supervision, mentoring, and pre-service

teachers’ identity construction in the practicum period, and he implicated that
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supervision and mentoring relationships with the pre-service teachers should facilitate
pre-service teachers’ professional activities. Similarly, Hastings and Squires (2002)
studied pre-service teachers and their mentors to explore opportunities for mentors’
professional development. The findings showed that mentors’ roles are defined by the
pre-service teachers’ questions and concerns because the pre-service teachers form
their identities based on the feedback and support they receive from their mentors
(Karatas & Karaman, 2013). In a recent study, Pita-Castro and Castiblanco-Rincon
(2021) worked with pre-service English language teachers during the practicum period
to uncover the relationship between these pre-service teachers’ level of reflectivity and
their professional identity construction. Findings revealed that although the
participants in this study possessed a level of reflectivity, their reflectivity was not
obvious and seen as there was no space for them to think about their practicum
experiences. However, towards the end of the practicum period, the participants started
to reflect on their experiences and teaching practices. As a result, the professional
identities the participants constructed are dependent on the context and the people
around them because the context and people can help pre-service teachers to reflect on
their identities and practices (Karaman et al., 2019).

Complementarily, Lamote and Engels (2010) showed that pre-service teachers
assume various identities during their practicum period and these identities are shaped
by the contextual factors of the classrooms they completed their practicum (Karaman
et al., 2019). It was also noted that the pre-service teachers with practicum experience
reflect on their teaching experiences more when compared to the groups without the
practicum experience. Lastly, Cattley (2007) illustrated that pre-service teachers
assume multifaced roles that are broad and complex during the practicum and
reflecting on the roles pre-service teachers assumed is important to understand these
teachers’ professional identities (Richards, 2021). The deeper pre-service teachers
reflect on their experiences during the practicum, the more they interpret their
experiences professionally because the lower levels of reflection cause a more
technicist interpretation of their teaching experiences (Zhou et al., 2013).

In addition to the practicum and reflection on pre-service teacher identity, pre-
service teachers’ identities are shaped by the affective factors they experience

(Barcelos, 2015; Song, 2016). In this regard, Newman (2000) studied the affective side
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of pre-service education. The study uncovered pre-service teachers’ goals and dreams
and how these goals and dreams changed during the program. Findings implicated that
the more pre-service teachers expressed their goals and dreams about the profession,
the more they embraced their emerging professional identities. As the pre-service
teachers’ professional identities changed over time during their teacher education, it
was observed that the goals and dreams they expressed began to change, as well. It can
be concluded that professional identity change can occur when pre-service teachers
reach an emotional salience and it is important for teacher education programs to
respond to the affective needs of pre-service teachers (Zembylas, 2003). Drawing on
activity theory (Johnson, 2009), Dang (2013) explored the emergence of the
professional identities of two pre-service teachers in paired-placement teacher
practicum in Vietnam. The study concluded that pair-placement creates an
environment where pre-service teacher identity is formed and the tensions, conflicts,
and struggles between emerging identities and established identities are resolved. In a
recent study, Li & Rawal (2018) revealed that teachers’ affective approach to their
profession determined their investment in teaching. They also added that mutual
understanding and support between teachers and their students foster positive
emotions for teachers. As opposed to this, teachers’ passion could be worn out because
of the institutional demands and working environment.

To conclude, the consensus on the pre-service teachers’ professional identity
construction and change is that pre-service teachers experience a reality shock in their
early teaching practices, and they start to question their professional roles (Orug,
2013). If collegial support is provided with reflective practices, pre-service teachers
can overcome the reality shock they experience and initiate the development of their
professional identity(Zare-ee & Ghasedi, 2014). Thus, professional teacher identity
development in the pre-service stage should be considered as two complementary
processes, that is, teacher learning informs identity formation, and identity formation
shapes teacher learning (Uzum, 2013; Yazan, 2016, 2017). It is also suggested that
during professional identity formation, teacher candidates are continuously seeking
recognition, legitimate peripheral participation and access, yet teacher candidates have

“the space to choose not to participate in certain activities they do not value” (Yazan,
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2018, p. 221) because their choice consists of reflection on their practices and
negotiation of their emerging teacher identities (Yazan et al., 2018).

Along with pre-service teacher identity, professional teacher identity studies
focused on in-service teachers’ identity formation (Ozbilgin et al., 2016). It is
implicated that novice teachers experience difficulties in transitioning to be
professionals in the field because they develop an imagined identity during their
teacher education (Tasdemir, 2021). When they start teaching, they enact their
practiced identities, which are rule-governed and schema-based (Ruohotie-Lyhty &
Moate, 2016; Xu, 2013) because becoming a teacher is a process of learning to teach
through legitimate peripheral participation in teaching practices (Kanno & Stuart,
2011). It is noteworthy that transforming imagined identities into practiced identities
is a dynamic process driven by beliefs about language learning and teaching
experiences as well as institutional culture (Jiang et al., 2021). Teachers’ initial beliefs
about language teaching are shaped by their personal histories and these beliefs are
subject to change when teachers encountered the realities of classroom practices
(Bager & Karaman, 2015). Thus, the classroom realities and instructional practices
reshape teachers’ identities (Huang et al., 2021). Similarly, Li (2022) illustrated that
when teachers encountered the realities of English language teaching, their core beliefs
and emotions dynamically reshaped their professional teacher identities. On the other
hand, Tsui (2007) proposes that language teachers’ professional identities are
considered to be a vital component of the classroom practices and teachers’
professional development. To encourage language teachers to develop professionally,
“recognition of competence valued by a community and legitimacy of access to
practice are mutually constitutive” (Tsui, 2007, p. 675) in their early experiences of
language teaching. In this regard, Abednia (2012) explored the influence of a graduate
course as a way of professional development on language teacher identity. The study
showed that the graduate course changed the participants’ beliefs, attitudes, and
knowledge about English language teaching. With such changes, the participants
began to think critically, be more autonomous teachers, and alter their teaching
practices. The graduate course helped the participants develop professionally, and
professional development fostered the participants’ professional identity reformation.

However, it should be noted that the degree of identity change was not linear across
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the participants, which meant that professional identity alterations were dependent on
teachers’ personal histories, their position in the field, and institutional requirements
(Pinho & Andrade, 2015). Lastly, McGriff (2015) found that if teachers were not
included in professional development activities, they projected alternative ways to
develop their professional identity. In such a case, the importance of the institutional
and discursive resources of professional development for teacher identity change
emerges (Battey & Franke, 2008).

In other studies, the pressure of test preparation and language teacher identity
were explored. Rex and Nelson (2004) showed that when language teachers were
expected to prepare their students for high-stakes examinations, they assumed their
teacher identities accordingly. Assaf (2008), on the other hand, found that although
language teachers understood the responsibility of preparing their students for high-
stakes exams, they experienced identity tensions because they did not want to orient
their language teaching practices according to the exams, yet they compromised their
professional identities to meet the institutional demands of achieving high scores in
the standardized exam. When language teachers are resistant to altering their practices
to prepare their students for high-stakes exams, they often undergo an unresolved
identity conflict. In the contexts, where high-stake examinations are accompanied by
educational reforms, teachers try to negotiate their identities to create professional
spaces for their practices (Buchanan, 2015). By negotiating their identities, teachers
question their roles as teachers, reflect on their practices, and become more attentive
to the needs of their students (Brown et al., 2015).

Another issue that received attention in the field of language teacher identity
research is language teacher agency. Language teacher agency aims to explore
teachers’ decision-making processes along with their actions (Feryok, 2012; Kayi-
Aydar, 2015, 2019) as they (re)form their multiple teacher identities based on the
decisions they made (Ruohotie-Lyhty & Moate, 2016). Thus, language teacher agency
can be defined as teachers’ deliberate efforts to eliminate powerlessness and negativity
in their contexts (Ollerhead, 2010), their capacity to reflect on their practices and
contexts, and act with purposes (Rogers & Wetzel, 2013), lastly make active choices
and conscious actions that create spaces for positive and significant difference (Toom

et al., 2015). Empirical studies on language teacher identity and teacher agency
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showed that language teachers assume different levels of agency although they share
similar contextual conditions, which inform the decision they made (Tao & Gao,
2017). Scotland (2014) uncovered how professional identities of experienced English
language teachers were influenced by the institutional demands and culture. It was
found that those experienced teachers developed a capacity to adopt and adapt new
identities in a new institutional environment, yet this capacity was open to failures and
tensions (Neilsen, 2011). In a comparative study, teacher agency of novice and
experienced teachers were examined (Pillen et al., 2013). It was found that while
novice teachers can experience difficulties, tensions, and conflicts if they cannot
connect their personal subjectivities and professional selves, experienced teachers
have the capacity to adapt to new situations and solve the tensions caused by their
subjectivities and professional requirements. In another study, Lasky (2005) showed
the possible reasons for the tensions and failures of teacher agency. The study revealed
that pre-service teacher education together with the political, social, and educational
context shapes teachers’ active decision-making processes. In addition to this,
teachers’ agentic positioning is likely to increase if teachers are in their early careers.
In a recent study, Wallen and Tormey (2019) presented that teacher agency is
dependent on the collective experiences of language teachers in the given context.
Given the relational nature of teacher agency (Edwards, 2005, 2011), teachers
perceived their teacher agency in relation to ecological and contextual considerations
(Hargreaves, 2000). Lastly, creating school environments that value diverse
instructional practices and support teacher agency is considered to improve teachers’
professional selves and open room for professional development (Lai et al., 2016;
Viéhiasantanen, 2015). On the one hand, in their narrative study, Liu and Xu (2011)
examined an EFL teacher’s identity negotiation in an era of educational reform in
China and they suggested that their participant’s narratives indicated teacher identity
is subject to fundamental changes due to its fluid and dynamic nature. The changes in
teacher identity are the result of negotiation and meaning co-construction in open-
ended power-laden enactments (Geijsel & Meijers, 2005). Also, Trent's (2014)
multiple case study in China yielded similar results to Liu and Xu (2011) and added
that experimenting is a vital component of teacher learning and teacher identity

formation during the educational reform (Bakkenes et al., 2010).
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In addition to teacher agency, professional development, educational reforms,
professional teacher identity, and intercultural practices were explored. Sercu (2006)
reported that the average teacher profile does not concur with the assumed profile of
foreign language teaching and intercultural competence. In a recent study on
intercultural competence and teacher identity, it was found that teachers’ narration of
their identities and the context they teach provide opportunities (de)construct their
teaching identities (Pinho & Andrade, 2015). It was concluded that contextual
influences to include intercultural and plurilingual approaches to teaching languages
depend on intentional decision-making (Rodgers & Scott, 2008) because teachers’
professional identities are the result of the reciprocity between their self-knowledge
and the contexts in which teachers learn to teach (Craig, 2011).

In discourse-driven studies, Cohen (2008, 2010) showed that teachers
explicitly and/or implicitly talk about their beliefs, attitudes, and knowledge as well as
their teaching practices in non-classroom environments, which discursively construct
their teacher identities. In another study, the effect of literature discussion on teachers’
professional identity was explored and it was concluded that “the language we use
signals the meanings we construct; the quality of our discourse determines the quality
of our knowledge and how situated identities are shaped” (Crafton & Kaiser, 2011, p.
114). In addition to Cohen (2008, 2010) and Crafton and Kaiser, (2011), Arvaja (2016)
demonstrated through her case study that personal histories and I-positioning play a
significant role in negotiating one’s professional teacher identity. Also, recognizing
teachers’ multiple I-positions can provide reasons behind the tensions in constructing
teacher identity (Akkerman & Meijer, 2011). Lastly, Yesilbursa (2012) examined the
metaphorical expressions of language teachers’ professional identities at a university
and found that personal views of language learning and teaching are determinant in
one’s expression of professional identities.

Lastly, available literature on language teacher identity shows that teacher
professional identity formation and identity change were explored in terms of
disability, community-based heritage language teaching, and motivation. Burns and
Bell (2011) worked with teachers with dyslexia in Finland and England. Their findings

illustrated that teachers’ own experiences of their disability in the field of education
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and the disclosure of their disabilities play an essential role in negotiating their
identities as teachers.

In a Chinese Heritage Language Program in the USA, Wu, Palmer, and Field
(2011) examined three heritage language teachers’ professional identity formation. It
was implicated that language teachers in heritage language programs are motivated to
teach Chinese but the lack of economic and educational support leads them to think
that assuming a heritage language teacher identity is not a professional purpose (Wu
et al., 2011) because teachers’ professional identity is linked to their self-image and
having the space to value teachers’ self-images increase their motivation and their

willingness to teach language (Zadjali et al., 2016).
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Figure 2: Research Areas of Professional Teacher Identity

To conclude, the sociocultural turn in the field of language teaching encourages
more research to explore “the complexities of teachers’ mental lives and the various

dimensions of teachers’ professional worlds” (Johnson, 2006, p. 236). This call for

27



more research in teachers’ professional worlds paves the way for researchers and
practitioners to uncover the complexities of teacher professional identity and its
theoretical underpinnings (Sian Preece, 2016). Teacher identity is explored with
various theoretical constructs in different educational settings as depicted in Figure 2
above. It can be inferred from the available literature that teacher identity is linked to
subject matter knowledge, teaching experiences, educational reform, disability, etc.
These linkages corroborate with the existing consensus on teacher professional

identity and add further dimensions to the teacher professional identity.

2.3. Teachers of Students with Visual Impairment
International research and policies consistently aim to diversify the teaching

profession because both disabled and non-disabled teachers can contribute to the
profession by bringing their teaching skills and prior experiences (Forlin, 2010). The
possible increase in the participation of teachers with disabilities in the teaching
profession can enhance inclusive education policies (OECD, 2003), which promote
equal access to education, employment, and social life (Menter et al., 2006). In
addition, the past decade has witnessed researchers’ and teacher educators’ emphasis
and effort to reconceptualize teacher education programs for inclusive practices and
enactments by adding new courses on teaching students with disabilities and by
improving existing courses with the integration of the technological and
methodological innovations (Florian, 2012; Florian & Linklater, 2010; Florian &
Rouse, 2009; Hardman, 2009; Merri & Monties-Cabot, 2005; Symeonidou, 2017;
Zorluel Ozer & Cabaroglu, 2018). The rationale for improving inclusive practices is
grounded on the idea that students with visual impairments need more than the core
curriculum, which all students with and/or without disabilities are expected to follow.
The students with visual impairments need compensatory skills and an expanded core
curriculum to overcome disabling effects of their visual impairment in their academic
and social pursuits (Kizilaslan et al., 2020) because MasCuspie (1992) showed that
%385 of the academic, social, and functional skills that all students need to learn are
learned through the sense of vision. Thus, students with visual impairments need to
master compensatory skills, which include accessing the core curriculum by using
available tools to reach the objectives of the core curriculum. The expanded
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curriculum, on the other hand, covers additional skills that students with visual
impairments need to acquire to be independent learners (Andjelkovic, 2017a). It is the
responsibility of the teachers of students with disabilities to create inclusive practices,
in which students with visual impairments can master the core curriculum and learn
compensatory skills as well as attain the learning objectives of the expanded core
curriculum (Brown & Beamish, 2012; Wolffe et al., 2002).

In order to help students with visual impairments to master the core curriculum,
teachers of students with visual impairments need to implement individualized
education programs (IEP). These programs are planned to provide personalized
instructional practices to address the unique needs of students with disabilities (Kurth
et al., 2021). Addressing the needs of students with disabilities in a personalized
manner creates opportunities for these students to master the core curriculum in a way
that they can decide on the pace and intensity of their studies. In doing so, teachers of
students with disabilities act as a catalyst to allow students with disabilities to use their
skills to master the core curriculum (Nannemann, 2021). It is also important to note
that the willingness to participate in an IEP may depend on affective factors because
some students prefer to avoid unwanted extra attention from their peers and teachers
(Rule et al., 2011). In other cases, students with visual impairment are willing to
benefit from an individualized education program, yet they can question the
effectiveness of instructional accommodations they received due to their lack of
knowledge of IEP (Erin et al., 2006). Thus, it is the responsibility of teachers of
students with visual impairments to explain the objectives of the individualized
education program in progress as well as teach these students how they can make use
of available additional accommodations for their academic pursuits (Martinez-
Hernéndez & Bellés-Fortufio, 2021; Zebehazy & Wilton, 2014a).

In addition to the curricular issues mentioned above, the language learning
experiences of students with visual impairments need to be taken into consideration.
Available research indicates that there is no consensus on how the role of vision
influences the language learning process and how students with visual impairments
should be taught English. On one hand, language learning is considered to be a
dynamic and flexible process and the lack of vision can be compensated through other

means of language learning and teaching materials (Fayzi, 2022) because Brambring
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(2007) states that there is a minor quantitative difference between language acquisition
of sighted and visually impaired students. On the other hand, studies on language
acquisition indicate that language learners need sensory stimuli to form concepts.
Given that students with visual impairments cannot use their vision, they have a
different sensory experience, which means that their language learning experiences do
not coincide with their sighted peers (Krisi et al., 2022) and they have difficulty in
forming and learning daily and scientific concepts. It is valid to accept that language
teaching practices that are successful for students do not necessarily mean that these
practices would lead to the same degree of achievement for students with visual
impairments (Kamei-Hannan et al., 2012). However, it is found that teachers of
students with visual impairments still use instructional strategies designed and planned
for “normal” students to teach English to students with visual impairments (Schultz &
Savaiano, 2022).

Due to the fact that visuality plays an important role in English language
learning, exposure to the target language through language learning and teaching
materials is crucial for students with visual impairments. To compensate for visuality
with other means of language learning materials, practitioners rely on aural and tactile
materials. Studies on tactile materials show that students with visual impairments need
tactile materials, which are considered to be visual materials for the students with
visual impairments to learn vocabulary items and their related concepts (Leavitt et al.,
2018). These materials are also essential to enrich and diversify learning opportunities
for students with visual impairments (Zebehazy & Wilton, 2014). However, it is noted
that creating and adapting tactile materials are laborious, and if tactile materials are
not designed to focus on a limited number of topics, it is difficult to make them
meaningful for students with visual impairments (Sheppard & Aldrich, 2001).

In addition to tactile materials, audio materials play an important role in the
language learning processes of students with visual impairments because the verbal
descriptions of the materials and concepts strengthen the neural network of the
grammatical structures and vocabulary items (Phutane et al., 2022). In this regard,
teachers of students with visual impairments prefer to use a coursebook with
multimedia support to expose students with visual impairments to aural materials.

Johnson (2013) found that the teachers’ knowledge about commercially produced
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educational multimedia for students with visual impairment is a strong indication of
its use in the classroom. It is also noteworthy that the teachers working in School for
the Blind tend to use and recommend more commercially produced educational
multimedia when compared to their colleagues working in regular schools. Similarly,
available studies show that the use of tactile materials along with audio materials and
aural practices supports the language learning processes of students with visual
impairments (Leavitt et al., 2018). In other cases, it is observed that the language
learning processes of students with visual impairments are supported by verbal
descriptions provided by language teachers. The verbal descriptions can include
physical and/or conceptual information about the materials being used in the lesson
and the students with visual impairments can create mental images of the topic being
covered. It is important not to assume that all students with visual impairment benefit
from verbal descriptions in the same way (Cox & Dykes, 2001).

The last dimension of teaching English to students with visual impairment is
teacher education and professional development. Although the international focus is
on including marginalized groups in the teaching profession, that is, teachers with
disabilities, the studies exploring language teaching experiences of teachers of
students with VI are in scarcity (Pritchard, 2010). Available studies vary in their
theoretical and methodological scope and explore the experiences of visually impaired
individuals in teaching and other related professions. To begin with, the number of
students with disabilities in K-12 as well as higher education settings is increasing. To
cater to the needs of students with disabilities, teacher education programs should
include courses that train teacher candidates to teach students with disabilities (Antilla-
Garza, 2015; Pino, 2022; Sladewski et al., 2022) because Sharma and Sokal (2015)
point out that there is a positive relationship between receiving pre-service special
education courses and successful inclusive practices. It is also important for teacher
education programs to provide necessary accommodations for prospective teachers
with disabilities to diversify the field of teacher education and promote equity
(Bargerhuff et al., 2012). However, some teacher education programs fail to address
disability-specific issues in education due to the lack of expert teacher educators

(O’Dwyer & Thorpe, 2013).
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Empirical studies show that the experiences of teachers of students with visual
impairments are dependent on personal, educational, attitudinal, and professional
factors. Duquette's (2000) exploratory study with four pre-service teachers with
disabilities indicates that these pre-service teachers’ classroom practices are
influenced by their prior schooling experiences, and they tend to innovate their
teaching practices based on negative prior schooling experiences. The findings of this
exploratory study point to the fact that “teachers with disabilities offer knowledge
through their bodies and experiences that isn’t usually part of the curriculum”
(Anderson, 2006, p. 368). In another study, the researchers designed and developed a
problem-based learning environment through online teaching resources for teachers of
students with visual impairment and evaluated the impact of these materials. They
found out that providing online materials as well as training opportunities contributed
professional development of teachers of students with visual impairments (McLinden
et al., 2006). Similarly, Cooc (2019) reported that teachers of students with disabilities
need professional development sessions because these sessions offered instructional
practices that are grounded on empirical evidence (Chitiyo et al., 2017; Yang & Rusli,
2012). When teachers of students with visual impairment are equipped with practices
based on empirical evidence, they have the opportunity to make instructional
arrangements to meet the needs of their students, which results in activating the senses
other than sight. Activating the other senses helps students with visual impairments to
learn concepts easily and increases their chance of success (Karakog et al., 2022).

Available studies on teachers with visual impairments also focus on assistive
technologies because teachers of students with visual impairments need to be
competent in the use of assistive technologies to enrich their instructional practices
(Blue, 2017; Merri & Monties-Cabot, 2005; Wolffe et al., 2002) because students with
visual impairments can access academic, social, and cultural information in
educational settings through the use of assistive technologies. However, these teachers
are concerned about the lack of adequate resources when they try to meet the needs of
their students (Ajuwon et al., 2016). In this vein, practitioners need to possess the
necessary skill set to use assistive technologies as well as create resources to increase
educational outcomes for the students with visual impairments, Additionally, there is

aneed for the systemic and on-going professional training for teachers of students with
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visual impairments to maximize the effective use of assistive technologies (Zhou et
al., 2012). When the use of assistive technologies is maximized to provide enhanced
educational resources, it is probable for the students with visual impairments to close
the gap in their academic and social skills, which are mastered through the sense of
sight by the sighted students (Zhou et al., 2011). Nevertheless, other studies show that
the use of assistive technologies in instructional practices is dependent on personal
interest and initiative (Chanana et al., 2022) and the request of accessing to educational
materials in different formats is sometimes ignored due to the lack of knowledge in
assistive technologies (Adetoro, 2012). Such overlook can be present in high-stakes
exams, as well. For example, Nisbet (2020) mentions that students with visual
impairments can be disadvantaged in high-stake standardized exams as the structure
of the exams does not allow students with visual impairments to use assistive
technologies to access the exams.

In addition to international studies, there are some national studies conducted
to explore the experiences of teachers of students with visual impairments (Karaman,
2014). In his case study, Basaran (2012) investigates how students with visual
impairments are taught English as a foreign language at two universities. The findings
indicate that teachers of students with visual impairments employ the same teaching
methods and materials, which are used to teach the sighted students. The inability of
differentiation in teaching students with visual impairments stems from the lack of
formal training during teacher education and/or in-service professional development
programs. In a study conducted in School for the Blind, Kocyigit and Artar (2015)
picture the conditions of visually impaired learners in their learning environment and
find that teachers in this study come up with their own teaching practices through a
series of trial and error because of the insufficient prior education and pedagogic
guidance (Kamali-Arslantas, 2017). It is also mentioned that the assessment and
evaluation procedures for students with visual impairments pose several challenges for
teachers. In a recent study that explores vocabulary teaching to young learners with
visual impairments, it is found that curricular adaptations are required to meet the
needs of the students with visual impairments because available resources do not
address these learners’ learning styles (Zorluel Ozer & Cabaroglu, 2018). Lastly, the

attitudes of non-disabled teachers toward the inclusion of students with visual
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impairments in mainstream education are investigated. Although previous empirical
studies in the last decade portray negative attitudes of non-disabled teachers toward
students with disabilities (Rakap & Kaczmarek, 2010), Ravenscroft, Davis, Bilgin, and
Wazni (2019) Ravenscroft, Davis, Bilgin, and Wazni (2019) find an increasing
positive attitude toward inclusion of students with visual impairment in education due
to the teachers’ enhanced practical knowledge over the years.

In conclusion, teachers of students with disabilities are unrepresented in the
available literature (Anderson, 2006; Neca et al., 2020; Peters & Reid, 2009).
Available empirical and theoretical studies demonstrate that both disabled and non-
disabled teachers of students with visual impairment experience several difficulties
and advantages. The difficulties they experience include attitudinal and cultural issues,
lack of accessibility, pedagogical training and guidance, curricular and resource
limitations. On the other hand, especially teachers with disabilities can innovate
teaching and learning processes, and become culturally relevant role models for
students with visual impairments. The findings of available literature are descriptive
in nature and far from being conclusive. Thus, more in-depth and long-term studies
are vital to explore language teaching practices of disabled and non-disabled teachers

of students with VI.

2.4. Theoretical Framework
Available literature on language teacher cognition shows that the construct of teacher

cognition is emergent, dynamic, and interrelated to other domains of language
teachers’ personal histories. Also, language teacher cognition studies cover a wide
range of topics and challenge the taken-for-granted assumptions about teachers’
mental lives and their relation to language teaching. In a similar vein, professional
teacher identity studies highlight the dynamic and fluid nature of teacher identity,
which includes language teachers’ experiences during pre-service and in-service years,
and teaching practices. It can be inferred that the constructs of professional teacher
identity and language teacher cognition have their roots in language teachers’ personal
and professional histories, which are dynamic, emergent, and open to changes.
Although both constructs have their roots in language teachers’ personal and
professional lives, the possible changes in teacher identity and cognition are difficult
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to predict due to their non-linear nature. Despite being non-linear, the changes that
take place in a teacher’s identity and cognition bear their own systematicity.

To track down the systematicity of the changes in language teacher cognition
and professional identity, complexity theory is used as a theoretical framework in this
dissertation because complexity theory is defined as “how the interacting parts of a
complex system give rise to the system's collective behavior and how such a system
simultaneously interacts with its environment” (Larsen-Freeman & Cameron, 2008, p.
1). To exemplify, a teacher can establish a basis of his/her teaching practices through
the apprenticeship of observation during pre-service teacher education, which is
related to language teacher cognition. The same pre-service teacher education program
can be very influential for the teacher’s identity formation. In such a case, it can be
said that the apprenticeship of observation and pre-service teacher education are the
elements of the teacher’s identity and cognition system, and the teacher himself/herself

is the agent of the pre-service teacher education program.
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Figure 3: Overlapping Themes in Reviewed Language Teacher Cognition and
Professional Teacher Identity Research

Given these, the interactions between elements and agents of the complex

system can create new configurations, which can emerge at different levels and

35



timescales (Cameron & Larsen-Freeman, 2007) and these new patterns are nested
within each other (Larsen-Freeman, 2012). In the example above, it can be said that
the teacher has the ability to (re)organize his/her teaching practices with his/her
cognition changes, which, in turn, shapes his/her professional identity by equipping
the teacher with certain teaching practices. The process can be vice versa meaning that
one’s professional teacher identity formation is influential on the teacher’s cognition.
Thus, researching language teachers’ identity formation and cognition in this study
through a complex systems perspective allows the researcher to explore interactions
of the two constructs “from individual minds up to the socio-political context of
language learning — and interconnected timescales — from the minute-by-minute of
classroom activity to teaching and learning lifetimes” (Cameron & Larsen-Freeman,
2007, p. 236).

In addition to this, a complex system is considered to be emergent, and the
emergent nature of the complex system is the result of its continuous flux through the
system’s states (Kramsch, 2012). While some of these states can be highly stable, such
as a teacher’s classroom routines, others may be quite unsettled as in the case of a
teacher who is trying new ways of increasing the learners’ willingness to
communicate. The continuous flux of the system’s states is expected to reach a stable
condition, which is characterized as an “attractor” state (Kostoulas et al., 2018).
Reaching the attractor state is achieved through a process of co-adaptation, which is
described as “a kind of mutual causality, in which change in one system leads to
change in another system connected to it, and this mutual influencing continues over
time” (Larsen-Freeman & Cameron, 2008, p. 202). The process of co-adaptation
creates a room in which how the changes in professional teacher identity and cognition
influence each other can be explored because the states of a complex system, as in the
case of language teachers of visually impaired students, originate from its components,
which are interdependent and in continuous interaction with each other in various ways
(Hiver & Al-Hoorie, 2016). Although it is assumed that professional teacher identity
and cognition influence each other, it is difficult to pinpoint the direction of the
influence because “the strength of the interactions changes over time. Therefore,
multiple routes are often possible between components, mediated in different ways”

(Larsen-Freeman, 2012, p. 205). By using complexity theory in this study, it is possible
36



to determine the possible directions of influence between professional teacher identity
and language teacher cognition.

Lastly, Larsen-Freeman (2012) states that “complex systems iterate — they
revisit the same territory again and again, which means that the present level of
development is critically dependent on what preceded it” (p. 206). In the context of
this study, available research suggests that professional teacher identity and cognition
are dependent upon personal biographies and histories of the language teachers, which
means language teachers shape their professional selves and individual minds based
on their pre-service and in-service experiences. Exploring identity formation and
teacher cognition of the teachers of visually impaired students through complexity
theory framework permits the researcher to look for the possible links and
relationships between the participants’ current identity formation process, teacher
cognition, and previous experiences they have.

Acknowledging that “complexity theory account[s] for how the interacting
parts of a complex system give rise to the system’s collective behavior and how such
a system simultaneously interacts with its environment” (Larsen-Freeman, 2012, p.
206), the present study aims to uncover three language teachers’ professional teacher
identity formation and cognition in the School for the Blind in Turkey by using the
complexity theory as a theoretical framework. Complexity theory is suitable for the
purposes of the present study in the following ways:

1. Professional teacher identity and language teacher cognition are nested within
each other, and complexity theory allows the researcher to uncover such
complicated links in teacher identity and cognition.

2. Professional teacher identity and language teacher cognition are dependent on
previous experiences and personal histories. The complexity theory can deal
with the system’s interactions retrospectively and prospectively as it seeks to
understand the states of the system in different timescales.

3. The interactions the participants have between their identity formation and
cognition in this study can create certain patterns and links. Thus, complexity
theory permits the researcher to investigate these patterns and links to

understand the teachers’ identity and cognition systems’ collective behaviors.
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To conclude, the complexity theory is used as a theoretical framework in this doctoral
study to explore the dynamic interplay of language teacher identity and cognition
because it allows the researchers to work on the system’s interactions retrospectively
and prospectively. While the participants’ histories, educational backgrounds, and
previous learning and teaching experiences can help researcher to understand the
system’s retrospective interactions, the system’s current configurations can guide the

researcher to uncover the system’s prospective interactions.
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CHAPTER 3

METHODOLOGY

This section thoroughly explains the research methodology that guides this
dissertation. First, the rationale of using qualitative research method in this study is
presented. In subsequent subsections, this section demonstrates utilization of the case
study approach regarding the overall design of this study, elaborates on participant
sampling processes, introduces the context, and present the procedures of data
collection and analysis. Finally, the ethical considerations and quality criteria in this

study are explained and clarified.

3.1. Qualitative Research Method: The Rationale

This study explored language teacher cognition and identity formation of teachers of
students with visual impairments in the School for the Blind. To do so, this study
accepts and acknowledges that there are multiple and individually-constructed realities
and meanings that depend on the historical, cultural, social, and contextual influences

(Creswell, 2013). In this regard, Creswell (2008) defines qualitative research as

an inquiry process of understanding based on distinct methodological traditions of
inquiry that explore a social or human problem. The researcher builds a complex,
holistic picture, analyzes words, reports detailed views of informants, and conducts
the study in a natural setting (p.15).

By using a qualitative research method in this study, the researcher intended to
understand, interpret, make connections with, and illuminate the realities the
participants have experienced and the meanings they have created (Denzin & Lincoln,

2018; Flick, 2007) because qualitative research methods can be considered as an ideal
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form of inquiry that seeks to explore the nature of people’s experiences (Strauss &

Corbin, 1998). Patton (1990) further adds that

qualitative methods permit [the researcher] to study selected issues in depth and detail,

and approach fieldwork without being constrained by predetermined categories of

analysis that contribute to the depth, opened and detail of the qualitative inquiry (p.

13).

As this study purposed to uncover language teacher identity and cognition of teachers
of students with visual impairments, it is necessary to study the phenomenon in its
natural setting. Also, it is essential to interpret the participants’ meaning-making
processes without any predetermined categories because these meanings can yield
complex, multiple, and dynamic realities (Denzin & Lincoln, 2005). Given these
considerations, qualitative research methodology fits well for the purposes of this
study because it can provide holistic, detailed, and experience-oriented accounts of
language teacher cognition and professional teacher identity (Miles, Huberman &
Saldana, 2014).

More specifically, qualitative research method is employed for two main
reasons in this dissertation study. First, exploring language teacher cognition and
professional identity formation of the teachers of students with visual impairments
requires the researcher to deal with socially, interactionally, and educationally
constructed issues of disability. Thus, this study employs ‘an approach that aspires to
achieve empathic understanding and representation of the subjective perceptions and
everyday lived experiences of the people being studied’ (Berger & Lorenz, 2015, p.
5). Employing such an approach positions this dissertation to be emancipatory research
about individuals with disabilities because Berger and Lorenz (2015) assert that

emancipatory studies

aim to “give voice” to those who have been marginalized by society, making their
experiences more visible and accessible to mainstream groups and helping to facilitate
the incorporation of social differences as valued elements of a civil moral community
devoted to social justice (p. 6).

The second rationale for utilizing a qualitative research method in this study is the
methodological trends and developments in the fields of language teacher cognition

and professional teacher identity formation because the reviews of literature in these
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fields reveal that language teacher cognition and professional teacher identity studies
are conducted mainly by using qualitative methods. While case studies and narrative
inquiries are the most used ones in language teacher cognition studies,
phenomenological and exploratory approaches are widely used in professional teacher
identity research. Hence, it can be noted that the choice of methodology in exploring
language teacher cognition and professional teacher identity tends to be qualitative
because these constructs are dynamic, changing, evolving, culturally dependent, and
socially situated (Borg, 2003b; Kubanyiova & Feryok, 2015).

Lastly, Marshall and Rossman (2014) state that “qualitative research
methodologies have become increasingly important modes of inquiry for social
sciences and applied fields” (p.1) and they are used to capture, understand, and explain
the meanings made by participants in an activity or context (Wolcott, 2009). To
achieve his end, this study utilizes a qualitative research method because uncovering
language teacher cognition and professional identity formation of the teachers of
students with visual impairment bears social, cultural and educational importance.
Following the methodological directions in professional teacher identity and language
teacher cognition studies as well as the widespread use of qualitative approaches to
explore social and educational issues, this study adapts the case study approach to open
up spaces for participants to voice their experiences of teaching English to students
with visual impairments through in-depth and prolonged engagement with the

participants and research site.

3.2. Case Study Methodology

Although looked at with suspicion, qualitative research methods in the field of Applied
Linguistics help the researchers to uncover, understand and interpret language
teachers’ and learners’ various experiences through systematic, ongoing, inductive,
and comparative data collection and analysis procedures (Bryant, 2017; Hadley, 2017;
Strauss & Corbin, 1998). In this regard, Borg (2004) criticizes taken-for-granted
assumptions about what counts as research in the field of language teaching and

learning by stating
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It seems unhelpful that, within a professional teaching organization such as TESOL,
the notion of research which is often asserted (e.g., hypothesis-testing, objective
inquiry) is one which excludes the kinds of inquiries which are most relevant, feasible
and accessible to a majority of members. An insistence on hypotheses and objectivity
becomes even more problematic when the phenomena being researched — language
teaching and learning — are dynamic, process-oriented, unpredictable, and indelibly
shaped by human interactions and values. In such contexts, broader views of what
counts as research are required (p.6).

In line with Borg’s statement, this study adapts a qualitative case study approach
because “case study research involves the study of an issue explored through one or
more cases within a bounded system (i.e., a setting, a context)” (Creswell, 2007, p.
73). Also, case study research explores a present-day phenomenon in its real-life
setting with intensive and prolonged engagement with the research setting and the
participants (Merriam, 1998; Stake, 1995). Intensive and prolonged engagement with
the research setting and participants helps the researcher maintain the originality of the
evidence (Seale, Gobo, Gubrium, & Silverman, 2007), that is, “the holistic and
meaningful characteristics of real-life events” (Yin, 2009, p. 2) as well as allows the
researcher to create a comprehensive portrayal of the phenomena to “get the story
down for the possible benefit of policymakers, scholars, and other citizens” (Odell,
2001, p. 162).

In addition to the ways of engaging the research setting and the participants, a
case study is characterized as particularistic because it “concentrate[s] attention on the
way particular groups of people confront specific problems, taking a holistic view of
the situation” (Emerson, Fretz, & Shaw, 2011, p. 2). As Bennett and Elman (2006)

argue that

the social world is complex, characterized by path dependence, tipping points,

interaction effects, strategic interaction, two-directional causality or feedback loops,

and equifinality (many different paths to the same outcome) or multifinality (many

different outcomes from the same value of an independent variable, depending on

context) (p. 457).

In addition to the particularistic nature of case studies, the case study approach
is also delineated as descriptive and heuristic. As case study approach is “dealing with
things that are both real and constructed, that are fuzzy realities with complex

properties, that have a holistic element whilst being constituted from complex
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configurations, that are intersected with their environment with boundaries being not
the things that cut off but rather the domain of intercommunication” (Byrne &
Callaghan, 2014, p. 155)the product of a case study needs to be comprehensive and
detailed portrait of the phenomenon under study (Bogdan & Biklen, 2007; Crowe et
al., 2011; Flick, 2007). In addition to this, the complexity of the meaning-making
processes in case studies calls for a heuristic perspective, which is the ability to bring
about the discovery of new meanings, extend the reader’s experience, or confirm what
is known (Saldana, 2011; Yin, 2016).

Hence, this study explores the teachers of students with visual impairments in
the School for the Blind in the 2019-2020 education year, which means that the
researcher has the chance to capture the experiences of the participants with the
relations to research setting with consistent and prolonged engagement that achieves
descriptive nature of case study approach. In addition to this, the constructs of the
language teacher cognition and professional teacher identity require the researchers to
go back and forth in the data to capture complexities of language teaching practices
and identity formation. Going back and forth, that is, approaching the research
heuristically, yields how the participants in this study have formed their professional
teacher identities as well as chosen their instructional practices. In this vein, the case
study methodology is suitable for exploring issues of the language teacher cognition
and professional teacher identity because data collection and analysis go hand in hand,
in which each informs and streamlines the other (Charmaz, 2014). Moving back and
forth between the emerging analysis and the data makes the findings more

particularistic, descriptive, and heuristic.

3.3. Research Setting

The research setting in this case study is a public School for the Blind, which is
specifically designed and organized for students with visual impairments. The School
for the Blind is located in a large building at a university campus in central Ankara.
The school accepts students, who received a medical documentation of their visual
impairments. As visual impairment is considered to be low incident disability

according to the rules and regulations of the Ministry of National Education, those
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students who have additional disabilities along with visual impairments are also
accepted to the School for the Blind.

The demographics of the School for the Blind show that there are 20 teachers
from different fields working in this school, 3 of whom are English language teachers.
In addition to the teachers, there are five administrators in the School for the Blind.
Each administrator is responsible for certain tasks. For example, while an assistant
principal deals with the dormitory and kitchen, others work with student affairs, extra-
curricular activities, and/or teachers.

The classrooms have 6 students on average and the total number of students in
School for the Blind is 78. While some of the students with visual impairments are
transported to the School for the Blind, others stay at the dormitory, which is
positioned at the upper floors of the school. The School for the Blind offers eight hours
of teaching in a day.

There are several facilities that students with visual impairments can use. The
School for the Blind has a big garden and playground. The students with visual
impairments can enjoy their breaktime in the garden and/or playground. The school
also has an indoor sports hall, where the students with visual impairments receive their
physical education courses. In addition to these, there are a music room and a hyper-
technology room for the students with visual impairments. If students with visual
impairments want to practice their musical abilities, they can use music room, which
includes many musical instruments that students can play such as piano, guitar, and
violin. In the hyper-technology room, students with visual impairments can use various
technological tools such as text-to-speech, voiceover, or tablets.

There are other services that students with visual impairments can make use
of. In the School for the Blind, there is a large lunchroom, where students with visual
impairment eat their lunch in the School for the Blind. The lunch is provided to the
students with visual impairments free of charge. The School for the Blind provides
medical support, as well. There is a full-time nurse in the School for the Blind. The
nurse carries out regular inspections to help students with visual impairments to have
body weight within health standards. Also, the nurse is responsible for giving and

reminding medications and pills to those who have chronic illnesses.
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Lastly, the School for the Blind also offers facilities and services for teachers,
as well. Teachers in the School for the Blind can use Braille printer free of charge.
They can also use internet services provided by the Ministry of National Education. In
addition to these, there are a smartboard and a computer in each class. Teachers can

use smartboards and computers for professional and personal needs.

3.4. Sampling and Sampling Procedures
Qualitative research methos necessitates informed and grounded decisions on the unit

of analysis, which includes sampling, sample size, and participants (Crowe et al., 2011;
Small, 2009; Tracy, 2020). This dissertation, which is designed as a case study, utilizes
purposeful sampling (Denzin, 2009; Flick et al., 2004; John, 2007; Woodside, 2010;
Yin, 2016) because the researcher seeks to ‘obtain the broadest range of information
and perspectives on the subject of the study’ (Kuzel, 1992, p.37). Patton (2015) further
adds that purposeful sampling is ‘selecting information-rich cases to study, cases that
by their nature and substance will illuminate the inquiry question being investigated’
(p. 265). In this regard, the researcher in this study employs following principle for
purposeful sampling:

The decision on how to select the case(s) to study is a very important one that merits

some reflection. In an intrinsic case study, the case is selected on its own merits. The

case is selected not because it is representative of other cases, but because of its

uniqueness, which is of genuine interest to the researchers (Crowe et al., 2011, p. 5).

The sampling, thus, was decided on the participants’ working as an English
language teacher in the School for the Blind since the participants represented unique
cases allowing for in-depth, detailed, and vigorous data collection processes to explore
language teacher identity and cognition of teachers of students with visual
impairments.

In addition to the sampling procedures, the context of the study bears

importance. Following Crowe et al. (2011), the context of a case study is important

because

(1) the context of the case study is 'the selected case study site(s) should allow the
research team access to the group of individuals, the organisation, the processes or
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whatever else constitutes the chosen unit of analysis for the study” (p. 6) and (2)

“access 1s therefore a central consideration; the researcher needs to come to know the

case study site(s) well and to work cooperatively with them. Selected cases need to be

not only interesting but also hospitable to the inquiry if they are to be informative and

answer the research question(s) (p. 6).

Therefore, the context of this case study was selected to be the School for the
Blind because the research site allowed the researcher to access to the teachers of
students with visual impairments. Also, the context was suitable for working
cooperatively with the participants in this study as the participants agreed to participate

in this study to voice their experiences in the School for the Blind.

3.5 Participants

Three English language teachers of students with visual impairments participate in this
case study. The participants are full-time teachers in a School for the Blind in Ankara,
Turkey and each participant has approximately 15-hours weekly teaching load on
average. The participants are obliged to follow rules and regulations of the Ministry of
National Education in Turkey regarding the curricula, accessibility, professional
development, and other extracurricular activities.

Merve (pseudonym) is in her early 40s and she does not have any disability.
She is a graduate of English Language and Literature department. Along with her
undergraduate studies, in order to be an English teacher in public and private schools
in Turkey, she took the teaching certificate courses (pedagogic formation), which are
required by Ministry of National Education. Prior to the School for the Blind, she
worked in rural and urban public mainstream schools for 13 years and she has been an
English language teacher in the School for the Blind for three years at the time of this
study was conducted. In the School for the Blind, she teaches secondary school
students from 5™ grade to 8" grade.

Mustafa (pseudonym) is in his late 50s and he is an English language teacher
with visual impairment. Although he did not possess his visual impairment until he
was 6 years old, he lost his sight when he was attending primary school. He received
primary and secondary school education in the School for the Blind that this case study
was conducted. Upon completing his secondary school education, he was accepted to

a mainstream high school. Although he faced many obstacles and barriers during his
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high school education, he managed to enter a reputable university, where the medium
of instruction is English. He completed his undergraduate studies in the department of
International Relations. Upon graduation, he was assigned to work in Ministry of
Treasury. However, he left his position to be an English teacher in the School for the
Blind, which is also the school he received his primary and secondary school
education. When he was assigned to be an English language teacher in the School for
the Blind, he received intensive pedagogic formation courses and completed two-
semester practicum. He has been working in the School for the Blind for more than 20
years. He teaches English language to primary and secondary school students.
Rosalinda (pseudonym) is in her mid 50s and she does not have any disability.
She is a graduate of English Language Teaching department. Throughout her career,
she worked as an English language teacher, a head of English department and a school
principal. In addition to her career in the field of English language teaching, she
worked in Ministry of National Education and participated in Erasmus projects. She
received Jean Monnet scholarship to enroll a graduate program, and she spent two
years in the UK. However, the department she was working for was abolished in 2008
and she was assigned to the School for the Blind. She has been teaching English to

secondary school students for more than 10 years in the School for the Blind.

3.6. Data Collection Methods and Data Sources
The data sources for the study will be observations, field notes, individual interviews,
stimulated recall sessions, and collection of documents and artifacts (Merriam, 1998;

Stake, 1995; Yin, 2016, 2018). Here I describe these procedures.

3.6.1. Observations, Field Notes and Memos

In case studies, observations are considered to be primary instruments in which field
notes are constructed (Heath & Street, 2008). Merriam (1998) notes the importance of
observation within qualitative research, stating that it offers “a firsthand account of the
situation under study” (p. 111). Similarly, Saldana (2011) states that “the goal is to
capture people’s naturalistic actions, reactions, and interactions, and to infer their ways

of thinking and feeling. (p. 47)”. In this regard, the researcher was able to gain an
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understanding of the participants’ language teaching practices through observations.
The observation sessions in this study also served to examine the possible mismatches
between participants’ statements during the individual interviews and their actual
practices in the classroom.

To conduct classroom observations, the researcher utilized the participant-
observation technique because the participant observation provided additional
opportunities for data collection. Also, the researcher assumed a peripheral
participant-observer role because it “provides the investigator with a wide angle to
assess the small details as well as the bigger picture, while documenting in written
form the participants’ actions as they occur” (Saldana, 2011, p. 48).

The researcher initially created an observation protocol (see Appendix D) and
timeline (see Appendices C and E). Then the researcher determined the focus of the
classroom observation. At the day of classroom observation, the researcher notified
the participants about the classroom observation before accessing to the classroom
where the data collection took place. In order not to interfere the participants’
instructional practices, the researcher sat at the back of the classroom and conducted
the observation. While observing the participants, the researcher took minute-by-
minute notes.

In addition to the classroom observations, the researcher created field notes
during the data collection processes because they can serve as an ‘“‘analysis-in-
description” (Emerson, Fretz, & Shaw, 2011, p. 8). As Emerson et al. (2011) point out,
“writing field note descriptions is not so much a matter of passively copying down
‘facts’ about ‘what happened.” Rather, such writing involves active processes of
interpretation and sense-making” (p. 8). In this regard, field notes and memos can be
descriptive, reflective, and analytical at the same time (Bogdan & Biklen, 2007; Dyson
& Genishi, 2005; Emerson ef al., 2011) which were used to uncover the participants’
language teacher cognition and professional identities. For example, the researcher
took note of possible (mis)matches between the participants’ statements and their
instructional practices. While noting down the (mismatches), the researcher tried to
link these incidents with the participants’ personal histories and/or the relevant

literature to complement data collection and analysis.
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3.6.2. Individual Interviews

Interviewing is a common method used in qualitative studies to learn how people feel
and think. Individual interviews facilitate such understanding by providing a format
for researchers to ask questions about individuals’ experiences and the meanings they
make about those experiences. As a data collection tool, interviews are “a resource for
investigating truths, facts, experience, beliefs, attitudes, and/or feelings of
respondents” (Talmy, 2010, 131).

Interviews can yield rich insights into people’s lives, experiences, opinions,
values, aspirations, attitudes, and feelings. Interviews are useful for getting the story
behind participants’ experiences. Therefore, interviewing consists not only of asking
questions and getting answers but also of exchanging information collaboratively
(Brinkmann, 2013; Josselson, 2013; Mears, 2009). Interviews seek to elicit
participants’ descriptions of the meanings of their worlds and to understand the
meaning of what the interviewees say (Kvale, 1996).

In this case study, interviews provided insights into the participants’ beliefs,
attitudes, and knowledge as well as tensions, conflicts, and difficulties when they
taught English to students with visual impairment. Additionally, professional teacher
identity formation is a dynamic process, in which narratives are vital to explore and
understand it. Thus, individual interviews are employed as a data collection tool
because the researchers are interested in “understanding of the lived experience of
other people and the meaning they make of that experience” (Seidman, 2013, p. 9).
For the purposes of this doctoral study, three participants will individually be
interviewed on the weekly basis throughout 2019-2020 education year (see
Appendices A, B, and F).

To elaborate, structured interviews were conducted in this doctoral study.
Firstly, the researcher reviewed the relevant literature on language teacher identity and
cognition. Then, the researcher decided on the issues of language teacher identity and
cognition that emerged from the literature review. Based on these issues, the interview
timeline and questions were prepared because the researcher aimed to list every
question to be asked. Also, listing the interview questions allowed the researcher to
“adopt the same consistent behavior and demeanor when interviewing different

participants” (Yin, 2016, p. 141). In addition to the structured interviews, the
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researcher opened spaces for the participants to express their concerns,
understandings, and thoughts about the issues discussed during the interviews. To
achieve this, the researcher benefitted from the advantages of semi-structured

interviews. In this regard, Tracy (2020) states that semi-structured interviews

allow for more emic, emergent understandings to blossom, and for the interviewees’

complex viewpoints to be heard without the constraints of scripted questions.

Furthermore, less structured interviews are likely to tap both content and emotional

levels. Researchers can learn what participants believe is most interesting and

important, and the interview can flex to focus on these meaningful topics (p. 158).

Thirdly, the researcher conducted individual interviews on a weekly basis. The
Researchers asked the same list of questions to all participants and took note of
emerging issues that resulted from the semi-structured interviews. After the interview,
the researcher transcribed the interview data and utilized memo-writing. The memos
served as the starting point to revisit the relevant literature and conduct member-
checking.

To conclude, the researcher prepared a set of interview questions and
structured the individual interviews accordingly because the scripted interview
questions allowed the researcher to establish consistency of the topics and issues
discussed during the interviews across the participants. Additionally, the researcher

benefitted from the semi-structured interview technique to delve into the possible

concerns, understandings, and thoughts that participants intended to express.

3.6.3. Stimulated Recall Sessions
Stimulated recall sessions are conducted to retrospectively analyze the participants’
actions, thoughts and/or behaviors. The main aim of recording the participants’
actions, thoughts and/ behaviors is to present the selected stimulus from the video to
the participants. In doing so, the researcher asks specific questions to capture the
rationale of the selected stimulus under analysis. Retrieving the actions, thoughts
and/or behaviors helps the participants verbalize and elicit their responses in specific
circumstances (Bartels, 2005).

Stimulated recall sessions are important in this study due to the fact that teacher

cognition and professional identity formation necessitates the researcher to move back
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and forth while data collection processes in order to uncover the rationale of language
teaching practices and professional identity formation processes. As the aim of this
study to theorize the patterns of language teacher cognition and professional teacher
identity formation, stimulated recall sessions can provide in-depth data about in what
circumstances the observed behaviors take place, why and when. Lastly, the stimulated
recall sessions can complement the data retrieved from observation protocols by
having concrete recordings of the participants’ language teaching practices.

It important to note that although stimulated recall sessions were originally
planned as a data collection strategy, the researcher could not conduct stimulated recall
sessions because the Ministry of National Education did not grant permission to video-
record in the School for the Blind. Thus, this doctoral study had to exclude stimulated

recall sessions from the data collection processes.

3.7. Data Analysis

Creswell (2013) argues that data analysis process involves “a preliminary read-through
of the database, coding and organizing themes, representing the data, and forming an
interpretation of them” (p. 195). Using this framework, a cyclical, dynamic, and
continuous analysis process was used in this doctoral study. As the reading of the data,
memo writing and coding simultaneously stimulate each other, and coding is the
method of connecting data, issues, and interpretations (Denzin & Lincoln, 2018) so
interview transcriptions, classroom recording, observations, and field notes were used
for data analysis. Obtained data was continuously coded and analyzed (Strauss &
Corbin, 1998). According to the coding strategies outlined by Saldafia (2013). The
coding procedures included descriptive coding, analytic coding, in-vivo coding, line-
by-line coding, and other necessary coding strategies.

To conduct data analysis, Miles et al.’s (2014) iterative model was utilized.
Firstly, I conducted individual interviews and inserted my comments and notes into
the interview file. Then, all the individual interviews were verbatim transcribed. All
the interview data was verbatim transcribed by the researcher to engage in data reading
(Creswell, 2007). During the initial data reading and analysis, the researcher wrote
memos and combined the notes with the interview transcriptions because “coding and

analytic memo writing are concurrent qualitative data analytic activities (Saldafia,
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2013, p. 41), and there is “a reciprocal relationship between the development of a
coding system and the evolution of understanding a phenomenon” (Weston et al.,
2001, p. 397).

In the first-cycle coding, the researcher focused on holistic and deductive
analysis as well as literature-based initial coding. While the researcher conducted
inductive data analysis in the second-cycle coding, the focus was on analytic memo
writing in the third cycle of data analysis. In addition, the researcher utilized values
coding to uncover the participants’ beliefs, attitudes, and knowledge about students
with visual impairments.

Lastly, during the data collection and analysis processes, several technological
hardware tools and software programs were utilized. All the interview recordings were
conducted with a voice recording machine. In addition, observations, field notes, and
memo writing were done using Microsoft Word software. Lastly, data analysis and
coding procedures were conducted by utilizing MAXQDA Plus 2022 software
(Kuckartz & Radiker, 2019).

3.8. Utilization of the Theoretical Framework
Language teacher identity and cognition created a complex system, which was the

result of the changes, alterations, and adaptations throughout the participants’ English
language teaching career and the participants’ complex systems still bear their
dynamicity because the participants experience constant revisions, reorganization, and
alterations in their complex system of language teacher identity and cognition.

Using Hiver and Al-Hoorie's (2016) dynamic ensemble framework during the
data collection and data analysis processes, capturing the participants’ complex
systems of language teacher identity and cognition was organized around four main
considerations. These considerations were “operational considerations”, “contextual
considerations”,  “micro-structure  considerations”, and  “macro-system
considerations”.

To address the operational considerations, the researcher focused on the
determination of the participants’ complex systems and levels of granularity. As
mentioned above, the participants’ language teacher identity and cognition created a

unique complex system because these constructs were continuously interacting with
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each other. These interactions determined the configurations of the participants’
complex systems. On the other hand, the level of granularity indicated the duration,
procedures, and tools of the data collection.

Contextual considerations focused on exploring the possible influences of the
contexts the participants were surrounded throughout their careers. Additionally, the
researcher especially delved into the contextual factors of the School for the Blind on
the participants’ complex system of language teacher identity and cognition because
these factors showed how the participants’ complex systems adapted, shaped, altered,
and stagnated within the context of School for the Blind.

Lastly, while micro-structure considerations dealt with the components,
interactions, and parameters of the complex system, macro-structure considerations
addressed dynamic processes of the complex system of language teacher identity and
cognition. These dynamic processes incorporated the system’s immunity, bypass,

resistance, (un)stability, attractor states, and other behaviors (Dornyei, 2014).

3.9. Ethical Considerations

This case study may have several ethical issues. All of the ethical guidelines of the
Middle East Technical University (METU) were followed to clarify ethical
considerations and eliminate possible ethical issues. The researcher applied to the
Human Subjects Ethics Committee of Middle East Technical University; submitted
the required documents. Upon receiving all the permissions from Middle East
Technical University’s Human Subjects Ethics Committee (see Appendix G), the
researcher carried out the study in accordance with the codes of ethics after all the
necessary approvals were granted.

In addition, the research setting in this case study is a public school, which is
governed by and under the responsibility of the Ministry of National Education in
Turkey. The researcher also applied to the Ministry of National Education in Turkey
to get permission to access the research setting and participants.

Upon granted permission, all the participants were informed about the purpose
of the study, the stages of data collection and analysis, and the findings of the study.
The participants who are willing to take part in this study were asked to give their
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consent. While Merve and Mustafa accepted to be interviewed and observed,
Rosalinda only consented to be interviewed.
To protect the participants’ privacy, and ensure the confidentiality and
anonymity of the participants, pseudonyms were used to refer to the participants.
Lastly, the researcher explained to the participants that if they might feel
uncomfortable talking about their personal and professional lives, they had the
opportunity to decline to answer any questions and/or withdraw from the study at any

time.

3.10. Quality Criteria
To ensure rigor for qualitative inquiry, researchers use various approaches and

strategies (Denzin & Lincoln, 2018) because qualitative research is different in its
ontological, epistemological, and methodological terms (Merriam & Tisdell, 2016). In
this regard, Connelly and Clandinin (1990) state that “like other qualitative methods,
narrative relies on criteria other than validity, reliability, and generalizability” (p.7).
Grounding on the framework Lincoln and Guba (1985) proposed, this doctoral study
focused on (1) credibility, (2) transferability, (3) dependability, and (4) confirmability.

The validity of the findings in light of the data collected needs to match with
the realities of the phenomenon under study (Seale et al, 2007). To ensure credibility
in qualitative inquiry, several strategies are recommended: triangulation, member
checks, and adequate and prolonged engagement in the data collection (Morse, 2018).
To ensure the credibility of this doctoral study, the researcher utilized member-checks,
adequate and prolonged engagement, and peer and external audits.

Firstly, researchers utilize member checks to avoid any possible
misunderstanding during the data collection processes because member checks are
“the single most important way of ruling out the possibility of misinterpreting the
meaning of what participants say and do and the perspective they have on what is
going on” (Maxwell, 2013, p. 126) were utilized. In this doctoral dissertation, the
researcher utilized member checks by following the steps below.

1. Interview questions were checked to avoid any possible ambiguity.
2. Individual interviews were conducted.
3. Individual interviews were transcribed.
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4. Descriptive and interpretive notes were created to share with the
participants.

5. Prior to the next individual interview, the descriptive and interpretive
notes were shared with the participants to rule out any
misunderstanding and/or misinterpreting.

Secondly, the researcher continued to interview the participants, observe their
classes, and take field notes until the data reached saturation. The researcher ensured
data saturation by asking newly framed interview questions that targeted the topics
from previous interviews. When the participants provided the same and/or similar
responses, the researcher decided that the data reached saturataion and stopped
individual interviews. Lastly, the researcher utilized peer and external audits. The
committee members gathered three times before the defense meeting to evaluate this
doctoral study and provided their feedback and comments on every aspect of the
dissertation. Thus, it can be concluded that the committee members reviewed the
research process from the beginning to the end.

In terms of dependability, which deals with the consistency of the data
collection and analysis, the researcher utilized the audit trial because it describes “how
data were collected, how categories were derived, and how decisions were made
throughout the inquiry” (Merriam & Tisdell, 2016, p.252). In this regard, the
researcher kept a research log, in which the researcher noted down how the decision
of data collection and analysis processes evolved starting from the proposal phase to
the defense meeting.

For transferability, rich and thick descriptions of the research setting, the
process of the study, and the participants. Quotations from the participants and excepts
from the field notes were provided to serve transferability. Lastly, the researcher relied
on an extensive literature review for the purposes of confirmability of this study. Also,
the researcher corroborated the research design by the theoretically and

methodologically informed decision.
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CHAPTER 4

FINDINGS

In this chapter, I present the findings of the study that emerged from the data analysis
of individual interviews and in-class observations and field notes. First, the
participants with their personal histories prior to striving for a career in English
language teaching profession are introduced. Later, based on each participant’s
perspectives, the participants’ language identity and cognition are presented

respectively.

4.1. Case 1: Merve’s Teacher 1dentity

Based on the individual interviews and in-class observations I conducted with Merve,
“personal history”, “initial identity formation”, “in-service experiences prior to the
School for the Blind”, and “transition to the School for the Blind”, are emerged as
being the influential factors on her teacher identity formation. Figure 4 illustrates

emerged categories and themes on Merve’s language teacher identity.
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Figure 4: Merve’s Teacher Language Identity Formation

In the following sub-sections, Merve’s teacher identity formation processes are

presented with the emerged themes from the data analysis.

4.1.1 Merve’s Personal History

Merve was born in 1981 in Ankara. Her mother is a teacher in a rehabilitation center
and her father is a draftsman. Her extended family members are also in the teaching

profession. Her childhood passed by with her family members’ stories about their

school environment and teaching experiences.



There were many teachers around me. My aunts are teachers, [ mean my family

members are teachers in general, mostly my mother’s side. I grew up with their

memories about the things happened in the class (Merve Individual Interview,

November 6, 2019).

She received her primary, secondary, and high school education in Ankara. She started
her undergraduate education in 1998 and her major was English Language and
Literature. Prior to her undergraduate studies, she attended the university’s language
preparatory school for a year.

Upon successful completion of language preparatory school, she took lessons
related to English Language and Literature. In her second year at the university, in
addition to her undergraduate courses, she began to take “teaching certificate” courses,
which were related to general pedagogy, language teaching, assessment and
evaluation. The teaching certificate courses required her to fulfill a two-semester long
practicum in her junior year at the university. While in the first semester of the
practicum, she attended primary school English classes in a private school and
observed teaching practices of the cooperating teacher, in the second semester of the
practicum she taught English classes and carried out other responsibilities such as
preparing language teaching materials and evaluating exam papers under the
supervision of the cooperating teacher in a public school. In 2003, she successfully
completed her undergraduate studies as well as the teaching certificate courses and

became eligible to be an English language teacher in public and private schools.

She was assigned to

She was assigned as an a public school in

English Language Teacher Kecioren which is

In rural 53’"53". one of the central
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@ @@ @
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courses. rest of the semester, she was  pjing
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rural distirct of Ankaj

Figure 5: Merve’s Timeline of Career Path

58



Upon graduation, she took the Public Personnel Selection Examination and
became an English language teacher in a public school in Samsun in 2004. Although
she did not consider the teaching profession as her priority in her career pursuit, she

wanted to try and decide.

I had many different options such as international companies, working abroad, etc.

Yet, [ took the Public Personnel Selection Examination without a serious expectation.

I was assigned to a public school in Samsun. The environment in Samsun was

beautiful. I said, “why should not I try it? If I do not like it, I can leave whenever 1

want”. Then, I continued to teach (Merve Individual Interview, November 6, 2019).

The public school she was assigned to was in a rural area and the students were
transported to the school from nearby villages. She worked there for a year and moved
to Elmadag, which is a rural district of Ankara. There she worked for a semester, and
she was on the maternity leave for the rest of the year. When she returned from the
maternity leave, she transitioned to a public school in Ankara, a central district of
Ankara, and there she worked for 11 years. In 2017, she transitioned to the School for
the Blind and she has been working as an English language teacher in the School for
the Blind for three years.

Throughout her teaching career, she has taught secondary school students from
5t grade to 8™ grade and there were approximately 35 students in each of her classes.
In addition to the high number of students in her classes, she had “inclusive” students
in some of her classes. These students had intellectual disabilities and emotional-
behavioral disorders. This was not the only occasion she interacted with the students
with disabilities. Due to her mother’s job in a rehabilitation center, she saw many
students with disabilities. Although she has become familiar with the students with
disabilities, she did not possess any teaching experience with the students with visual

impairment prior to the School for the Blind.

4.1.2. Merve’s Initial Teacher Identity Formation

During the interviews, Merve mentioned several factors that led her to the teaching
profession. She was a graduate of the credit system that was used in secondary schools
in Turkey in the 90s. Due to being a graduate of the credit system, she did not receive

any mathematics and science lessons in high school, and she had to pursue her high
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school education in verbal studies, which included subjects such as Turkish language
and literature, geography, history, etc. Her choice to pursue verbal studies influenced
her entrance to the university. In the Turkish higher education system, the students
were obliged to take the university entrance exam based on their high school study
area and choose a department that was in line with their high school study area.

Regarding her career choice, Merve stated that

I was a graduate of the credit system which was implemented once upon a time. We
were the last group of the students who completed their education according to the
credit system. [Because of the credit system] I did not receive any quantitative lessons
in high school as [ was a student in verbal studies. Consequently, I did not have many
options, so I entered the university entrance exam in foreign language studies (Merve
Individual Interview, October 30, 2019).

Based on her statement about her educational background and university entrance

exam, it can be understood that her choice to pursue a career in the language teaching

profession was a reluctant decision. She further explained her choice saying that

I did not choose English language because of my personal interest or emotional
attachment. Being English language teacher was not my long-held dream, I mean I
was not coming from such background (Merve Individual Interview, October 30,
2019).

In addition to the influence of her educational background on her career choice, when
asked about key figures whose ideas were crucial about her career choice, it was
realized that Merve’s family members, especially her mother, played a vital role in her
prospects. Although she was reluctant about the teaching profession, both her
educational background and the influence of her family members inclined her to

choose a career path that led her to the teaching profession.

At the beginning, it was not a willing choice. My mother insisted a lot at that time.
Especially my mother forced me to go in that direction. I can say that it was all her
choice (Merve Individual Interview, October 20, 2019).

From her statements about how her mother compelled Merve to enter the teaching
profession, it is obvious that she was reluctant and unwilling. Together with her
unwillingness, her language proficiency was a serious barrier for her prospects in

English language teaching profession. Although she proved her written language
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proficiency in the university entrance exam, her productive language skills were
inadequate, and she considered dropping out the university because she was unwilling
and had language proficiency problems. When asked her initial experiences at the

university she said

In my first year, I was having great difficulty because those speeches, teachers’ talk,
and their accents were like Chinese to me. At that time, I said yes, I am going to give
up. I was so close. | had problems in speaking, understanding the spoken language,
and spontaneous things (Merve Individual Interview, October 30, 2019).
However, she managed to overcome her demotivating and unwilling ideas about her
undergraduate studies when she realized that she could improve her language skills.

Her realization that improving her language proficiency was dependent on her efforts

was a turning point for Merve’s initial teacher identity formation.

In my undergraduate studies, I discovered that I could go forward, I mean the stages
of language improvement. I can do it. I can read the classics, even the old pieces of
English literature. At that time, I understood if I focus on and devote my time, I can
make progress (Merve Individual Interview, October 30, 2019).
Her improvement in English language was not the only discovery she experienced in
the undergraduate studies because her language proficiency improvement was
accompanied by her realization of joy she was having during the practicum. Both her

language skill improvement and the joy she had during the observations in the

practicum led her to the teaching profession.

During the practicum, in the lessons I observed, I realized that I enjoyed it very much.
Then, I directed myself to the teaching profession accordingly. I mean my realization
that I can be a language teacher happened in this way (Merve Individual Interview,
October 30, 2019).
In the first semester of the practicum when she was observing her cooperating
teacher’s lessons, Merve was still having questions about her prospects in English
language teaching profession as she did not think that she was a real teacher. Her

questions about the profession were intensified when she had her first experience of

English language teaching.

In the first semester, I went to observe and do micro-teaching. If I am not mistaken it
was a first graders’ English lesson. I wrote something on the board, it was not a
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sentence but a word or something. The cooperating teacher said “what are you doing?
They do not know how to read and write.” I never forget it; it is always in my mind
(Merve Individual Interview, January 08, 2020).

However, her questions about her prospects in the teaching profession diminished in

the second semester during the practicum as she started to teach the full sessions and

carry out the duties regarding language teaching and learning.

In the second semester of the practicum, our cooperating teacher would let us teach
occasionally. When I was in the class alone, I did not have any problems. I started to
say that [ am becoming a teacher. I felt it (Merve Individual Interview, January 08,
2020).
Together with the feeling of becoming a teacher, the second semester of the practicum
turned out to be stimulating because she noticed that she could have a rapport with the
students and respond to the needs of her students during the sessions she taught under

the supervision of the cooperating teacher.

During the practicum, I became aware that I was not having difficulty in making
connections with the students. I could easily communicate with them. I could
understand them with ease, and I could teach them (Merve Individual Interview,
October 30, 2019).
Furthermore, the second semester of the practicum made her think about the roles of a
language teacher. This thinking was not a coincidence when it is considered that Merve
developed a sense of responsibility when she was actively engaging in the language
teaching processes in the second semester of the practicum. Hence, the practicum
challenged her views about the roles of a language teacher, and these challenges

consisted of classroom management issues, language teaching materials, and

application of theory into the practice.

It was very different to manage a classroom when they are not motivated to listen to
you and it seemed a simple task to teach English language in theory but when you
consider those unmotivated students, it is very divergent from the theories we had
seen. Besides, my cooperating teacher was using various realia and visual materials.
There I noticed the importance of multiple intelligences theory. As a teacher, I realized
that I needed to go beyond the theory. (Merve Individual Interview, January 08, 2020).

To summarize Merve’s personal history and initial teacher identity formation

experiences, it can be said that although she did not aspire to be a teacher, her parents
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were influential about her career choices. At the university, she was an undergraduate
student in English Language and Literature department. Initially, her language
proficiency problems brought her to the edge of dropping out the university, but she
resolved her language proficiency problems and became more motivated to complete
the university. Becoming an English language teacher was a career option for Merve,
yet she needed to take the teaching certificate courses to be an English language
teacher. During these teaching certificate courses, her initial teaching experiences led
her to question her career choice. Later, she developed an interest in the teaching
profession and she started to recognize that she could have a rapport with the students.
With the fulfillment of the responsibilities of the language teaching during the
practicum, she started to see herself as a language teacher.

Although Merve started to see herself as an English language teacher, she was
still questioning her career choice when she started her assigned position in a public
school in Samsun because of her personal biography and undergraduate education. Her
career dilemma seemed to be resolved with the idea that she could try and decide if

she wanted to stay in the teaching profession.

4.1.3. Merve’s In-Service Experiences

Merve’s in-service experiences covered her language teacher identity formation
experiences prior to the transition to the School for the Blind between 2004 and 2017.
In these years, she worked in three different public schools. First, she was assigned to
a rural area school in Samsun, and she taught primary and secondary school students
for a year. When she was assigned to her first in-service school, she experienced
several difficulties in terms of transportation, social life, and the structure of the
school. Due to the fact that the school was located in a rural area, the students were
transported to the school from nearby villages. In addition to this, she was the only
language teacher at the school. Given that it was her beginning experiences in in-

service teaching, she felt loneliness and sometimes helpless.

It was difficult in all means, not only for being a teacher. My social and daily life
underwent serious changes. The students were coming from various villages around
and the classes were crowded. At first, I did not know what to do and there was not
anybody to get advice from (Merve Individual Interview, January 08, 2020).
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Although her first in-service experiences were rather negative, her teacher identity
formation faced a sharp transition. Contrary to her pre-service teacher identity
formation, in which she had difficulties to form her language teacher identity, she
considered herself to become a professional in the field of English language teaching

with the beginning of her in-service experiences.

I do not know how to explain it. I mean when I started my in-service duty, | had my
title and its associated responsibilities. It changed a lot of things. During my pre-
service experiences, | felt that I was always under control of my supervisor. I could
not have the joy of being a language teacher. Yet, in my in-service duty in Samsun, I
began to think that [ am a professional in English language teaching (Merve Individual
Interview, January 08, 2020).

With the feeling of becoming a professional in the field of English language teaching,
she mentioned several privileges and prejudices she had experienced. In terms of

privileges of being a language teacher, knowing a foreign language created her

opportunities to position herself in a unique place in terms of school-related tasks.

It [being an English language teacher] has many advantages. Most of the people are
staying away from English and you seem to be very cool. People say she knows
English. For example, there were official documents in English, which were about
other disciplines. The administrator brought them to us but when we checked them,
we realized that it was not about English language teaching. In such cases, I feel that
I am one step ahead in a topic most people are distant. It is really nice (Merve
Individual Interview, January 08, 2020).

However, she was often asked to prove her language skills in the school community

as if she possessed a foreigner’s identity.

When you are an English language teacher, people assume that you are British. As if
we owned a foreigner passport, we were always posed with questions about our
language skills and personal lives such as “Can you speak English? Do you share the
same religion with us? Do you fast?” They expect you to be a foreigner (Merve
Individual Interview, January 08, 2020).
While experiencing language teacher related privileges and prejudices, she continued
to shape her language teacher identity in a way that could be traced down her language
learning experiences. When the researcher explicitly asked about her language
learning experiences and language teacher identity, she mentioned that she was

misinformed certain language items when she was learning English. Upon becoming
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an English language teacher in Samsun, she assumed an informative teacher identity

because she did not want to misguide her students.

I never forget the alphabet song because it was very influential for me. I was thinking
that “l m n o p” [referring to their pronunciation] is a word but during my language
preparatory classes, I realized that they are separate letters. When I am teaching the
alphabet, I always state that they are separate letters to avoid any misunderstandings
like mine (Merve Individual Interview, January 08, 2020).

During the interviews, Merve inferred that Samsun and Elmadag were temporary
assignments in her career plans because she eventually wanted to be assigned in a
school in central Ankara. Thus, her professional identity formation in these places was
rather limited. As a novice teacher, she prioritized her joy, patience, and persistence in
her teacher identity formation because she was still struggling to welcome language

part of her teacher identity.

It was very pleasing for me as I liked teaching part of being a language teacher. Yet,
I was not very eager about English part of it. Later times, [ began to like English part
as well when we did [language learning] activities with the students. (Merve
Individual Interview, January 08, 2020).

The excerpts above about Merve’s in-service experiences regarding her language
teacher identity formation processes show that before she was assigned to the school
in Samsun, she possessed rather mixed thoughts about the language teaching
profession as she was unsure about staying in the profession. With her growing
experiences in the field of language teaching, these thoughts seemed to diminish, and
her initial experiences helped her start to form her language teacher identity as a
professional in the field. In her teacher identity formation processes, Merve’s language
learning experiences could be traced down and her language learning experiences
guided her to be more informative about English language. Lastly, although she
enjoyed being a teacher, becoming a language teacher was still a struggle for her.
From the interviews, it was seen that her teacher identity formation processes
were intensified upon being assigned to the school in Ankara. Merve began to establish
her educational philosophy. She thought that knowing English language is a

prerequisite to follow the trends and developments of the world, but she believed that
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language learning is a talent and individuals can learn English to some extent if they

do not possess such a talent.

For English language learning, it may be a cliché, but English is a must to follow the
improvements of the world and organize yourself according to these improvements. |
admit that language learning is a talent, definitely. It is like the arts. Everybody can
reach a certain level of proficiency, but I believe those with language learning talents
are more successful (Merve Individual Interview, November 13, 2019).
Additionally, Merve made a distinction between language learning and teaching
philosophy and her general education philosophy. While she was convinced with the
idea that knowing English language is a necessity to follow the trends and
developments of the world, she sets the purpose of general education as living with

the world and going beyond it.

In terms of general education, it is more than catching the world but going beyond it.
We can reach and get ahead of the world if we ground our general education upon
science, technology, and rationality (Merve Individual Interview, November 13,
2019).

In line with her philosophies, Merve continued to form her language teacher identity.
When she moved the school in Ankara, she questioned her language teacher roles and

she tried to act in line with her philosophy of education. She defined the qualities of a

language teacher as follows:

I asked myself “how can I deliver my lesson effectively? What is suitable for here [the
school in Ankara]? A language teacher should think about these issues, develop
professionally, prepare language teaching materials, and be creative (Merve
Individual Interview, October 30, 2019).

Her desire to perform according to her educational philosophy was encouraged with
the school’s demands on diversifying language learning activities with extracurricular
projects. These extracurricular activities included theatre plays, quiz shows, and an

international student exchange project.

Our school wanted to do extracurricular activities like quiz shows, plays, or movie
days. In addition to this, we were expected to participate in international student
exchange projects. Our students went abroad, and international students came to our
school. It changed the students’ perspectives because the students experienced living
English and they recognized how they were supposed to use English language in real
life (Merve Individual Interview, March 4, 2020).
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Before the international students’ arrival, Merve aimed to prepare her students for a
culturally responsive environment. Although the international student exchange
project’s outcomes were positive, Merve failed to create a culturally responsive
environment as the students confronted with the culture shock. Upon the failure to
create a culturally responsive environment in the school, she decided not to participate
in the international student exchange projects. Merve recalled these series of events as

follows:

It was disastrous. We taught the students about the cultural differences but cautioned
them. When the international students came, the students behaved them like aliens.
Some of our students asked for a signature. In terms of language learning and teaching,
it was not very useful, as well. Consequently, I said never again (Merve Individual
Interview, March 4, 2020).
The failure to respond to the cultural issues in English language learning and teaching
was coupled with another critical incident at the school. Merve planned an activity
about family members and asked her students to prepare a family tree with the
students’ family members’ pictures. However, she did not anticipate that her learners’

familial culture could be problematic, and she experienced a troublesome experience

about family tree activity.

I knew that I should not involve in the students’ familial issues as their parents might
have passed away, etc. and the learners could have very complicated familial issues.
In Ankara, I realized that I should not use real pictures of the family members because
the concept of a family is not the same for everyone and I had a radical decision about
the family tree activity, and I have never done it since then (Merve Individual
Interview, January 08, 2020).
The experiences Merve had during the international student exchange project show
that she was not fully aware of cultural issues the students may undergo during an
international student exchange project. Additionally, it seems that she did not take the
students’ familial background and the cultural environment where the school was
located into consideration.
The last theme that emerged from Merve’s in-service experiences is her

increasing familiarity with the special education students. As stated in her personal

history, Merve’s mother was working in a rehabilitation center, and she was familiar
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with the individuals with special needs. In addition to her prior awareness, during her
in-service experiences in Ankara, Merve had several students with special needs, who
were subject to inclusive education and differentiated instruction in her classes. These
students had intellectual disabilities, down syndrome, and cerebral palsy. However,
she did not take any courses related to special education during her pre-service
education and she was unprepared to teach students with special needs. In addition to
this, she did not have any in-service training to meet the needs of the special education

students during her in-service years.

I learned to meet the needs of the special education students by trial and error. It was
up to our experience with this group. I had special education students in my classes
for five years and I did not get any training for special education. How to approach
special education students was dependent on my experience (Merve Individual
Interview, January 08, 2020).
Due to the fact that there was not any prior training regarding the students with special
needs in her pre-service teacher education and during her in-service years, Merve’s
lacked necessary knowledge and skills to address these students. During the
interviews, she emphasized that she is an English language teacher, and it is the duty
of the special education teachers to respond to such learners’ needs. Thus, it seemed

natural to her that she may not be able to meet the needs of the students with special

needs.

It is necessary to make a clear distinction that I am not a special education teacher and
as a language teacher, we cannot be as effective as special education teacher (Merve
Individual Interview, October 30, 2019).

In addition to the distinction she made between special education and language

teaching, she did not prefer to assume an identity that included special education. She

rationalized her choice of not assuming such an identity as follows:

You can teach the students with special needs to some extent. But, when you dedicate
yourself to meet the needs of the special education students, the school asks you to
teach other students with special needs. Nobody wants that as you have very heavy
workload and you have already hated what you do because of it (Merve Individual
Interview, February 19, 2020).
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Given that she did not have any prior training in special education, and she did not
want to assume a teacher role that responded the needs of the students with special
needs, Merve recalled her initial experiences with these students as difficult and

struggling.

With my first student with special needs, I had very difficult experiences. For
example, when it was break time, he was telling that everybody could leave but not
me. | could not approach to him because I was aware that he would not understand
me, and he did not have full control over her reactions and behaviors. This was scary
for me. He was a real struggle for me in the class (Merve Individual Interview,
February 19, 2020).

In order to overcome the difficulty of addressing the needs of the students with special

needs, she received the help of other students in the class.

I had another student with severe intellectual disability. It was really severe. The
students in the classroom told me that he enjoyed doing puzzles, and I made sure that
I brought a puzzle for him for each class. He did the puzzles I brought for the whole
semester, and I did not have any problem with this student (Merve Individual
Interview, January 08, 2020).
In addition to the students’ support she received in order to respond to the needs of the
special education students, she mentioned that the students with special needs were
subject to different grading criteria. Both having the students’ support and different
grading scheme eased her responsibilities and having students with special needs in

her classes became more manageable.

In terms of English language learning, he probably did not learn anything, yet he was
in the class with us. We did not bother him, or he did not bother us during the lessons.
Also, I was supposed to use different grading criteria for the students with special
needs and I organized his language learning activities accordingly (Merve Individual
Interview, January 08, 2020).
To sum up, Merve’s in-service years consisted of the language teacher identity
formation processes regarding the students with special needs. The excerpts above
show that although Merve was familiar with the individual with disabilities, she was
not prepared to teach English language to the students with special needs. The reason

for unpreparedness stemmed from her pre-service education and in-service training as

she did not receive any courses and training about how to teach English to the students
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with disabilities.
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Figure 6: Merve’s Teacher Identity Formation During In-service Experiences

In addition to this, she thought that having a student with disabilities in her
classes does not make her a special education teacher and she wanted to be identified
as an English language teacher. Hence, she considered that it was natural to undergo a
process of trial and error to meet the needs of these students. Overall, her in-service
experiences increased her familiarity with the students with disabilities and she
became more aware of the needs of the students with disabilities and how to meet these

students’ needs.

4.1.4. Merve’s Transition to the School for the Blind

Merve worked as an English language teacher in Ankara for 11 years, where she had
a variety of experiences in terms of her language teacher identity formation. However,
she was tired of heavy workload in Ankara and she decided to move to a school where
the workload was suitable for her. She searched for a school based on her concerns
about the workload and she made her mind to be assigned to the School for the Blind

upon consulting a colleague.
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Merve works three days a week and has approximately 15 hours of teaching in a week.
There are eight students maximum in a class and there are four classes in the school
from 5™ grade to 8" grade (Field Notes, October 30, 2019).
Although Merve did not encounter any students with visual impairment during her in-
service experiences, she was concerned with her workload and decided to move to the
School for the Blind. Upon being assigned to the School for the Blind, she felt free
from the hardships of her in-service experiences in terms of the teaching workload and

the number of students for each class.

It is very comforting for me to have few numbers of students in terms of language

teaching and preparation. It is very different to prepare your teaching for two students

and 40 students (Merve Individual Interview, October 30, 2019).
Given that Merve did not have any experiences in a school that specifically designed
for the students with disabilities, she gradually reconstructed her beliefs and attitudes
towards the students with visual impairments. She thought that the reactions to the
disability issues in the society are rather emotional. She added that economic sanctions
and stimulus packages encouraged the families of the individuals with disabilities to
seek for education, treatment, and social inclusion. According to her, individuals with
disabilities started to come out in the last 20 years with the recent policies that included
economic stimulus packages and increasing awareness. She also cautioned that having

a child with disability is socially, educationally, and economically complicated matter.

Disability issues have just been accepted in Turkey. Special education rehabilitation
centers were opened, and the state economically helped the families of the individual
with disabilities. [...] These accepting processes are new in Turkey. We started to see
people with disabilities in the streets, schools, etc. Normally you could not see them
before. People are becoming more aware. But it is not always economic. There are
many families out there with no economic problem and they keep their disabled child
hidden because they do not accept it. It is really complicated (Merve Individual
Interview, February 19, 2020).

When asked about her individual belief, attitudes, and assumptions towards students
with visual impairments, Merve positioned her views in line with the general
tendencies of the society she lived in. Her initial approach to her students with visual

impairment was rather emotional.
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As a member of society, we always have conscience and emotional reactions to people
with disabilities. We sigh for their conditions. Yet, the more you understand their way
of living, the more you realize they are not different [...] Then, seeing that they are
not different becomes a relief and you begin to leave your emotional reactions aside,
and think about the things that can be offered (Merve Individual Interview, March 11,
2020).
From Merve’s statement, it was understood that the emotional responses to the
disability issues stemmed from the lack of disability awareness. When Merve started
to teach in the School for the Blind, she initially experienced a process of shock
because of her taken-for-granted assumptions about the students with visual
impairments. She thought that students with visual impairments were not competent
in many areas such as technology, sports, and problem-solving skills. Also, she
expected her students with visual impairments to undergo social and academic
awkwardness. Yet, with her increasing disability awareness her deeply rooted

assumptions about the students with visual impairments began to be replaced with the

idea that these students were capable of doing many things.

I was thinking that they are incompetent. Their physical movement, problem-solving
skills, etc. But they did not have any problems [...] Seeing that the students [with
visual impairment] are competent to carry out many things is shocking for me. I mean
they are capable of doing more than what we think by observing them outside. They
know what they are doing and how. For example, they are running in the corridor,
they play football, or they can connect my phone’s internet to the smartboard (Merve
Individual Interview, October 30, 2019).

In addition to the Merve’s increasing familiarity with the students with visual
impairments, which gradually changed her taken-for-granted assumptions, she

participated in in-service training, in which she was informed about special education

procedures and methods.

Here, I participated in a 40-hours training about special education. The training was
not specifically planned for the students with visual impairment and there was nothing
about language teaching, as well. It was a general special education training, and it
was about what special education classroom is, how we should approach, what we
should and should not do for the students with special needs. It was a very basic and
informative training (Merve Individual Interview, November 6, 2019).

Attending the special education in-service training made her discern that she needed

to approach her students based on their individual capabilities and disabilities because
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each student experienced his/her disability in a different and personal way. Keeping

this in mind, she tried to approach her students based on their individual differences.

I was aware to consider the conditions that my students were in. Here [the School for
the Blind], I paid further attention to the students’ socio-economic and disability
conditions (Merve Individual Interview, January 08, 2020).

Some students can only carry out basic survival needs. Some are success-oriented, and
s’/he can learn as much as you can teach. I cannot generalize the students here (Merve
Individual Interview, October 30, 2019).
Her awareness of the students’ socio-economic and disability conditions led her to
compare her in-service experiences and transition to the School for the Blind. She
considered that the needs of the students in mainstream schools and in the School for

the Blind were similar. She also thought that the needs of the students regardless of

their conditions needed to intersect.

I do not know whether their needs concur, but they should. The students with visual
impairments may require additional effort and care. Apart from this, they [mainstream
students and the students with visual impairment] are the same, only their profiles
change (Merve Individual Interview, March 4, 2020).
The changes in the students’ profile brought several alterations in Merve’s language
teacher identity formation. The students with visual impairment needed counseling
and guidance both in dealing with their disability experiences and academic endeavors.
In order to meet the counseling and guidance needs of the students with visual
impairment, she improved her language teacher role as a counselor. For example, the
students in the School for the Blind can only be eligible to enroll for the individualized
education programs and receive differentiated instruction if the district counseling
services approves the students’ conditions and prepare a report for them. Merve took

initiatives for her students with visual impairments and counseled some of the parents

to apply the district counseling services.

When I see a student, who is different or has difficulties and problems in my classes,
it is necessary to first report to the school counseling service and then parents. The
parents apply to the district counseling services and if the family can get a report that
explains their child’s conditions, the student becomes eligible for the individualized
education program and begins to receive differentiated instruction. Otherwise, I
cannot provide an individualized education program on my own (Merve Individual
Interview, February 19, 2020).
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In addition to the counseling procedures to receive differentiated instruction, Merve

closely observed her students and intervened in the students’ academic and social lives.

We had a student with no vision and there was his friend with low vision. The student
with no vision was asking from his friend with low vision, waiting for his friend to
carry out the things he was supposed to do such as taking his book, preparing for the
lesson. I stepped in their relation and compelled the student with no vision to carry
out his responsibilities (Merve Individual Interview, March 11, 2020).
Merve tried to inform the families about the procedures of the counseling services as
well as helping her students to be more independent about fulfilling their
responsibilities. What is more, she tried to create a welcoming and positive

environment for her learners. The reason behind this attention was due to the fact that

the students with visual impairment tended to drop out the school.

Given their special conditions, we do not want them to be remote from the school.
They should come to the school with love and willingness, and they should be
socializing in the school. Our primary concern is always their positive attitudes toward
the school. Apart from that, the more they are academically improving, the happier
they are (Merve Individual Interview, March 4, 2020).

Other domains of her language teacher identity that altered upon the transition to the
School for the Blind were her language teacher roles as lesson planner and resource

provider. In terms of Merve’s role as a lesson planner, she taught English language

according to Ministry of National Education’s curricula.

During the observation sessions, the researcher realized that Merve only brought her
coursebook and followed the activities of the book as a lesson plan. As she did not
prepare a lesson plan, she generally asked the students what they did in previous
lesson(s) (Field Notes, February 5, 2020).

Although she tried to make curricular adjustments to cater to the needs of the students
with visual impairment in the School for the Blind, she did not prepare lesson plans

and the curricular adjustment did not follow any predetermined scheme.

It was beneficial for me to organize my language teaching practices and activities and
I would determine which topics to be covered and to what extent. I used lesson plans
for a long time, but I have not prepared lesson plans recently because the topics are
generally the same and I get used to them. When I check the topics of the day, I
organize my lesson in my head (Merve Individual Interview, January 08, 2020).
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The spontaneity of Merve’s lesson planning was also reflected in her rationale and
system of curricular adjustments. She made the curricular adjustments by focusing on
the main topics and avoiding the details. These details might include grammatical

structures, vocabulary items, or phrases.

I'will abridge if the topic is very detailed. The details can be in the activities, dialogues,
or grammar. For example, a language item is used only one or two instances, [ avoid
it. I focus on the purpose of the unit to be covered, its main grammatical structure and
vocabulary items. I avoid details (Merve Individual Interview, February 12, 2020).

It was 8™ graders English lesson, and the topic was about extreme sports. Although
Merve realized that the students had very limited knowledge of extreme sports, she
preferred not to explain all the sports the students were asking because it is time-
consuming, and the students were more interested in learning about the extreme sports
than learning English (Field Notes, February 5, 2020).

Following classroom excerpt showed Merve’s preference not to explain the extreme

sports that her student asked.

Student A: What is canoeing? What is rafting? [she tried to understand the differences

between canoeing and rafting because both are water sports. |

Merve: I will tell you later.

Student A: But I am wondering. (Merve In-class Observation, February 5, 2020).
Regarding Merve’s teacher role as a resource provider, when she moved to the School
for the Blind, she realized that there was an immediate need to provide English
language teaching and learning materials that were suitable for the students with visual
impairments. The main barrier that she faced was the coursebook they had to follow.
The coursebook was the same coursebook that was used in mainstream schools, but
Ministry of National Education transformed the coursebook in Braille. Using the
Braille coursebook caused several problems. Firstly, the coursebook needed to be
printed in Braille and the Braille printing had to follow the regulations of Ministry of
National Education. Thus, the students received their coursebook a while after the

school started.

It was almost mid-term and the Braille coursebook has just arrived at the school. The
students could not use their coursebook in English lessons. They only listened to the
teacher, or they used the materials their teacher created (Field Notes, October 23,
2019).

75



The second problem with the Braille coursebook was the visuality. The Braille
coursebook did not contain any visual materials and the descriptions for the visual
materials were missing in the Braille coursebook. The missing visuals caused
dislocation of the content in the book and made it difficult to follow for the teacher.

Merve expressed the difficulties of using the Braille coursebook as follows:

You cannot say to the students “open your books and we are going to do the activity
on page X” because it is dislocated. [...] Given that I cannot use the visual materials,
I have to skip the parts that contains visuality (Merve Individual Interview, October
30,2019).
The last problem with the Braille coursebook was the Braille contractions. Ministry of
National Education printed the Braille coursebook with the Braille contractions. The

Braille contractions were used to shorten the text and increase the readability of the

coursebook.
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Figure 7: Braille Alphabet

Printing the coursebook with the Braille contractions resulted in two main problems.
The first problem was the teacher and the students’ lack of knowledge in the Braille
contractions. Another problem was how to teach the Braille contractions to the
students with visual impairments as the students were supposed to be taught the Braille

contractions when they start their 6 grade.

76



L - LAl LA - L L - - - . - -
- - - - .. - .- - .
- - - -
Fl but can do every | from go have just |knowledge | like | more | not
R .. - L J - - . Ll Lll - - .
- . .- - - - . L d - - .-
. L - . - - . - .. . . .. .
people | quite | rather S0 that us very wall it you as and for
- . - - - Ll .. - . . - -
- - - L - - - - - - -
-~ Ll LAl - - . - - . . L - -
of the with | chidich| gh shallish| thisAh |whichiwh | ed er outjou ow bb
- L -
. . - Lid . -
- L Ll L - Ll -
cc okl en |gg; were in st ing o

Figure 8: Examples of the Braille Contractions

Merve thought that although the Ministry intended to make use of Braille coursebook
and its contractions, the outcomes for the teacher and the students with visual
impairments were rather futile since her students with visual impairment did not know
the Braille contractions. She expressed her feelings about the Braille coursebook, and

its contractions as follows.

We have the handbook of the Braille contractions; it is downloadable on the net. I can
hand it to the students and ask them to memorize the contractions, but if you are not
going to use it, it will not be long-lasting. The students do not want to read and write
because the script is different, and it is complicated for them. When you use the Braille
contractions, it becomes inextricable. We did not use the Braille coursebook with its
contractions last year and we could navigate in the book with my students. This year
the Ministry decided to use the contractions and it does not make sense for us when
we read (Merve Individual Interview, February 19, 2020).

As Merve could not make use of the Braille coursebook, she searched for the ways to
create language teaching materials which were suitable for the students with visual
impairments. She found examples of the language teaching materials on the net, then

she created her own materials with certain adaptations. The pictures of the materials

Merve created and used were shown in the figures below.
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Figure 11: The Animals
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Merve also experienced several difficulties when she tried to carry out her teacher role
as a resource provider. Although she wanted to provide her learners with language
learning materials, she did not fully achieve it because the students with visual
impairment did not have adequate resources and equipment.

There are lots of applications that the students with visual impairment can use. |
believe if they can use them, these applications are very useful for learning English.
Yet we could not get them use these applications because they do not have necessary
equipment such as mobile phones, tablets etc. (Merve Individual Interview, March 11,
2020).
The lack of English language teaching materials led Merve to assume an agentic role
in addition to her role as a resource provider. She started to question the role of the

School for the Blind in language teaching material development and adaptation.

We do not have our resource books for the exams, story books, and dictionary. We do
not have games. No tactile materials. We have listening materials, but they are
commercially produced. Yesterday, we listened to a story on the Ministry’s platform
but there is nothing specifically designed that meets our school’s needs (Merve,
Individual Interview, February 19, 2020).

She looked for the available resources on the online platform of the Ministry of
National Education. However, the results were unsatisfying, and she tried to find out
language teaching materials that were created abroad. She searched for the websites
of the schools for the blind abroad and managed to retrieve creative ideas from the

websites she visited.

I searched it a lot on the net about institutions for students with visual impairment. I
found that schools abroad have board games for them such as monopoly, card games,
and others. They are in Braille. Our students do not have such games. I really want
them play monopoly, but we cannot play. If one wishes, s/he can use the “normal”
one by sticking Braille on it (Merve Individual Interview, October 30, 2019).
The need to create English language teaching materials that were suitable for the
students with visual impairments was apparent. What was interesting, though, is that
the teachers in the English language teacher community at the School for the Blind did

not collaborate when they developed English language teaching and learning

materials.
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We have not collaborated for language teaching materials so far. Mustafa teaches
primary school students, which is not my area of expertise (Merve Individual
Interview, February 12, 2020).

Merve’s teacher agency was not limited to the development of English language
teaching materials. She participated in awareness-raising activities, in which the

students from other schools in the district visited the School for the Blind.

I support the idea that the students from other schools should come to the School for
the Blind, interact with our students. In doing so, we can increase awareness (Merve
Individual Interview, February 19, 2020).

The awareness-raising is two-sided. Both our students [with visual impairment] and
the students from other schools can get to know each other (Merve Individual
Interview, March 4, 2020).

Although she tried to raise awareness about the students with visual impairments,
Merve was uncomfortable with the institutional approach to the visitors, namely,
students from other schools and members of non-governmental organization. When
the visitors came to the School for the Blind, the school administration convened the
students with visual impairments in a room and they were asked to show how they
read and write in Braille, solve mathematics problems, use their typewriters, etc. Due
to this approach, she assumed an agentic role as a teacher, and she criticized the
attitudes of the visitors because she thought that the visitors’ attitudes and behaviors

towards the students with visual impairment were not acceptable.

United Nations sanctioned 3 December as International Day of People with Disability.
For this reason, the school’s and non-governmental organizations organized school
visits to the School for the Blind. After the observation session when the class ended,
the administrators asked teachers bring their students in the teachers’ room because
there were the members of non-governmental organization and they wanted to meet
with the students with visual impairment. The students showed how they use their
typewriters and wrote their names in Braille. The teachers seemed very uncomfortable
with this meeting (Field Notes, December 4, 2019).

The approach of the people who have never seen an individual with visual impairment
act like the students with visual impairments are aliens. It bothers me a lot. When the
visitors come to the school, we gather our students. The administrators ask our
students to write something so that the visitors can watch them while they are writing.
I think it is a general attitude to approach to the student with visual impairment (Merve
Individual Impairment, February 19, 2020).
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She challenged the school’s policies about the visitors, and she asked the

administration to change their policies, yet her efforts were unfruitful.

I asked them [the school administration] to reorganize the visitor policy of the school

but every time when the visitors come to the school, I feel like we are performing in

a “circus” (Merve Individual Impairment, February 19, 2020).
The last theme that emerged from Merve’s transition to the School for the Blind was
her redefinition of the purpose of education. When Merve started her in-service
experiences, she started to form her ideas about the purpose of education. She defined
the purpose of education as following the trends of the world and going beyond these
trends. However, she needed to redefine the purpose of education for her upon her
transition to the School for the Blind. Her revised ideas about the purpose of education

were as follows:

The purpose of education, although my students here are visually impaired, is to help
them reach at the same level with other [non-disabled] students. The main purpose is
this and I should consider special conditions of the students (Merve Individual
Interview, October 30, 2019).

She explained the rationale of her redefinition of the purpose of education and

compared her in-service experiences and the experiences she had when she

transitioned to the School for the Blind.

In here [the School for the Blind], I am limited. I can reach at a certain point, but after
that point the students’ social, psychological, and academic conditions I cannot move
further. If I was in the “normal” school, I could do more with enhanced resources as
an English language teacher. As I said, I can help the students with visual impairment
to reach at a certain point, but the further is almost impossible (Merve Individual
Interview, March 11, 2020).

She also thought that visuality in English language teaching caused the students with

visual impairments to lag behind the developments of the world.

I can say that the absence of visuality in English language teaching causes our students
with visual impairment to fall behind following the developments of the world (Merve
Individual Interview, March 4, 2020).

To summarize, Merve’s transition to the School for the Blind resulted in the changes
and transformations in her teacher language identity. The main reason for her to
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transition to the School for the Blind was due to the workload she had in her previous
assigned school. Since the workload in the School for the Blind was relatively light,
she chose to work there. When she started to teach in the School for the Blind, her
long-held assumptions and attitudes toward the students with visual impairments were
challenged. Although Merve’s initial assumptions and attitudes toward the students
with visual impairment were emotional and negative, her increasing disability
awareness changed her initial assumptions and attitudes into professional approaches.
What is more, Merve participated in an in-service training about special education,
which resulted in the increase in understanding her students’ background and
disability.

Her growing awareness about special education and the students with visual
impairments drove her teacher roles as counselor, lesson planner as well as resource
provider forward. She tried to inform the students with visual impairment and their
families about the counseling services available. In terms of her role as resource
provider, she had difficulty in using the Braille coursebook and its contractions and
went on finding available resources such as short stories, in-class games, and English
language teaching materials, on national and international platforms. Thus, she tried
to make curricular adaptations in her lesson planning that aimed to cater to the needs
of the students with visual impairment.

In addition to the changes in her teacher roles, Merve started to develop her
teacher agency. The school’s policy made her feel “performing in a circus” because
the students with visual impairments were asked to read and write in Braille, show

how they solve mathematics problems, etc.
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Figure 12: Merve’s Language Teacher Identity Formation in the School for the Blind

Lastly, Merve’s experiences in the School for the Blind led her to change her
educational philosophy. Even though she explained her educational philosophy as
following the developments happening in the world and going beyond these
developments, she redefined the purpose of the education in the School for the Blind
to help the students with visual impairment to reach to the level of “normal” students.
The rationale of her newly formed educational philosophy was shaped by the students
with visual impairment’s socioeconomic, psychological, and academic conditions and

the visuality of English language teaching.

4.1.5. Merve’s Language Teacher Cognition
In this section of the findings, Merve’s language teacher cognition is presented. Based

on the individual interviews, field notes, and in-class observations, “Subject Matter
Knowledge”, Pedagogical Content Knowledge”, “Pedagogical Knowledge”,
“Professional Development”, “Language Teaching Materials”, and “Technology Use”
are emerged as the components of her language teacher cognition. Emerged categories
and themes regarding Merve’s language teacher cognition are explained in the

following sub-sections.

83



4.1.6. Merve’s Subject Matter Knowledge

Defining subject matter knowledge for language teachers is an ongoing concern
because the language itself is considered to be the subject matter knowledge for
language teachers. As Merve is an English language teacher, her English language
proficiency formed her subject matter knowledge. However, the progress of
developing her English language proficiency posed challenges and difficulties for her
due to her educational background and lack of interest. As mentioned in her personal
history, Merve attended a state high school and chose social studies as her major field,
and she did not receive an intensive English language instruction. In addition to this,
she was not interested in English language as the language seemed difficult for her. In
order to compensate for her lack of English language proficiency, she attended an
intensive English language program when she was preparing for the university
entrance exam. She wanted to receive further English language instruction upon her

entrance to the university and attended language preparatory school at the university.

I am a graduate of a state high school and I did not receive intensive language
instruction. To close the gap, [ received intensive language instruction for a year when
I prepared for the university exam. In that year, I formed the basis of my English
language proficiency. Then, I did not take a language proficiency test at the university,
and I willingly received further English language education in language preparatory
school. I especially wanted it to be complete. There were certain things that I improved
during my undergraduate education (Merve Individual Interview, October 30, 2019).

Given that language is considered to possess dynamic, interactive, and changing
nature, her subject matter knowledge was expected to alter over time. However, she
stated that her language proficiency deteriorated in the School for the Blind. When she

was asked to explain her deteriorating language proficiency, she rationalized it with

her limited English language use in the School for the Blind.

Merve: English language proficiency has decayed for me. You strike the bottom,
especially if you are working in a such school [the School for the Blind].

Researcher: You said that your language proficiency is deteriorating. How do you feel
about it?

Merve: It feels like [ am a beginner (Merve Individual Interview, March 4, 2020).

What was interesting, though, was that she did not feel the need to improve her subject

matter knowledge and she did not attend any in-service training programs, in which
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she could extend her English language use. When she talked about the reasons of her
unwillingness to attend in-service training programs, she mentioned that the training
programs focused on improving English language teaching practices and she did not

consider them to provide opportunities for language proficiency development.

The Ministry of National Education offers English programs for the members of the
ELT community, but I never attended. Other in-service training programs were about
the improvement of English language teaching, and I think that these programs do not
contribute to my English language proficiency (Merve Individual Interview,
November 6, 2019).

In addition to her lack of efforts to improve her language proficiency, she was not
aware of the fact that her English language use in the classroom was related to her
subject matter knowledge. During the in-class observations throughout the data
collection processes, it was noted that Merve used Turkish as the medium of
instruction and provided linguistic information of the structures being studied in
Turkish. Following excerpt illustrates Merve’s use of Turkish as a medium of

instruction.

Merve: Nisa tennis ve cycling dedin. Hangisi daha tehlikeli? Tennis mi cycling mi
daha tehlikeli? (Nisa, you said tennis and cycling. Is tennis or cycling more
dangerous?

Merve waited for a while to get an answer from Nisa.

Nisa: Cycling diyorum (I say cycling).

Merve: Tamam o zaman. Hadi ciimleyi kuralim. “Bence” diye basla bakalim (Okay,
let’s complete the sentence. Start with “I think™).

Nisa: I think, ... I think

Merve: Simdi sporun adini sdyle (Now tell the name of the sport).

Nisa: Cycling is...

Merve: Yardimet fiil, is, aferin (Auxiliary verb, is, good job).

Nisa: is than

Merve: Daha ¢ok? (More?)

Nisa: More than...

Merve: Yok, sifat nerede? (No. Where is the adjective?).

Nisa: More dangerous than...

Merve: Obiir spor neydi? Kiyasliyoruz ya. (What is the name of the other sport? We
are comparing them).

Nisa: Tennis.

(Merve In-class Observation, February 5, 2020)

Merve’s assumptions about English language proficiency consisted of contradictions

and conflicting ideas. When the researcher asked her about the ideal ways of
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improving one’s English language proficiency, she suggested that English language
should be taught in a naturalistic way, that is, the sound system and syllable structure

of English language should be given prior to reading and writing.

I would start with the sound system because the students do not know how to

pronounce what is written. When t and h come together, nobody has any idea how to

sound it. Vocabulary items are given with root memorization and when the students
see the same letters in different words, they do not know how to pronounce them, and
they sit quietly. It should be like learning Turkish. Start with the sound system and

move on the syllable, then read (Merve Individual Interview, November 13, 2019).
Even though her suggestions were indicative of her knowledge and awareness of
English language and its structures, her language use as illustrated in the excerpt above
contradicted her suggestions because she did not focus on the sound system of English
language, nor the syllable structure.

To outline Merve’s subject matter knowledge, the following inferences can be
made. Although Merve’s language teacher identity formation experiences showed that
she had difficulties and problems when learning English language due to her lack of
interest and low language skills, it could be said that she formed her subject matter
knowledge, that is, English language proficiency and language awareness, during her
high school and tertiary education. Upon the formation of her subject matter
knowledge and resolving inadequacies of her English language proficiency in her pre-
service years, she considered her subject matter knowledge was sufficient. Yet, she
started to think that her language proficiency was decaying after she transitioned to the
School for the Blind. Interestingly, she did not seek ways of altering her English
language proficiency and did not attend any in-service training program even though
she was feeling that she “struck the bottom” in terms of her English language
proficiency. Her lack of effort to improve her subject matter knowledge could be
interpreted as the reflection of her initial attitudes and assumptions about the students
with visual impairment, which were negative and disablist. As she considered the
students with visual impairment to be incapable of academic and personal growth, she
might not want to alter her subject matter knowledge or increase her English language
use in her classes because she might think that her current subject matter knowledge

was sufficient to teach English to the students with visual impairments.
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However, the in-class observations showed that she preferred to use Turkish
language as a medium of instruction and explained linguistic details in Turkish. While
acknowledging that teaching English to the students with visual impairment may
require using the students’ native language, which is Turkish, it could be concluded
that Merve’s deteriorating subject matter knowledge was the result of her limited
English language use in class. Lastly, her use of Turkish during English lessons
conflicted with her suggestions for English language learning and teaching that starts

with the sound system and syllable structure of English.

4.1.7. Merve’s Pedagogical Knowledge

As mentioned in her personal history, Merve was a graduate of the department of
English Language and Literature, and she took the teaching certificate courses during
her undergraduate studies in order to be an English language teacher. The teaching
certificate courses were supposed to offer her opportunities to study general pedagogy,
curriculum, educational technology, and pedagogic content knowledge. However,
Merve did not have the opportunity to delve into the field-specific pedagogic
knowledge because the teaching certificate program she was enrolled in was also
offered to teacher candidates from other fields such as science education, mathematics,
etc. and all teacher candidates in the program were taking the teaching certificate

courses together.

It was not only for English Language and Literature department, the candidates from

other fields also participated in the certificate program. It was not specifically

designed for our department (Merve Individual Interview, November 6, 2019).
Given that the teaching certificate courses were offered to the heterogeneous groups
of teacher candidates, Merve’s statement about her teaching certificate courses showed
that she had general education courses as the basis of her pedagogic knowledge.
However, it should be noted that the teacher certificate program she participated in
was an intensive program and the length and topics covered during the teaching
certificate courses were rather limited when compared to the pedagogic courses that

the graduates of education faculties receive throughout their teacher education.
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When we talked about her pedagogic knowledge, it seemed that there were several
considerations. In the available literature, the effectiveness of the teaching certificate
programs is often criticized and questioned because most of the programs are offered
to heterogeneous groups, which means teacher candidates from various fields take
their teaching certificate courses together. Hence, it is difficult to form a pedagogic
knowledge that is unique to the field of English language teaching (Field Notes,
November 6, 2019).

As mentioned in the field note above, Merve acknowledged the limitations of the

program, but she felt that the effectiveness and quality of the teaching certificate

program were satisfactory for her.

You can think of our program as intensive and compacted. We had the same content
and knowledge [compared to the pedagogic courses the graduates of education
faculties received]. Yet, they had the chance to explore and delve into certain things.
Apart from that, the program was no different from the one in the education faculty
(Merve Individual Interview, November 06, 2020).
To summarize, Merve received the teaching -certificate courses during her
undergraduate education and the certificate program she enrolled in was open to
candidates from other fields of education. She completed her undergraduate education
and the teaching certificate program in the same year. It could be said that although
she acknowledged the limitations of the teaching certificate program, she formed her

base of pedagogic knowledge during the teaching certificate program, which was

intensive and compacted.
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Figure 13: Merve’s Pedagogic Knowledge

Based on the individual interviews, in-class observations, and field notes, it
was found that Merve’s pedagogic knowledge consisted of “the teaching certificate

9 ¢

program”, “knowledge about learning”, “lesson planning and curricular adjustments”,
“classroom management and organization”, “whiteboard use”, “knowledge about
students”. Each of the components of Merve’s pedagogic knowledge was explained

and exemplified in the following sub-sections.
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4.1.8. Merve’s Knowledge about Learning
During the teaching certificate courses, Merve formed her beliefs, assumptions, and

knowledge about the nature of student learning. As mentioned in her educational
background, she had the chance to see the applications of learning theories during the

practicum.

My cooperating teacher was using various realia and visual materials. She was
drawing pictures and figures on the board and she was teaching based on these visuals.
There I noticed the importance of multiple intelligences theory. When you assign
students for different tasks, for example, one is supposed to draw something on the
board, one is to read, etc., you can get students’ attention. I realized these things in the
practicum (Merve Individual Interview, January 08, 2020).

The in-class observations revealed that Merve used the multiple intelligences theory
by providing audio-visual. She used the Ministry of National Education’s online
platform for the audio-visual learning materials and described the visuals in the video

when necessary.

Merve opened a video from MoNE’s online platform, in which a teacher explained
the topic of the unit and provided keywords. The teacher in the video was explaining
the topic and key words and provided Turkish translation. In addition to this, there
were visual materials in the video. When there was a visual in the video, Merve
stopped the video and described the visual material. The students contributed to her
explanations with their examples, but the examples were in Turkish (Merve In-class
Observation, February 26, 2020).

In addition to audio-visual materials, she brought tactile materials to offer
opportunities for the students with visual impairments to practice what was learned in
previous lessons. The students with visual impairments were asked to act out the
chores they were doing with the tactile material they had. The following excerpt

showed how Merve made use of tactile materials while she was teaching the

vocabulary items about the chores.

Merve: Nisa sira sana geldi (Nisa, it is your turn).

Nisa: (Nisa had kitchen toys in front of her. There were a pan, a knife and a heater.) I
am responsible cooking.

Merve: I am responsible for ... (She waited for Nisa to complete the sentence with -
ing form of the verb “cook).

Nisa: Cooking.

Merve: Kiibra ne yapiyorsun? Elinde neler var? (What are you doing Kiibra? What do
you have in your hand?).

Kiibra: Tabak (The dishes).
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Merve: Ne yapacaksin? (What are you going to do?).

Kiibra: Washing.

Merve: I am responsible for washing the dishes. (Merve In-class Observation, March
11, 2020).

Although Merve tried to enhance the students’ language learning experiences by
including different modes of materials, she did not take the students’ readiness and
willingness into account. Observation notes showed that the students’ readiness
referred to their academic readiness for the introduction of the new topic, and their

readiness to work with the learning material.

Merve was teaching comparative adjectives this week. She provided grammatical
explanations in Turkish, which were rather complicated. She did not exemplify the
comparison. She just said that she had taught the comparative adjectives last year and
expected the students with visual impairment to remember. Although the students did
not remember the structure of the comparative adjectives, Merve continued the lesson
without further explanation (Merve In-class Observation, October 23, 2019).
The in-class observation showed that Merve overlooked the students’ academic
readiness and did not offer further grammatical explanations in English. When she was
asked about the structure of her grammatical explanations she provided, she
emphasized the students’ academic readiness. However, it was evident that she could
misinterpret the students’ reactions and fail to comprehensively explain the topic as in

the observation note above.

It is all about the students’ readiness. I start a sentence in English and the moment I
realize that it does not mean anything for the student I translate it into Turkish. [...]
My choice is dependent on the students’ reactions (Merve Individual Interview,
February 12, 2020).
Working with the learning materials was the other domain of the students’ readiness.
If the students with visual impairments were not familiar with the learning material,
they would initially try to explore the material. Their process of exploration included

smelling, touching, and pinching. However, Merve considered the students’ process

of exploration as a threat to the flow of the lesson.

Merve talked about her use of different learning materials. She mentioned that when
she brought materials to the class, the students with visual impairments played with
the material and disrupted the lesson. However, the in-class observations showed that
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the students tried to understand and explore the material, but they were not given

enough time to do so (Merve Field Notes, December 04, 2019).
To summarize, it could be said that Merve’s knowledge about learning consisted of
the theory of multiple intelligences, using different modes of learning materials, and
students’ readiness. She realized the importance of applying the theory of multiple
intelligences during the practicum, during which her co-operating teacher used it to
engage students. During the observation sessions, it was seen that Merve tried to
arrange her lessons according to the theory of multiple intelligences. She included
audio-visual materials during her lessons, and she provided descriptions of the visuals.
In addition to this, she used tactile materials to improve students’ learning experiences
and the students with visual impairment acted out the given task with the materials
Merve brought to the class. However, students’ readiness seemed to be an area that
needed careful consideration because Merve did not fully take the students’ readiness
into account and misinterpreted the students’ interest in the materials used in the

classroom.

4.1.9. Merve’s Lesson Planning and Curricular Adjustment
Merve has been working in the state schools, which are subject to follow the curricula

prepared by the Ministry of National Education. While she had to follow the curricula
that were mandated by the Ministry of National Education, she tried to plan her lessons
according to the needs of the students. Merve used the coursebook as her curricular

guide and organized her teaching practices based on the activities in the coursebook.

I used the coursebook that Ministry provided as my curricular plan (Merve Individual
Interview, January 08, 2020).
Merve also needed to make curricular adjustments to meet the needs of her students.
While she was making curricular adjustments, she stated that she still used the

coursebook as a curricular guide and she added supplementary materials.

I make curricular changes. But I should consider its viability. For example, I use the
content of the coursebook and make additions. I supplemented reading materials such
as short stories but not here [in the School for the Blind] or added extra material but
not now (Merve Individual Interview, January 08, 2020).
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When she transitioned to the School for the Blind, she continued to make curricular
adaptations to cover curricular content. While she supplemented her students in
Samsun and Ankara with extra materials, she preferred to exclude curricular content

in the School for the Blind.

I have covered the curricular content so far and I have generally revised the content
with the students. I have no difficulty in covering the curricula because I exclude
certain topics and teach accordingly (Merve Individual Interview, February 12, 2020).

Merve further explained that she aimed to focus on the main items of the topic by

avoiding the details. She rationalized her choices in curricular adjustments as follows:

I'will abridge if the topic is very detailed. The details can be in the activities, dialogues,
or grammar. For example, a language item is used in only one or two instances, [ avoid
it. I focus on the purpose of the unit to be covered, its main grammatical structure, and
vocabulary items. I avoid details (Merve Individual Interview, February 12, 2020).
By excluding the details of the curricular content, Merve was able to cover the
curricula in the School for the Blind. Although her statement above seemed that

Merve’s choice of leaving the details out followed a predetermined scheme, the

following field note explained her decision process.

The topic of the day was extreme sports and there were lots of vocabulary items on
the topic. Before Merve started the lesson, she quickly scanned the pages of the unit.
Then she started to teach the main vocabulary items. Although the students with visual
impairments had very limited knowledge of extreme sports (e.g. scuba diving,
paragliding, canoeing) and wanted to learn more about the extreme sports, she
preferred skipping explaining the details of the extreme sports, which could create
opportunities to include additional vocabulary items (Merve Field Note, February 05,
2020).
As shown in the field note above, Merve’s curricular adjustments were subject to the
spontaneity of the lesson/topic and she did not follow any predetermined scheme for
the curricular curtailing she made.
Along with the curricular changes she made, she had to prepare lesson plans
when she worked in Samsun and Ankara because preparing lesson plans was a
requirement of the Ministry of National Education. However, she mentioned that she
has not prepared lesson plans in recent years as the curricula consisted of the same or

similar content.
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I used lesson plans for a long time and organized my teaching practices accordingly.
In recent years, I did not prepare lesson plans because the topics were either the same
or similar to the previous years’ topics. When I check the topics, I know what to do
like I can do this and that, etc. I am planning my lessons in my head (Merve Individual
Interview, January 08, 2020).
From the excerpt above, it can be understood that Merve’s years of language teaching
experiences provided her a cognitive library, in which she could retrieve lesson plans
based on the topic to be covered. Additionally, in-class observations revealed that
Merve’s lesson planning adhered to a set of classroom routines as illustrated in Figure

14 below.

ASking the students - Explaining the -
wellbeing individually. grammatical structure(s).

Checking if there is an Revising the content of Providing necessary Doing the activities of
absent student. previous lesson. vocabulary items. the coursebook.
Doing the paperwork. Introducing new topic. Asking each student to

say a sentence that
includes the topic of the

- - =

Figure 14: Merve’s Routinized Lesson Plan

Merve’s lesson planning consisted of four main stages. At the beginning of the lesson,
she greeted the students with visual impairment and checked if there was an absent
student. Given that the number of the students with visual impairment in a class did
not exceed 6 students, she asked all students about their wellbeing, respectively. Then,
she completed the paperwork and moved to the next stage of the lesson, that is, the
introduction. The introduction part of the lesson served two main purposes. On one
hand, Merve revised the previous lesson, which might include vocabulary items,

grammatical structures, and the main topic. On the other hand, she introduced a new
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topic, which was to be covered during the lesson. After she completed the introduction
stage, she started to teach. In the teaching stage, she explained grammatical structures,
gave key vocabulary items, and offered examples of the grammatical structures with
the vocabulary items. In the last part of the lesson, she followed the activities of the
coursebook. She selected certain activities such as fill-in-the-blank, matching, or
multiple-choice questions, and read the questions. Each student was directed with a
question from the activities, and she completed the lesson when she received an answer

from each student.

4.1.10. Merve’s Classroom Management and Organization
Merve started to form her approach to classroom management and organization during

her initial teaching experiences. Her approach was based on mutual understanding and
constant communication. She thought that it is important not to discourage students

and lower their enthusiasm toward English language.

When you break a student’s heart, it is over. S/he will lose her/his faith in the teacher
and the lesson. [ would never do that because my classroom management is dependent
on the students’ faith (Merve Individual Interview, January 08, 2020).

Merve also emphasized paying attention to every student in the class and having eye

contact with them because understanding the students’ mood was vital for her to

motivate her students during the lessons.

I have a couple of seconds in a 40-minute lesson to make eye contact with every
student even if [ have 50 students in a class. I definitely try to understand their mood:
Are they listening to me? Are they happy? Are they ill? I make sure that I pay attention
to those unattended students. I think we can draw a line here; apart from their interest
in English language, every student is unique and valuable, and teachers should make
them feel their value (Merve Individual Interview, January 08, 2020).
The excerpts about Merve’s classroom management and organization approach
showed that she prioritized and valued her students’ feelings and emotions. In doing
so, she believed that she could encourage and motive her students. However,
classroom management and organization posed her challenges and difficulties both
during the practicum and early teaching experiences. These challenges and difficulties

stemmed from her lack of experience in the actual classroom(s) because she mentioned
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an instance in which her cooperating teacher asked her to revisit her classroom

management and organization skills.

Although my cooperating teacher warned me about it, I still do it and I could not fix
it. When I am paying attention to one specific student, I leave rest of the classroom on
their own. Actually, I am doing it on purpose because [ want them to have a refreshing
break. My cooperating teacher warned me that [ should keep the rest of the class busy
by giving them an exercise or something. I could not resolve it, I keep managing my
classes like this (Merve Individual Interview, January 08, 2020).

The difficulties and challenges of classroom management and organization coupled

when she had students with special needs in her classes in Ankara. As mentioned in

her language teacher identity formation processes, she did not have any prior training

in special education and did not know how to manage a class with inclusive students.

With my first student with special needs, I had very difficult experiences. For
example, when it was break time, he was telling that everybody could leave but not
me. I could not approach him because I was aware that he would not understand me,
and he did not have full control over her reactions and behaviors. This was scary for
me. He was a real struggle for me in the class (Merve Individual Interview, February
19, 2020).

In another instance, she received the help of other students in the class to overcome

the difficulty of managing a class with a student with special needs. She recalled her

experiences as follows:

I had another student with a severe intellectual disability. It was really severe. The
students in the classroom told me that he enjoyed doing puzzles, and I made sure that
I brought a puzzle for him for each class. He did the puzzles I brought for the whole
semester, and I did not have any problem with this student (Merve Individual
Interview, January 08, 2020).

Merve’s classroom management and organization experiences indicated that although
her approach was based on mutual understanding and motivation, she encountered
challenges and difficulties in managing the classroom. It was interesting to note that
the problems of classroom management and organization gradually diminished when
she transitioned to the School for the Blind. The improvements in Merve’s classroom
management and organization stemmed from two main reasons. When she transitioned

to the School for the Blind, she attended an in-service training, which was about
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special education. In this training, she became aware of how to approach the students

with visual impairments when managing the classroom.

It was general special education training, and it was about what a special education
classroom is, how we should approach [the students with visual impairments], what
we should and should not do for the students with special needs. It was a very basic
and informative training (Merve Individual Interview, November 6, 2019).
In addition to the in-service training about special education, the number of students
in each classroom in the School for the Blind was an advantage for Merve in order to

manage and organize the classroom.

In here [in the School for the Blind], we have three to four students in each class. One
of them probably is subject to an individualized education program. I do not have any
classroom management problems (Merve Individual Interview, February 19, 2020).

Merve also mentioned that there was a difference between “normal” students and
students with visual impairment in their disruptive behaviors during the class.
According to her, the students with visual impairment wanted to play with an item

during the lesson. This playing was an act of touching, switching, and/or pressing.

For example, I have a student in another classroom. He is really brilliant; he has no
cognitive problem. There is a hole for cable on the table and a cap closes this hole.
His hand is always there playing with the cap. He puts it out and in hundred times. 1
just took the cap and he stopped. His hand is always there. This is a general thing for
students with visual impairment. They want to play with an item (Merve Individual
Interview, February 19, 2020).
Merve did not encounter major classroom management and organization difficulties
and problems in the School for the Blind. As she participated in an in-service training
when she transitioned to the School for the Blind, she accumulated the necessary
knowledge for classroom management and organization. In addition to this, the
number of students with visual impairment in a classroom was four students on
average, which made it easier for Merve in terms of classroom management. Lastly,
the movements were rather limited of the students with visual impairments were rather
limited as they cannot see but Merve can observe the students and their behaviors.

Given that, her ability to “see” positioned her in a powerful place, where she could

easily manage a classroom in the School for the Blind.
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The last theme about Merve’s classroom management and organization was
whiteboard use in the School for the Blind. As illustrated in Figure 15 below, there
was not a whiteboard or smartboard in classes where Merve taught English. Thus, she
had difficulty in adjusting herself to the classroom environment that did not have a
whiteboard and she began to write her teaching notes, which she would normally write

on the board, on a piece of paper during her classes.

I oscillated when I realized that there was no board in the classroom. I was writing
notes, drawing diagrams, and pictures on a piece of paper during the lessons. I needed
it when [ was teaching. Yet, I stopped writing on a piece of paper. Now I cannot write
and draw anything on the board. I feel inefficient because I am losing one of my skills
(Merve Individual Interview, January 15, 2020).
The observation data confirmed that there was not a whiteboard in some of the
classrooms in the School for the Blind. Hence, Merve could not use the board and she

thought that she was losing her skills to use the board, which made her feel inefficient.
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Figure 15: Typical Classroom Arrangement in the School for the Blind

4.1.11. Merve’s Knowledge about Students
Merve’s knowledge about students consisted of her awareness of students’ conditions,

inclusive education, and differentiated instruction. Her awareness of the students’
conditions encompassed her knowledge about the students’ academic, cultural, and
social backgrounds. As mentioned earlier, Merve’s classroom management approach
indicated that she valued her students’ feelings and tried to establish mutual

understanding. Establishing mutual understanding required her to be aware of her
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students’ academic, cultural, and social backgrounds. However, her awareness of
students’ conditions was not always consistent with her pedagogic experiences.
Throughout her teaching career, she sometimes failed to be aware of her students’
academic, cultural, and social backgrounds. The following excerpt revealed that she
did not take the students’ academic capabilities into account during her initial

experiences with the students in the first semester of the practicum.

In the first semester, I went to observe and do micro-teaching. If I am not mistaken it
was a first graders’ English lesson. I wrote something on the board, it was not a
sentence but a word or something. The cooperating teacher said “what are you doing?
They do not know how to read and write.” I never forget it; it is always in my mind
(Merve Individual Interview, January 08, 2020).
When she started to teach in Ankara, she became aware of her students’ academic
needs and capabilities and she did not encounter any difficulties that stemmed from
her lack of knowledge about her students’ conditions. She could also make a
comparison between her previous students and the students in Ke¢iéen. She mentioned

that when she assigned her students to prepare their homework and projects, she

considered their social and economic backgrounds.

When I planned my lessons, I kept the environmental, social, and economic conditions
that my students were in. For example, I cannot ask the same project and homework
to be prepared because students may not have the same resources and opportunities to
obtain necessary materials. I adapt my lessons to the environmental conditions that
my students are in (Merve Individual Interview, January 08, 2020).

However, the family tree activity Merve asked her students to prepare and the
subsequent experiences she had after the activity showed that Merve was not aware of

her students’ social background. Her failure to realize her students’ familial

background led her to a radical decision that influenced her pedagogic choices.

I knew that I should not involve in the students’ familial issues as their parents might
have passed away, etc. and the learners could have very complicated familial issues.
In Ankara, I realized that I should not use real pictures of the family members because
the concept of a family is not the same for everyone and I had a radical decision about
the family tree activity, and I have never done it since then (Merve Individual
Interview, January 08, 2020).
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It could be said that Merve gradually increased her awareness of her students’
academic, cultural, and social background experiences throughout her teaching career.
Although her awareness about the students’ academic background seemed to be
adequate to meet the academic needs of her students, she sometimes failed to keep her
students’ cultural and social background in mind when she asked her students to carry
out the tasks that she assigned them.

In terms of inclusive education, Merve had several students with disabilities in
Ankara and these students were subject to inclusive education, which required her to
differentiate her instruction to meet the special needs of the students with disabilities.
These students were her first students with disabilities and her educational background
did not equip Merve to meet these students’ needs. As mentioned earlier, she gathered
information about the students with disabilities in her classes from their peers and
managed to approach the students with disabilities according to the information she
received. It can be inferred that the information she gathered about the students with
disabilities and inclusive education helped her to reorganize her classroom
management strategies. The following excerpt exemplifies how she gathered

information about the students with disabilities and what she did afterward.

I had another student with a severe intellectual disability. It was really severe. The
students in the classroom told me that he enjoyed doing puzzles, and I made sure that
I brought a puzzle for him for each class. He did the puzzles I brought for the whole
semester and I did not have any problem with this student (Merve Individual
Interview, January 08, 2020).
In addition to this, the students with disabilities in regular schools were subject to
receive differentiated instruction that catered to their needs. During the interviews,
Merve mentioned that she simplified curricular requirements for the students with
disabilities and she expected them to learn the alphabet, numbers, and colors.

However, she was more concerned with her classroom management than academic

attainment of these students via differentiating her instruction.

In terms of English language learning, he probably did not learn anything, yet he was
in the class with us. We did not bother him, or he did not bother us during the lessons
(Merve Individual Interview, January 08, 2020).
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The excerpt above was also indicative of Merve’s approach to the students with
disabilities because she considered the students who were subject to inclusive
education and differentiated instruction as a source of pedagogic problems and the
academic attainment of these students was rather overlooked.

When Merve transitioned to the School for the Blind, her initial beliefs,
attitudes, and assumptions showed that her knowledge about the students with visual
impairment is partial and rather biased. Yet, she started to change her initial thoughts
about the students with visual impairments, and in-class observations revealed that she
differentiated her instruction in the following ways: making curricular changes,
providing language learning materials, and extending wait-time for students’
responses. Merve made curricular adaptations for the students with visual impairments
and these curricular adaptations were done in a way that curtailed the original
curriculum because she wanted to focus on the main topics and avoiding the details.
In terms of providing language learning materials, she tried to differentiate her
instruction with the materials she created and/or adopted. Although the materials she
used in the class enriched the students’ learning experiences, using audio-visual and
tactile materials posed several challenges for Merve. Lastly, the students with visual
impairment did not generally use their Braille coursebook and Merve had to deliver
her instruction orally. Due to this, the students with visual impairment needed more
time when they were supposed to contribute to the lesson. In this regard, Merve’s
knowledge about her students with visual impairment allowed her to extend her wait-
time to help her students. If her students with visual impairments had an additional

disability, she prolonged the wait-time even more.

Kiibra is a student with multiple disabilities. During the lesson, when she was asked

to answer questions and/or complete the tasks, Merve offered her a longer wait-time

than the other students in the class (Merve In-class Observation, March 11, 2020).
Although Merve’s knowledge about her students in terms of differentiated instruction
seemed to meet the needs of the students with visual impairment in the School for the
Blind, she was not fully knowledgeable about her students’ bodily movements, which

caused communication failure during an activity.
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The students were sitting in their places with the household items on their desks.
Merve explained the activity and instructed them to stand up and change their seats
because the students were supposed to communicate with each other using the
materials on their desks. However, the students were having problems interacting with
each other. As the students cannot see each other, they needed to face each other. Yet,
Merve did not accord the students’ positions for peer interaction. Thus, the students
could not communicate with each other and the activity could not reach its objectives
(Merve In-class Observation, March 11, 2020).

To summarize, Merve’s knowledge about her students included her awareness of
students’ conditions, inclusive education, and differentiated instruction. While she was
not fully aware of her students’ academic needs and capabilities in her practicum
period, her in-service practices showed that she became more knowledgeable about
her students’ academic needs and capabilities. Although she tried to organize her
lessons according to the needs of her students, she sometimes failed to take her
students’ social and cultural background into the consideration as in the case of the
family tree activity. Thus, her failure to understand the students’ social and cultural
background resulted in several difficulties and problems.

Regarding inclusive education, she had students with disabilities in her classes
in Ankara, and these students were subject to inclusive education practices and
differentiated instruction. It was seen that Merve’s educational background did not
prepare her to create an inclusive environment for the students with disabilities in her
classes. As a result of her lack of pedagogical knowledge, she gathered information
about the students with disabilities from the “normal” students in her classes. She used
this information to solve classroom management difficulties, but the academic
attainment of the students with disabilities in her classes was rather disregarded.

When she transitioned to the School for the Blind, she differentiated her
instruction to meet the needs of the students with visual impairment. She made
curricular changes, used audio-visual and tactile materials, and prolonged the wait-
time. However, the chores activity could not reach its objectives as Merve failed to
position her students to communicate with each other because she was not fully aware

of the bodily movements of the students with visual impairments.
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4.1.12. Merve’s Pedagogic Content Knowledge

Individual interviews, in-class observations, field notes, and memos collected for this
study revealed that “medium of instruction”, “assessment and evaluation”, “English
language teaching”, “classroom routines”, “technology use”, “language teaching
materials”, and “professional development” were emerged as components of Merve’s
pedagogic content knowledge. In the following sub-section, the components of
Merve’s pedagogic content knowledge are presented.
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Figure 16: Merve’s Pedagogic Content Knowledge
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4.1.13. Merve’s Medium of Instruction
Merve is an English language teacher, and she is expected to use English language

during her classes in order to expose her students to the target language as much as
possible. However, the in-class observations revealed that she used Turkish, which is
students’ native language, as the medium of instruction. When she was

explaining/teaching the content of the lesson, she preferred to use Turkish.

Table 3: Merve’s Medium of Instruction

Participant Date Grade Duration Medium of Instruction
Merve 23 October 2019 6™ Grade 40 Minutes Turkish
04 December 2019 | 6™ Grade 40 Minutes Turkish
11 December 2019 | 6™ Grade 40 Minutes Turkish
08 January 2020 6" Grade 40 Minutes Turkish
15 January 2020 6" Grade 40 Minutes Turkish
05 February 2020 | 8" Grade 40 Minutes Turkish
05 February 2020 8™ Grade 40 Minutes Turkish
12 February 2020 8™ Grade 40 Minutes Turkish
19 February 2020 8t Grade 40 Minutes Turkish
26 February 2020 8™ Grade 40 Minutes Turkish
11 March 2020 8™ Grade 40 Minutes Turkish
Total: 11 Classroom Observation | Total: 440 Minutes

As shown in the table above, she chose to use Turkish as the medium of instruction
during the lessons. Merve’s use of extended use of Turkish in English classes stemmed
from the fact that she was constantly translating English sentences, vocabulary items,

and/or reading passages to Turkish.

Merve was teaching the unit of “Tourism”. In this unit, the students were expected to
learn to give directions, describe touristic places, understand different modes of
tourism. During the lesson, it was noted that she used Turkish as a medium of
instruction. For example, there was a reading passage, she first translated it to Turkish,
explained the passage, and then, she read it in English (Merve In-class Observation,
February 19, 2020).
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Merve only used English language when she provided example sentences and

vocabulary items. She rationalized her limited use of target language as follows:

It is all about the students’ readiness. I start a sentence in English and the moment I
realize that it does not mean anything for the students I translate it into Turkish. When
I sense that the students cannot understand English, I totally avoid using it. My choice
is dependent on the students’ reactions (Merve Individual Interview, February 12,
2020).

Given that the students in the School for the Blind cannot see, their learning mostly
takes place via listening and tactile materials. Thus, Merve’s rationalization of using
Turkish as a medium of instruction seemed to be misleading because the students’ with
visual impairments medium of learning. To foster English language learning, Merve
should have used English as the medium of instruction and classroom management
and organization, yet she preferred not to use English as the medium of instruction.

Her limited use of English as a medium of instruction was shown in the excerpt below.

Merve: Peki 6nce ingilizcesini sdyleyecek sonra tiirkgesini. Once dinliyoruz sonra
tekrar edecegiz beraber (Okay, first the computer pronounces English then Turkish.
We listen first and repeat the word together).

Computer: Tourist attraction

Merve: Sesi iyi mi? (Is the sound of the computer okay?).

Computer: Tourist attraction (repeated two times).

Computer: Turizm merkezi.

Merve: Ne diyor anliyor musunuz? (Can you understand what it says?).

Nisa: Turizm merkezi (Tourist attraction).

Computer: Type (repeated 3 times)

The students tried to pronounce the word “type” as they hear it.

Merve: Tiir demek (It means type in Turkish).

(Merve In-class Observation, February 12, 2020).

The excerpt above showed that Merve used an online platform, which offered
pronunciation of the target words. First, the online platform pronounced the target
vocabulary items in English, and subsequently offered Turkish meanings of the target
words. The students with visual impairment were supposed to listen and repeat when
Merve asked them to do. As can be seen, the only English the students with visual
impairments could hear was from the online platform, which pronounced the words in
isolation, and Merve used English in a limited way if not at all.

To summarize, interviews and in-class observations indicated that Merve’s

medium of instruction was Turkish, which was the native language of the students with
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visual impairment. Merve’s choice of using Turkish as a medium of instruction was
based on her intuitions. If she thought that the students did not understand the content
in English, she preferred to use Turkish as a medium of instruction. However, her
choice contradicted the nature of learning that the students with visual impairments

were accustomed to.

4.1.14. Merve’s Assessment and Evaluation
Merve used a variety of question types in her assessment and evaluation practices in

Samsun and Ankara. These practices included fill-in-the-blank, multiple-choice, true-
false, picture matching, and comprehension questions. She also emphasized using

visual realia in her assessment practices.

I use fill-in-the-blank, matching and true-false questions in my exams. I sometimes
ask my students to find which one is different and I try to use all the question types
available. I definitely make sure that I use pictures. I use all types of questions, but I
make adaptations (Merve Individual Interview, November 6, 2019).
When she transitioned to the School for the Blind, she changed her assessment and
evaluation practices because the summative assessments needed to be prepared in
Braille format. She mentioned that she prepared her examinations in a Word document
and printed them in Braille. However, this process caused several formatting problems

due to the differences between Braille and “normal” writing structure. She described

the process of preparing a summative assessment as follows:

I cannot use uppercase and lowercase letters together. Actually, I can but not as in the
“normal” exam paper. I use uppercase letters at the beginning of the line as much as
possible. If I am using multiple-choice questions, I cannot use the same structure. The
choices have to be in the same line. It is a big problem because the formats in Word
documents get obscure and dislocated (Merve Individual Interview, January 15,
2020).
The main reason for dislocated items between Braille and “normal” printing is that
Braille writing requires additional symbols and marks when numbers, uppercase
letters, and punctuation are used. For example, the capital sign, which is the sixth dot
of the Braille alphabet, is placed before a uppercase letter. Numerical illustrations also

require using 3, 4, 5, and 6" dots of the Braille alphabet before the numerical character.

In order to avoid confusion, Merve prepared her exams with only lowercase letters or
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used a minimum number of characters that required using additional symbols and
marks.

She also employed additional strategies when she conducted her exams. The
main strategy she used during the examination processes was that she was reading all
questions aloud during the exam and the students with visual impairments answered
questions orally. Subsequently, Merve noted the students’ answers to the exam sheet.
Similarly, she drew the lines between the matching questions and/or circled the
answers to the multiple-choice questions. Instead of allowing the students with visual

impairments to complete their exams, she used these strategies for practical concerns.

I do the matching questions for the students. I read questions aloud and they tell their
responses. I use these strategies because the students with visual impairment get
confused, they go forth and back to find the matching question on the paper. They can
do the questions but when they do the matching questions, they sometimes forget, and
it is difficult to check it repeatedly (Merve Individual Interview, November 6, 2019).
In addition to the examinations, Merve sometimes asked her students to complete the
worksheets/homework. When the students with visual impairment handed in their
homework, Merve asked the students to read out their peer’s homework. In doing so,
Merve checked her students’ homework. Alternatively, when she had time constraints,

Merve collected students’ homework and asked for help from other teachers who can

read and write in Braille.

When we were preparing for the interview, Sude came to the teachers’ room and
brought her homework, which was prepared in Braille. Merve asked her whether she
was able to complete the homework and then she told Sude to read her homework out.
After she read her homework, Merve asked for the help of a teacher who could read
Braille and checked Sude’s homework (Field Notes, February 26, 2020).
To summarize, Merve’s assessment and evaluation practices included using a variety
of question types and visual elements in Samsun and Ankara. When she transitioned
to the School for the Blind, she adapted her assessment practices to meet the needs of
the students with visual impairments. She used different formatting structures due to
the differences between the Braille alphabet and “normal” writing. In addition to this,

she read the questions and did the marking during the exams for practical concerns.

Lastly, she developed a strategy for checking her students’ homework because the

107



students with visual impairment prepared their homework in Braille. To check her

students’ homework, she asked her students to read out their peer’s homework.

4.1.15. Merve’s English Language Teaching Practices
Merve’s English language teaching practices encompassed teaching main skills, sub-

skills, and language teaching techniques and strategies. She used the coursebook as a
guide for her English language practices and she included main and sub-skills in her
English language teaching practices according to the activities of the coursebook she
was using. She explained her English language teaching practices before transitioning

to the School for the Blind as follows:

I generally followed the plan of the coursebook. [...] After teaching grammar, I do

more listening activities than other skills. In terms of reading and speaking, I align

with the coursebook activities (Merve Individual Interview, January 08, 2020).
Merve also mentioned that her English language teaching practices changed when she
transitioned to the School for the Blind and her language teaching practices underwent
several curtailments. She thought that the students in the School for the Blind cannot
see and their lack of vision made it almost impossible to employ similar English
language practices she had in her previous schools. Hence, her rationalization of the
curtailments in her English language teaching practices based on her students’

disabilities.

I mentioned the techniques and strategies, but I cannot use visual techniques in the
School for the Blind. As an English language teacher, being unable to use visual
techniques and show nothing is a real pain for me. The only thing I can use now is
listening materials and my methods and techniques are mostly based on listening. In
the past, I prepared presentations, games, and activities, I often integrated technology.
I was asking my students to prepare presentations etc. If I had [grammar] a topic to
teach, I started with grammar teaching, did the activities, used technology, and played
games. But now, it is very superficial (Merve Individual Interview, February 12,
2020).

She further commented that it was easier to work with “normal” students because these
students showed more improvement than the students with visual impairments. The
ease of working with “normal” students originated from the fact that Merve could use

multi-modal and multi-sensory teaching techniques and strategies in Samsun and
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Ankara. To organize her practices without incorporating visual elements was not only
challenging for her but also time-consuming.

In addition to the ease of working with “normal” students, Merve stated that
the number of students in Samsun and Ankara was higher than in the School for the

Blind and it gave her more opportunities to do pair-work and speaking activities.

When I worked with students without disabilities, I could make them speak more, do

group-work, etc. But I do not have that opportunity in the School for the Blind because

I have only one student who can do group work. When I assign him/her to a group,

the other group cannot improve. In “normal” classes, | had the chance to organize

group work and assign students according to their level. Here, I cannot do it because

I have one average student in each class (Merve Individual Interview, February 12,

2020).

To sum up, Merve’s statements about her English language teaching practices
illustrated that she changed and lessened her language teaching strategies in the School
for the Blind because she could not use visual materials and technology as she used in
her previous experiences. In addition to this, she thought that the students with visual
impairments were less capable of learning and using English language when compared
to her students in Samsun and Ankara.

When delved into Merve’s English language teaching practices, in-class
observations revealed that Merve’s practices were mostly based on listening activities,
grammar, and vocabulary teaching. Additionally, writing and speaking skills emerged
as the most neglected language skills in her English language teaching practices.
Merve’s English language teaching practices were summarized in Table 6 below.

In terms of teaching main language skills, it was realized that she mostly used
listening activities and these activities were meant to revise vocabulary items she
taught and/or to introduce new vocabulary items. Listening activities that required
students to focus on main ideas and details were limited. During the listening activities,
she generally stopped the listening, provided explanation/translation, and asked
questions when the listening activity was completed. When she was asked to explain
her use of listening activities, she said that she used listening activities of the
coursebook because they had short listening tracks that did not exceed two minutes.
She also made her students listen to the same listening track several times. The reason

for listening the same track was to introduce the track and get her students used to the
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pace of the listening. Upon the students’ familiarity with the listening track, she moved

to the next phase of the listening activity.

Table 4: Summary of Merve’s English Language Practices

English Language Classroom
Sub-Skills Teaching Techniques Material  Interaction
and Strategies Patterns

Main

Skills

23 6™ Grade Writing Grammar Translation Coursebo | Teacher-
October (Comparativ | Pre-Vocabulary Teaching ok Student
2019 ® Repetition
Adjectives) Dictation
Vocabulary
04 6™ Grade Reading Vocabulary Peer Feedback Emotion Teacher-
Decembe (Merve) Fill-in-the blank activity Cards Student
r 2019 Listening Translation
Q-A Session
11 6™ Grade NA Grammar Metalanguage Coursebo | Teacher-
Decembe (There Information ok Student
r 2019 is/There are) Translation
Vocabulary Correction
(At the Fair) Scaffolding
Pronunciati
on
08 6™ Grade | Listening | Vocabulary Dialogue Listening | Teacher-
January (Ordinal Fill-in-the blank activity Track Student
2020 numbers) Q-A Session Coursebo
Translation ok
Scaffolding
Metalanguage
Information
15 6" Grade | Listening | Vocabulary Interactive Games Smartboar | Teacher-
January (Weather d Student
2020 and Applicatio
Emotions) n
05 8t Grade NA Grammar Metalanguage Coursebo | Teacher-
February (Prefer/Wou Information ok Student
2020 1d rather) Q-A sessions
Vocabulary Contextualization
(Extreme Scaffolding
Sports) Translation
05 8t Grade Reading Vocabulary Q-A Session Coursebo Teacher-
February (Merve (Jobs and Reading Comprehension ok Student
2020 reads) Occupations Questions
) Multiple-choice
Questions
Scaffolding
Translation
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Table 4 (continued)

12 8 Grade = Listening Grammar Revision of Previous Listening =~ Teacher-
February for (Prefer) Vocabulary Items Track Student
2020 Vocabular = Vocabulary Concept Teaching Coursebo
y Revision = Pronunciati Translation ok
on Computer Assisted
Vocabulary Teaching
True/False Questions
19 8™ Grade Reading Vocabulary Translation Coursebo | Teacher-
February (students Revision of Previous ok Student
2020 with Vocabulary
visual Multiple-choice
impairme Questions
nt) Reading Comprehension
Questions
26 8 Grade = Listening = Vocabulary Translation MoNE’s Teacher-
February for (Chores) Matching Activity Online Student
2020 Grammar Grammar Listening for Main Ideas Platform
(Must) Listening for Details Coursebo
ok
11 March = 8" Grade @ Speaking Grammar Translation Househol = Teacher-
2020 (Gerunds Collocation d items Student
& Drama Coursebo
Infinitives) Scaffolding ok Student-
Vocabulary Pair-work Student
Pronunciati
on

In the second phase of the listening activity, Merve asked comprehension questions
about the listening track. The comprehension questions served to revise vocabulary
items and/or check the students’ understanding of the main idea(s) and the details of

the listening activity.

My listening activities do not exceed two minutes. I use the listening tracks of the
coursebook, and the tracks have their own format. When I do the listening activities,
I first let the students listen without interruption to familiarize themselves with the
listening. In the second turn, I stop the listening track and ask comprehension
questions (Merve Individual Interview, January 12, 2020).
In the following excerpt, Merve was doing a listening activity about jobs and
occupations. She used the coursebook’s listening track. While the students with visual

impairments listened to the track, she stopped the track and asked comprehensive

questions.

Computer: Unit 6. Listening. Track 6.1. Listen to the conversation write a name and
a job under the pictures and match the pictures with the sentences. Hi children! Today
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we are talking about occupations and jobs. We have guests here. They all have
different jobs. This is Ms. Kennedy. She is an architect. She designs buildings.
Merve: Dur surayi bir daha alalim. Hazir misiniz? (Let me replay this part. Are you
ready?

Computer: We have guests here. They all have different jobs. This is Ms. Kennedy.
She is an architect. She designs buildings.

Merve: Kimmis? (Who is she?)

Kevser: This is bir sey dedi. (It says this is something.)

Merve: Ne dedi? Ms. ...? Bir daha dinleyelim. (What did it say? Ms. ...? Let’s listen
again.)

Compuer: Ms. Kennedy.

Kevser: Kennedy.

Merve: Simdi meslegi gelecek arkasindan. Bakalim ne is yapiyormus? (Now, it says
her job. Let’s see what her job is.)

Computer: She is an architect.

(Merve stopped the listening and waited for an answer).

Computer: She is architect. She designs buildings.

Merve: Neymis Kevser? (What is her job, Kevser?)

Kevser: Architect gibi bir sey dedi. (It said something like architect.)

Merve: Evet giizel. Tiirkgesi neydi? (Yes, good. What is it in Turkish?)

Arda: Bilmiyorum. (I do not know.)

(Merve In-class Observation, January 08, 2020)

The excerpt above indicated that Merve was doing the listening activities the way she
mentioned during the interviews. She replayed the parts about which she asked
questions several times. The replays helped the students with visual impairment to
understand what the speaker in the listening track was saying. However, Merve’s
questions about the listening track mostly focused on vocabulary items and she offered
translation of the target vocabulary items in the listening track.

In terms of teaching reading skills, Merve experienced several difficulties and
challenges in the School for the Blind. As mentioned before, Merve did not know how
to read and write in Braille and she used Braille printing when she prepared handouts
for her students with visual impairments. In addition to this, the coursebook they were
using for English lessons was printed with its Braille contractions and the students
with visual impairment did not know how to read and write with these contractions.
Given that, using the Braille coursebook was the main barrier to teaching reading
skills. She exemplified how the Braille contractions were used in the coursebook as

follows:

I wanted the students with visual impairments to see the script of English language.
We really tried very hard, but it did not make any sense for the students. For example,

(1%t

there is a “p” that stands for personal and “kn” letters stand for knowledge. It is written
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as “p kn”, which means personal knowledge. They could not read it (Merve Individual
Interview, February 19, 2020).
In addition to the coursebook and its Braille contractions, the attitudes of the students
with visual impairments toward reading were emerged as a barrier, as well. The
students with visual impairments thought that reading in English was a complicated
process and they did not want to do reading activities because of orthographical

differences between Turkish, English, and Braille contractions.

They do not want to read because reading in English is very complicated for them. I
barely get them to say something in English. In addition to this, it writes something
but pronounced something else due to the orthographical differences between
languages. When the Braille contractions are used, it becomes extremely complex
(Merve Individual Interviews, February 19, 2020).

Given that Merve had several barriers when she did the reading activities, she

mentioned that she used different activities, in which the students with visual

impairments were verbally engaged.

I cannot get the students with visual impairment to do reading activities. I just do the
activities, in which I can receive their verbal responses (Merve Individual Interview,
January 15, 2020).

In-class observations revealed that although Merve used reading materials from the
coursebook, the students with visual impairments were rarely engaged with the reading
material as they did not use their coursebook because of the orthographical differences.
Additionally, Merve tended to read the reading passages during the lessons and the
students with visual impairment were supposed to listen when she read the reading
material. As in the case of the listening activities, when Merve read the passage, she
stopped to provide the translation of the text and/or she asked questions about the
reading passage. If the students with visual impairments could not answer the
comprehension questions, she reread the parts that her questions were directed to. She
also employed fill-in-the-blank activities, during which she was reading the questions

and the students with visual impairments tried to fill the gaps.

During the lesson, Merve read a paragraph. While she was reading, she provided
definitions of the vocabulary items and translated the sentences. When she completed
reading the paragraph, she asked fill-in-the-blank questions. When she was asking the
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fill-in-the-blank questions, she reread the parts where the students could get the

answer (In-class Observation, December 04, 2019).
Besides teaching listening and reading skills, Merve taught speaking and writing skills,
as well. However, these language skills were the most neglected ones in Merve’s
English language teaching practices in the School for the Blind. Although she
mentioned that she taught writing to her students in Samsun and Ankara, she could not
teach writing in the School for the Blind because the students with visual impairment
needed to write in their Braille writing slate with its pen. The process of writing in
Braille writing slate was time-consuming and tiresome for the students with visual
impairments. Thus, Merve did not want to use writing tasks. She explained her choice

as follows:

The students with visual impairment write with their Braille writing slate and its pen.
The Braille pen is like a nail. When they write, it is very painful for them. We write a
couple of sentences, and they start to tell me that their hands are aching. Then we stop
(Merve Individual Interview, February 12, 2020).
The process of writing in Braille slate was not the only difficulty Merve experienced
when she planned writing activities. The orthographical differences also caused

problems when the students with visual impairments wrote in English.

I was having great difficulty. I spelled every letter one by one during the writing
activities. I was spelling with the Turkish alphabet. When we switched to English
spelling, it got complicated. I was saying “e” and they wrote “i”. Correcting each
student in the class took a lot of time. Thus, I decided to prepare a Word document
and print it out with the Braille printer. In doing so, the students with visual
impairment had their learning materials (Merve Individual Interview, February 12,
2020).
Merve’s statement above indicated that her writing practices were not well-organized
because the orthographical differences between the languages could be resolved with
spelling exercises. In addition to this, Merve’s use of Turkish as a medium of
instruction and translating English content led the students with visual impairment to
fail to learn English spelling. Thus, Merve only used the dictation technique with the
writing activity, and it could be said that the writing activities were not used as novel

language production.

114



Reading Listening Writing Speaking Grammar Vocabulary Pronunciation

O B N W b U1 O N 0 OO

Figure 17: Merve's Teaching Main and Sub- Language Skills

Regarding the speaking skills, Merve mentioned that the number of students in each
class in the School for the Blind was not suitable for speaking activities. In addition to
the number of students, she also commented that the students in “normal” schools were

more capable of speaking than the students with visual impairments.

The students were sitting in their places with the household items on their desks.

Merve explained the activity and instructed them to stand up and change their seats

because the students were supposed to communicate with each other using the

materials on their desks. However, the students were having problems interacting with
each other. As the students cannot see each other, they needed to face each other. Yet,

Merve did not accord the students’ positions for peer interaction. Thus, the students

could not communicate with each other, and the activity could not reach its goals

(Merve In-class Observation, March 11, 2020).

In-class observations showed that throughout the data collection processes, Merve
employed speaking activities only once, and the activity failed to reach its objectives
as shown in the observation note above. The failure stemmed from her lack of
knowledge about how to organize a speaking activity in the School for the Blind
because the students with visual impairments needed to be physically positioned in a
way that they could get involved in the speaking activity.

Merve’s teaching main language skills was also accompanied by teaching the
sub-skills of English language. These sub-skills were grammar and vocabulary. In-
class observations revealed that Merve’s English language teaching practices in the
School for the Blind mostly focused on grammar and vocabulary teaching. Merve’s

grammar teaching practices followed a sequence of steps. In a regular lesson in the
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School for the Blind, she first named the grammatical topic of the day and provided
discoursal information. The discoursal information she provided was based on the
activities in the coursebook. Then, she provided examples sentences of the target
grammatical structure, which was subsequently translated. The following excerpt

illustrated Merve’s introduction to the grammatical structure of “would rather”.

Merve: Tercihlerimizi belirtirken bir kelime daha vardi. Kullanabiliyoruz ben tercih
ederim anlamina geliyor ama prefer’den farkli bir kelime. “Would rather”. I would
rather eat a hamburger than a pizza. Prefer olunca “to”, would rather olunca “than”
getiriyoruz araya. Neyin arasina iki seyi karsilastirirken ilk soyledigimiz isimle
ikincisi arasma. Hamburger than pizza: Hamburgeri pizzaya tercih ederim. Simdi
“prefer” yerine “would rather’la” climleler kuralim. Kitabimizda sdyle bir soru var:
What do you prefer doing on summer holidays?

(When we express our preferences, there is a word. We can use it, it means “I prefer”
but it is different. “Would rather”. I would rather eat a hamburger than a pizza. When
we use “prefer”, we use “to” in-between. When we use “would rather”, we use “than”
in- between. We use [to and than] between the first and second words. Hamburger
than pizza. I would rather eat a hamburger than a pizza. Now, let’s create sentences
with “would rather” instead of “prefer”. In our book, there is a question: what do you
prefer doing on summer holidays? (Merve In-class Observation February 05, 2020).

The example sentences were then followed by an activity, in which the students with
visual impairments were supposed to form sentences with the target grammatical
structure. Merve sometimes used the grammatical activities of the coursebook. If she
thought that the activity in the coursebook was not suitable for her classroom practices,
she only employed a question-answer activity, in which the students with visual
impairments tried to use target grammatical structure. In the following excerpt Merve

was teaching question forms of present simple tense and she made use of the activities

of the coursebook as a guideline for her grammar teaching.

Merve: Sorumuza geri dénelim. Do you like fairs? Sever misiniz? Do ile basladigina
gore sorumuz yardimet fiilimiz var. Cevap verirken nasil cevap verecegiz? (Let’s get
back to the question. Do you like fairs? Do you like it? The question starts with “do”,
we have the auxialry verb. When we answer the question, how do we answer it?
Kevser: Imm.

Arda: 1 like.

Merve: Uzun soru oldugu i¢in bagina evet ya da hayir diye net bir cevap versek mi?
Yes, sonrasinda I like fairs, ya da yes, I do. Sevmiyorsak ne diyecegiz? No, I don’t
veya uzun cevap verirsek No, [ don’t like ... (The question requires a full answer, and
we need to use yes or no. “Yes, then [we use], I like fairs,” or “Yes, I do”. If we do
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not like it, how do we answer? “No, I don’t” or if we give a full answer, “No, I don’t

like...”

Arda: Fairs.

Merve: Ikinci sorusu kitabinizin, which one is more exciting? Hangisi sizce daha

heyecan verici? (The second question of the coursebook is which one is more

exciting? [She translated the question in Turkish?]

(Merve In-class Observation, December 11, 2019).
As shown in the excerpts above, Merve made use of metalanguage information as
grammatical explanations. These explanations served as grammatical formulas. When
she was asked about the rationale of using metalanguage information, she mentioned
that she offered grammatical formulas, which made it easier for the students with

visual impairments to memorize the grammatical structure.

In grammar teaching, the students with visual impairment are not aware of what they
are doing. It is mostly memorization. I explain how the sentence starts and they try to
form similar sentences. They use their coursebook as a guide. It is no different than
memorizing words for them (Merve Individual Interview, February 19, 2020).
However, she commented that these students lacked metalanguage information in their

native language, which caused problems when she used metalanguage information in

English.

I give metalanguage information so that the students with visual impairments can
formularize it. Yet, I realized that the students with visual impairments did not know

9% ¢

the terms “subject”, “verb” and others in their own language. Thus, I tended not to use
metalanguage information very often but still it is a habit for me (Merve Individual
Interview, February 12, 2020).
In addition to the metalanguage information she provided, providing translation of
vocabulary items and/or sentences was the most commonly used technique in Merve’s
grammar teaching in the School for the Blind. She translated every sentence she
produced during her English language teaching practices. As can be seen in the
excerpts above, the translations she made were a mixture of Turkish and English. The
in-class observations also revealed that the metalanguage information and
grammatical explanations were verbally provided, and the follow-up written forms of
metalanguage information were not offered to the students with visual impairments.
In terms of vocabulary teaching, Merve suggested the students with visual

impairments to memorize vocabulary items because she thought vocabulary learning
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for the students with visual impairments was a matter of memorization and repetition.
Accordingly, she provided vocabulary items in isolation in her regular lessons. She
listed them and told the Turkish meanings of the words. Alternatively, when she was
teaching grammar, she would translate the words in the example sentences. When she
was explaining her vocabulary teaching practices, she mentioned that the students with
visual impairments lacked the concept that the words meant. The lack of conceptual
knowledge led Merve to contextualize vocabulary items she was teaching. Thus, she
offered either Turkish translation of the words or explained the vocabulary items in

detail in Turkish. Then, she taught vocabulary items.

When I say this is a lion and that is a tiger, it does not mean anything for the students

with visual impairments because they do not know what these animals look like. I first

contextualize the words and then give their English versions. In this way, the students
with visual impairment are able to embody the words they are learning (Merve

Individual Interview, November 06, 2020).

Merve also tried to find suitable teaching materials to contextualize the vocabulary
items due to the students’ lack of conceptual knowledge. Contextualizing the
vocabulary items served two main purposes. First, Merve used contextualizing to teach
everyday concepts to the students with visual impairments. Second, she tried to ground
the vocabulary items on the concepts she taught through contextual information.

The last theme that emerged from data analysis was classroom interaction
patterns in the School for the Blind. The interaction patterns were observed to be
between Merve and the students with visual impairments and interactions were
directed from teacher to student, that is, Merve initiated classroom interactions, and
the students with visual impairments only communicated with their teacher. The
classroom interaction patterns showed that when the students with visual impairments
initiated communication, it was also directed to their teacher. During the in-class
observations, it was realized that the classroom interaction patterns were organized

around the question-answer sequences. Merve would ask a question and the students

with visual impairments answered to the question.

Merve was teaching vocabulary items about touristic and historical places. When she
was asking questions, she normally named the student who was going to respond. Yet,
she asked a question to the classroom without assigning questions to the students. In
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doing so, although she waited for a while, she could not get any response from the

students (In-class Observation, February 19, 2020).

However, it was noted that when Merve asked a general question, which was not
directed to a specific student, the students with visual impairment did not answer the
question. Given that the students with visual impairments cannot see mimics and
gestures of their teacher, they needed a signal which reminded them that the question
was directed to them.

To summarize Merve’s English language teaching practices, it could be said
that Merve used the coursebook as a curricular guide and organized her language
teaching practices accordingly. What was interesting, though, she thought that the
students with visual impairments were less capable of learning English language when
compared to “normal” students. Such an attitude towards the students with visual
impairments led Merve to lessen English language teaching methods and techniques.

In terms of teaching main language skills, Merve’s practices showed that
listening activities served to revise vocabulary items, for which she directed
comprehension questions. The students with visual impairments were expected to
understand chunks and phrases during the listening activities. Thus, listening activities
that required the students with visual impairments to understand main ideas and details
were limited.

As opposed to the listening activities, reading activities caused several
challenges and problems for both Merve and the students with visual impairments.
These challenges and problems were orthographical differences, Braille contractions,
and attitudes of the students with visual impairments. The orthographical differences
between English and Turkish made it difficult to read in the target language for the
students with visual impairments. In addition to this, the coursebook was printed in
Braille with its English contractions and both the students with visual impairments and
Merve lacked knowledge of English Braille contractions. Combined with
orthographical differences, Braille contractions caused reluctance to read in English
for the students with visual impairments. Thus, reading passages were read by the
teacher from the “normal” coursebook. While Merve was reading passages, she
constantly translated the reading content into Turkish to make it more comprehensible

for the students with visual impairment.
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Similar to reading activities, teaching speaking and writing skills posed several
problems for Merve, as well. Data analysis revealed that these language skills were the
most neglected language skills in Merve’s English language teaching practices in the
School for the Blind. On one hand, she thought that the number of students in each
class was not suitable for speaking activities and the classroom interaction patterns
indicated that the classroom communication was mediated by Merve and the direction
of the communication was always from teacher to student. Hence, the opportunities,
in which the students with visual impairments interacted with their peers in English
were rather limited. In addition to the interactional patters, Merve’s frequent use of
translating English content into Turkish reduced the opportunities, in which the
students with visual impairment could practice their speaking skills. On the other hand,
Merve chose not to implement writing activities in the School for the Blind. As in the
case of reading activities, the orthographical differences caused confusion and
misunderstandings during writing activities. Additionally, the students with visual
impairment needed to write with their Braille slate, which was tiresome and painful
for them. Given these, implementing writing activities during English classes was
time-consuming for Merve and she tended to skip writing activities.

Lastly, the in-class observations and interviews revealed that Merve’s language
teaching practices focused on grammar and vocabulary. She offered discoursal and
metalanguage information when she introduced and taught grammatical structures.
She provided examples with the target grammatical structure and asked the students
with visual impairment to produce their own examples with the target structure. In
terms of vocabulary teaching, Merve mostly provided vocabulary items in isolation,
which meant that she listed and translated vocabulary items. In doing so, she expected
the students with visual impairments to memorize vocabulary items. In addition to this,
she sometimes tried to contextualize vocabulary items because the students with visual

impairments did not have conceptual knowledge of some vocabulary items.

4.1.16. Merve’s Use of Educational Technologies
Educational technologies provide opportunities to improve, enhance and enrich one’s

language teaching practices. In this vein, Merve was asked about her use of educational
technologies throughout her teaching career during the individual interviews. She
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mentioned that when she enrolled in the teaching certificate program, educational
technologies were a recent phenomenon and there was not a course devoted to how to
integrate educational technologies in English language teaching. Thus, she did not
receive any training during the teaching certificate program, and she was aware that
she was not capable of using educational technologies in English language teaching
when she completed the program. However, she enrolled in in-service trainings when
she started to teach in Samsun and Ankara. In these in-service trainings, she learned

to utilize educational technologies.

The program was not sufficient in terms of educational technologies. I learned to
integrate educational technologies into my teaching through in-service trainings. In
these trainings, I became competent to use the internet, utilize the smartboard, and
prepare presentations (Merve Individual Interview, November 06, 2019).
After attending these in-service trainings, Merve started to use materials of the
publishing houses as well as prepare her own content with the help of educational

technologies. She thought that her capability to utilize educational technologies was

the result of the in-service trainings she attended.

I participated in in-service trainings about educational technologies. I can utilize these
technologies thanks to those trainings I attended. I know how to create my own
content. I prepared some. Additionally, there are available resources of publishing
houses. I combined my own materials with the ones prepared by publishing houses.
As I said, I can easily use educational technologies (Merve Individual Interview,
January 15, 2020).
When Merve transitioned to the School for the Blind, she was surprised to see that the
students with visual impairments were capable of using technological devices such as
mobile phones, computers, and tablets. Subsequently, her thoughts about the use of
educational technologies for language teaching in the School for the Blind began to
change. She realized that the students with visual impairments tended to enjoy using

technological devices. Although she valued and emphasized use of educational

technologies, she was unsure about the underlying cause of her students’ tendencies.

I cannot answer this question for sure. I am not sure whether the students with visual
impairments really love technology, or it just breaks just the classroom routines, which
makes it different and the students want it. Which one? Both can be applied.
Technology something that has many visual effects, as you know it. The students with
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visual impairment cannot see this vivid and colorful world. Of course, I make
explanations [about visual elements]. Yet, as I said, I use it for the sake of making my
lessons a little bit different (Merve Individual Interview, January 15, 2020).

The excerpt above showed the mismatch between her willingness to utilize educational
technologies in the School for the Blind and the value and meaning of the educational
technologies for the students with visual impairments. Although her conflicting views
about the use of educational technologies in the School for the Blind continued to exist,
she made use of online platforms to find suitable materials for the students with visual
impairments when Merve transitioned to the School for the Blind. The online
platforms she often looked for were Pinterest and MoNE’s platform. While Pinterest
was used for material development and adaptation, she made use of MoNE’s online

platform for asynchronous teaching purposes.

We listen to a video about our topic. It is like an introduction. Subsequently, I teach
the topic or stop the video and make explanations. This is how I make use of online
platforms (Merve Individual Interview, November 6, 2019).

The following in-class observation note showed how Merve utilized MoNE’s online

platform.

Merve opened a video from MoNE’s online platform, in which a teacher explained

the topic of the unit and provided key vocabulary items. The teacher in the video

explained the topic and keywords in English and subsequently provided Turkish
translation. In addition to this, there were visual materials in the video. When there
was a visual in the video, Merve stopped the video and described the visual material.

The students contributed to her explanations with their examples, but the examples

were also in Turkish (Merve In-class Observation, February 26, 2020).

In addition to Merve’s use of online platforms, she mentioned that the School for the
Blind has resources and necessary equipment for 3-D and Braille printing, smartboard
applications, and computer systems.

In terms of 3-D printing, Merve mentioned that printing 3-D materials was a
long and difficult process because she needed to follow a series of formal procedures
to receive permission for 3-D printing. In addition to this, Merve thought that using
tactile materials was a necessity, yet she did not use 3-D printing in the School for the

Blind because there were alternative ways to use 3-D materials.
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I can print 3-D materials, but it is a very laborious and long process. Plus, I cannot go
and print 3-D materials as I want it. I need to follow a series of procedures. I know it
exists, but [ have not used it so far. I think there is nothing much in it for English
language teaching. I already use my own tactile materials (Merve Individual
Interview, January 15, 2020).
Although Merve did not use 3-D printing in the School for the Blind, she made use of
Braille printing. Merve utilized Braille printing for several purposes. As mentioned in
her writing practices, the students with visual impairment had difficulty in writing in
English because writing in Braille slate was a painful process, and the orthographical
differences between English and Turkish confused the students with visual
impairments during the writing activities. Thus, when she wanted to provide learning
materials and/or give homework to the students with visual impairments, she first
prepared a Word document on the computer and then printed it in Braille. Additionally,

Merve considered Braille printing as timesaving and practical because she did not have

to follow a series of formal procedures for Braille printing.

In the School for the Blind, there is a room for printing teaching and learning materials
and there is an assistant, who is responsible for the printing duties. When teachers
want to print their work in Braille, they prepare it on the computer, and they hand in
their work to the assistant. The assistant then prints the materials in Braille and
delivers them to the teachers. Braille printing is free of charge for the teachers in the
School for the Blind (Field Notes, December 04, 2019).

In addition to Braille printing, Merve utilized smartboard applications in the School

for the Blind. The purpose of utilizing smartboard applications for Merve was to enrich

her English language teaching practices. In doing so, she thought that her lessons

became more enjoyable.

I actively use smartboard applications. For example, the students with visual
impairments can play interactive games. I describe visual elements and they do the
matching. They really enjoy it. By using a smartboard, I can integrate technology in
my teaching practices, and the students with visual impairments learn by joy.
Otherwise, they get bored (Merve Individual Interview, January 15, 2020).
However, there were two main challenges for Merve’s integration of technology in her
teaching practices. According to her, she could not teach English with the smartboard

in the School for the Blind and it was similar to her inability to use the whiteboard. As
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she could not write and/or draw on the board, utilizing the smartboard for teaching

purposes emerged to be impractical.

I cannot teach English by writing and drawing on the smartboard. I cannot do anything
with the smartboard (Merve Individual Interview, January 15, 2020).
The other challenge she experienced when she used smartboard applications was the
bodily movements of the students with visual impairments. Merve considered that the
independent movement skills of the students with visual impairments were still in

development.

It is poor. Their independent movement skills are below the average. Some students
still try to improve their bodily movement skills (Merve Individual Interview, January
15, 2020).
When she used smartboard applications, the students with visual impairments needed
to navigate on the smartboard. The in-class observations indicated that some of the

students with visual impairments lacked bodily movement skills and they had

difficulty in playing games on the smartboard.

The students with visual impairments wanted to play games on the smartboard. Merve
took the students to the computer lab, where the smartboard was located. The students
with visual impairments were really happy. She then asked the students about the
game they wanted to play. The students wanted to play a game, in which there were
three pictures and they needed to find the picture that describes the word on the screen.
When the students with visual impairments were playing the game, Merve described
and explained visual elements on the screen. The students with visual impairment,
although they were instructed to navigate around the screen, their movements were
restricted. Sometimes, Merve held the hands of the students to show them where they
needed to touch on the screen (Merve In-class Observation, January 15, 2020).

The in-class observation notes above showed that although the students with visual
impairments enjoyed playing interactive games on the smartboard, they experienced
difficulties when they were required to be physically active during Merve’s classes.
In addition to Merve’s use of educational technologies, the students with visual
impairments used Braille technologies during Merve’s classes. These technologies
were Braille typewriter and Orbit device. In terms of Braille typewriter, Merve’s

experiences showed that it was not practical to use Braille typewriter because it needed
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continuous arrangements, which required her to pay attention to the position of the

paper in the Braille typewriter for each student, respectively.

The students with visual impairments used their Braille typewriters until last academic
year. Some students preferred to write with Braille slate. The Braille typewriter is an
old-fashioned technology. The paper slides out of the writing range. Writing with a
Braille typewriter is a real problem (Merve Individual Interview, February 12, 2020).

Figure 18: Braille Typewriter

Alternatively, the students with visual impairment started to use the Orbit device,
which was a new technology for people with visual impairments. Orbit device, as
shown in Figure 18 below, allowed the students with visual impairments to write and
read with a panel. Merve mentioned that writing with the Orbit device removed all the
painful and time-consuming process of writing with Braille typewriter and slate. The

following field note described how the Orbit device operates.

Orbit device is a technological equipment specifically designed for people with
disabilities. It can be considered as a keyboard, which can be operationalized with the
Braille writing system. The panel where the letter and symbols emerge as the students
write contains 20 characters. The device has a memory stick, and the students can
print their work by using the memory stick. Merve also can transform “normal”
writing in Braille and upload it to the device. However, the device cannot connect to
the internet (Field Notes, March 11, 2020).
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Figure 19: Orbit Device

Although she was initially happy that the students with visual impairments can read
and write with ease by using the Orbit device, she was disappointed when she learned

about the features of the device.

I was really disappointed. I asked whether I could use it like a tablet and connect it to

the internet, they said no. It has no value and meaning for me. I was thinking of

uploading my materials to the students’ devices, but I cannot. The students with visual

impairments do not have phones or tablets. | was initially excited because I thought I

can use it effectively. But no (Merve Individual Interview, February 19, 2020).
To summarize Merve’s use of educational technologies, it could be said that she was
not competent to utilize educational technologies in her teaching practices when she
completed her undergraduate studies and the teaching certificate program. To
compensate for her lack of ability to use educational technologies, she participated in
an in-service training about educational technologies and improved her capability to
use educational technologies. In Samsun and Ankara, she actively used the
smartboard, prepared presentations, and utilized the internet to enrich her English
language teaching practices.

Upon transitioning to the School for the Blind, she started to question the

effectiveness and value of educational technologies in English language teaching. She

thought that technology was highly visual and colorful, and the students with visual
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impairment did not see the world that was vividly created by the technology. Hence,
she was not fully convinced about the effectiveness and value of educational
technologies for the students with visual impairments.

In the School for the Blind, while Merve made use of 3D and Braille printing,
and smartboard applications, the students with visual impairment utilized Braille slate,
typewriter, and orbit device. In terms of 3D and Braille printing, Merve had the
necessary resources and equipment in the School for the Blind. On one hand, Merve
did not prefer to use 3D printing due to the fact that 3D printing was a time-consuming
and long process. Instead, she created/adapted her own tactile materials and used them
in her teaching practices. On the other hand, she actively used Braille printing for
giving handouts and homework to the students with visual impairment because
printing Braille materials was easy and practical for her. In addition to her use of
Braille printing to cater to the needs of the students with visual impairments, Merve
utilized smartboard applications to differentiate her English language teaching
practices. However, individual interviews and in-class observations revealed that she
did not use the smartboard for language teaching purposes. Instead, she used
smartboard applications and available online platforms for the entertainment purposes,
yet the bodily movement skills of the students with visual impairments caused
challenges and difficulties.

The students with visual impairments used their Braille slate, typewriter, and
the Orbit device during their classes and the students used these devices mainly for
writing purposes such as taking notes and preparing their homework. Merve thought
that the Braille typewriter was an old-fashioned device, and it caused several practical
problems for both the students with visual impairments and her. Orbit device, on the
other hand, was a recently developed technology for the individuals with visual
impairments and it was easy to use for the students with visual impairments. The
students could use the Orbit device for reading and writing. However, the device did
not have internet connection and the number of characters in a line was a limiting

factor for its effective use.
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4.1.17. Merve’s English Language Teaching Materials
Language teaching and learning materials are vital component of English language

teaching practices because students can conceptualize, contextualize, and use the
target language through the materials they have during their language learning
processes. In this regard, Merve was asked about her experiences about English
language teaching material development. She mentioned that the teaching certificate
program did not equip her with the necessary skills to create and adapt English
language teaching materials during her pre-service years because of the program’s
uniformity for all teacher candidates. She further evaluated the teaching certificate
program by saying that the graduates of teacher education programs paid more
attention to creating and using English language teaching materials when compared to

the teaching certificate program she enrolled in.

They [graduates of teacher education programs] put intense and active effort into
material development and adaptation. I believe they worked harder than us in this area.
If we prepared 3 materials during the teaching certificate program, they prepared more
than 20 (Merve Individual Interview, November 06, 2019).
Merve also considered English language teaching materials development as a skill set
in the field of language teaching. She mentioned that preparing language teaching
materials was beyond her capability because she saw herselfto be less skilled to create
language teaching materials. Although the teaching certificate program and her

abilities did not prepare her adequately in terms of developing language teaching

materials, she tried to create language teaching materials in their best forms.

I am not skilled. I try to prepare materials. I put my efforts and do as much as I can.
Of course, better materials can be created, but I can do this much. I do not say that |
cannot do it and I do not prepare materials. I just keep trying (Merve Individual
Interview, January 08, 2020).
Merve’s English language teaching experiences showed that she prepared multimodal
language teaching and learning materials for her students in Samsun and Ankara.
These multimodal materials included audio-visual materials, presentations,
smartboard applications, and short stories. Similarly, upon her transition to the School

for the Blind, as mentioned in her language teacher identity formation, Merve felt the

immediate need to provide/create language teaching and learning materials to the
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students with visual impairments because she realized that the contributions of the
available recourses to English language learning processes of the students with visual
impairments were rather limited. Available resources for the students with visual
impairments were the Braille coursebook and MoNE’s online platform. Merve

mentioned her resentment with the resources she had access to as follows:

We do not have tactile materials. We have audio materials, but they are commercially

produced materials. Yesterday, we tried to listen to a short story on MoNE’s platform.

Ineffective. We do not have materials specifically designed for the students with visual

impairments. Neither in the School for the Blind nor in MoNE’s platform (Merve

Individual Interview, February 19, 2020).

As mentioned before, the Braille coursebook was designed and printed based
on the “normal” coursebook and the Braille coursebook was printed with its Braille
contractions and without any visual materials in it. While Merve was not literate in
Braille, the students with visual impairments were not knowledgeable about Braille
contractions in English. Given that, both Merve and the students with visual
impairments could not effectively use the Braille coursebook. The ineffective use of
the Braille coursebook intensified Merve’s emotional and professional resentment in
terms of English language teaching materials.

With her increasing awareness and knowledge about the needs of the students
with visual impairments, she tried to find materials from the online platforms she had
access to order to compensate the Braille coursebook. She looked for alternative ways
to develop language teaching materials that catered to the needs of the students with
visual impairments. She, then, developed/adapted her own language teaching and
learning materials based on the examples she found on the net. The platforms she
searched for materials were social networking sites and the websites of the schools for
the blind in Europe and the USA. She also mentioned that searching for English
language teaching materials on the net and the processes of material development and

adaptation were mutually informing.

Merve: 1 am looking for gathering creative ideas for material development and
adaptation. If they have a video about the material I have looked at, I try to understand
how it is used and see what the possible outcomes are. For example, I was teaching
“telling the time” to my 5™ graders. It gets confusing for the students with visual
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impairments. You can say that it is 16:15 or alternatively it is quarter past four.
Recently I looked for materials about telling the time.
Researcher: If you find the materials you are looking for and it has a video about it, as
well. How do you evaluate it? Are you trying to use the material as it was used in the
video?
Merve: I totally consider my students’ conditions and if the material is applicable in
my context. The video offers me some ideas. [After watching the video], I am able to
say that this part is suitable and applicable in my context, or I should change this and
that parts to make it more useful (Merve Individual Interview, January 15, 2020).
Merve’s efforts to develop language teaching and learning materials for the
students with visual impairments made her realize that she needed to consider the level
of conceptual knowledge of the students with visual impairments possessed because
the students with visual impairments lacked knowledge of everyday concepts. In
addition to the ineffective use of the Braille coursebook, it could be said that the need
to create English language teaching and learning materials also stemmed from the lack
of conceptual knowledge of the students with visual impairments. Thus, Merve

developed/adapted language learning materials that could be used for concept teaching

and language learning based on the ideas she gathered from the net.

I am aware that the students’ lack conceptual knowledge. I needed to teach them
concepts first. Thus, it becomes more difficult to teach vocabulary and find materials
(Merve Individual Interview, October 30, 2019).

Merve developed a strategy, which was in line with the considerations about
conceptual knowledge of the students with visual impairments, to teach vocabulary
items to the students with visual impairments. She provided contextual information to
help these students conceptualize vocabulary items they were learning. However, the
questions that the students with visual impairments asked due to their lack of
conceptual knowledge were emotionally and professionally challenging for Merve.
She explained her reaction when a student with visual impairment asked a question

about flying objects.

Last Monday, when I was teaching extreme sports, one of the students asked me a
question. It was shocking for me. She asked me that “Is a plane and parachute the
same thing?”. Explain it if you can. When such questions came out, giving the concept
is more important than vocabulary teaching because they do not have concepts (Merve
Individual Interview, February 12, 2020).

130



The interviews and in-class observations revealed that Merve was unsatisfied with the
materials she had in the School for the Blind and she needed to reorganize her teaching
methods, techniques, and strategies in order to align her practices with the available
language teaching and learning materials. The reorganization processes led her to limit
the number of methods, techniques, and strategies she had employed in Samsun and
Ankara. In the School for the Blind, she began to arrange her English language
practices around the listening activities, which required using audio materials. She

explained her choice of using audio materials as follows:

The only material I can use is audio because my lessons are mostly based on listening

activities, or I provide descriptions (Merve Individual Interview, February 12, 2020).
She further mentioned that her choice of using mainly audio materials in her English
language practices was due to the visuality of English language teaching and learning.
She thought that what made language learning materials interesting was their visuality
with colorful and animated nature. According to her remarks, she could not make use
of visual materials, such as videos, photos, and other demonstrations because the
students with visual impairments cannot see the visuality of the materials, which led
her to question the effectiveness of using visual materials in her English language

teaching practices.

I totally give up using visual materials. For example, we have a “movies” unit in 5"
grade. I really wished to show them cartoons. I am not sure whether it is going to be
something good for the students with visual impairments. They cannot see the
animations. I do not know watching cartoons can create the same effect for the
students with visual impairments (Merve Individual Interview, March 04, 2020).
Lastly, although developing and adapting English language teaching materials that
were suitable for the students with visual impairments were needed, the teachers in the
School for the Blind did not collaborate when they developed English language
teaching and learning materials. Merve thought that they all have similar materials and
sharing them was not useful for her. Instead, she valued the exchange of ideas when

she developed materials and she tended to share her ideas with the ELT community at

the School for the Blind.
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I do not think that it [sharing materials] is very effective because we have similar

materials. Tests, handouts, and other supplementary materials. In this regard, it does

not change my material development processes. Instead, I value the idea part of the
material development. When we have something original, we can share with each

other (Merve Individual Interview, March 04, 2020).

To summarize, Merve’s teacher cognition in terms of English language teaching and
learning material development underwent several changes throughout her career.
Merve thought that material development and adaptation were a skill set for her and
the teaching certificate program she enrolled in did not adequately provide her
opportunities to improve her material development and adaptation skills. However,
she tried to prepare English language teaching and learning materials as much as she
could throughout her career. The individual interviews revealed that she prepared
multimodal and multisensory materials for her students in Samsun and Ankara. When
she transitioned to the School for the Blind, she realized that the available resources,
which were the Braille coursebook and MoNE’s online platform, were rather limited.
To compensate, Merve searched for ideas on the net and she frequently visited social
media platforms and the websites of the schools for the blind abroad. She then
developed/adapted her own materials based on the ideas she gathered from the internet.

What was interesting, though, Merve reorganized her English language
teaching practices around the audio materials because the visuality of English language
teaching and learning materials emerged to be the main obstacle to her teaching
practices as well as material development and adaptation. In addition to this, the lack
of conceptual knowledge of the students with visual impairments was considered to
be emotional and professional barriers in Merve’s material development and
adaptation practices. Thus, she tried to develop/create English language teaching and
learning materials that could be used for both concept teaching and language teaching
and learning.

Lastly, the ELT community at the School for the Blind did not collaborate
when they designed/developed English language teaching materials because Merve
thought that they had similar materials that were derived from the same resources.
Instead, she preferred to exchange creative ideas with her colleagues to develop her

own materials.
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4.2. Case 2: Mustafa’s Teacher Identity
Individual interviews and in-class observations revealed that “personal history”,

“educational background”, “initial teacher identity formation” and “in-service
experiences in the School for the Blind” emerged as components of Mustafa’s
language teacher identity. Emerged categories and themes are illustrated in Figure 21

below.

4.2.1. Mustafa’s Personal History
Mustafa was born in 1969 in Ankara. He was the youngest member of his family with

his twin brother and three elder brothers. His father worked as a security guard in the
General Directorate of Turkish Post and his mother was a housewife. Mustafa grew up
as a “normal” child until at the age of six. By “normal”, it is meant that he did not have
any visual impairments and his family did not have any visual impairment history in
their nuclear and extended family. However, Mustafa and his twin brother started to
lose their vision due to a pathological illness. When he was eight years old, Mustafa
lost his total vision. From that time now on, he could only differentiate darkness and
lightness. Thus, Mustafa divided his personal history into three parts, that is, his
childhood without visual impairments, starting to lose his vision in childhood, and a
person with visual impairments.

To start with, Mustafa positively mentioned the social experiences he had lived
through before he started to lose his vision in his childhood. He implied that the times
he could see provided him a variety of life experiences and it was these life experiences

that boosted his self-confidence as an individual with visual impairment.

I have the advantage of seeing. It is about life experiences. When | was a child, I
experienced lots of things. [ played with my friends, climbed up a tree, picked fruits.
1 did all of these both when I was losing my sight and when I lost my vision. I learned
many things by touching. [...] As I said, life and tactile experiences are important for
an individual with visual impairments (Mustafa, Individual Interview, February 05,
2020).

When he and his twin brother started to lose their visions, Mustafa considered himself
“lucky” to have his vision until at the age of eight because he was able to experience

different social encounters in his childhood as mentioned above.
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I was luckier than many of the disabled people. I mean I would go anywhere with my
parents, meet with my relatives, get to know the neighborhood. Our relations were
intimate. I made friends, too. We played many games together such as football,
dodgeball, tag, etc. My friends did not have visual impairments. But it was a big group,
only 3-5 children (Mustafa Individual Interview, October 30, 2019).
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Figure 20: Mustafa's Language Teacher Identity

As opposed to his positive experiences during his childhood, he started to experience
social, academic, and psychological obstacles as he grew up due to his worsening
visual impairment. To overcome these difficulties, his family members supported him

in various situations.

My family supported me. Having elder brothers was advantageous for me. They
helped us [referring to his twin brother, as well] with our studies. They took us to our
schools, picked us up after school. Thanks to them, we did not suffer a lot (Mustafa
Individual Interview, October 30, 2019).
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When Mustafa lost his vision, he applied to Gorenller School for the Blind, which is
the second School for the Blind in central Ankara. Prior to their acceptance to the
School for the Blind, students with visual impairments underwent a skill-based process
of examination. The result of this examination determined their acceptance to the

School for the Blind.

Academic achievement was a priority at that time. They [the School for the Blind]
evaluated us. They checked whether we were Braille literate or not. They assessed our
skills in hands-on tasks. Do you know what they asked when I applied there? They
showed me an adjustable scanner, and they asked me whether I knew how to use it.
At that time, this was the process. They [the School for the Blind] were good at
assessing and classifying the students with visual impairments (Mustafa Individual
Interview, February 19, 2020).

He further commented that students with visual impairment were grouped based on
their abilities in different hands-on tasks. Mustafa believed that the categorization of
the students with visual impairments based on their abilities and talents fostered their
productivity. Yet, he stated that the School for the Blind does not follow the same

policy anymore.

For example, if a student with visual impairment was not academically competent, but
skilled in music, s/he was guided to music. Or, we had installation and repairing
categories. The students who were guided in these categories focused on their
vocational skills. [...] They were selecting us. This was the case at that time. But now,
the policy is not the same. The School focuses on the idea that a student with visual
impairment should complete his/her primary school education here, learn some real-
life skills. If they can, they will pursue further education in high school, etc. (Mustafa,
Individual Interview, February 19, 2020).

As a result of the categorization mentioned above, he was satisfied with the education
he received because his primary school teacher helped them learn how to read and

write in Braille by using various Braille literacy teaching methods.

Generally, we had braille nails. We learned how to read and write with nails. [...] We
started with nails and moved to Braille slate. Although my primary school teacher was
not a special educator, she developed a unique technique. When we started to read and
write, she asked us to buy a notebook. “Normal” students use it, but we do not need a
notebook. She, then, started to paste the sentences we were writing into our notebooks.
She was turning our sentences into a book. When we [students with visual
impairments] start to read and write, the margins have to be wide because the senses
on our fingertips slowly learn to understand the written script, and if the margins are
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not wide enough, it causes difficulties in learning how to read and write. Anyway,
when we were at the end of the academic year in primary school, we all had a kind of
storybook that was pasted into our notebooks. Her technique was really great (Mustafa
Individual Interview, October 30, 2019).
It can be said that Mustafa received satisfactory primary and secondary school
education in the School for the Blind. However, in Turkey, when students with visual
impairments complete their primary and secondary school education, they have to
continue their high school education in a “regular” high school because the structure
of Turkish education system does not allow students with visual impairments to pursue
their education in a special education high school. In this regard, Mustafa applied for
a high school upon his graduation from the School for the Blind. Yet, the high school
he applied did not want to accept him by claiming that the school did not have the

necessary resources to teach students with visual impairments.

High school was a totally different environment. The teachers did not know you; their
approaches were peculiar. When [ first applied there, the school rejected me. They
said they did not know how to teach students with visual impairments (Mustafa
Individual Interview, October 30, 2019).

Mustafa further explained that the high school administration was not aware of the
inclusive education law. When he applied for the high school for the second time, he
presented the inclusive education law to the school administration. Upon the

presentation of the law, the administration unwillingly accepted him to the school.

They did not know the law. We have inclusive education law. We have to continue
our education in a “regular” school because there was not any high school for the
students with visual impairments. After we presented the law to the school
administration, the school accepted me. Otherwise, they were not going to complete
my registration to the high school (Mustafa Individual Interview, October 30, 2019).

In addition to the discriminatory approach of the school administration, Mustafa

experienced academic obstacles due to the fact that some of his teachers in his high

school did not want to cater to his academic needs.

As I mentioned, teachers in high school had different approaches. I was in the
department of quantitative studies. I was not good at mathematics. Why? Because the
mathematics teachers were not willing to cater to my needs. They were using the
blackboard a lot. Taking my notes was time-consuming. When I was in the middle of
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writing the notes from the blackboard, the teachers cleaned the board and they moved
to another topic. I could not completely take my notes. Also, they were speaking and
writing very fast. Thus, my mathematics results were low. But | had science teachers,
who helped me a lot. They had an inclusive approach. When they wrote something on
the blackboard, they read it for me and waited for me to complete taking my notes
(Mustafa Individual Interview, October 30, 2019).

Although Mustafa experienced social and academic obstacles in high school, he
managed to complete his high school and took the university entrance exam in 1988.
Given the popularity of the Department of International Relations at that time, he chose
to continue his education in the Department of International Relations at Middle East
Technical University. At the university, he enrolled in language preparatory school for
a year because the medium of instruction at Middle East Technical University is
English. Upon completion of language preparatory school, Mustafa started to take his
departmental courses. He stated that the social and academic obstacles he experienced
in high school were also reflected at the university. Thus, he had to endure
discriminatory comments at the university, as well.
I took the university entrance exam in 1988. I got into the Department of International
Relations at Middle East Technical University. I completed my university education
in five years. [ experienced a lot of difficulties. Some of the academic staff approached
me with discriminatory comments. They were saying that “they cannot spare their
time for my academic needs and exams”. Also, they were asking me “what are you
doing here? Why did not you choose a university, in which the medium of instruction

is Turkish?”. I received my university education under these conditions (Mustafa
Individual Interview, October 30, 2019).

Mustafa also noted that the university encouraged its academic staff to be inclusive
and conducted awareness-raising activities about students with disabilities. Similarly,
the majority of the academic staff at the university, who keenly catered to his social
and academic needs, allowed him to audio-record their courses, allocated time
extensions for his assignments, helped him with the course materials, and found him a
volunteer reader(s) by making frequent announcements during their courses. Thus, it
can be inferred that the university tried to cater to Mustafa’s academic needs by

utilizing inclusive practices.
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He started to have
vision problems at the
age of six.

He lost his vision. Thus, he
started to receive his primary
and secondary school education
in the School for the Blind.

He started his undergraduate
education in International
Relations at Middle East
Technical University.

He was assigned as a public
servant at the Ministry of
Culture and Tourism.

He completed his English
language preparatory
school and
undergraduate studies.

Upon the Ministry of
National Education’s call for
teaching positions, he
transitioned to the School
for the Blind as an English

language teacher.

Figure 21: Mustafa’s Timeline of Career Path

However, data analysis revealed that the academic and social obstacles
Mustafa underwent were partially stemmed from the available resources at the
university. The available resources at the university were offered to all students
through library services. Even though the library services were open to all students,
some of these services could not be utilized by the students with visual impairments.
The library did not have technological gadgets such as computers, screen readers, and
braille printers in its inventory and it could not provide these services to the students
with visual impairments. Thus, Mustafa had to find temporary solutions to study his

lessons and to complete his assignments throughout his university education.

When I was studying at the university, computer technologies were not as developed
as today. The available recourses were limited. I did not have a computer and
computers were not commonly used. [ was able to study for my lessons with the help
of my friends and volunteer readers. They were sharing their notes with me. I
completed my university education with these solutions (Mustafa Individual
Interview, October 30, 2019).

When Mustafa was studying at the university, he wanted to be a diplomat, which was
a career choice in line with his university education. In his senior year at the university,

he realized that the Ministry of Foreign Affairs did not accept the applications, which
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were made by individuals with disabilities. Given this, upon the completion of his
university education, Mustafa applied for the public servant positions at the Ministry
of Foreign Affairs as an alternative to the position for possible diplomats. However,
the Ministry of Foreign Affairs rejected his public servant application on the pretext
that an individual who would work for Ministry of Foreign Affairs cannot have any

disabilities.

I looked for possible positions for a year. I was aware that I could not be a diplomat
at the Ministry of Foreign Affairs. I knew they would not let me work for the Ministry.
Alternatively, I applied for public servant positions at the Ministry of Foreign Affairs.
Even for the public servant position, they rejected my application (Mustafa Individual
Interview, October 30, 2019).

Mustafa later applied for the research assistant position at a University. Based on his
experiences, he wanted to make sure that he was going to be treated equally and he
called the university to disclose his visual impairment. The university invited him to
take the written and oral exams for the positions. Although Mustafa successfully

passed the written exam, he was acknowledged during the oral exam that the university

did not want a research assistant with visual impairment.

I called them [the University] and explained my situation. I clearly stated that I have
visual impairments. Then, I asked whether I could apply for the research assistant
position for the Department of International Relations. They asked the dean and
replied that I could apply for the position. Probably, the dean thought that I was not
going to pass the exams. I passed the language proficiency test and written exam. [...]
During the interview, the dean told me that “we do not want such a research assistant.”
He could not explicitly say that we do not want a person with visual impairments. |
never forget the sentence he told me. “Mustafa, two plus two does not always equal
to four.” When I insisted on a clearer explanation, they called the interview off.
(Mustafa Individual Interview, October 30, 2019).

Mustafa applied for several other positions, and he was accepted as a public servant in
the Ministry of Culture and Tourism in 1994. He worked for almost three years and

his main duty was to answer phone calls. In his position in the Ministry of Culture and

Tourism, he felt unproductive and useless.

I worked for the Ministry of Culture and Tourism for almost three years. There, [ was
a simple public servant, doing simple tasks. I did not do much. I did not feel that I am
productive (Mustafa Individual Interview, October 30, 2019).
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Mustafa mentioned that he anticipated his application processes and working
conditions to be negative and unproductive during his undergraduate education. Thus,
he considered the teaching profession as an alternative path in his career based on the
suggestions he received from his family members and former teachers because

Mustafa wanted to feel that he was worthy, productive, and useful.

I start to consider the teaching profession as an alternative when I realized that I could
not be a diplomat (Mustafa Individual Interview, October 30, 2019).

Although teaching was not his priority in his career, he wanted to be a teacher because
he did not have any possible options that he could pursue a career as a diplomat. In
this vein, he waited for the Ministry of National Education to call for the teaching
positions. In 1997, the Ministry of National Education offered English language
teaching positions to the graduates of the universities, where the medium of instruction
was English, and Mustafa transitioned to the School for the Blind as an English

language teacher.

4.2.2. Mustafa’s Initial Teacher Identity Formation
Mustafa mentioned that he regularly got in touch with his former teacher in the School

for the Blind. In these meetings, his former teachers narrated their career experiences
and explained possible obstacles and difficulties in the teaching profession. His
English teacher realized his English language skills in these meetings and suggested
Mustafa to consider the teaching profession as an alternative career path. Mustafa’s
teacher’s comments about his English language proficiency encouraged him to enter

the teaching profession.

I kept in touch with my former English teachers when I was at the university. I paid
attention to their suggestions. That’s why I wanted to be a teacher (Mustafa Individual
Interview, November 13, 2019).

As mentioned above, Mustafa made his mind to be an English language teacher when
he realized that he did not feel productive and worthy while he was working as a public
servant at the Ministry of Culture and Tourism. However, the transition to the teaching
profession was not as easy as he considered because he had to provide an official

medical report. He had to prove to the medical jury that he was capable of working as
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a teacher. Having visual impairments was considered to be an obstacle and the medical
jury did not want to certify him as a person who was capable of working as a teacher.

Mustafa recalled the process as follows.

It was very difficult. The MoNE asked for an official medical report that certified me
as a person who could teach. The report had to state that I could be assigned to any
school in Turkey. This was a regular procedure. I told my administrator in the School
for the Blind that I might not get the medical report because I had visual impairments.
When the medical jury interviewed me, they asked me how I was going to teach. I
tried to explain how I was going to teach. [...] My explanation did not satisfy them.
They decided that I could not teach in a “normal” school so they certified my medical
report stating that [ could only teach in the Schools for the Blind. Doctors decided it,
not educators (Mustafa Individual Interview, November 13, 2019).
Upon the medical jury’s certification, Mustafa was assigned to be an English language
teacher in the School for the Blind in January 1994, and he was required to complete
his practicum during the transition period. In his practicum, he was supposed to
observe, micro-teach, and complete other tasks assigned by his supervisor. During the
interviews, Mustafa mentioned that he worked with his former English language
teacher, who also had visual impairments. During the practicum, Mustafa had several
concerns in terms of English language teaching because Mustafa did not receive any
prior training in English language teaching when he transitioned to the School for the

Blind. Thus, working with his former teacher lessened Mustafa’s concerns and

anxiety.

At the university, [ only learned the language. I did not receive any training in teaching
English. Because I did not have pedagogic-content knowledge. I observed my
supervisor for a semester. I did not teach. It was very beneficial for me. He also had
visual impairments and he was my English language teacher. I learned a lot from him.
Additionally, I received the teaching certificate courses. Then I solidified my teaching
skills (Mustafa Individual Interview, November 13, 2019).
In addition to the practicum, Mustafa received an intensive teaching certificate
program, which was offered by the Ministry of National Education during the summer
of 1994. In the teaching certificate program, Mustaf received foundational pedagogic
courses such as educational psychology, material development, and assessment and

evaluation. Chronologically, Mustafa first observed English language teaching

practices of his supervisor and experimented with these practices in micro-teaching
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sessions. Then, he received foundational pedagogic courses, which were designed as
theoretical courses. In this vein, Mustafa mentioned that he could relate the practical
issues he observed and experimented with their theoretical foundations during the

teaching certificate program.

I did not have major practical concerns because I was following my supervisor’s
practices during the practicum. Yet, I did not know educational psychology, and
assessment and evaluation. Taking foundational pedagogic courses was useful. For
example, my supervisor was explaining how I needed to evaluate the students, but I
learned the principles of assessment and evaluation in the teaching certificate program
(Mustafa Individual Interview, December 25, 2019).
However, it is important to note that the teaching certificate program Mustafa received
was not designed for the respective fields of the prospective teachers, that is, the
prospective teachers from non-education fields received the same pedagogical
education in the teaching certificate program. Given that, Mustafa was skeptical about
the efficiency of the teaching certificate program because he did not think that he

obtained fundamental principles of English language teaching.

I can teach grammar in some ways, and I do not have any problem in teaching
grammar. However, we [English language teachers in Turkey] have problems with
other language skills such as speaking. Plus, they [Pre-service teacher educators] did
not teach us how to teach English. Should we speak English all the time? Can we
speak Turkish if necessary? Or should we mainly use Turkish? (Mustafa Individual
Interview, December 11, 2019).

Thus, Mustafa relied on his supervisor’s language teaching practices and his
experiences when he started to teach, and he underwent a process of apprenticeship of
observation. His supervisor helped him understand the dynamics of English language
teaching through micro-teaching sessions. The observation sessions and micro-

teaching practices served as opportunities to fill the gaps in his pedagogic content

knowledge.

I learned English language teaching methods, strategies, and techniques from my
supervisor. He had a teaching routine. He first presented vocabulary items and then
taught grammatical structures. He had the students with visual impairments write
example sentences. At the end of the lesson, he completed reading tasks and speaking
activities. I learned to follow this routine from his practices (Mustafa Individual
Interview, December 25, 2019).
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Along with learning how to use different methods and techniques of English language
teaching, Mustafa mentioned that the questions his supervisor was asking to the
students with visual impairments helped Mustafa find the equilibrium of using English

and Turkish during his lessons.

The strategy I liked most was that he was not limited to the curricula. He was asking
questions about daily life. He talked about the topics that were not in the curricula. In
doing so, my supervisor was trying to push students further to practice their speaking
skills. 1T am trying to utilize the same strategy (Mustafa, Individual Interview,
December 25, 2019).
To summarize Mustafa’s initial teacher identity formation, Mustafa wanted to work as
a bureaucrat, and he received his undergraduate education in International Relations
in an English-medium university. However, when he applied for the positions in
different ministries, he was not considered to be a “suitable” candidate for the
bureaucracy due to his visual impairments. Thus, he looked for alternative
occupations, in which he could feel productive and worthy. Upon his former English
language teachers’ suggestions, Mustafa decided to enter the teaching profession.
Subsequently, he applied for the teaching positions. To complete his application
processes and became an English language teacher, he needed to obtain a full medical
report. The medical jury decided that Mustafa could only teach in the Schools for the
Blind. As a result, he was assigned to the School for the Blind in Ankara. When he
was assigned to the School for the Blind, he needed to complete a two-semester
practicum. In the practicum period, he had the chance to observe his supervisor’s
English language teaching practices, which helped him understand the dynamics of
language teaching. In addition to the practicum period, Mustafa completed an intensive
teaching certificate program designed for the teacher candidates from non-education
departments. In the program, Mustafa took pedagogical courses. Combined with the
practicum, Mustafa was able to begin to bridge theoretical and practical concerns of

English language teaching in his initial teacher identity formation processes.

4.2.3. Mustafa’s In-service Experiences
Upon successfully completing his practicum period and the teaching certificate

program, Mustafa started to work as a full-time English language teacher in the School
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for the Blind. It could be inferred that Mustafa’s transition to the teaching profession
was a comfortable and welcoming one for three main reasons: the familiarity with the
school environment, the similarity of the students’ needs, his English language
proficiency. As mentioned above, Mustafa was a former student of the School for the
Blind, and he worked with his former English language teacher during the practicum.
Given that, he was knowledgeable about the school environment and available
recourses. Additionally, Mustafa could easily sympathize with his students’ needs
thanks to his schooling experiences in the School for the Blind. Lastly, Mustafa’s
undergraduate education helped him improve his English language proficiency and he
did not experience any language proficiency-related problems during the practicum
period.

When he started to teach in the School for the Blind, Mustafa began to form
his philosophy of education and English language teaching. According to him, the
students with visual impairments should receive basic education, which provides
opportunities for them to master skills that are necessary for daily life. Along with this
basic education, the students with visual impairments should receive further academic
support and curricular differentiation to be able to continue their education after they

leave the School for the Blind for high school education.

The skills and knowledge that students need to use in their daily life should be
provided. These skills and knowledge are the same for all students. We should offer
this basic education first. Then, if a student wants to pursue an academic career, we
can offer more (Mustafa, Individual Interview, December 11, 2019).

Mustafa also based his philosophy of education on the idea of equal opportunities, and
he mentioned that education should minimize the discrepancies caused by unequal
opportunities. To minimize the discrepancies, he suggested that education policies
should be consistent and inclusive. He also added that Turkish education system does

not offer equal opportunities for students with visual impairments because their needs

are usually overlooked and/or ignored.

We do not have equal opportunities. When the Ministry prepares the curricula and the
coursebook, they do not consult us [teachers in the School for the Blind]. That’s why
the coursebook is visual. I agree that the pictures in the coursebook can help “normal”
students to contextualize the content, yet the Ministry should adapt the coursebook
based on the needs of the students with visual impairments. [...] Also, the policies are
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not consistent. The number of lessons in each grade decreased. But why? (Mustafa,
Individual Interview, December 11, 2019).

On one hand, Mustafa supported the idea of basic education, which teaches
daily life skills to the students with visual impairments, and he thought that the needs
of the students who wanted to pursue their academic lives should be accommodated.
Also, he asked for consistency and inclusivity in education policies. On the other hand,
when he was asked about his philosophy of English language teaching, he prioritized

learner motivation and the necessity of language learning.

We should create opportunities for learner motivation. This is the number one
criterion. Then, the students should realize the necessity of learning a foreign
language. The students with visual impairment have negative attitudes toward English
language and they are a little bit scared of it. When they start their language learning
by saying ‘I cannot’, it is really difficult to eliminate this attitude (Mustafa Individual
Interview, January 08, 2020).

It is important to note that Mustafa did not relate English language learning to
globalization and acculturation. Instead, he explained the availability of English

language in students’ daily lives when he tried to increase his students’ motivation to

learn English language.

I do not relate language learning with the trends [globalization and acculturation]. I
tell my students that English language will be in every part of their lives, and it is
practical to learn it. For example, they ask me what game over is, what speed means,
etc. and I tell them if you do not know English, you cannot play these games. [...] The
language of the computer is English. If you know English, you can use computers
easily. Plus, when you apply for a job, if you know English, your chances to get the
job will increase (Mustafa Individual Interview, December 11, 2019).

The observation data revealed that Mustafa occasionally explained the importance of
education and English language learning for the students’ academic lives. He also set
goals for his students to motivate them. In doing so, he assumed a motivator teacher

role as well as he presented himself as a role model for the students with visual

impairments.

Mustafa was teaching prepositions to 5™ graders. After he explained grammatical
structures and uses of the prepositions, he made a small motivating speech.

Mustafa: Bunlar lisede iiniversitede hep karsimiza ¢ikacak seyler. Unutmayin bunlaru
(You will see the prepositions in high school and at the university. Do not forget
them).
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Zehra: Ogretmenim, bunlar {iniversitede karsimiza c¢ikacagi i¢in Ofrenmemiz
gerekiyor (Sir, we are going to see these prepositions at the university, so we need to
learn them).
Mustafa: Evet. Ne diyoruz o zaman, siz hepiniz tiniversiteyi okuyacak ¢ocuklarsiniz.
Mesela bazilarmiz Ingilizce 6gretmeni olsun (Yes. Well, I believe you are all going to
study at the university. [ hope some of you will be English teacher.) (Mustafa In-class
Observation, October 30, 2019).
In addition to his role as a motivator, Mustafa emphasized teacher agency in his
language teacher identity. The importance he attached to teacher agency stemmed
from his schooling experiences as well as the experiences he had during his job
application processes. As mentioned above, Mustafa had difficulty adapting high
school environment due to his teachers’ lack of disability awareness. Also, the medical
jury’s attitudes made him realize that he needed to assume an agentic role for his
students. In doing so, he thought that he could guide and counsel his students to the

realities they would experience when they left the School for the Blind.

Mustafa: If [ have 5 minutes at the end of the lesson, I talk about my experience. 1
mention my high school difficulties. Sometimes, I give the examples of the attitudes
academic staff can have at the university. The students with visual impairments like
it.
Researcher: Is not it worrisome for the students with visual impairments?
Mustafa: No, they like it. I do not always talk about my negative experiences. I talk
about positive aspects, too. They do not know what they will possibly experience, so
this is just a piece of preliminary information. They may be scared but it will not be
shocking for them when they experience such things (Mustafa Individual Interview,
December 11, 2019).
Data analysis also showed that Mustafa’s agentic role led him to think that he could
help the teachers in “normal” schools to understand the needs of the students with
visual impairments if a channel of communication was established. The rationale of
establishing such a channel stemmed from the assumption that when the students with
visual impairment completed their secondary school education and left the School for
the Blind for high school education as inclusive students, the majority of the teachers
in these “normal” schools would overlook the needs of the students with visual
impairments. However, the observation data revealed that Mustafa expected such a

channel of communication to be established by the teachers in “normal” schools.

When we were talking about the graduates of the School for the Blind, Mustafa
mentioned the need to communicate with the teachers in “normal” schools because he
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thought that these teachers generally did not pay attention to the needs of the students
with visual impairments. Upon his suggestion, the researcher asked him whether he
tried to establish a channel of communication with these teachers. His response was
contradictory to his suggestion (Mustafa Field Note, January 15, 2020).
Although there was a contraction between his suggestion and his response to
communicate with the teachers in “normal” schools, Mustafa took an agentic role to
raise awareness about the disability issues through the community service projects.
According to Mustafa, the society thinks that students with visual impairments should
learn how to carry out their survival needs. Thus, academic and social achievement are
not expected from the students with visual impairments.

They [society] want us to survive. They expect us to learn the skills that are necessary
for survival. [ am not sure they can even teach us those skills. When I say survival, 1
mean the things such as doing the laundry, tying a shoelace, do the cleaning, etc.
(Mustafa, Individual Interview, February 19, 2020).
In addition to the society’s expectations from the students with visual impairments,
Mustafa thought that individuals with visual impairments are responsible for the

emergence of such expectations.

You cannot do it, step aside. Individuals with disabilities try to avoid the
struggle/challenge. They think that they should get a medical report so that they can
be excluded from the challenging duties. They are a little bit lazy. But it is still in my
mind. A teacher should be like him [referring to physical education instructor at the
university]. He challenged me to complete the tasks of physical education such as
running, jumping, etc. If we are challenged, we can improve ourselves (Mustafa,
Individual Interview, March 04, 2020).
By acknowledging his critical view on the disability issues, Mustafa tried to raise
awareness about the academic and social capabilities of the students with visual
impairments. In this regard, he occasionally welcomed pre-service English teachers
because these students were assigned to complete their community service projects in
the School for the Blind. According to their assignments, these students needed to
observe Mustafa’s English language teaching practices. After the lessons, Mustafa
provided additional information about how to approach students with visual
impairments. In doing so, Mustafa believed that the pre-service teachers whose

community service projects were in the School for the Blind would have a constructive

and welcoming attitude towards the students with visual impairments.
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We had many pre-service teachers, who completed their community service projects
here. I paid attention to each of them. I told them that when you have a student with
visual impairment in your classes, you should not ignore them. You need to check
their academic capabilities. If a student has an additional disability, that’s different,
but if a student is academically capable, you should approach them as you do to other
students. You should differentiate your instruction based on the needs of the student
with visual impairment. You must not ignore him/her. It is not acceptable to say that
I do not know Braille, so I leave that student out (Mustafa Individual Interview,
February 12, 2020).

In addition to his efforts to prepare his students for the realities they might experience
and to raise awareness through the community service projects, Mustafa challenged
the Ministry’s policies about the coursebook to cater to the academic needs of his
students with visual impairments. He tried to contact the Ministry to inform that there
were some students who had low vision and these students could use the coursebook
if it was printed in bigger fonts. Although he could not get an immediate result from

his contacts, the Ministry eventually took his suggestions into consideration.

We asked for bigger fonts for our students with low vision. The fonts should be
between 18-20. This is valid for inclusive students and our students. The Ministry
needs to print approximately one thousand coursebooks. Not only English
coursebook, but also the other coursebook. We could not get the results we wanted.
We suggested that teachers who work in special education schools can offer
consultancy when they convert the “normal” coursebook into the coursebook the low-
vision students use. We asked for visual descriptions for the pictures in the
coursebook. Nowadays, we see the Ministry started to print the coursebook the way
we suggested (Mustafa Individual Interview, February 19, 2020).

Although Mustafa challenged the Ministry’s policy regarding the coursebook formats,
he did not fully embrace his teacher role as a resource provider to compensate his
students’ academic needs. During the interviews, Mustafa mentioned the importance
of learning materials, which consisted of tactile and audio-visual materials, when he

was a student in the School for the Blind. Having worked with such materials fostered

his learning processes.

We had modeling lessons. We were trying to make an object by using different
materials such as plastic, wood, or flavor. For example, the teacher showed us
a model cat. Then, he asked us to make a cat. In doing so, not only we were
learning the shapes of certain objects, animals, etc. but also we understood the
concept of these objects (Mustafa Individual Interview, January 08, 2020).
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While he acknowledged the importance of learning materials for the students with
visual impairments, Mustafa used the coursebook and a set of songs as the main
teaching materials. He based his choice on the idea of using objects in his students’

immediate environment such as desks, and tables.

Researcher: Can you give the number of language teaching materials you prepared in
a year?

Mustafa: I do not know. Maybe one material in an academic year. Maybe two or three.
It is not more than five or six learning materials. I generally use the commercial ones.
Researcher: Is it because it is difficult to prepare, or you do not need such materials?

Mustafa: 1 do not feel that I need them very much. For example, if I am teaching
comparative adjectives, it is not necessary to prepare certain shapes to show the
students with visual impairments which one is the bigger one. I can compare desks
and tables (Mustafa Individual Interview, December 25, 2019).

Mustafa’s lack of interest and effort to provide and prepare learning materials for the
students with visual impairments was apparent. What was interesting, though, was that
although he claimed that he was using available materials in the classroom instead of
preparing new ones, the classroom observation data revealed that Mustafa did not use

available resources in the classroom.

Mustafa was teaching days, months, and seasons to the 3™ grade students. As shown
in Figure 22, there was a table of seasons prepared by the classroom teacher. The
researcher showed Mustafa the material and suggested to him that he could make use
of such material. Although he agreed to use it, he did not use the material that was
available in the classroom. Instead, he played a song of seasons from YouTube
(Mustafa Classroom Observation, February 05, 2020).
When he was asked about his choice of not using the material in the classroom, he
claimed that his students were good at learning new vocabulary items, so he did not
need to use the material. It can be inferred from the data analysis that not only Mustafa
generally preferred not to provide and prepare learning materials for his students with

visual impairments, but also he preferred not to use available materials in students’

immediate environment.
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Figure 22: Seasons

Instead, he preferred to use the coursebook as his main teaching material and included
several songs related to the theme of the topic being covered. The rationale of using
the coursebook was that it was easier to organize his lesson around the curricula
mandated by the Ministry of National Education and he considered using the songs
during his classes was a way of differentiation of instruction. Thus, the coursebook
and songs he used in his classes helped Mustafa plan his lessons based on the grade he

was teaching.

Throughout the data collection processes, it was realized that Mustafa did not bring
the coursebook to his 3™ graders’ lesson. Instead, he brought his MP3 player. When
the researcher asked him, he mentioned that he was familiar with the curricula, and he
checked the coursebook before the lesson. During the lesson, he employed oral
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activities such as question-answer sequences and played songs about the theme of the
topic. On the other hand, he used the coursebook with 5™ graders (Mustafa Field Note,
March 11, 2020).

While he focused on planning his lesson around dialogues and speaking activities in

primary school, he included four language skills in his lesson planning in secondary

school.

The curricula are based on visual elements in “normal” schools. If you check the
primary school coursebook, there are lots of pictures. The written script in these books
is limited. We do not have reading and writing in primary school. They start in 4™
grade. What is our difference, then? We do lots of dialogues and speaking exercises
because we have four or five students in each class. So, the students have the chance
to participate in dialogue activities three-four times. It is not possible in “normal”
schools because they have approximately 30 students in each class. This is our
advantage. Repetition is important. I start my lessons by revising the last lesson’s
topic. This is my plan in primary school. In secondary school, I include reading and
writing exercises in the coursebook. We write example sentences together with the
students with visual impairment. Then, they write their own sentences (Mustafa
Individual Interview, February 12, 2020).

In addition to differentiation his lesson plan based on the students’ grades, Mustafa
paid attention to the number of students with visual impairments in his classes who
were subject to the individualized education program. If the number of these students

were high, he decided to simplify the curricula to cater to the needs of these students.

I prepare individualized education programs for the students. For example, I am
teaching “suggestions” and it can be difficult for the student with the individualized
education program. In the class, I ask the student to do the activity. I offer him/her
hints and clues. In doing so, I do not exclude him/her from the classroom activities,
and I help him/her to understand the structure (Mustafa Individual Interview, February
12, 2020).
From Mustafa’s statements, it was understood that he followed a routinized classroom
practices and he usually preferred not to use learning materials apart from the songs
and the coursebook. Thus, it can be said that he did not fully assume his teacher role
as a resource provider. What was interesting, though, was that although he utilized a
limited number of learning materials, Mustafa was critical about the learning materials,

which was prepared and provided by Rosalinda.

She prepares learning material on computer and prints out in Braille. She prepares 3-
4 pages homework. I come across students in the break-times, they are not eager to
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complete their homework. She explains each grammatical rules with lots of examples.
She provides examples of affirmative, negative, and question forms of the target tense.
She prepares conversion activities like from affirmative to negative. She provides
answer key. Students with visual impairments do not do this kind of homework
(Mustafa Individual Interview, February 12, 2020).
Mustafa was not only critical about the materials Rosalinda provided. From Mustafa’s
statements, it was understood that he criticized Rosalinda and Merve due to the fact
that they were not Braille literate. According to Mustafa, being Braille literate was
essential to understand the dynamics of language learning for the students with visual

impairments. It is also noteworthy that Mustafa considered being Braille literate to be

a privilege and his colleagues did not have such a privilege.

We have Rosalinda who can see. She has been here more than for 10 years. She is not
Braille literate. She can follow reading activities from the “normal” coursebook, but
she is not as lucky as me because it is not only reading. She cannot check students’
writings [...] Merve is also a new teacher here. I do not know her well, but she also
does not know Braille (Mustafa Individual Interview, February 12, 2020).
Upon his criticism about Rosalinda’s materials and being Braille illiterate, Mustafa
was asked about the areas that he and his colleagues collaborated in ELT community
in the School for the Blind. He stated that the collaboration in ELT community was

limited to the paper-work and legal requirements.

We collaborated in ELT community. For example, I prepare the paperwork and print
it. We talk about what we are going to add or exclude in the paperwork. After 1
complete the document, they check it. If there is anything to change, I make necessary
changes. Also, we talk about who is going to teach which grade. [...] They did not ask
for help about how to teach students with visual impairments. Regarding Braille
learning, we discussed about it for the first times, and I do not remember they asked
for help about Braille (Mustafa Individual Interview, February 12, 2020).
To summarize Mustafa in-service experiences, it can be inferred that Mustafa’s
transition to the School for the Blind was a smooth one because he was familiar with
the school and its available facilities and resources. Upon his transition to the teaching
profession, he started to form his philosophy of education, which supported the idea
that education system should help the students with visual impairments who are

academically successful to pursue their studies in academic fields. For the others, he

thought that providing basic education and survival skills would be sufficient. Also,
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he rationalized English language teaching and learning on the idea that the language
is used in our daily lives and students with visual impairments could benefit from
learning it.

Along with his philosophies, Mustafa assumed several teacher roles throughout
his career in the School for the Blind. He tried to motivate his students by narrating
his schooling experiences, which were challenging. He also presented himself as a role
model and asked his students to pursue their further education as he did. In addition to
being a role model and motivator, Mustafa assumed agentic roles to cater to the needs
of his students with visual impairments. He contacted with the Ministry of National
Education to request reformatting the coursebook for the students with visual
impairments. His teacher agency was not limited to catering his students’ academic
needs. Mustafa occasionally welcomed pre-service teachers, who were assigned to do
their community service projects in the School for the Blind. By welcoming these pre-
service teachers, he tried to raise disability awareness.

However, Mustafa’s statements showed that he did not assume his teacher role
as a resource provider, which meant that he was not willing to provide and prepare
English language learning materials for his students with visual impairments although
his learning experiences was enriched by additional resources provided by his former
teachers in primary and secondary school. What was interesting, though, was that he
was critical about his colleagues’ materials, and he claimed that the students with
visual impairments could not work with the materials provided by his colleagues.
Given his claim, one would expect him collaborate with the ELT community in the
School for the Blind to create learning experiences that were suitable for the needs and
capabilities of the students with visual impairments. However, Mustafa stated that the
only collaboration between English language teachers in the School for the Blind was
about completing the paperwork. Lastly, Mustafa was also critical about his colleagues
Braille illiteracy. According to his views on Braille literacy, his colleagues can teach
students with visual impairments to a certain extent because they cannot utilize reading

and writing activities due to the fact that they did not know Braille.
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4.2.4. Mustafa’s Language Teacher Cognition
In this section of the findings, Mustafa’s language teacher cognition is presented.

Based on the individual interviews, field notes, and in-class observations, “Subject
Matter Knowledge”, “Pedagogical Content Knowledge”, and “Pedagogical

Knowledge”, are emerged as the components of his language teacher cognition.

4.2.5 Mustafa’s Subject Matter Knowledge
English language is considered to be the subject matter knowledge for English

language teachers and Mustafa’s English language proficiency formed his subject
matter knowledge. Data analysis showed that Mustafa was always interested in
English language and he started to learn the language when he was in secondary

school.

I started to like English when I was in secondary school. We had five hours of
instruction in a week. Plus, we had extra two hours as an elective course. I was
interested in English from my secondary school years because English language
instruction started in secondary school at that time (Mustafa Individual Interview,
October 30, 2019).
In addition to his interest, the language teaching practices of his English language
teacher intensified his willingness to learn the language because his teacher provided
multimodal language learning experiences as well as collaborated with Australian

Embassy to help his students improve their speaking skills.

My English teacher made us listen to the story of rabbit and tortoise in English. It was
a simple thing, but I never forgot it. Also, there was not any community service
projects or internship in the School for the Blind. A lady from Australian Embassy, I
guess her name was Jean, was visiting our school. We were exercising our speaking
skills for an hour after the lessons. It was very different at that time (Mustafa
Individual Interview, March 04, 2020).
Although Mustafa enjoyed multimodal English language learning experiences, he had
to focus on other subjects when he transitioned to high school because Mustafa needed
to prepare for the university entrance exam. Thus, his English language learning
process paused in high school until he started his undergraduate education. Based on
his result of the university entrance exam, he chose to pursue his undergraduate

education at Middle East Technical University in the Department of International

Relations. As the university is an English-medium one, having high level of language
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proficiency was vital for Mustafa to complete his undergraduate education. Hence, he
enrolled in English language preparatory school for an academic year. After meeting
the language proficiency standards in English language preparatory school, Mustafa
started to take his departmental courses, which were offered in English. In his
departmental courses, Mustafa completed a variety of assignments, which further
improved his English language proficiency. It is also important to note that Mustafa
certified his language proficiency by taking the foreign language test when he was
looking for a position in the bureaucracy. Although he could not find a position in
bureaucracy, being a graduate of an English-medium university opened his path to the

teaching profession.

4.2.6. Mustafa’s Pedagogic Knowledge
Mustafa’s educational background showed that he was a graduate of the department

of International Relations, so he did not receive a formal teacher education. Instead,
he underwent a process of a two-semester practicum when he entered the teaching
profession. In addition to the practicum, he enrolled an intensive teaching certificate
program offered by the Ministry of National Education during the summer of 1994. In
the program, Mustafa was presented with foundational pedagogic courses such as
educational psychology, material development, and assessment and evaluation.
However, Mustafa could not have the opportunity to delve into the blindness-specific
pedagogic knowledge because the teaching certificate program he was enrolled in was
also offered to teacher candidates from other non-education fields such as science
education, mathematics, etc. and all teacher candidates in the program received the

same foundational pedagogic courses.
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Figure 23: Mustafa's Pedagogic Knowledge

Given the generality of the teaching certificate program Mustafa was enrolled in, he
did not think the program was sufficient enough for him. He also questioned the

efficiency of the teaching certificate program.

Unless a teacher candidate receives his/her pedagogic formation courses in his teacher
education department, [ will not be effective. If a teacher candidate is a graduate of a
teacher education program, then no problem with the pedagogic knowledge. It is
important to receive a well-structured pedagogic course (Mustafa Individual
Interview, March 04, 2020).
Mustafa also mentioned that the teaching certificate and teacher education programs
did not take the needs of the students with disabilities into consideration. Thus, the
prospective teachers, who would work with students with disabilities, had difficulty in

meeting the needs of the students with visual impairments.

Those students who have average academic capabilities and those who have high
levels of academic capabilities were ignored in special education, in practice and
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teacher education. Remember that a few years ago, the Higher Education Council
combined all special education teaching fields. Before that, we were in a good position
because we had teachers for students with visual impairments, teachers for students
with hearing impairments, etc. Combining respective fields of special education in a
program is not efficient. How are you going to teach these teachers sign language or
Braille (Mustafa Individual Interview, February 19, 2020)?
Data analysis also indicated that Mustafa could not practice his pedagogic skills, which
he learned in the teaching certificate program, in his early years in the School for the
Blind. The reason for not practicing his understanding of pedagogic issues stemmed
from the influences of the school administration and his supervisor. However, he
started to use his pedagogic approaches with his growing experiences in the School

for the Blind.

I could not utilize the pedagogic things I learned. I was under the influence of my
administrators and former teachers. They told me that the students were elder than
“regular” students so be strict with them. I tried to approach my students through my
administrators’ suggestions, but it did not work out well. Hence, [ used my pedagogic
approach and I realized that interacting with patience and compassion was the key for
the pedagogy (Mustafa Individual Interview, February 05, 2020).
To summarize, Mustafa formed his pedagogic knowledge through the practicum
experiences and the teaching certificate program. He was critical about the efficiency
of the program because the program was a general foundational pedagogic for all
prospective teachers. Thus, he could not receive pedagogic education related to
blindness-specific issues. In addition to this, he could not employ his pedagogic
understanding in his early years in the School for the Blind due to the influences of his
administrators and supervisor. Realizing that his administrators’ suggestions on

pedagogic issues could not work, he decided to approach his students with his

pedagogical understanding.

4.2.7. Mustafa’s Lesson Planning and Curricular Adaptations
Mustafa was teaching primary and secondary school students in the School for the

Blind, so he followed two different lesson planning and curricular adaptation
strategies. In terms of the curricula, he was critical of the uniformity of the curricula
mandated by the Ministry of National Education, and he suggested that the curricula

had to be reorganized to cater to the needs of the students with visual impairments.
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The curricula in special education schools should be flexible. Special education
schools should have distinctive curricula. For example, if the overall weekly course
hours are 30 in “normal” schools, the Ministry should not enforce the same weekly
course hours for the School for the Blind. It should be based on the needs. If a student
is talented at music, s/he should take more music lessons (Mustafa Individual
Interview, February 19, 2020).

Given that Mustafa had to follow the curricula mandated by the Ministry of National
Education, he felt that he was between the devil and the deep sea because, on one hand
he tried to complete the curricula in an academic year, on the other hand he wanted to
be autonomous in his curricular adaptations. Data analysis also showed that the

common rationale of his curricular adaptations depended on the needs of the students

with visual impairments.

To be honest, [ am feeling that I am between the devil and the deep sea because I try
to completely cover the curricula. I want to teach parallel to the coursebook. Yet, I
have my autonomy. I do not feel that restrained by the curricula. I do not think that I
have to cover 10 units if there are 10 units. The student should learn as much as s/he
can and learn excellently. If the curricula cannot be covered, let it be (Mustafa
Individual Interview, December 11, 2019).

Regarding his lesson planning, Mustafa mentioned that he was preparing formal lesson
plans in his early years in the School for the Blind. Yet, with his growing familiarity
with the curricula as well as the use of similar teaching materials, he started to prepare

his lessons cognitively. By cognitively, it is meant that Mustafa was retrieving his

lesson plans from his cognitive library.

I was preparing lessons plans before but I at least think about the next lesson’s topic
the day before the lesson. I plan my lesson cognitively. For example, I organize what
I am going to teach, which songs I am going to play, etc. (Mustafa Individual
Interview, March 04, 2020).

Although it is probable that his act of preparing his lesson plans cognitively might bear
a certain degree of systematicity, the in-class observations showed that Mustafa’s

classroom practices were open to spontaneous shifts.

Mustafa was teaching animals to 3™ grade students. He first introduced the topic and
provided the names of the animals the students were supposed to learn. Then, he
played a song he downloaded from YouTube. While the students were listening to the
song, Mustafa was mentioning the animals in the song. These new animals were not
mentioned in the initial phase of the lesson. Thus, his lesson plan seemed to include
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no predetermined set of vocabulary items. That’s why his lessons were spontaneous
(Mustafa In-class Observation, February 12, 2020).
Mustafa’s spontaneity in implementing his lesson plans was also reflected in curricular
adaptations he made. He decided that some of the activities in the coursebook were
difficult for the students with visual impairments. Instead of reorganizing the activities,

Mustafa preferred to exclude them from the curricula.

We skip fill-in-the-blanks activities. They are more difficult than other activities. For

example, they scramble the letters of a word. It is difficult to understand with Braille

(Mustafa Individual Interview, December 11, 2019).
Lastly, Mustafa’s lessons consisted of six main stages. At the beginning of the lesson,
he greeted the students with visual impairment and checked if there was an absent
student. Given that the number of the students with visual impairment in a class did
not exceed 6 students, he tried to interact with all students about their wellbeing,
respectively. Then, he moved to the next stage of the lesson, that is, the revision of
previous topic. In this stage of the lesson, Mustafa asked questions about the previous

topics and reminded the students of the vocabulary items they covered.
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Figure 24: Mustafa's Routinized Lesson Plan

After completing the revision part, Mustafa introduced a new topic, which was to be
covered during the lesson. In this part, while Mustafa focused on the vocabulary items
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in primary school, he taught grammatical structures in secondary school. Following
the introduction part, he implemented question-answer sessions with each student in
the classroom. In the question-answer sessions, he sometimes provided extra
information about the vocabulary items and/or the grammatical structures. After the
question-answer session, he played songs which he downloaded from YouTube. While
the students were listening to the song(s), he sometimes stopped the song and asked
comprehension questions. It is important to note that Mustafa generally spent a few
minutes to find the song(s) he wanted the students to listen. In the last phase of the
lesson, Mustafa revised the vocabulary items and/or the grammatical structures.

To summarize Mustafa’s lesson planning and curricular adaptations, it could
be inferred that he was critical about the uniformity of the curricula mandated by the
Ministry of National Education, and he suggested that the curricula had to be
reorganized according to the needs of the special education schools. The pressure to
cover all the curricular content caused dilemmas in his lesson planning as he was
supposed to teach parallel to the coursebook provided by the MoNE. In terms of his
lesson planning, the familiarity with the curricular content helped him to plan his
lessons cognitively. As he mentioned, he took the needs of the students with visual
impairments into the consideration when he planned his lessons cognitively. Although
he claimed that he prioritized the needs of the students with visual impairments and
tried to cover all the curricular content, the spontaneity of his lesson planning and

curricular adaptations might lead him to overlook the needs of his students.

4.2.8. Mustafa’s Classroom Management and Organization

Mustafa’s classroom management and organization practices changed drastically
throughout his career in the School for the Blind. Given the fact that Mustafa learned
theoretical foundations of classroom management and organization during the
teaching certificate program, Mustafa underwent a process of trail-and-error in terms
of his classroom management and organization practices. The fact that Mustafa
received several conflicting suggestions in terms of classroom management strategies
from his supervisor and administrator intensified the classroom management
challenges he experienced in his initial years in the School for the Blind because his

supervisor suggested him to be a welcoming teacher.
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My supervisor suggested me to move around the classroom and teach while walking
around the students. In this way, I could help the students concentrate and I could
check whether they were listening or not. He also told me to touch the students’
shoulder to motivate them. He wanted me to have a passionate attitude toward
students. I followed these strategies (Mustafa Individual Interview, December 25,
2019).

As opposed to his supervisor’s suggestions, the school administration wanted him to

follow strict management strategies.

My administrators told me to be strict and disciplined. They explained that if I was

not a strict teacher, | might not do certain things in my classes. Thus, I started to strictly

approach the students and sometimes reprimanded for their misbehaviors. Yet, I

realized that this approach did not work.

Mustafa’s classroom management and organization practices changed drastically after
he realized that the suggestions of his administrators in terms of classroom
management and organization did not work. He decided to have welcoming and
passionate classroom management strategies, which were in line with his supervisor’s
suggestions.

When delved into Mustafa’s classroom management practices, two major
factors emerged. These factors were classroom movement routines and calling out the
students with visual impairments. Regarding the classroom movement routines,
Mustafa had distinctive and routinized movements in the classroom. These movement
routines allowed him to know the students’ seats. While he was teaching, he would
approach the target student’s seat. In doing so, the student knew that it was his/her turn
in the activity. Following except showed the importance of the routinized classroom

movements in his classroom management practices.

Mustafa was teaching 3™ grade students. The classroom teacher was in the classroom,
and she was preparing learning materials for the students with visual impairments.
Thus, the researcher had to sit in Kemal’s seat, who was absent student at that day.
Mustafa approached Kemal’s seat to ask a question. He assumed that the researcher
was Kemal. However, the classroom teacher warned Mustafa that Kemal was absent,
and the researcher was sitting in his seat (Mustafa In-class Observation, December 11,
2019).

In terms of calling out the student served two main purposes. On one hand, Mustafa

specifically called out a student’s name to prevent any misbehaviors. If the student
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heard that Mustafa was calling out his/her name, s/he stopped talking with his
classmate. On the other hand, the students with visual impairments and Mustafa cannot
grasp body language such as pointing the student to participate in the activity. Thus,
he would gather around the students in the classroom and touched the students’
shoulder or desk to point out that it was that specific student’s turn in the activity. The
rationale of touching the students’ shoulder and/or desk was that the students with
visual impairments did not respond to general questions asked during the class, so the

teacher had to specify the student who was going to participate.

While I am teaching, I am moving around the students to check whether they pay
attention to what I am teaching. Sometimes, I touch students’ shoulder or desk to see
whether they are daydreaming or listening to me. If a student is daydreaming, I ask
him/her a question. In this way, the student starts to pay attention. Calling out the
students increase their concentration (Mustafa Individual Interview, February 05,
2020).
To summarize Mustafa’s classroom management and organization strategies, it can be
concluded that he was under the influence of his administrators and supervisor. Thus,
Mustafa had to try different approaches to classroom management and organization.
When he realized that the suggestions made by his administrators did not work, he
aligned his classroom management strategies to his supervisor’s advice as well as his
early experiences in the School for the Blind. In addition to his efforts to employ
classroom management strategies that could best fit his educational philosophy, data
analysis indicated that Mustafa used blindness-specific classroom management
practices. These practices were the classroom movement patterns and calling out the
students. Moving around the students allowed Mustafa to check whether the students
were paying attention to what he was teaching. Calling out students’ names, on the

other hand, were used to prevent any misbehaviors or to point out that it was the

student’s turn in the activity.

4.2.9. Mustafa’s Knowledge about Students
Understanding and knowing students’ socio-economic, cultural, familial, and
academic background were essential to cater to the needs of the students with visual

impairments. In this vein, Mustafa suggested that those families who have a child with
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disabilities should be educated about the disability issues before the child is born. He
also suggested that it was essential to establish collaboration between the Ministry of
National Education and the Ministry of Health to educate these families and to provide

early childhood education for the students with disabilities.

There is no early childhood education for the children with disabilities. Whether an
infant is disabled can be understood during the pregnancy. We should start with
preparing the parents with the collaboration of the Ministry of Health. Before the child
with disabilities, the parents should be educated because they definitely need to be
psychologically prepared. They need to be educated (Mustafa Individual Interview,
February 12, 2020).

Mustafa’s suggestion to educate families of children with disabilities stemmed from
the idea that the collaboration between the Ministries of National Education and Health

could be extended to prepare the children with disabilities and their prospective

teachers for their formal education.

As | mentioned, the teacher in inclusive classroom can be prepared to teach the
students with disabilities with the institutional collaborations. It is getting better
because teachers are not totally unknowledgeable about the disability issues (Mustafa
Individual Interview, February 12, 2020).

To understand his students’ academic and social background, Mustafa collaborated
with the counseling service of the School for the Blind. This collaboration consisted
of regular parents’ meetings, visiting students with visual impairments at their homes,
working with the classroom teachers, and providing individualized education

programs.

The newest example was a student named Tuba. You cannot hear her because she
talks in a very low tone, and it is really difficult to understand her. I informed the
counseling service. To understand what was going on, we invited her parents to the
school and consulted her classroom teacher. Her parents told us that she was talking
fine at home, and they did not have such a problem. She was feeling embarrassed in
the school, and that’s why she was reluctant to speak. Another example was Gamze.
She came to the School for the Blind from a “normal” school. She was absent for 3
days a week throughout the fall semester. We went to visit her parents several times
and explained the consequences of her absenteeism (Mustafa Individual Interview,
February 19, 2020).

As can be understood from the excerpt above, Mustafa was interested in his students’

social wellbeing. He thought that it was easier to cater to the needs of the students with
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visual impairments in the School for the Blind thanks to the total number of students
in each class. He also compared “normal” schools and the School for the Blind in terms

of the counseling services provided.

“Normal” schools are more crowded than here, and it is difficult to communicate with
each student and parent. We have this opportunity. They [teachers in “normal”
schools] can reach out the parents of their students but it is not as frequent as we do
(Mustafa Individual Interview, February 19, 2020).

In addition to Mustafa’s efforts to ensure his students’ social wellbeing, he prepared
individualized education programs to accommodate the academic progress of his
students with visual impairments. To prepare the individualized education programs,
Mustafa gathered information about his students’ academic backgrounds at the

beginning of the academic year and set academic goals for the respective students,

accordingly.

I check my students’ academic capabilities. I decide how much they can learn. For
example, s’he can say her/his name when asked, ask other’s names, recognize the
names of the colors, ask the color of objects. Such objectives are based on the students’
academic capabilities. We have students whose academic success is very low. If a
student with visual impairment comes from a “normal” school, I expect them to count
from 1 to 10, tell his name and age, and ask others’ names and ages. [ generally set 5
objectives because it is the amount that the students with visual impairment can do
(Mustafa Individual Interview, January 15, 2020).

The individualized education programs were supposed to be offered outside the regular
teaching hours. However, when Mustafa prepared the individualized education
programs, he emphasized that these programs were cautiously implemented during the

teaching hours because he did not want his students with the individualized education

program to feel discriminated and isolated.

I prepare individualized education programs for the students. For example, I am
teaching “suggestions” and it can be difficult for the student with the individualized
education program. In the class, I ask the student to do the activity. I offer him/her
hints and clues. In doing so, I do not exclude him/her from the classroom activities,
and I help him/her to understand the structure (Mustafa Individual Interview, February
12, 2020).
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The in-class observation data also revealed that Mustafa implemented the
individualized education programs during his lessons, and he helped his students who

were subject to the individualized education programs to complete certain tasks.

Mustafa was teaching “body parts” to 3™ grade students. Yusuf is a student with
multiple disabilities. In addition to his visual impairment, Yusuf is also an autistic
child, so he is very sensitive to sounds. Generally, Yusuf did not want to listen to the
song, so he tried to block his ears because he found the songs irritating. Given his
multiple disabilities, Yusuf was subject to the individualized education program.
During the lesson, Mustafa played a song about body parts and asked questions about
the body parts in the song. Yusuf was sitting in his seat and trying to block the sound
of the song. Mustafa stopped the song, approached to him. By making certain sounds
(clapping, sniffing, etc.), he asked Yusuf about the body parts. In doing so, Mustafa
implemented Yusuf’s individualized education program without asking him to leave
the class (Mustafa In-class Observation, February 26, 2020).
To summarize Mustafa’s knowledge about his students, it can be inferred that Mustafa
stressed the possible collaboration between the Ministries of National Education and
Health to prepare both the parents and the students with disabilities for formal
education. In addition to this, Mustafa emphasized the importance of knowing his
students’ social, cultural, and familial background because knowing his students’
backgrounds helped him cater to the needs of the students with visual impairments. In
order to understand his students’ backgrounds and intervene possible educational
problems and challenges the students with visual impairments experienced in the
School for the Blind, he collaborated with the counseling service, the classroom
teachers, and the school administration. Lastly, Mustafa implemented individualized
education programs which were designed for respective students. His implementation
of these programs showed that he tried to include the students, who were subject to the

individualized education program, in classroom activities because he did not want to

odd students out due to their needs.

4.2.10. Mustafa’s Pedagogic Content Knowledge
Individual interviews, in-class observations, field notes, and memos collected for this
study revealed that Mustafa’s pedagogic content knowledge consisted of his “medium

of instruction”, “assessment and evaluation practices”, “English language teaching”,

“classroom routines”, “technology wuse”, “language teaching materials”, and
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“professional development”. In the following sub-section, the components of

Mustafa’s pedagogic content knowledge are presented.

4.2.11. Mustafa’s Medium of Instruction

Oracy is important for English language learning and young learners need extensive
exposure to the target language. Additionally, the listening and tactile language
learning materials are essential to teach English to the students with visual
impairments. Given these, Mustafa was expected to use the target language as his
medium of instruction. However, he thought that the choice of the medium of
instruction is a debatable topic, and it is not practical to use the target language all the

teaching time.

If I speak English all the time, I think the students will be bored. Also, I believe they

will not fully understand the content (Mustafa Individual Interview, January 15,
2020).

His rational of not using the target language as a medium of instruction could be traced
back to his English language learning experiences at the university because he
mentioned that the medium of instruction at the university was English, yet he had
difficulty in following his lessons because of the level of his language proficiency. In
addition to his remarks about the use of target language as a medium of instruction,
Mustafa thought that the use of students’ native language, that is Turkish, was a

necessity especially in grammar teaching.

It is a necessity to use Turkish when I teach grammar because I teach grammar parallel
to Turkish grammar (Mustafa Individual Interview, January 15, 2020).
What was interesting, though, was that Mustafa accepted that the extent of his target
language use while he was teaching did not follow a systematic approach. This
unsystematic approach in his target language use was also reflected in his language

main skills and sub-skills teaching.

Especially in secondary school, I occasionally use Turkish and English together. If
you ask me how you decide, | will say it does not have a systematicity (Mustafa
Individual Interview, January 15, 2020).
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The in-class observations revealed that although Mustafa mainly preferred to use
English as a medium of instruction, he supplemented his medium of instruction with
the translation of the utterances he used in the classroom. Supplementing his medium
of instruction with the translated utterances, Mustafa’s medium of instruction
consisted of a mixture of Turkish and English. This mixture could be used in his
language teaching practices as well as classroom management. Following except
showed that Mustafa’s use of his medium of instruction was also reflected in students’
utterances because the students with visual impairments uttered sentences, in which

certain words were used in English, but the sentence was constructed in Turkish.

Mustafa was teaching “Present Simple Tense” to 5" grade students. Before he started
to review grammatical structure of Present Simple Tense, he wanted to check the
students” homework.

Mustafa: Duygu where is your homework?

Duygu: Ben homework’u bilmiyordum (I did not know we had homework to do).
Mustafa: Ama yazdirdim. Ne demistim mazaret olmayacak (But I made you note it
down. I told you that I will not accept any excuses). Nisa did you do your homework?
Nisa: Yes.

Mustafa: Kontrol edelim. Don’t’un basinda 6zne yok. I go swimming yazmigsin (Let’s
check it. You did not write a subject before don’t. You wrote I go swimming).

Berat: Teacher benim 6devime de bakin (Teacher can you check my homework, too?).
Mustafa: 1 am riding a bicycle demissin. Bu Present Continuous Tense. Bunu daha
gormedik. I ride a bicycle deseydin olurdu (Y ou write “I am riding a bicycle. This is
Present Continuous Tense. I did not teach this tense yet. If you say I ride a bicycle, it
will be okay). (Mustafa In-class Observation, December 15, 2019).

To summarize, Mustafa thought that using the target language as the medium of
instruction caused student boredom. Also, he mentioned that he taught English parallel
to the students’ native language structure, thus using English as a medium of
instruction was impractical for him. Thus, he preferred to use a mixture of Turkish and
English as his medium of instruction, which lacked systematicity. Lastly, his use of
such as mixture was also reflected in the students’ utterances because the students were

forming Turkish sentences with English words.

4.2.12. Mustafa’s Assessment and Evaluation Practices
Mustafa’s educational background showed that he completed a teaching certificate
program to be a language teacher in the School for the Blind. In addition to the

certificate program, he underwent an internship process, during which he worked with
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his former English language teacher. During his internship, although his supervisor
tried to prepare him to the teaching profession in many aspects, Mustafa mentioned
that his supervisor did not adequately inform him about the assessment and evaluation
practices in the School for the Blind. Mustafa compensated his lack of knowledge
about the assessment and evaluation practices in language teaching profession in the

teaching certificate program.

There are certain issues in terms of assessment and evaluation that my supervisor did
not inform me at all, or he did not fully show. It was more beneficial for me to receive
the theoretical issues in the assessment and evaluation [in the certificate program]
(Mustafa Individual Interview, December 25, 2019).
Receiving the theoretical foundations of the assessment and evaluation practices,
Mustafa started to form his approach of assessing and evaluating his students after the
internship period. Mustafa thought that it is more important to realize a student’s
performance in the classroom than his/her examination result. His emphasis on

formative assessment resulted in his grading, as well. He claimed that the formative

assessment grades he gave were always higher than the summative ones.

To be honest, I think the results of summative assessments are not indicative of
success. When I started to grade students’ summative assessments after the internship
period, I always prioritized students’ in-class performance (Mustafa Individual
Interview).

Mustafa’s rationale of prioritizing students’ in-class performance was rooted in his
desire to motivate his students to learn English. He thought that it is important to

tolerate students’ minor mistakes in the summative assessments because making

mistakes is a natural process of learning a language.

I think I am tolerant toward students’ mistakes. If a letter is misplaced, I ignore it. Our
students [with visual impairments] can press an extra dot, the letter becomes a
different one. I tolerate such mistakes. Yet, if a student has more than two mistakes
when s/he writes the verb of the sentence, I take points off. Some teachers in “normal”
schools take full points off a student’s answer if s/he writes a word wrong. That’s the
reason why students do not like English. Such teachers demotivate students (Mustafa
Individual Interview, February 05, 2020).

In addition to his approach and concerns, Mustafa’s assessment and evaluation

practices indicated that reading questions aloud at the beginning of the examination
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was vital for students’ success. Reading questions aloud served for two main purposes.
Firstly, due to the orthographical differences, the students with visual impairments
could have difficulty in understanding the written questions. Thus, reading the
questions aloud helped students understand the written questions. Secondly, Mustafa
could clearly explain the instructions of the exam. Following excerpt described

Mustafa’s assessment and evaluation practices.

If it is a secondary school exam, I read all the questions aloud at the beginning of the
exam. [ tell my students to take the exam paper in their hands when I read the questions
because I want them to understand the questions. After I read the questions, they start
their exams. I let them ask maximum two questions about the words they do not
know/understand. For the lower grades, for example 5" grade, I read the questions,
wait for a minute or two for them to write their answers, then move to next questions
(Mustafa Individual Interview, November 13, 2019).

Mustafa also mentioned that he tried to ask questions that requires one-line answers
because the students with visual impairments needed to write their answers in Braille
and the longer answers created confusion for them. He stated that he preferred to ask

questions, some parts of which could be used in students’ answers.

When I read the questions aloud, I try to guide students. For example, I tell the students
“What time do you have breakfast? In the mornings”. There students can see the
phrase “have breakfast”. They are going to use it in their answers. I will write “I have

breakfast at ...” Most of the phrases will be used in students’ answers. That’s why
reading questions aloud is beneficial (Mustafa Individual Interview, November 13,
2019).

In addition to these practices, Mustafa prepared different formats of the summative
assessments to accommodate the needs of the students with low vision. As the students
with low vision can read and write with bigger fonts, he printed the exams in at least
18 point-size. By utilizing educational technologies such as Braille printer, computer,
and word processing software, he managed to have accessible assessment and

evaluation practices.

I print the exams in Braille. Also, I have students with low vision in my classes. For
them, [ use “normal” printer. 20 point-size. They can also see the fonts bigger than 18
point-size. For the students with visual impairments, I use Braille printers (Mustafa
Individual Interview, November 13, 2019).
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Lastly, the interview data revealed that protecting the exam reliability was a part of
Mustafa’s assessment and evaluation practices in the School for the Blind. He
mentioned that there are several ways of cheating in the School for the Blind. While
the students with visual impairments use two exam sheets in one Braille
typewriter/slate, the students with low vision try to use their low vision to copy their

peers’ answers.

Students with low vision can sometimes exploit my visual impairments. During the
exam, they look at each other’s papers. It is not only them who try to cheat. Those
students with visual impairments whose English is good use two papers during the
exam. They put two papers in their Braille slate or typewriter. They only leave a space
for their friends to write his/her name. Of course, we can easily understand what they
are trying to do because the depth of the dots in their papers are not the same (Mustafa
Individual Interview, January 15, 2020).
To summarize, his supervisor did not adequately inform Mustafa about the assessment
and evaluation practices in the School for the Blind. Instead, Mustafa received
theoretical foundations of assessment and evaluation in the teaching certificate
program and compensated his lack of knowledge about the assessment and evaluation
practices. By acknowledging that the orthographical differences between Turkish,
English, and Braille could confuse students with visual impairments, Mustafa
prioritized students’ performance in in-class activities. This priority was also reflected
in his grading because he was tolerant to minor mistakes the students made in the
summative assessments. In addition to his approach to assessment and evaluation in
the School for the Blind, he prepared and conducted his exam in ways that the students
with visual impairments could manage the summative assessments. These ways

consisted of reading question aloud, allowing students to ask for help, and preparing

the exams in different formats.

4.2.13. Mustafa’s English Language Teaching Practices

Mustafa’s English language teaching practices consisted of teaching main skills, sub-
skills, and language teaching techniques and strategies. Mustafa was teaching English
to the primary and secondary school students and he mentioned that his English
language teaching practices depended on the level he was teaching because the needs
and capabilities of the students in the primary and secondary school were different.
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Thus, he could not utilize the same teaching practices at different levels. Mustafa

explained his English language teaching practices as follows.

We do not teach reading and writing in primary school. We start [teaching reading
and writing] in the 4™ grade. The coursebook was handed in late this year, that’s why
I did not use it. The coursebook is the same as the “normal” one. It is totally based on
pictures. Our difference is that we extensively revise and repeat the topics we covered.
We do dialogue exercises. In “normal” schools with 30 students in a class, a student
can exercise once, but here [in the School for the Blind] the students can complete 3-
4 exercises in a lesson. We have few students in a class in the School for the Blind,
and that’s our advantage. Repetition is important. Repetition is the root of
memorization or not forgetting. Thus, I start my lesson with the revision of previous
topics. That’s what I do in primary school. In the secondary school, we start teaching
reading and writing. Generally, we do exercises, dialogues, and revisions (Mustafa
Individual Interview, February 12, 2020).

As stated in the quote above, Mustafa did not teach reading and writing in the primary
school. Although he thought that reading and writing could be taught to the students

with visual impairments in the primary school, he followed the requirements of the

School for the Blind.

We teach reading and writing to 1* grade students in their native language. English
starts in the 2" grade. It is not an intensive one because we teach them 20 target
vocabulary items. These words are also used in Turkish. Such as TV. We can teach
these words’ writings. As I said, the English course is not an intensive one and it is
not correct to limit our practices by saying that it is not allowed to teach reading and
writing in the primary school (Mustafa Individual Interview, February 19, 2020).
In addition to the resentment about the limitations on his reading and writing
instruction, Mustafa did not use the coursebook as a guide for his English language
practices due to two main reasons. Firstly, he did not teach reading and writing in the
primary school, so he thought that he did not need a coursebook. Secondly, the
coursebook consisted of pictures and visual illustrations, which made it difficult to use
in his lessons. Instead of using the coursebook, he used the listening and speaking

activities as his main guide in his English language teaching practices.

The students with visual impairments really like listening activities. If we do dialogue
activities, they like it more. They sometimes get bored when we do the reading
activities. They do not like me to teach them the whole lesson (Mustafa Individual
Interview, March 04, 2020).
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In the listening activities, Mustafa organized his practices around the songs he
downloaded from the internet. After he introduced the topic of the day, he asked the
students with visual impairments to listen to the song(s), which covered most of the
target vocabulary items. While the students with visual impairments listened to the
song, they were not expected to engage with the song they were listening to. Thus,
they passively listened to the song. The listening activities were sometimes
accompanied by the hands-on activities. In these hands-on activities, the students with
visual impairments were expected to show or spot the object/thing Mustafa was asking.
Although Mustafa thought that the students with visual impairment liked the listening
activities they did during the lesson, the in-class observation revealed that the students
with visual impairments mostly got bored because they knew the songs and listened to

them several times in and out of the school.

Mustafa was teaching “body parts” to 3™ grade students with visual impairments. He
first introduced the topic and explained keywords. Then, he asked the students to show
the body part he was asking for. For example, when he asked a student to show his/her
ear, the student was expected to translate the word and touch his/her ear. After the
hands-on activity, Mustafa brought his MP3 player and played a song that was related
to the body parts. While Mustafa was playing the song, the students were side-talking
and playing their game they started in the break time. The students’ preference not to
listen to the song played by their teacher was a sign of their boredom. However, not
only Mustafa did not realize that the students with visual impairments were not
listening to the song, but he also played another song (Mustafa In-class Observation,
March 04, 2020).

In addition to the songs and hands-on activities, Mustafa revised the vocabulary items
and occasionally asked listening comprehension questions after the listening phase of

the activity was completed.

Mustafa was teaching the months of the year. He first told the name of the months and
repeated the names several times. Then, he played a song, which lyrically sings the
months of the year. When the song finished, he asked each student a listening
comprehension question.

Mustafa: Bakalim bu soruya kim cevap verecek (Let’s see who is going to answer this
question). How many months are there in a year? Kag tane ay? (How many months?)
Veysel: Twelve.

Mustafa: There are twelve months. Simdi aylardan hangisi? What month is it now?
Kerem: February.

Mustafa: It is February. Subattayiz degil mi? (Are we in February, right?) (Mustafa,
In-class Observation, February 05, 2020).
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As can be seen in the excerpt, the students with visual impairments were expected to
answer the listening comprehension questions with certain grammatical forms and
chunk-based expressions. These expressions were exemplified by Mustafa upon a
student with visual impairment answered the listening comprehension question. The
in-class observation similarly revealed that the listening comprehension questions
were the foundation of the speaking activities Mustafa utilized as a part of his language
teaching practices. In these forms of the speaking activities, the students with visual
impairments were not expected to produce novel utterances. Instead, they were
expected to produce chunk-based phrases and to complete drill activities in the form

of teacher-student dialogues.

Mustafa was revising key topics for the 5™ grade students because the students with
visual impairments were going to have their first examination. While revising,
Mustafa utilized a dialogue activity in the form of question and answer.

Mustafa: We have learned countries. Ulkeleri 6grendik. We have learned nationalities.
Milletleri 6grendik. Where are you from? sorusuna nasil cevap veririz (How can we
answer the question “where are you from?).

Students in Chorus: [ am from Turkey.

Mustafa: 1 am from Russia. I am from Ukraine. I am from England. I am from
Germany. Okay, what is your nationality?

Students in Chorus: I am Turkish.

Gamze: | am Japanese.

[...]

Mustafa: Where is Anitkabir?

Kemal: In Ankara.

Mustafa: It is in Ankara. Where is Topkap1 Palace?

Selen: It is in Istanbul.

Mustafa: Where is Selimiye Mosque?

Bahadir: It is in Edirne. (Mustafa In-class Observation, November 13, 2019).

It is also noteworthy that Mustafa occasionally corrected the pronunciation mistakes
the students with visual impairments made during the speaking activities. However,
such corrections lacked systematicity because Mustafa’s speaking practices did not
include pronunciation instruction.

In terms of teaching reading and writing skills, Mustafa followed the
requirements of the School for the Blind. As mentioned earlier, the primary school
students with visual impairments were not expected to receive reading and writing
instruction in the School for the Blind. Hence, Mustafa’s reading and writing practices

were directed to the secondary school students with visual impairments.
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Table 5: Mustafa's Summary of English Language Teaching Practices

Main

Skills

Sub-Skills

English Language
Teaching Techniques and
Strategies

Material

Classroom
Interaction
Patterns

Translation
23 October 3rd Speaking Contextualization
2019 Grade Listening Vel Post-Listening Activity POt liEErligeStTeion
Q-A Session
Translation
h . Pre-Vocabulary Teaching
23 October 3 Speak}ng Vocabulary Repetition Songs Teacher-Student
2019 Grade | Listening -
Q-A Session
Post-Listening Activity
Revision
30 October B3 L Translation
2019 Grade Listening Vocabulary A Sersian Songs Teacher-Student
Revision
Contextualization
30 October 5th Translation
2019 Grade NA Grammar Metalanguage Information NA Teacher-Student
Drama
A-Q Sessions
Reading Aloud
e 5th Translation
November Reading Vocabulary . Coursebook | Teacher Student
Grade Scaffolding
2019 .
Q-A Session
1 , QA
December 3 Listening Vocabulary Post Llsten¥n'g Activity Song Teacher Student
Grade Revision
2019 .
Translation
Grammar Metalanguage Information
o 5 (P t Drill
December NA | \rresen s NA Teacher Student
2019 Grade Simple Tense) Q-A Session
Vocabulary Contextualization
Translation
05 February 31 N -
2020 Grade Listening Vocabulary R'eVISIOI’I Song Teacher Student
Dialogue
Translation
rd
Ll sy . Listening Vocabulary Dialogue Song Teacher Student
2020 Grade .
Q-A Session
Gamification
12 February 3rd . . Teacher Student/
2020 Grade Speaking Vocabulary Scaffol@lng. NA Student -Student
Contextualization
19 February 3 L Translation
2020 Grade Listening Vocabulary G Hesslon Song Teacher Student
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Table 5 (continued)

Revision
26 February BIS Listeni Vocabul Translation S Teacher Student/ Student -
2020 Grade istening ocabulary Post-Listening ong Student
Activities
Scaffolding
3ud Translation
04 March 2020 Grade Listening | Vocabulary Contextualization Songs Teacher Student
Conceptualization
Q-A Session
31 Revision
11 March 2020 Grade Listening | Vocabulary Translation Song Teacher-Student
Q-A Session

In the reading activities, Mustafa used the coursebook provided by the Ministry
of National Education as his source of reading materials. He conducted reading
activities in two formats. In one format, Mustafa or a student with visual impairment
read the text aloud, and other students followed them. In this format, Mustafa
occasionally provided guidance and feedback about the orthographical differences
between Braille Turkish and English because Braille contractions in English are
introduced in the secondary school in the School for the Blind. However, the
occasional feedback about the orthographical differences between Braille Turkish and
English was not supported with the reading activities in the coursebook because
Mustafa thought that some activities were not designed to meet the needs of the
students with visual impairments. Thus, the occasional guidance and feedback about

Braille English failed to serve for spelling instruction.

We just read them and move to the next activity [referring to the matching activities].

Fill-in-the-blank activities are a bit more difficult for the students with visual

impairments. For example, the letters are scrambled. The coursebook gives you the

scramble letters for a word. It is extremely difficult when you try to understand it with

Braille (Mustafa Individual Interview, December 11, 2019).

In the second format, Mustafa read the text aloud while the students with visual
impairments followed him. After Mustafa completed reading aloud session, the
students with visual impairments were expected to complete the reading activities,

which could include reading comprehension, fill-in-the-blank, listing, and matching
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questions. The observation data also indicated that Mustafa sometimes provided
pronunciation tips and clues while the students with visual impairments were engaged
with the reading activities. Following except illustrate how Mustafa utilized reading

activities in his lessons.

Mustafa was teaching games and hobbies to 5™ grade students. After introducing the
vocabulary items, Mustafa asked each student to read the list of games and hobbies in
the coursebook aloud.

Mustafa: Sizinle hi¢ okuduk mu?

Students: Hayir (No).

Mustafa: Okay. Page 31. Unit 3. Games and Hobbies. Are you ready for reading?
Hazir misiniz? Buldu mu herkes? [wait for the students to find the page]. Did you find
the page?

Students: Yes.

Mustafa: Unit 3. Games and Hobbies. Answer the questions. Do you know? K ile
baglar ama nov diye okunur (It starts with K letter but it is pronounced /nov/). Do you
know these activities? Bu etkinlikleri biliyor musunuz? Which ones do you love?
Hangisini seviyorsunuz?

Gizem: Play basketball. Play dodgeball. Play Chinese whisper. Play table tennis. Take
photos.

Ahmet: Play basketball. Play dodgeball. Play Chinese whisper. Play table tennis. Take
photos (Mustafa In-class Observation, November 13, 2019).

Mustafa believed that writing is the most important language skill for the students with
visual impairments because it helps students memorize vocabulary items and learn the

grammatical structures. He also added that spelling instruction can be included in

writing activities, and it is beneficial for the students with visual impairments.

Writing and reading in English is different than Turkish because one cannot
pronounce the words as it is written in English. I think writing is more valuable for
the students with visual impairments because the things they write are engraved in
their cognitive systems. The students with visual impairments can also learn how to
spell English words (Mustafa Individual Interview, January 08, 2020).

Although Mustafa emphasized the importance of writing for the students with visual
impairments, the in-class observations revealed that writing was the most neglected
area in Mustafa’s English language teaching practices. This neglection partially
stemmed from the regulation that forbids teaching English writing skills to the primary
school students with visual impairments in the School for the Blind. When Mustafa

was asked about the regulation and its impact on the students’ writing skills, he
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mentioned that he was not aware of any rationale for the regulation, yet he tried to

include writing activities to the curricula of the primary school.

I do not know the rationale. the School for the Blind wants it. There is no writing in
2™ and 3™ grade, but they also publish coursebooks. It does not seem logical to me.
That’s why I try to include writing activities in the second semester of 3™ grade
(Mustafa Individual Interview, January 08, 2020).

It should be also noted that Mustafa did not think that the Orbit device, which is a

tablet-like device designed for individuals with visual impairments to read and write,

is not useful for writing instruction due to the device’s technical capabilities.

I heard that the Orbit is extensively used in the USA, but the use of it is limited in
Turkey. You can write 20 characters in a line. The device we are using here is the least
advanced model. There are other models that you can see 9 lines on a page. Having
20 characters in a line means you can only write three words. Then, you need to move
to the next line, which disappears because there is no place on the screen. It may be
practical for some, but I do not consider it useful (Mustafa Individual Interview,
January 08, 2020).

Lastly, Mustafa claimed that he included teaching Braille contractions in English as a

part of his writing instruction. Although the in-class observation data revealed no

instance of the writing instruction, in which Mustafa taught Braille contractions,

Mustafa summarized his writing and Braille instruction as follows.

We have a contraction system in Turkish and in English Braille. The Braille
contractions speed up the reading and writing processes. It is even more practical
when one writes in Braille. For example, b means but, ¢ means can. We have such
practical contractions. I do not ask my students to memorize these contractions.
Instead, I teach them these contractions when I do dictation activity (Mustafa
Individual Interview, January 08, 2020).

Teaching main language skills was also accompanied by teaching the sub-skills of
English language in Mustafa’s practices. These sub-skills were grammar and
vocabulary. The observation data showed that Mustafa’s English language teaching
practices mostly focused on vocabulary teaching in the primary school and grammar
teaching in the secondary school in the School for the Blind.

In terms of vocabulary teaching, Mustafa thought that repetition and revision
are essential to learn English vocabulary. Thus, he repeatedly used the target

vocabulary items in his lessons and revised them several times. Although he could
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easily teach concrete words by employing repetition techniques as the students with
visual impairments possessed the underlying knowledge of the concept of the word,
he thought that it is more difficult to teach abstract words because he cannot imagine
how a person with visual impairments can construct the conceptual knowledge in
his/her memory if s/he is with total blindness. Thus, he believed that a student with

visual impairment can learn abstract words, yet it is not more than root memorization.

As the students with visual impairments cannot see, they can learn certain words, but
it is just memorization. I do not know what sort of conceptual knowledge is formed in
their cognitive system. I do not even think that it is possible for students with visual
impairments to have conceptual knowledge of abstract words. For example, they can
tell this is green, but they cannot explain what is green or blue. As they cannot see, it
will not evoke any cognitive links (Mustafa Individual Interview, January 15, 2020).
Similarly, the observation data revealed that Mustafa was aware of his students’ lack
of conceptual knowledge, yet he did not look for alternative ways to compensate for
the students’ lack of conceptual knowledge when he was trying to teach abstract
words. He mentioned that the School for the Blind was encouraging its teachers to
collaborate with other institutions to enrich learning experiences of the students with
visual impairments. However, he either preferred not to collaborate with his colleagues

or preferred to have a minor role in such collaborations by only stating his suggestions.

There is a project. They asked me to collaborate. I just suggested them to print out
animal figures with 3-D printing and write their English names. I told them to include
cats, dogs, etc. because some of the students do not even have the conceptual
knowledge of animals. When I ask my students how many legs a rabbit has, some of
them say two. Some of the students with visual impairments do not know how many
legs a chicken has. Why? Because they have never seen it (Mustafa Individual
Interview, January 08, 2020).
Given his considerations on abstract words, when Mustafa was teaching vocabulary,
he followed a set of teaching routines. In his vocabulary teaching routine, he first
revised the last topic’s vocabulary items and introduced the topic of the day. The
introduction was followed by a series of questions that checked the students’ prior
knowledge about the topic. Then, he listed the key vocabulary items and translated
them one by one. After the translation phase, he asked the students with visual
impairments to tell him the meanings of the words they focused on during the lesson.

In the last stage of his vocabulary teaching, he played songs, in which the target
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vocabulary items were lyrically presented. Mustafa explained his use of songs in

vocabulary teaching as follows:

I teach the students with visual impairments vocabulary items via songs. They learn
extra words as well. For example, when I teach colors, it says sky is blue, grass is
green in the songs. They learn the not only colors but also other words associated with
the colors. Although it is a kind of memorization, the students with total blindness can
verbally tell that sky is blue or grass is green. I do not know they can form a conceptual
knowledge of it but as they never see anything, they verbally learn such things. I teach
them eleven colors and they learn eleven extra words (Mustafa Individual Interview,
January 15, 2020).
In terms of grammar teaching, the in-class observation data revealed that Mustafa did
not explicitly focus on grammar in the primary school in the School for the Blind as
he employed vocabulary-driven language teaching practices. On the other hand, he
believed that English grammar should be taught parallel to Turkish grammar in the
secondary school because it is easier to learn English grammar with Turkish

metalanguage information.

Grammatical rules in English should be taught parallel to Turkish grammar.
Adjectives, adverbs, pronouns. All these metalanguage terminologies should be
presented with Turkish grammar (Mustafa Individual Interview, December 11, 2019).
Mustafa’s rationale for teaching English grammar parallel to Turkish grammar also
stemmed from the belief that the students with visual impairments lacked
metalanguage terminology in their native language and when the students with visual
impairments learn the grammar of their native language, they can improve their

metalanguage skills.

Especially in the secondary school, using Turkish metalanguage information works
well so I think it is necessary to teach English grammar parallel to Turkish grammar.
Students nowadays have difficulty in learning Turkish grammar. To be honest, the
students do not know what the verb/subject is (Mustafa Individual Interview, January
15, 2020).
Translation emerged to be a key strategy in Mustafa’s English language teaching
practices. Regardless of the main and the sub-skills he was focusing on, translation
was positioned in an essential place in all his teaching practices. Mustafa usually

preferred to use English sentence first, and then translated it in Turkish. In doing so,
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he thought that he could increase students’ comprehension. Alternatively, when he
wanted to focus on grammatical structures, he chose to start the lesson with Turkish
sentences, which were translated in English. While translating, he emphasized the
target word and/or structure the students with visual impairments were expected to
learn.

The last theme that emerged from data analysis was Mustafa’s classroom
interaction patterns in the School for the Blind. The observation data showed that the
interactions taking place in the classroom were between Mustafa and his students with
visual impairments. The interaction patterns were directed from teacher to student, that
is, Mustafa initiated classroom interactions by asking questions, and the students with
visual impairments usually communicated with their teacher by answering the
question. The classroom interaction patterns showed that when the students with visual
impairments try to interact, the interaction pattern was also directed to the teacher. The
only instances the students with visual impairments initiated student-to-student
interaction was a classroom game Mustafa asked the students with visual impairments
play. In the game, the students with visual impairments generally asked a question,
and the other student answered the question by either saying the translated meaning of
the target word or using chunk-based expressions.

To sum up, Mustafa’s English language teaching practices showed that he
differentiated his instructional practices to meet the needs of his students with visual
impairments in the primary and secondary school and he followed the regulations of
the School for the Blind that forbid teaching reading and writing skills to the primary
school students.

When delved into his teaching practices, it was seen that Mustafa organized
his language teaching practices around the listening activities, in which he played
songs. The songs were also used to teach and revise the target vocabulary items the
students with visual impairments were expected to learn. A common listening activity
in Mustafa’s practices usually ended with the listening comprehension questions.
These questions served for two main purposes. On one hand, Mustafa tried to highlight
the additional vocabulary items in the songs by asking the listening comprehension
questions. On the other hand, such questions facilitated the beginning of the speaking

activities Mustafa had in his practices. Mustafa occasionally included pronunciation
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instruction in the speaking activities he used in the classroom. It should also be noted
that the interaction pattern in Mustafa’s speaking activities was from teacher to student
or vice versa because his practices did not generally allow the student-to-student
interaction.

In term of reading, Mustafa used the coursebook as his source of reading
materials and he mainly utilized reading aloud technique in his practices because it
allowed Mustafa to provide information about Braille contractions, spelling, as well
as pronunciation. In addition to this, Mustafa chose to skip certain activities such as
scrambled words or sentences because such activities were impractical for the students
with visual impairments.

When it comes to writing, data analysis showed that although Mustafa thought
that writing is the most important language skill, it was the most neglected one in his
language teaching practices. The in-class observation data did not yield an instance, in
which Mustafa taught writing.

In terms of teaching language sub-skills, vocabulary teaching occupied a place
in Mustafa’s English language teaching practices. When he taught concrete words,
Mustafa used contextualization strategies to help the students with visual impairments
understand the meaning and use of the target words. However, Mustafa failed to
provide systematic instructional practices when he taught abstract words to the
students with visual impairments because the students lacked conceptual knowledge
of abstract words and he could not scaffold his students to form conceptual knowledge
in their cognitive systems.

Lastly, Mustafa believed that English grammar should be taught parallel to
Turkish grammar, and it is easier for the students with visual impairments to

understand metalinguistic terminologies he used when he taught English grammar.

4.2.14. Mustafa’s Use of Educational Technologies

Mustafa’s educational background showed that he started to learn to touch-type when
he was a student in the School for the Blind. In his further educational pursuits, he also
learned to use mobile devices and computers. He added that the School for the Blind
still has a course devoted to teaching educational technologies to the students with

visual impairments.
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The School for the Blind teaches educational technologies. They teach one-finger
typing strategies to the students with visual impairments. I can also touch-type. If you
ask me when I learned it, it was in my secondary school years. At that time, we did
not have computers in the School for the Blind because it was widespread. Instead,
we learned to touch-type on typewriters. I had an hour of technology lesson. This is
my beginning to learn information technologies. After touch-typing, we were taught
how to access the internet, etc. Then, I bought my own computer and continued to use
such devices (Mustafa Individual Interview, January 08, 2020).

He also stated that he did not receive any training about how to use educational

technologies in the teaching certificate program and he did not feel in need of such

training because he made use of his personal experiences of educational technologies

in his initial years in the School for the Blind.

Mustafa: I did not receive any in-service training about how to use technological
devices.
Researcher: Do you feel the need...?
Mustafa: I am already capable of using an MP3 and a computer. To be honest, I did
not feel the need to improve my technological skills (Mustafa Individual Interview,
November 13, 2019).
When he was asked how he made use of educational technologies in his language
teaching practices, Mustafa mentioned that he was using a typewriter to prepare
language learning and teaching materials as well as assessment documents until recent
years. With the availability of Braille printing technologies in the School for the Blind,

Mustafa now utilizes Braille printing when he prepares his language teaching

practices.

In my early times, I was typewriting exam papers. For example, if there were five
students, I would prepare five exam papers. It was time-consuming for me because I
was spending an hour writing the exam papers. Now, I use the Braille printer and I
do not spend that much time (Mustafa Individual Interview, November 13, 2019).
Another technology that Mustafa uses in his lessons was the MP3 player. The
observation data showed that the MP3 player was the only technological tool that
Mustafa used in his lessons. The device has a speaker and works with a USB memory
stick. He explained that he first downloaded the songs that were compatible with the

curricular objectives from the internet and then, he transferred the files to his USB

driver. In his lessons, he played the songs from the library he created with the
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downloaded songs. The process of using his MP3 player in his lessons was illustrated

in the excerpt below.

Although there are other technological tools that he can use such as a computer and a
smartboard in the classroom, Mustafa only uses his MP3 player in his lessons. In
almost every lesson, he introduces the topic, gives the list of vocabulary items and
plays songs about the topic. He plays the songs with his MP3 player. If needed, he can
adjust the volume. However, the files in his USB driver are not organized. Thus, in
almost every lesson, he spends at least five minutes finding the song he wants the
students with visual impairments to listen to (Mustafa In-class Observation, February
26, 2020).

Figure 25: Mustafa's MP3 Player

Regarding the other technological tools available in the classroom, Mustafa rarely used
the smartboard and he thought that its applicability to English language teaching is
limited because of two main issues. Firstly, the students with total visual impairment
cannot navigate on the smartboard so they cannot make use of smartboard tools to
learn English language. In addition to this, the smartboard and its applications are
based on visuality. Thus, Mustafa thought that a language teacher could only use the

smartboard for the listening activities.

The students with visual impairments cannot see the screen. The smartboard is based
on visuality. For example, it [referring to an application] shows a picture and asks you
to match it. The students with low vision can complete such exercises, but how are the
students with total visual impairment going to do such activities? The only activity a
language teacher can do is a listening activity. The students can do fill-in-the-blank
questions and if they listen carefully, they can complete true-false questions. This is
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the only use of smartboard for the students with visual impairments (Mustafa

Individual Interview, November 13, 2019).
Secondly, Mustafa stated that they are having accessibility problems when they try to
use the smartboard because of two main technical issues. Firstly, MoNE’s platform
does not support a screen reader program called JAWS, thus the teachers in the School
for the Blind can only use the smartboard via a keyboard. Using the smartboard via a
keyboard was not practical for him. In addition to this, the Ministry of National
Education provides internet connection to the School for the Blind, yet the internet

connection is restricted due to the security and privacy rules.

Our information technology teacher gave us a seminar about how to use the
smartboard. [As we cannot see] we can use the smartboard by plugging in a keyboard.
It is not practical. Neither the smartboard nor MoNE’s platform does not support
screen reader programs. Also, MoNE’s platform is not accessible in terms of its
content because you can only visit the websites whose content are approved by the
Ministry (Mustafa Individual Interview, November 13, 2019).
The accessibility issues Mustafa experienced when he tried to use MoNE’s platform
were not only limited to his English language teaching practices. As the platform is
used for the formal procedures, Mustafa has to use it when he is supposed to complete
the formal procedures of the School for the Blind. Grade entering is one of these formal
procedures, yet it is hindered by the accessibility problems of the platform. Hence,

Mustafa had to ask for a seeing person’s help when he entered the grades.

I either use my mobile phone or my computer to enter the grades. When I enter the
grades, I ask for my wife’s help because MoNE’s platform does not support JAWS. It
does not allow us to use other screen reader programs. The platform is not accessible
for people with visual impairments (Mustafa Individual Interview, January 08, 2020).

What was interesting, though, was that although Mustafa voiced his concerns about
the accessibility of the smartboard and MoNE’s platform, he did not get constructive
results. He claimed that his request for an accessible platform was overlooked by the

Ministry of National Education.

MoNE’s platform does not allow us to use JAWS because it is not compatible with
JAWS. We have reported it to the Ministry for 8 years. We report it at every official
meeting. Nothing happens (Mustafa Individual Interview, November 13, 2019).
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Although Mustafa experienced accessibility problems when he used educational
technologies, he occasionally tried to include these technologies in his English
language teaching practices. Especially in the secondary school in the School for the
Blind, he used online listening tools to help the students with visual impairments to

improve their listening comprehension skills.

Of course, I change the way I teach. When I was teaching “Simple Past Tense”, I did
a listening activity in the computer lab. With my 7% and 8" grade students, we listened
to the stories of Jack and Beans and Spinderella. Then we completed the exercises
such as fill-in-the-blank, true-false questions (Mustafa Individual Interview,
November 13, 2019).
Mustafa believed that prospective English language teachers, who will work in the
School for the Blind, must integrate educational technologies in their practices and
seek opportunities to follow emerging technologies in the field of English language
teaching. Also, he maintained the idea that prospective teachers should evaluate the

applicability of such technologies when they teach students with visual impairments.

A teacher should be open to the possibility of change in their practices. Integrating
technology in these practices is one of these changes. S/he should follow the
technological trends to find out whether there are technological innovations in the
field of English language teaching. It is more difficult to find ways to integrate
technology in the language learning process of the students with visual impairment
(Mustafa Individual Interview, March 04, 2020).

However, the in-class observations revealed that Mustafa’s opinion about the

technological capabilities of the prospective teachers contradicted his practices

because he only used his MP3 player as an educational technology throughout the data

collection processes.

Mustafa claimed that he is competent at using technological tools, but he could not
use the computer in the classroom when he had difficulty in using his MP3 player due
to the battery failure. Such an instance can be noted down as the contradiction between
his thoughts and his practices in terms of technology use (Mustafa In-class
Observation).
The last theme that emerged from Mustafa’s educational technology use was the Orbit
device. As mentioned earlier, the Orbit device is designed to integrate the

qualifications of a Braille typewriter with the recent technological tools such as
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computers, printers, etc. Mustafa similarly thought that the device eases the painful

and tiresome process of writing with the Braille slate and typewriter.

It is a little bit more practical. It is practical to write with it because it is like a
typewriter. It is more silent and faster. One can store what s/he writes (Mustafa
Individual Interview, January 08, 2020).
However, he stated that the current version does not fully meet the needs of the
students with visual impairments. Hence, he objected to the purchase of the device on
the premise that the device does not support Braille contractions and the number of
characters in a line. He also mentioned that the device does not have a voiceover,
which allows the students with visual impairments to listen to what they write on the

device.

When the Ministry decided to purchase the Orbit devices for the students with visual
impairments, I made several objections because it does not support Braille
contractions. [...] It does not have voiceover. I wish it had, at least with its English
version. Also, it has no reading aloud option. It can only provide you Braille print. But
still, there are only 20 characters in a line. Three words in a line. It is too short. It is
also too expensive because I checked it online and it is sold for around 500 dollars
(Mustafa Individual Interview, January 08, 2020).
To summarize, Mustafa learned the foundational skills to use technological devices
when he was a student in the School for the Blind. He later became competent in using
technological devices such as typewriters and computers throughout his educational
pursuits. However, Mustafa did not receive any training about how to utilize
educational technologies when he transitioned to the teaching profession. He stated
that he did not feel the need to receive such a training because he considered his
technological skills were adequate to meet the needs of his students with visual
impairments. In similar vein, the in-class observations showed that Mustafa only used
his MP3 player and the Braille printer in his English language teaching practices
although there were other educational technologies in the School for the Blind such as
smartboard, 3D printing machine, and the Orbit device. He also thought that
smartboard and the Orbit device has practical benefits, yet they do not meet the needs

of the students with visual impairments due to their technical and accessibility issues.

Lastly, Mustafa supported the idea that prospective teachers should be capable of using
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educational technologies and they should constantly think about possible ways of
implementing technological tools in the language learning processes of the students

with visual impairments.

4.2.15. Mustafa’s Use of English Language Teaching Materials
Language teaching materials are one of the essential components of English language

teaching and learning because students, regardless of their (dis)abilities engage with
available materials to learn the target language. In this vein, Mustafa thought that there
are limited number of English language teaching materials, which can be used by the
students with visual impairments when they learn English. Such limitations stemmed
from the visuality of the available materials. Mustafa mentioned that the importance
of the visuality in English language learning and teaching cannot be ignored and be
fully replaced by other available modes of learning. Yet, he still tried to compensate

the visuality of the materials with tactile and audio materials.

There are not a diverse materials and methods in teaching English to the students with
visual impairments. It is limited. As I mentioned elsewhere, we cannot use visual
materials. We try to balance this situation by using tactile and audio materials. I think
it would be better if we had the change of using visual materials. I believe visual
materials are more influential in English language learning (Mustafa Individual
Interview, October 30, 2019).
The in-class observations showed that Mustafa’s opinion about English language
teaching materials reflected on his material use because he utilized a limited number
of English language teaching materials, one of which was the coursebook distributed
by the Ministry of National Education. As mentioned earlier, the coursebook was
initially prepared for the “normal” students in the mainstream public schools. Thus,
the coursebook included variety of visual elements. The same coursebook was then
converted to Braille coursebook for the needs of the students with visual impairments.
However, Mustafa commented that the coursebook and its formats did not meet the

needs of the students with visual impairments. He grounded his opinion on the fact

that there are different student profiles in terms of their degree of visual impairments.

We have requested the coursebook to be printed in 20 fonts for our students with low
vision. Not only English coursebook but also other coursebooks. The Ministry have
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not accepted it. We offered our consultancy, it got rejected. We asked for written
description for the visual elements in the coursebook. The descriptions were started to

be added in the coursebooks in recent years (Mustafa Individual Interview, February
19, 2020).

Mustafa also added that the format of visual elements in the coursebook created an
equity problem for the students with visual impairments because the coursebook
lacked the written descriptions of the visual elements in the course. In the absence of
the written description, Mustafa stated that it is not possible for the students with visual
impairments to complete certain activities in the coursebook. Thus, the activities also

needed to be reorganized to meet such students’ needs.

We do not have equal opportunities. When the Ministry prepares the curricula and the
coursebooks, they do not consult language teachers in Schools for the Blind. That’s
why the coursebooks are based on the visual elements. I agree that the visual elements
can evoke certain ideas for the seeing students and they can be linked in students’
memories. Yet, the Ministry has to organize such things according to the students with
visual impairments. For example, they gave the numbers in the coursebook, but they
did not give the wordings of the numbers. They prepared a fill-in-the-blank exercise
based on the figures (Mustafa Individual Interview, December 11, 2019).

To compensate for the visuality of the coursebook, Mustafa tried to enrich English

language teaching materials he used in his lessons. He explained that he made use of

the objects in students’ immediate environment and added audio and tactile materials

in his practices.

The disadvantage of not seeing is that I cannot make use of students’ visual memories.
I try to compensate for the visuality of English language learning by including
repetition and revision activities, as well as audio and tactile materials. When I teach
certain objects, I make sounds of the object like hitting the desk and saying it is a desk.
No matter how hard I try to compensate, I believe visual memory makes learning
permanent (Mustafa Individual Interview, February 12, 2020).
In addition to his concern about the visuality of English language teaching, the students
with visual impairments needed to have tactile materials for their language learning
processes because Mustafa stated that he was having difficulty in contextualizing and
conceptualizing certain vocabulary items. As mentioned earlier, the students with

visual impairments lacked conceptual knowledge of the abstract words, which made

their vocabulary learning challenging. In similar vein, Mustafa mentioned that he was
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struggling to explain certain concrete vocabulary items due to the lack of tactile

materials.

I cannot explain some words even in Turkish. I accept that we [referring to individuals
with visual impairments] may have difficulty in understanding abstract concepts. But
the students with visual impairments should be provided with tactile materials such as
3D shapes for the concrete words. Tactile materials make their learning long-lasting
because when a seeing student sees a picture, s/he can have cognitive connections and
the picture takes up its place in the memory. For the students with visual impairment,
the same process can be achieved via tactile materials (Mustafa Individual Interview,
January 08, 2020).

Mustafa also suggested that the tactile materials should be prepared in caution because

the students with total blindness may not understand the object/shape, and this can lead

confusion and mislearning.

In 5™ grade classroom, they sticked a butterfly figure. I realized it today and checked
it. I could not understand at first. Later, I realized that it is a butterfly. If you ask me
whether I saw a butterfly, I do not remember maybe. I remember its shape from the
toys I had. Yet, a student with total blindness cannot understand what it is (Mustafa
Individual Interview, February 05, 2020).

However, both the individual interviews and the in-class observations revealed that
Mustafa did not generally use tactile materials in his English language teaching
practices. What was more interesting was that he believed that it is not compulsory to
prepare tactile materials because he made use of the objects in students’ immediate

environment. Following dialogue during the interview showed Mustafa’s point of

view about material development and adaptation.

Researcher: Can you give the number of language teaching materials you prepared in
a year?

Mustafa: I do not know. Maybe one material in an academic year. Maybe two or three.
It is not more than five or six learning materials. I generally use the commercial ones.
Researcher: Is it because it is difficult to prepare, or you do not need such materials?
Mustafa: I do not feel that I need them very much. For example, if I am teaching
comparative adjectives, it is not necessary to prepare certain shapes to show the
students with visual impairments which one is the bigger one. I can compare desks
and tables (Mustafa Individual Interview, December 25, 2019).
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Given that Mustafa did not feel the need to prepare language teaching materials for his
students, he also expected the students with visual impairments to explore and find

suitable language learning materials.

We have a computer lab here. It is always open. Also, the students with visual
impairments have mobile phones. They can access the internet not only through their
phones but also through the computers in the lab. They can access whenever they
want. If a student asks me how to learn English language, I will suggest the listening
materials in MoNE’s platform or to listen to the radio stations which broadcast in
English. I can also tell them to find short and easy stories and listen to them (Mustafa
Individual Interview, January 08, 2020).
To summarize, Mustafa emphasized the importance of visuality in English language
teaching and learning because he believed that visual elements are more catchy than
other available materials. However, he also stated that the visuality of the available
materials created an equity and accessibility problem for the students with visual
impairments. To overcome such problems, he obliged to use audio and tactile
materials. The in-class observation data showed that he used the coursebook, songs
and objects as language teaching materials. On one hand, he mentioned that he cannot
make use of the coursebook because it has a certain degree of accessibility issues such
as the lack of descriptions of visual elements. On the other hand, he used the songs he
downloaded from the internet, and he considered the songs to be engaging for the
students with visual impairments. Lastly, Mustafa emphasized the importance of
tactile materials for the students with visual impairments because it gave the
opportunity to discover and understand the visuality of the materials. However, the
data demonstrated that Mustafa did not generally use tactile materials in his classes,
and he did not feel the need to provide such materials because he wanted the students

with visual impairments to find out language learning materials through the available

technological resources in the School for the Blind.

4.3. Case 3: Rosalinda’s Language Teacher Identity and Cognition
Individual interviews and field notes showed that Rosalinda’s language teacher
identity and cognition were formed by her “personal history”, “educational

2 6

background”, “career choices”, “initial English language teaching experiences”, and

190



“in service experiences” and “the School for the Blind”. Emerged categories and

themes are illustrated in Figure 26 below.
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Figure 26: Rosalinda's Language Teacher Identity and Cognition

4.3.1. Rosalinda’s Personal History

Rosalinda was born in 1968 in Ankara. She was the eldest daughter of her family. She
had a brother. Her father was a respected bureaucrat, and her mother was a housewife.
Rosalinda grew up moving from a city to another due to her father’s job and her father
was a well-known person in the cities he moved. Thus, her family developed
neighborhood relations with Rosalinda’s teachers as both parties were living in the
same area. Rosalinda mentioned that they could see their teachers at their home, and
she had a warm relationship with her teachers. Yet, she showed full respect when she
saw her teachers in the schools. Also, having such neighborhood relations made her

brother and Rosalinda be under the constant supervision of their teachers.

My father was a bureaucrat and in administrative position, so he was a well-known
person in cities we lived. Our house was generally close to the schools we went. We
were going to the school on foot. Our teachers were also living in the same
neighborhood. In the evening, they were gathering at our house and enjoying their
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time with activities. In the evening, we were the children of their friends, but they

were our teachers in the morning. My father always warned us to respect our teachers.

He was always telling us that teachers are the light for our future, and they are

enlengthening you (Rosalinda, Individual Interview, October 30, 2019).
Rosalinda completed her primary, secondary, and high school education in the public
schools. Although it was sometimes challenging to adapt new school environments,
she was a hardworking student. She stated that the education system at the time
required parents to decide which foreign language their kids were going to learn. Given
that, Rosalinda’s family decided that Rosalinda would receive English language
education while her brother took French courses. She mentioned that she lived in a
multilingual environment because she was talking about the things she learned in her
English courses and her brother talked about the things he learned in French lessons
while they were doing their homework.

Rosalinda also mentioned that her English language teacher in the high school
was speaking English with an excellent accent, and she was an exemplary teacher.
Rosalinda’s admiration to her English teacher intensified her interest in English

language.

My English teacher in my high school was an excellent woman. She was incredibly
talented in teaching; she spoke English with a perfect accent. I was listening to her
with admiration. I was both interested in English, and I also loved it (Rosalinda
Individual Interview, October 30, 2019).
It is also important to note that Rosalinda wanted to improve her English language
proficiency and Rosalinda’s interest in English language was supported by her family.
For example, when her father went abroad, he brought several magazines for
Rosalinda. Enjoying reading the magazines her father brought, she wanted to her father

to subscribe a teenage magazine for her so that she could read more interesting topics

in English.

At that time, the opportunities to learn English were limited. My father brought me a
magazine from abroad. Then, I asked him to subscribe a teenage magazine for me.
[...] While I was trying to read the magazine, I learned many phrases and words. In
my senior year in high school, I started to think about my future, and I decided to be
a teacher (Rosalinda Individual Interview, October 30, 2019).
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She, then, started to be interested in literacy texts and she enjoyed reading
Shakespeare. Her appeal for English language literature led her to thinking a career in
literature. In 1980, she completed her high school education and entered the university

entrance exam.

My concern was Shakespeare. My high school teacher was a Shakespeare teacher. I
read Shakespeare’s works thanks to her. She also completed the regular curricula and
covered extracurricular materials, which included English poets and writers. She lit
the literature fire in me. I really wanted to enter English language and literature
department. But I did not (Rosalinda Individual Interview, October 30, 2019).
Although she wanted to pursue a career in literature, she was forced to make a decision
because the graduates of the department of English Language and Literature were not
allowed to teach. In fear of not finding a job in the future, she decided to be an English

language teacher and she received her undergraduate teacher education at Gazi

University.

I received my university education at Central [university]. I wanted to enter the
Faculty of Letters. I had this handout [referring to the guidebook for the university
entrance], and there was a specific note about the department of English Language
and Literature; the graduates would not be allowed to work as a teacher, they would
be considered as experts in their field. Thus, I said if [ were not going to be a teacher,
why be an expert? I chose to go to the department of English language teaching
(Rosalinda Individual Interview, October 30, 2019).
In the Department of English Language Teaching (ELT), she received pedagogical,
pedagogic-content, technology use, linguistics, assessment and evaluation courses.
She graduated from Central University in 1984 and she started to work in a private
school in Ankara because she did not want to leave the city. In 1986, she applied for a
part-time instructor position at Central University and got accepted. From 1986 to
1990, she worked as a full-time teacher in a private school and as a part-time instructor
at Central University. In 1990, she started to feel teacher burn-out and decided to leave
her part-time position at Central University. In the same year, she was offered to be
the head of English language department in the private school she was working. She
carried out the duties and responsibilities of the head of English language department
for four years. In 1994, she was offered to be the school principal in a different private

school. She worked as the school principal for a year. In 1995, she felt that she had
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been at different levels of English language teaching, and she wanted to work in the
organization of the Ministry of National Education. She, then, transitioned to the

Ministry of National Education to be a part of the Board of Education.

I worked in all levels of English language teaching. I became the head of English
language department. Later, I was assigned as a school principal. I successfully carried
out all my duties in my career. [ was satisfied with my performance. Then, I said it is
enough for me. What could I be more in the teaching profession? I was thinking that
I did not want to teach anymore. Thus, I decided to work in the organizational issues.
I applied for available positions in the Ministry of National Education. I worked in a
public high school for a year. Then I transitioned to the Board of Education (Rosalinda
Individual Interview, October 30, 2019).

When she was officially assigned to be a part of the Board of Education, she enrolled
in the training about European Union. Upon the training, she decided to work on the
international projects such as European Union relations, Erasmus, United Nations

Education Program and OECD. She, then, applied for the Jean Monnet scholarship

program and got accepted.

In 1995, when I started in the Ministry of National Education, European Union was
on the agenda. It was the year when Turkey applied to join the European Union. I took
courses about European Union for a year. I successfully completed the courses I took.
European Commission was offering scholarship for MA studies. Jean Monnet
Scholarship. I applied for the scholarship. With the scholarship, I went to the UK to
complete my MA studies on European Union. It was on European Union (Rosalinda,
Individual Interview, October 30, 2019).

After she completed her MA studies in the UK, she returned to her position in the
Ministry of National Education, and she continued to work on the international
projects and collaborations. She was happy to continue to work on European Union

projects because she thought that changing her field of focus positively reflected on
her productivity.

I went to the UK to complete my MA studies. When I returned, I carried out the works
I was supposed to do, that is, working in the Ministry of National Education. I knew
that [ was going to do something equivalent to my educational efforts, and I preferred
to work in the Ministry. I really liked it (Rosalinda Individual Interview, November
13,2019).

I wanted to change my academic and professional focus. There are other dimensions
of education for me. The field is not a small one. It was beneficial for me. Then, I
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returned to my position in the Ministry of National Education. I continued to work on
European Union projects. I made great effort on the international projects at the level
of the Ministry. In 2007, 1 was assigned to the School for the Blind (Rosalinda
Individual Interview, October 30, 2019).
When she was asked about the reason(s) why she preferred to work in the School for
the Blind, she did not respond. Instead, data analysis yielded that she did want to
continue to work in the Ministry of National Education, yet the Ministry assigned her
to the School for the Blind. Upon her transition to the School for the Blind, Rosalinda
realized that the current practices to teach English to the students with visual

impairments did not have a systematic approach. She expressed her resentment as

follows.

When the Ministry converts the coursebook designed for seeing students into Braille
coursebook, it does mean the Braille coursebook is suitable for the needs of the
students with visual impairments. There is a need to prepare curricula for the students
with visual impairments (Rosalinda, Individual Interview, October 30, 2019).

To conclude, Rosalinda’s personal history showed that she had been in different
educational institutions throughout her career. In these institutions, she worked as an
English language teacher at the beginning of her career, and she managed to teach
English to students with various background, age groups, and interests. She was, then,
assigned to carry out administrative duties in the schools she worked. Before she
applied for the position in the Ministry of National Education, she worked as a school
principal. When she was the school principal, she started to think that there were other
dimensions of education, and she wanted to work in the organization of education in
Turkey. Thus, she applied for the position in the Ministry of National Education. In
2007, she transitioned to the School for the Blind.

4.3.2. Rosalinda’s Language Teacher Identity and Cognition

Rosalinda experienced changes, dilemmas, transformations, and alterations in her
language teacher identity and cognition before she transitioned to the School for the
Blind. Data analysis showed that the changes, dilemmas, transformations, and
alterations in Rosalinda’s language teacher identity and cognition were tied with her
personal history, career choices, initial teaching practices, and in-service experiences.

In the following sub-sections, Rosalinda’s experiences throughout her teaching and
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non-teaching career are presented. Then, her language teaching experiences in the

School for the Blind are analyzed.

4.3.3. Rosalinda’s Initial English Language Teacher Identity and Cognition
Rosalinda received pedagogic and pedagogic content courses in her pre-service

teacher education in the department of English Language Teaching at Central
University. She mentioned that the program offered the pedagogic courses in her
native language, that is, Turkish, and the pedagogic content courses in English. She
stated that receiving these courses for four years throughout the pre-service teacher

education prepared her to be a qualified English language teacher.

I received my pre-service education to be a teacher, so I did not have pedagogic and
pedagogic content problems. The program offered extensive pedagogic courses and I
can tell that I received two times more pedagogic courses than the pedagogic content
courses. Also, we took these courses in Turkish and English. [...] I took very good
educational courses, including educational administration and planning. [ also
attended such as comparative grammar and language teaching methodology courses,
in which I learned how to teach English. I learned to be a qualified teacher (Rosalind
Individual Interview, November 13, 2019).
Rosalinda’s pre-service education showed that she started to form her language teacher
cognition throughout her undergraduate education. While she acquired pedagogic and
pedagogic content knowledge in her pre-service years, she had the opportunity to
practice her English language teaching skills in her senior year at the university
because the students in the department were supposed to complete a two-semester long
practicum. In the first semester of the practicum, Rosalinda initially taught English to
her peers at the university and received feedback from her peers. Also, she prepared
lesson plans that reflected her pedagogic and pedagogic content knowledge. She
believed that having the opportunity to practice her teaching skills with her peers after
receiving pedagogic and pedagogic content courses was effective because she knew

how to teach English when she started the second part of the practicum.

When I entered my first lesson, I did not think about what I was going to do because
I had already known how to teach English (Rosalinda, Individual Interview,
November 13, 2019).
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In the second semester of the practicum, Rosalinda went to a high school twice in a
week to complete her practicum requirements. She worked with a coordinating
teacher, who played a vital role in Rosalinda’s language teacher identity and cognition.
During the second semester of the practicum, Rosalinda prepared lessons plans, which
were then approved by the coordinating teacher. While preparing lesson plans,
Rosalinda had the opportunity to improve her teacher cognition because her
cooperating teacher helped Rosalinda to realize the differences between theory and
practice. In addition to lesson planning, Rosalinda assumed different teacher roles
during the practicum. For example, she learned the importance of motivating students
through fostering interaction, and she assumed a motivator role. Also, Rosalinda
realized that students’ psychology played an important role in their motivation to learn

English. Thus, she counseled her students to lower their anxiety to learn English.

The practicum contributed my skills of addressing the classroom and communicating
with the students. If you ask me how, I can tell you that it happened when we went to
our practicum school. For example, I knew the theory of preparing a lesson plan, using
English language teaching methods, techniques, and strategies, and how to prepare
language teaching materials. It was during the practicum that I learned how to
motivate students and communicate with them. The practicum was extremely
beneficial for me to understand students’ psychology (Rosalinda Individual Interview,
November 13, 2019).

Rosalinda also mentioned that teaching English to “real” students stressed her because
she was aware that if she had taught something wrong, it would have harmed students’

academic progress. Thus, the sessions she had with her cooperating teacher after she

prepared her lesson plans were important Rosalinda’s language teacher cognition.

I always prepared my lesson plans beforehand. I was aware that I did not have the
chance to say that I mistaught this topic, but it was okay. No, it would be an academic
problem for the students because I was teaching English to “real” students. In this
vein, my cooperating teacher checked my plans and usually approved them.
Sometimes she suggested minor changes in my lesson plans. I remember one specific
example. As you can guess, teaching Present Perfect Tense is a little bit difficult. 1
was assigned to teach Present Perfect Tense. I tried hard to find suitable examples.
My cooperating teacher helped me to improve the examples I found (Rosalinda
Individual Interview, December 11, 2019).

In addition to this, Rosalinda noted that she used her language learning experiences

when she planned her English language teaching practices during the practicum. She
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also mentioned that she frequently had to change her school due to her father’s job and
she saw different English language teachers throughout her schooling years. These
teachers were influential in Rosalinda’s language teacher identity and cognition
because she made use of the teaching techniques and strategies, which she experienced

throughout her schooling years.

I have always approached to language teaching in an eclectic way. I do not like to be
forced to use a specific teaching method. I have this teacher, Mrs. Victoria. If I say
that Mrs. Victoria taught this topic in this way, I am definitely using “this way” of
teaching. These are my experiences. The things I saw in the school. I changed my
school for several times, and [ am familiar with different teaching styles. I knew how
these different teaching styles work or do not work. Hence, I used my schooling
experiences and my teachers’ teaching styles (Rosalinda Individual Interview,
December 11, 2019).

Rosalinda’s apprenticeship of observation also made her realize the areas she needed
to improve in her language teacher identity and cognition. For example, her teachers
did not frequently use visual materials in their English language teaching practices,
but Rosalinda felt the need to provide visual materials when she started to teach “real”
students during the second semester of the practicum. Thus, she began to assume the

responsibilities of her role as a resource provider.

When we were students, we did not have many visual materials. Teachers needed to
spend extra time to prepare such materials. During the practicum, we were cutting
pictures from magazines and newspapers. You remember I had teen magazines, |
really loved them. I used my teen magazines to create visual elements for my students
(Rosalinda Individual Interview, December 11, 2019).

Lastly, Rosalinda began to formulate her philosophy of language teaching during the
practicum period. According to her philosophy, the emphasis should be placed on the
reasons why students should learn English because she believed that language teacher

can teach necessary skills that their students need.

I always focused on these criteria in my professional life. Why those who want to
learn English learn it? Where are they going to use it? What place does English have
in their career (Rosalinda Individual Interview, December 11, 2019)?

Rosalinda also mentioned that any language is alive and tends to change. Thus, the

importance people attach to certain languages can vary and the main purpose of
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learning a language should be based on the recent developments in science and

technology.

The thing we call a language is a living system and it can change. In history, we see
that French was once a predominant language. When? This is related to science and
technology. The number one reason to learn English for us to be able to review the
literature because it is a necessity to raise quality students. Then, we can name trading
and economy. The language of science and technology is English (Rosalinda
Individual Interview, December 04, 2019).

Similar to her philosophy of English language teaching, Rosalinda stated that her
initial experiences made her realize that she had a unique educational philosophy.
According to her educational philosophy, she considered her students as her coworkers
because English language teaching is being enacted with her students. As she
considered her students as her coworkers, she added that all the educational activities
need to be complete with maximum level of seriousness, which does not mean for

teachers to create unwelcoming and anxious classroom environments.

I mentioned seriousness as to pay attention to what one does as her/his job. Being
serious does not mean having unsmiling face. Do what you do with care. I think if I
take my job, that is, teaching serious, students will also take it seriously. [...] I always
tell my students that they are my coworkers because what I do is teaching, which I do
to my students. Hence, students become my coworkers. [...] What do we have in such
a philosophy? My philosophy indicates that my student and I become equals and they
can see that I respect them. | imply that I want to have a respectful relationship with
my students. This is highly effective for my students (Rosalinda Individual Interview,
November 13, 2019).
To summarize, Rosalinda’s initial English language teaching experiences indicated
that she had a comfortable and welcoming practicum environment, in which she had
her first teaching experiences. The comfort she enjoyed during the practicum stemmed
from her undergraduate education because she received extensive pedagogic and
pedagogic content courses throughout her pre-service education. Rosalinda’s pre-
service experiences contributed her process of language teacher identity and cognition
formation. During the second semester of the practicum, Rosalinda met her “real”
students and started to teach English under the supervision of her cooperating teacher.
She mentioned that her cooperating teacher created a welcoming environment, in

which Rosalinda was presented with constructive feedback for her teaching practices.

In addition to this, Rosalinda blended her apprenticeship of observation, that is, her
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language learning experiences, with the constructive feedback her cooperating teacher
offered. Data analysis also revealed that Rosalinda started to formulate her philosophy
of education and language teaching during the practicum. According to her philosophy
of language teaching, Rosalinda emphasized the importance of organizing English
language teaching practices around the students’ needs such as their purpose of
learning and the areas the students use the target language. To contribute her students’
language learning process, Rosalinda positioned her students as her coworkers. In
doing so, she believed that she established e relationship model that prioritized mutual

respect.

4.3.4. Rosalinda’s In-service Experiences
Rosalinda’s in-service experiences consisted of three phases. She started her English

language teaching career as a language teacher in a private school. While she was
working as a language teacher in the private school, she also applied for a part-time
instructor position at the university. After working in the private school and serving as
a part time instructor at the university for six years, she was offered to be the head of
English language teaching department in another private school. She carried out
administrative duties related to English language teaching for four years. In the last
phase of her in-service experiences, she worked as a school principal for a year. The
phases in Rosalinda’s in-service experiences are outlined below.

Rosalinda chose to stay in Ankara and started to teach English in a private
school due to the ongoing political concerns at the time. Thus, she did not apply for a
position in public schools in Turkey because she might have been assigned to a school
in another city if she had applied for a position in a public school. On one hand, when
she started to work as an English language teacher in the private school, she taught
English to primary and secondary school students. She mentioned that she did not
experience any difficulty when she started to work as an English language teacher
because of two main reasons; the pedagogic and pedagogic content courses she took
during her pre-service teacher education, and the practicum. Hence, she considered
that her undergraduate education helped her acquire necessary skill set to teach English
to young learners. On the other hand, Rosalinda applied for a part-time instructor
position at Gazi University. Upon her acceptance, she began to work as a part-time
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instructor at the university. She stated that she was competent and confident to teach
adult learners, as well. The reason of her competence and confidence also stemmed
from her pre-service education because Rosalinda applied her theoretical knowledge
in English language teaching in practice. Following excerpt described how she

managed to schedule her teaching workload as follows:

I had worked as a teacher for six years. I started in a private school. In my second year
in the teaching profession, I applied for a part-time instructor position at Gazi
University. I completed the university’s examination process, and they accepted my
application. After my acceptance, I worked until 3 o’clock in the private school and I
taught English from 4 o’clock to 8 o’clock at the university. | was teaching students
in the Faculty of Economics and Administrative Sciences (Rosalinda Individual
Interview, October 30, 2019).

Rosalinda continued to work in the private school and at the university for six years.
She mentioned that she assumed her teacher roles based on students’ age group within
these years because she was teaching English to two distinct groups, that is, children
and adults. At the core of her assumed teacher roles, Rosalinda believed that her

personality allowed her to get on well with her students as she could anticipate and

sympathize their needs.

I get on well with children. I also felt a rapport with adults. I like teaching English to
adults. I am aware of that (Rosalinda Individual Interview, December 11, 2019).

Assuming teacher roles based on the students’ age group helped her build rapport with
these two distinct groups. It is also noteworthy that Rosalinda’s emphasis on students’
age groups was related to her teacher roles as motivator, rapport builder, monitor, and
objective setter. For example, she emphasized rapport building and her teacher role as

a motivator when she taught English to primary and secondary school students.

When I was teaching at the university, I always prioritized my students’ needs. I asked
myself “who is learning English, why, and for what purposes?”, because the answer
to the questions I asked determined my lesson planning and teaching approach. I
explored possible answers I might get. My students at the university were going to be
bankers, inspectors, and governors and [if they did not learn English] they were not
going to know a language. Could you imagine how horrible it is? They were going to
serve in important positions, and I thought that they needed to have, at least, reading
and writing skills. Of course, | wanted them to speak, as well (Rosalinda, Individual
Interview, December 11, 2019).
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As can be seen in the excerpt, Rosalinda assumed her teacher roles according to the
needs of the student group she was teaching. Although she assumed motivator and
rapport builder roles with young learners, she prioritized her teacher role as a monitor
and an objective setter while she was working with adult learners at the university.

In addition to assuming her teacher role as a rapport builder and motivator, she
did not experience any difficulty in preparing lesson plans for different age groups
while she was teaching them because she learned to utilize different language teaching
practices during her apprenticeship of observation. Thus, Rosalinda prioritized using
her eclectic language teaching approach in her language teacher cognition. By eclectic
approach, it was meant that Rosalinda used a variety of English language teaching
methods, strategies, and techniques. She also used different combinations of the
methods, strategies, and techniques based on the needs of her students. However, she

stated that her main goal was to make her lessons fun and enjoyable.

When I was teaching English to kids, I put myself in their shoes. When I was teaching
adults, [ acted as an adult. I did not experience any disharmony. I believe that the more
a lesson is fun, the more students enjoy it. Students like the lessons they have fun. I
tried to offer such lessons (Rosalinda Individual Interview, December 11, 2019).

Rosalinda’s in-service experiences also showed that she was narrating her classroom
experiences to different student groups. For example, when she encountered a teaching
incident with young learners in her classes, she turned this incident into a teaching

opportunity for the university students. The direction of the narration stemmed from

the cognitive readiness of the students she was teaching.

If there was something funny or important that young learners did, I was telling it to
adult students because young learners were naturally amusing. I had a student named
Fatih. He was a first-grade student. While I was teaching them, I warned the whole
class with a joke. I tried to imply that what they were doing was wrong. The majority
of the class understood it as a joke, but Fatih comprehended the warning part, as well.
He stood up and told that it was not something funny to laugh, it was something they
needed to be embarrassed. For example, when I wanted to imply a problem to the
adults with my classroom management, I narrated this incident (Rosalinda Individual
Interview, December 11, 2019).

Another dimension in Rosalinda’s in-service experiences was her willingness to

participate in professional development activities. While she was teaching in the

private school and at the university, she was eager to develop professionally because
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she thought that it was important to follow recent trends and developments in
education and in the field of English language teaching. She also stated that she was
open to learn new methods, strategies, and techniques in English language teaching.
Her statements indicated that the professional development activities she participated
in helped her revise her theoretical and practical knowledge in her language teacher
cognition. However, she did not benefit from some of the in-service trainings as they

were repetitive in their scope and focus.

I was satisfied with two in-service trainings in my in-service years. I was especially
impressed by one of them because the scope and focus of the training was about
communicative approaches to English language teaching and I learned new
information about psychological and methodological aspects of English language
teaching. The training helped me refresh myself. I felt revived. After the training, I
started to consider what I could do with the materials I had. I tried to utilize new
approaches in my language teaching practices (Rosalinda Individual Interview,
November 2019).
It is noteworthy that Rosalinda’s willingness to develop professionally stemmed from
the idea of upgrading herself. By upgrading, she meant that upgrading was a milestone
in her career, which fundamentally changed her English language teaching practices.
For example, the introduction of technological devices into English language teaching
upgraded her practices as she began to utilize technological devices such as computers,

projectors, and smartboards in her teaching practices.

I learned new things to improve myself in the professional development activities. I
mean they refreshed me. When I started my career, we did not have computers and
when [ participated the training about computer use in language teaching, it upgraded
me. Yet, other activities are more like an update. You learn something and that is
refreshing (Rosalinda Individual Interview, November 13, 2019).
In her sixth year in the field of English language teaching, Rosalinda reached a
milestone when she was asked to be the head of English language teaching department
in another private school. After she accepted the offer, she realized that she could not
endure the teaching workload of the part-time instructor position while having

extensive workload of administrative position. Thus, she decided to quit her position

at the university and focus on administrative duties.
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In the sixth year of my career, I was offered to be the head of English language
teaching department. As I was supposed to work as a full-time administrator, I quit
my part-time instructor position at the university. The experience of being an
administrator was valuable for me. I learned a lot (Rosalinda Individual Interview,
October 30, 2019).

In addition to the administrative duties, Rosalinda’s first plan as an administrator was
to standardize English language teaching practices and the assessment and evaluation
processes in the school because she believed that it was important to provide the same
quality of education to all students and it was necessary to systematize language
teaching practices across the school. Regarding English language teaching practices,
she drew attention of English language teachers in the school to communicative
language teaching methods and she asked them to employ English-only policy to
promote interactive opportunities in the target language. On the other hand, it can be
inferred that she used language assessment and evaluation knowledge base in her

language teacher cognition to assume her teacher role as an assessor.

At the time, I was assigned to standardize and systematize English language teaching
practices and assessment and evaluation procedures. | was myself preparing the exams
because it is a serious dilemma that one teaches and assesses the outcomes. It has no
educational value (Rosalinda Individual Interview, December 11, 2019).
What is more, Rosalinda emphasized the importance of ELT community in the school.
She mentioned that when she took all her decisions about language teaching practices,
she sought advice from English language teachers in the school and the decisions taken
were collaborative ones. Emphasizing the importance of ELT community meant that

Rosalinda was open to constructive feedback she might receive from her colleagues to

alter her language teacher identity and cognition.

We had our classes until Friday noon. In the afternoons, we had our meetings. In these
meetings, [ presented the materials I prepared. Then, we decided our roadmap for the
next week. Also, I consulted English language teachers about the methods, strategies,
and techniques as well as assessment and evaluation procedures we were going to
implement. After my presentation, we exchanged our opinions and decided what to
add or exclude from the materials and procedures (Rosalinda Individual Interview,
December 11, 2019).

Rosalinda stated that they used commercially published English language coursebook

in the private school as the school prepared its students to international language exams
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such as TOEFL. On one hand, Rosalinda did not have to prepare language teaching
materials, so she did not fully utilize her skills and experiences in material
development and adaptation. This was also reflected in her teacher role as a resource
provider. On the other hand, as the school used the commercially published
coursebook, the publications houses offered professional development trainings. Thus,
Rosalinda occasionally attended in-service training that the publishing houses offered.
By attending these in-service trainings, she had the opportunity to develop
professionally, enrich her teacher roles, and extend her knowledge bases in her

language teacher cognition.

We were attending British Council’s and American Culture’s trainings. For example,

Longman and Oxford publishing houses offered many seminars. In these seminars,

practitioners shared their experiences. These seminars took generally three days. It

was serious. There was no place for us to chase our tails at that time (Rosalinda

Individual Interview, December 11, 2019).

Rosalinda in-service experiences showed that she later applied to work in
another school as the head of English language department. Although she originally
wanted to continue her administrative position in ELT community in the school,
Rosalinda was offered to be the school principal upon the current school principal’s
resignation at the time. She carried out the duties and responsibilities of school

principal such as teacher recruitment, quality assurance, and school management and

organization.

Another school was looking for a head of English language teaching department. For
primary, secondary, and high school. I applied for the position. When I started to work
there, the school administration was satisfied with my performance. Although I did
not apply for the position, the school manager asked me to be the school principal. 1
did my best in the school principal position. I was satisfied with my performance and
effort (Rosalinda Individual Interview, October 30, 2019).

After Rosalinda fulfilled the duties and responsibilities of being a school principal, she

began to question her career choices because she believed that she had been at every

level of English language teaching as well as administrative positions. Thus, she

decided to work at the organizational level and applied for a position in the Ministry

of National Education.
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I closed the chapter of being an English language teacher in my mind. I was an English
language teacher because I taught English from kindergarten to university level. Then,
I became the head of English department. Then, I worked as a school principal. In
conclusion, I did what I could do as a teacher. Later, I decided to work on the
organization of education (Rosalinda Individual Interview, November 13, 2019).

Rosalinda worked on international projects in the Ministry of National Education and
focused on the organization of the projects she worked on. She enjoyed carrying out

the duties of the international projects and felt professional satisfaction. Although she
did not want to leave her position in the Ministry of National Education, the Ministry

decided to assign Rosalinda to work in the School for the Blind.

4.3.5. Rosalinda’s Experiences in the School for the Blind
Rosalinda had worked in the Ministry of National Education for years and she was

assigned to work in the School for the Blind in 2007. When she transitioned to the
School for the Blind, she had no prior experiences with the target student group. In
this regard, she experienced a reality shock when she began to teach in the School for
the Blind. The reality shock she experienced stemmed from two main reasons. Firstly,
Rosalinda did not want to leave her position in the Ministry of National Education, so
her assignment to the School for the Blind was a forced and reluctant one for her.
Secondly, upon her assignment to the School for the Blind, she expected to undergo a
process of in-service training. However, she did not receive any in-service training to
prepare herself to the realities of teaching English to the students with visual
impairments.

Given that Rosalind did not have adequate opportunities to prepare herself to
teach English to the students with visual impairments, she decided to make use of a
new process of apprenticeship of observation. Hence, she asked for help from her
colleagues in the ELT community in the School for the Blind. However, she could not
obtain ample evidence from her colleagues’ teaching practices because her colleagues

were reluctant to help her.

I asked myself how I could improve my teaching practices. I searched a few things.
Then, I asked for help from my colleagues. Even the ones I asked for help did not help
me. When I asked how I could do such a thing, the response was very short in one or
two sentences. They did not provided explanations in detail (Rosalinda Individual
Interview, March 4, 2020).
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Due to the fact that the ELT community did not help Rosalinda, she transformed the
process of apprenticeship of observation into a process of self-reflection. She tried to
reflect on her own practices. She expressed the panic and stress she experienced when
she tried to align her English language teaching practices to the needs of students with

visual impairments.

When I first started to teach students with visual impairments, I was shocked because
I did not know what to do and how to do. I was very scared. I needed to manage such
a panic. I did not want to startle anybody else in the school (Rosalinda, Individual
Interview, November 13, 2019).

In order to manage the emotional breakdown she experienced, she made use of limited
help she received from her colleagues while she was reflecting on her teaching
practices. She visited Mustafa’s classes to observe how English language could be
taught to students with visual impairments. It was the result of the observations that
Rosalinda realized that the teaching practices of seeing teachers and visually-impaired
teachers were not compatible. Hence, Rosalinda’s process of self-reflection ended with
individual efforts to reorganize her teaching practices based on the needs of students

with visual impairments.

As you know, Mustafa is a visually-impaired language teacher. I observed him to see
how he taught English. His practices were the practices of visually-impaired teacher’s
practices. It is different from a seeing teacher’s practices. After I realized the
difference, I searched how I could teach English to the students with visual
impairments online (Rosalinda, Individual Interview, November 13, 2019).

As a result of her process of apprenticeship of observation and self-reflection,
Rosalinda concluded that a teacher candidate who wants to work in the School for the
Blind needs an orientation program. It can be inferred that Rosalinda advocated the
idea of an orientation program for two reasons. Firstly, she experienced the emotional
challenge of transitioning to the School for the Blind and she did not want prospective
teachers to undergo similar emotional process. Secondly, she realized that teaching
English to the students with visual impairments was different from teaching English
to the mainstream students. Also, teaching English to the students with visual
impairments required language teachers to approach such students with various

professional stances. If a prospective teacher does not know what and how to do, an
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orientation program can equip her/him with the necessary skill set that is needed in the

School for the Blind.

A teacher who wants to work here should not see students with visual impairments for
the first time in here [in the School for the Blind]. Either s/he should work with the
target students before, or if s/he is assigned to the School for the Blind, there has to be
an orientation program (Rosalinda Individual Interview, February 19, 2020).
Rosalinda’s initial and on-going experiences in the School for the Blind made her
believe that she had enough experiences to provide an orientation program for the

prospective and in-service English language teachers about how to teach English to

students with visual impairments.

When I retire, I will talk to the school management and if they accept, I will offer an
orientation program to English language teacher who will be assigned for the position.
I can organize an orientation program. I can systematically show my teaching
methods, techniques, and strategies. I can observe the teacher and provide feedback.
S/he should see some examples. Otherwise, it is sink or swim (Rosalinda Individual
Interview, February 12, 2020).

She further stated that there is a need for systematic pedagogic and pedagogic content
approaches to teaching students with visual impairments. Such approaches should be
theoretical and institutional, which should be taught both during the teacher education

program and in-service years.

The orientation program which includes pedagogic and pedagogic content approaches
to teaching students with visual impairments must start before the candidate comes to
the School for the Blind. It should start in the pre-service years. ELT programs should
get support from Special Education programs because academic staff in Special
Education programs, I think, are more knowledgeable about what to teach and how to
teach students with visual impairments (Rosalinda, Individual Interview, February 12,
2020).

Although Rosalinda emphasized the importance of in-service training, she criticized
the structure and content of the in-service training offered by the School for the Blind

because she thought that the duration, frequency, and content of in-service training did

not meet their professional needs.

I believe that the in-service training offered here is not beneficial for us. We have a
two-week seminar period. In this period, we are supposed to complete paperwork,
prepare the school for the new academic year and/or evaluate the completed academic
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year. It is necessary, yet we can do all the aforementioned things in a week. In the
remaining week, in-service training can be offered but it does not happen. For
example, we had a guest researcher who conducted her studies in America. She talked
about the procedures and practices to teach students with visual impairments there.
Although there was some interesting information, it did not cater to our needs because
it was out of our context (Rosalinda Individual Interview, February 19, 2020).
Rosalinda’s experiences in the School for the Blind indicated that English language
teachers were not systematically prepared to teach the language to the students with
visual impairments. As a result of the absence of the preparation, the professional and
emotional needs of English language teachers in the School for the Blind were
overlooked and ignored. Thus, Rosalinda needed to overcome the emotional
breakdown and realities of being unprepared for the School for the Blind with her
individual efforts. After she thought that she resolved the professional and social
challenges, she started to focus on her teaching practices. She initially aimed to learn
and understand her students’ differences because students’ academic, social, and
disability background defined and determined their academic and social adaptation
and achievement in the School for the Blind. She related students’ academic, social,

and disability background to education psychology and sociology in her teacher

cognition.

Educational psychology helps a teacher determine how to approach to different
cohorts of students because it shows you how to teach kids, teenagers, or adults. The
approach to various age groups is different. It is education psychology to support
teachers decision-making process when they try to understand their learners’ needs
(Rosalinda Individual Interview, March 04, 2020).

One needs to change her/his behaviors in different contexts. Education sociology
helps you understand and internalize the behavioral and contextual differences. It
supports teachers’ practices. Is it possible to approach a student with visual
impairment and a regular student in the same way? One selects the words s/he uses in
the classroom. For example, I use the word “seeing” in a funny way (Rosalinda
Individual Interview, March 04, 2020).
The excerpts shows that Rosalinda was aware of the importance of educational
psychology and sociology, and she equipped her language teacher cognition
accordingly. However, when she wanted to learn her students’ background, she
received negative comments from some of the teachers in the School for the Blind.

Thus, she had difficulty in assuming counseling and guiding teacher roles.

209



I wanted to learn a student’s background. I went to the class teacher to ask. One of the
teachers in the room ask me what I was going to do when I learned such information.
She was a class teacher. [...] I could not respond to her question. I need this
information because I do not want to do something wrong. For example, students were
talking about their parents’ occupations. One of the students told me that his father is
sweeping the garden at a hospital. I did not understand because he could be a cleaner,
who works at the hospital, or he could be a municipality worker. I did not ask further
questions because I know if the student knew the difference, he would explain. I need
information about students’ background to determine my expectations from them
(Rosalinda Individual Interview, February 19, 2020).

Data analysis also showed that Rosalinda paid attention to the emergence/occurrence
of students’ visual impairments. Based on the information she obtained about students
visual impairments, she grouped them into two. She stated that the students who were
born with visual impairment were more successful when compared with the students
who lost his/her vision during or after childhood because those who were born blind
develop their cognitive abilities and communication skills according to the limits of
their visual impairments. On the other hand, those who lost their vision during or after
their childhood try to continue to use their cognitive habits such as reading with their

eyes.

Those who were born blind are better at comprehending what you say. For example,
I read a multiple-choice question aloud and the choices. I read only once or twice;
they understand the question. On the other hand, if a student learned how to read and
write in a regular way and lost his/her vision later, I would read ten times, but he
would not comprehend the question because it is difficult for her/him to study only in
aural ways (Rosalinda Individual Interview February 12, 2020).

As aresult of such cognitive habits of studying, some students with visual impairments
resisted to learn Braille or other mediums of communication. Their resistance, as

mentioned above, stemmed from their previous learning habits and routines. Rosalinda

mentioned about a specific case.

There is a student called Akif. Akifis a student with low vision. He tried to read Braille
with his eyes. This is laziness because one needs to learn Braille and its shortcuts. For
example, | gave a handout today and he told me that if the handout was printed with
large fonts he could read. He had a cancer and he had surgery. After the surgery, he
lost his vision. I eventually told him that he should not resist to read with large fonts
because he needed to learn Braille (Rosalind Individual Interview, February 12,2020).
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Based on the information she gathered, Rosalinda assumed different teacher roles. For
example, Rosalinda assumed psychological counselor role for the student mentioned
above. As she did not want to demoralize him about his vision, she continued to

provide handouts with large fonts.

Akif was seeing a glimpse of light. I did not want him to be demoralized so I gave him
the handouts with large fonts. I did not expect anything in return. I gave the handouts
because I did not want him to experience an emotional breakdown. When he tried to
read the handout, I pretended that he could read with large fonts. I did such things for
counseling purposes (Rosalinda Individual Interview, February 12, 2020).
In another instance, Rosalinda talked about a student who had a sudden eye surgery.
Kadir was going to spend 3 months away from the school. To help him psychologically
recover, she asked Kadir’s classmates to write letters to him. The purpose of writing
letters was to cheer Kadir up as well as to teach the students with visual impairments

how to write a letter. In this sense, Rosalinda used his psychological counselor role to

teach her students with visual impairment about a writing genre.

Kadir suddenly needed to have eye surgery. He needed to spend 3 months at home.
Due to his surgery, he needed to be in the face down position, he could not be in sitting
position or any other physical position. It is extremely difficult. 1 told Kadir’s
classmate that let’s write letters to him. In this way, we sent letters to motivate Kadir
as well as learned how to write a letter (Rosalinda Individual Interview January 08,
2020).
Another teacher role Rosalinda assumed was also related to students’ psychological
wellbeing. Rosalinda assumed an agentic role to critically approach the school visit
policy. Although she emphasized the importance of school visits to raise awareness
about students with disabilities, the way the school visits were planned was disturbing
for Rosalinda. She believed that the school visit should have follow-up policies to

create meaningful experiences for all the parties involved.

I am curious about those students’ experiences who came here and met with our
students with visual impairments. I did not receive any feedback from neither the
students nor the schools (Rosalinda Individual Interview February 12, 2020).

She was also convinced by the idea that if the feedback was absent, the school visits

would not be different from a zoo visit because Rosalinda stated that the regular

students who visited the School for the Blind brought food and gifts for the students
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with visual impairments. The food and gifts were culturally given to those who were
in need. Also, the students with visual impairments daily routines and study habits are
different from the mainstream community. The difference created an alien
environment for the mainstream students. In this regard, visiting the School for the
Blind and seeing the students with visual impairments were considered to be emotional
and exotic experience. To change such an emotional perspective, Rosalinda thought
that there should be a school visit policy, which was collectively created by the school
administration and teachers in the School for the Blind. However, data analysis
revealed that Rosalinda’s efforts to change the school visit policy went unnoticed and

her agentic role about the school visits did not go further than criticizing the school’s

policy.

I cannot do only by myself. Other teachers should also help. One of the teachers here
viewed the school visits as something like feeding the animals in the zoo. I do not say
that the students with visual impairments feel discomfort so regular students should
not visit here. On the contrary, they should visit because the School for the Blind and
the students with visual impairments are different and they should be aware of these
differences. Yet, before the regular students visits our school, they should be informed
about the School for the Blind and its school visit policy. The School for the Blind
should have rules. Then, when they come here, we can show them what we do and
how we do (Rosalinda Individual Interview, March 04, 2020).
On the other hand, Rosalinda’s agentic role emerged when she defined the purpose of
learning English for the students with visual impairments. She believed that teaching
survival skills to the students with visual impairments is more important than teaching
English because they have their disabilities, which limit their potential. Survival skills
mentioned here were the necessary skills and abilities for individuals with visual
impairments to live independently such as using public transportation, cooking, self-
cleaning, completing paperwork, etc. Thus, the students with visual impairments need
to live independently and English language comes later in their independent life skills.
Due to the emphasis on the survival skills, it can be inferred that Rosalinda thought
those who are interested in English language and wanted to learn it should be
motivated to learn the language. Otherwise, there is no point in forcing students to

learn English.
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They have their disabilities; we should not forget this. Prior to academic issues, they
need to have necessary skills to live independently. In the context of the School for
the Blind, I think living independently is more important. Thus, learning a foreign
language is not going to be the number one priority (Rosalinda Individual Interview,

February 05, 2020).

Another issue that Rosalinda assumed an agentic role was the students’ and
teachers’ Braille habits. Based on her experiences, she realized that some students with
low vision and seeing teachers tried to read Braille texts with their eyes. The problem
of reading Braille texts with eyes was that it hindered the development of Braille
literacy skills. In this respect, the students with low vision were implicitly encouraged
to read with their eyes and Rosalinda found such habits and implicit encouragement

were detrimental for students with visual impairments because Braille is the universal

medium of communication for people with visual impairments.

Most of the teachers do not read Braille texts with their fingers. Seeing teachers read
Braille texts with their eyes. They see every dot in Braille system as a word. Reading
Braille texts with eyes is not logical. If you are going to read Braille text, do it with
your fingers (Rosalinda Individual Interview, February 12, 2020).

Although Rosalinda emphasized the importance of learning and using Braille, data
analysis showed that she did not know how to read and write in Braille. She found

temporary solutions to bypass Braille related issues.

Rosalinda prepared two handouts for the students with visual impairments. She
prepared the handouts in a Word document and handed in to Nese, who is the
responsible personnel for the Braille printer. Nese printed them out with Braille
printer. In the first handout, Rosalinda explained the structure of Present Simple
Tense. In the second handout, she prepared a variety of exercises. To group the
handouts, Rosalinda asked Nese to read the title of the handouts. After Nese read the
titles of the handouts, Rosalinda noted the titles with sticky notes (Rosalinda Field
Notes, February 05, 2020).

As shown in the field note above, although Rosalinda expected students with low
vision and teachers in the School for the Blind to read and write in Braille, she did not
even have necessary Braille skills to group the handouts she prepared. It can be
concluded that she did not have necessary pedagogic Braille literacy in her language
teacher cognition.

The last issue emerged with Braille was about the coursebook. Rosalinda rail

against the Ministry of National Education’s policy in terms of Braille coursebook.
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She noted that the coursebook that was used in the School for the Blind was a blueprint
of the mainstream coursebook. The only difference was the coursebook was printed in
Braille. However, the visual elements of the regular coursebook were not reorganized
according to the needs of the students with visual impairments and Rosalinda
concluded that the Braille coursebook was not suitable for the pedagogic content

purposes for the students with visual impairments.

As you know, the Ministry of National Education gives coursebook for every student.
The Ministry prepared English coursebook for each grade for the seeing students.
Somebody took the regular coursebook and transformed it to Braille. But this does not
make the coursebook as Braille coursebook. They [the Ministry] thought that it is
Braille coursebook. For example, students are expected to draw a rabbit when they
complete an exercise about numbers. We have the same exercises in Braille
coursebook. Now you tell me, is it Braille coursebook? There are problems with the
exercises in the coursebook (Rosalinda Individual Interview, February 12, 2020).

After Rosalinda realized the problems of the Braille coursebook, she assumed a
resource provider role. She first tried to learn the ways how she could teach English
without using visual materials because she stated that she actively used visual

materials throughout her teaching career. Being unable to use visual materials in the

School for the Blind made her feel that she was stuck.

Our pre-service education was not designed to equip us to teach students with visual
impairments. I always used visual materials because I got used to use them. I love
using visual materials. Guess what. You are an English language teacher and you
come here [the School for the Blind] and you have your hands tied. I tell myself I can
teach this topic by using visual materials. Then, I remember that I cannot use visual
materials. I say if [ am not going to teach this topic without visual materials, what am
I going to do (Rosalinda Individual Interview, February 12, 2020)?

Rosalinda found the solution to overcome the visuality of English language teaching
by using Ministry of National Education’s online platform. In the platform, Rosalinda

searched for audio materials that she could compensate the absence of visual elements

in her teaching practices.

As you may know, we have the platform called EBA [Ministry of National
Education’s Online Platform]. I am using the platform for listening. To clarify, the
platform is not designed to serve students with visual impairments, it is for all
students. We use listening materials because we cannot use the visual materials. It is
a necessity. I teach what I can and complement it with the materials on the platform.
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In conclusion, I try to provide them listening audios as many as possible (Rosalinda
Individual Interview, November 2019).
Rosalinda tried to make use of MoNE’s online platform with a smartboard and
computers. However, she was not eager to use educational technologies, yet she tried
to learn to utilize educational technologies in her teaching practices. She saw the use
of educational technologies as something she had to utilize. It can be inferred that she

made us of educational technologies.

I can use the features of the smartboard. I learn it. I made a lot of effort. I asked for
help from IT teacher. Sometimes, she told me that she was busy, yet it kept asking for
help. The thing is I thought that I must use educational technologies. I did not do it
because I believed its efficiency. It is different to do something eagerly or reluctantly.
All in all, I am dying for technology (Rosalinda Individual Interview, January 08,
2020).

Her use of educational technologies was not efficient because she encountered various
problems. While some of the problems were related to the technical issues such as
keyboard failure, safe browser limitations, empty documents, etc., others were
stemmed from Rosalinda’s lack of knowledge about educational technologies. In
addition to the problems, she believed that the materials in the platform were not as

qualified as she expected.

When [ try to open a document, I see that it is either missing or replaced. I could not
find quality materials. We have a smartboard in the classroom. To what extent can we
use it? For example, there is a keyboard problem with the smartboard. I can use the
smartboard in a limited way. Some of the applications do not work. I cannot freely
search online because the school uses safe browsers. Or there is an American woman
in the platform. She is teaching English with a mixture of Turkish and English. It
would be better for the students with visual impairments if the American woman could
teach the topics with role plays. She is teaching English by using her broken Turkish.
We do not understand what she is saying. [ understand there are lots of efforts behind
the curtain, yet it is not something you would say wow (Rosalinda Individual
Interview, January 08, 2020).

After a period of trial-and-error, Rosalinda tried to find the optimal use of what she
could access. To optimize the available materials, she made use of educational
technologies by focusing on her language teaching practices. In addition to the

educational technologies, she started to learn to compensate the visuality in English

language teaching materials with other forms of materials. As a result of the optimal
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use of what was available, she developed a teaching routine over the years. Rosalinda’s
teaching routine was divided into three stages. In the first stage, she prepared a handout
in Word format and organized the audio materials she was going to use in the lesson.
Also, she organized the classroom setting because she believed that U-shaped
classrooms encouraged more interaction. During the lesson, Rosalinda opened the
handout she prepared. The handouts generally focused on grammatical structures and
vocabulary items of the topic being covered. The teaching of grammatical structures
and lexical items was supported by the listening activities. In the last phase, Rosalinda
edited the handout she prepared before the lesson based on the emerging needs of the
students with visual impairments. She, then, printed it out in Braille format and

distributed it to the students with visual impairments.
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Figure 27: Rosalinda's Teaching Routine

Rosalinda summarized her English language teaching practices as follows.

I position my students in a U-shaped format because we are maximum eight in the
classroom. The students with visual impairments face the smartboard. Generally, I
have already prepared the lesson. I prepare a handout and when I teach, I use it as my
primary source of material. We focus on listening activities because I cannot say that
I write important points on the board, and you note them down because they cannot
see. In the handout, I state the unit and topic. For example, there is a topic about

216



appearance and personality in the 7" grade. I list important lexical items when we
describe a person’s appearance. We go over the lexical items and revise the topic. At
the same time, I edit the handout if there are missing points or if the students with
visual impairments need extra practice because they could not understand the topic
clearly. I mean I revise the handout that I prepared at home here. Based on the needs
of the students with visual impairments. After the lesson, I finalize the handout and
print it in Braille (Rosalinda Individual Interview, October 30, 2019).

It is important to note that Rosalinda’s English language teaching routine did not
include reading and writing. When she was asked about her practices in terms of
writing, she responded that the coursebook was not suitable for reading instruction and
writing was an activity that students with visual impairments needed to study on their
own. It should also be taken into consideration that writing was not seen as a novel

language practice because the activities Rosalinda implemented were generally

dictation activities. The main focus of Rosalinda’s lessons was on comprehension.

I do not ask my students with visual impairments to write because it is something that
they need to do in their free time. Rarely, I announce that we will have a writing
activity. They have their Braille tablets and Orbit devices. I cannot control their
writing. I want them to use their Braille tablets. There are few students with low vision.
They handwrite. We do writing activities like this. As you know, there are four
language skills: reading, writing, listening, speaking. I focus on comprehension
(Rosalinda Individual Interview, October 30, 2019).

Rosalinda mentioned that applying language teaching methods, strategies, and
techniques for seeing students to the students with visual impairments was not an easy
task. It required time and experience in teaching English to the students with visual
impairments. Rosalinda mentioned a classroom activity she implemented that resulted

in better comprehension.

I designed a classroom activity. I printed vocabulary items in Braille. I printed
sentences and even paragraphs in Braille. I use the activity as a classroom game. I put
all the words, sentences, and paragraphs on the table. For example, I scramble the
words in a sentence. I give a question mark to show that this is a question. The students
with visual impairments are supposed to make a question. We did this activity
individually and with groups. The group with the highest number of correct sentences
wins. It is not easy to transfer such activities to the School for the Blind. When I first
started to work here, could I imagine such activities? No (Rosalinda Individual
Interview, October 30, 2019).

Lastly, Rosalinda’s years of experiences in the School for the Blind indicated that she

could have been a transformative practitioner because she cared about the
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psychological, social and academic wellbeing of the students with visual impairments.
Her teacher roles were shaped according to the needs of students with visual
impairments in the School for the Blind. Additionally, she tried to approach and guide
students with visual impairments in pedagogically appropriate ways. However, when
she was asked whether she would like to be a role model for the students with visual
impairments as well as her colleagues in the School for the Blind, she stated that she
did not have necessary tools and opportunities to be a role model in the system, yet

she believed that she was a role model for the students with visual impairments.

What change? We complain about education. If something is going to change, none
of us have the opportunity to do it. There is no teacher who can say that I can change
this, I can be a role model. The system prevents you to be a role model. But I am a
role model for the students with visual impairments (Rosalinda Individual Interview,
February 05, 2020).

To summarize Rosalinda’s experiences in the School for the Blind, it can be inferred
that she did not choose to work in the School for the Blind and she encountered
emotional and professional challenges and obstacles. To resolve such challenges and
obstacles, she sought help from the ELT community in the School for the Blind and
underwent a process of apprenticeship of observation, but she could not get support
from her colleagues, which intensified the hardships she experienced. As a result, she
turned the new process of the apprenticeship of observation into a self-reflection. In
this self-reflection process, she tried to prepare herself to the realities of teaching
English to the students with visual impairments. She realized that an orientation
program for the prospective English language teachers was needed to systematically
prepare them to teach the language in the School for the Blind.

When Rosalinda resolved the challenges and obstacles she encountered in the
School for the Blind, she tried to find optimal use of English language teaching
methods, strategies, and techniques, as well as available resources. To achieve, she
examined students’ disability, social, and academic background. Based on the
information she gathered, she assumed different teacher roles to meet the needs of the
students with visual impairments. What was interesting, though, she has not learned
the medium of communication that students with visual impairments use. As she did

not know how to read and write in Braille, she focused on teaching grammar,
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vocabulary, and listening skills to the students with visual impairments. Data analysis
showed that Rosalinda’s English language practices in the School for the Blind
neglected reading and writing skills.

Lastly, she believed that the collaboration between the mainstream schools and
the School for the Blind to raise awareness about students with disabilities should bear
certain rules because the current practices is pedagogically and socially disturbing. In
this regard, she assumed an agentic role to change the school visit policy, but her
contributions were ignored. Thus, she thought that although she tried to be a role model
for the students with visual impairments, the education system she was in limited the

opportunities for her to be role model for wider purposes.
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CHAPTER 5

DISCUSSION

This dissertation aimed to explore experiences of three language teachers of students
with visual impairments in the School for the Blind. In this regard, this dissertation
investigated the participants’ language teacher identity and cognition through
complexity theory framework. It focused on the processes of how the participants
learned to teach English to the students with visual impairments, and what pedagogic,
technologic, and pedagogic content methods and strategies they used. It also aimed to
uncover the participants’ professional teacher identities when they enacted their
instructional practices in the School for the Blind. This section of the dissertation
presents the findings of the study and shows the possible connections with the relevant
literature. This section is aligned with the presentation of the findings chapter, that is,

the discussion of each participant is presented respectively.

5.1. Discussion: Merve’s Language Teacher Identity and Cognition
The societal and professional status of the teaching profession is questioned to improve

the standards of education and teacher candidates are expected to follow a rigorous set
of requirements to contribute to the betterment of the teaching profession (Darling-
Hammond & Rothman, 2011). However, based on the assumption that teaching is not
a demanding profession (Ozdemir & Orhan, 2019), teacher candidates can aim to be
teachers. It is also important to note that one of the requirements is to obtain a high
level of content (subject matter) knowledge in the area that one is going to teach and
teacher candidates, who believe that teaching does not require a demanding set of

knowledge, expertise, and skills (Semerci et al., 2012), do not invest in the
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development of their content knowledge. In the case of Merve, the findings showed
that her family members forced Merve to be a language teacher and she started her
undergraduate education in the Department of English Language and Literature. Yet,
she experienced several difficulties and obstacles during her undergraduate education
because she did not invest in improving her subject matter knowledge. In this regard,
this study asserts that subject matter knowledge, that is, language proficiency, is at the
core of language teacher identity and cognition development (Aktekin & Celebi, 2020;
Haim et al., 2022; Jafari & Razmjoo, 2021; Yazan, 2018).

Forming strong pedagogic and pedagogic content knowledge bases is essential
to adapt one’s practices and identities to the realities of actual classroom practices
(Evens et al., 2018). Merve took pedagogic formation courses in order to be eligible
to be a teacher in public and private schools during her undergraduate education. The
teaching certificate programs (pedagogic formation courses) in Turkey do not fully
foster language teacher identity and cognition development (Kose, 2017; Lafci Tor &
Sert, 2022) because the courses are designed to provide general pedagogical
knowledge, and those who take pedagogic formation courses to be a teacher in Turkey
lack sufficient exposure to the teaching profession, which result in tensions in their
professional teacher identities, as well as gaps in their language teacher cognition.
Such a condition becomes obvious with initial teaching experiences (Cimen &
Daloglu, 2019; Karatas & Karaman, 2013). Similarly, Merve experienced a reality
shock during her practicum because she was not ready to teach English in a
pedagogically appropriate way. As the pedagogic formation courses do not target
specific teaching branches, Merve could not form her pedagogic content knowledge
base. Although available literature suggests that when pre-service teachers are
presented with one of the knowledge bases, they can develop other knowledge bases
during their pre-service teacher education (Gess-Newsome, 1999), Merve’s case does
not corroborate with this perspective because Merve started to develop her pedagogic
content knowledge after the teaching certificate program.

When she started her career as an English language teacher in Samsun, she
relied on her language learning experiences because she did not have the opportunity
to practice her pedagogic content skills during her undergraduate education as

mentioned above. Hence, by reflecting on her apprenticeship of observation as a
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language learner, she tried to teach English with the traditional methods, strategies,
and techniques. Given these, this study shows the importance of pre-service teacher
education in language teacher cognition development (Levin & He, 2008; Morton &
Gray, 2010; G. Wei & Lu, 2022) because using her own apprenticeship of observation
as her language teacher cognition base causes a time-lapse. Time-lapse means that
utilizing language learning experiences through the apprenticeship of observation does
not meet the demands and necessities of the teaching practices of the time that these
practices are enacted (Aspbury-Miyanishi, 2022; Chou, 2008; el Islami et al., 2022;
Krulatz et al., 2022).

As opposed to her language teacher cognition, Merve started to assume various
teacher roles and develop her professional teacher identity. The main source of her
professional teacher identity was rooted in her teacher autonomy, which refers that
teachers take responsibility for their practices by making practical, methodological,
and curricular decisions (L. Li, 2012). This study argues that teacher autonomy fosters
teacher identity development because teachers assume the responsibilities of their
classrooms to cater to the needs of their students, yet willingness to improve one’s
subject matter equals to the willingness to assume a professional identity in the given
field (Pennington & Richards, 2015). In this regard, when Merve started her teaching
career in Samsun, she started to develop her teacher autonomy because she made
educational decisions to support her learners’ language learning processes. Her teacher
autonomy development supported her professional identity development, and she
started to think like a teacher (Feiman-Nemser, 2008) in general terms. However, as
she could not fully form her subject matter knowledge base during her undergraduate
education, she struggled with assuming language teacher identity in Samsun.

Another issue that potentially influences language teacher identity is collegial
support because receiving collegial support has two implications for language teacher
identity and cognition. Firstly, collegial support helps language teachers assume
professional identities because they form a community of practice (Johnson, 2006;
Pennington & Richards, 2015). Secondly, it nurtures the improvement of language
teacher cognition because language teachers can learn from the experiences of other
teachers in their communities (Johnson, 2009). Merve’s case yielded similar results in

terms of collegial support because she experienced professional isolation in Samsun
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as she was the only English language teacher in the school. However, when she
transitioned to a school in Ankara, she worked with a group of language teachers, who
professionally supported her to improve her practices.

Language teacher identity is (re)formed by the realities and necessities of the
educational setting and teachers need to use various pedagogic and pedagogic content
approaches to meet the needs of their students in a new context (Huang et al., 2021;
Yazan et al., 2018). Transitioning to the school in Ankara reshaped her teacher identity
and cognition. For example, she supplemented the curricula with extra materials, used
educational technologies, and planned extracurricular activities in Ankara. These
changes in her practices were reflected in her professional teacher identity, as well.
She assumed resource provider, lesson planner, and assessor roles in Ankara. Given
the alterations and changes in Merve’s language teacher identity and cognition, this
study supports the idea that language teacher identity is shaped by contextual factors
and adds that if language teachers are willing to reform their professional identities by
assuming different teacher roles, they can develop and enrich their language teacher
cognition, that is, their instructional practices (Uzum, 2013; Yazan, 2016, 2017).

Critical incidents play an essential role in language teacher identity and
cognition development (Farrell, 2008) because they encourage practitioners to resolve
a teaching conflict, and/or to utilize a different pedagogic approach that fundamentally
changes one’s language teacher identity and cognition (Griffin, 2003; Karimi &
Nazari, 2021). In the case of Merve, two critical incidents (family three activity and
the international student exchange program) challenged her language teacher identity
and cognition in Ankara. The two critical incidents indicated that Merve was still
struggling with her pedagogic and pedagogic content knowledge bases to contribute
to her students’ language learning process. Although critical incidents are considered
to change one’s practices in a way that one resolves previously ignored and overlooked
issues and plans the activity accordingly (Walsh & Mann, 2015; Yu, 2018). They also
support teachers to question their practices and challenge their taken-for-granted
assumptions about their practices and/or theoretical orientations (Farrell, 2013). The
fundamental changes in Merve’s practices were just the opposite because she decided
to avoid using the activities mentioned above, which remained an unresolved

pedagogic problem in Merve’s language teacher cognition. In this regard, it can be
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concluded that critical incidents do not always lead to improvements in language
teachers’ practices (Megawati et al., 2020). Also, the degree of teacher learning
depends on their readiness to alter their practices.

Another issue in Merve’s in-service experiences in Kegiden was students with
disabilities. The presence of students with disabilities in inclusive classrooms creates
unique opportunities for their peers and their teachers because they challenge the
taken-for-granted beliefs and assumptions about learning (Konig et al., 2011; Voss et
al., 2011), yet inclusive students can possibly cause several challenges because they
usually fall behind the academic standards and teachers need to implement
individualized education programs to help these students to progress in their academic
studies (Blackwell & Rossetti, 2014; Kurth et al., 2021; Nannemann, 2021). When
teachers are not professionally trained to teach students with disabilities, they usually
prefer to meet the minimum requirements of inclusive practices (Cinarbas & Hos,
2022). In the case of Merve, the presence of students with disabilities in her classes
did not create opportunities for language learning and she did not want to assume a
teacher identity that met the needs of students with disabilities because she believed
that these students caused classroom management problems. Also, she was not
equipped with pedagogic and pedagogic content skills to teach students with
disabilities. Thus, she preferred to meet the minimum requirements of teaching English
to students with disabilities.

Lastly, teachers can feel burnout when they have heavy work conditions. To
overcome teacher burnout, a teacher can decide to change their working environment
to lower their workload and have a fresh restart (Quirap, 2022; Gilmour et al., 2022;
Pavlidou et al., 2022). They generally choose places where they can still use their
instructional practices, that is, their teaching routines (Cheng, 2022). Interestingly,
findings showed that she decided to transition to the School for the Blind merely
because of the workload considerations. Although she lowered her workload in the
School for the Blind, considering her beliefs and assumptions about students with
disabilities as well as her previous experiences with students with disabilities,
transitioning to the School for the Blind was a peculiar decision. Furthermore, teaching
English to students with visual impairments necessitates using various pedagogic and

pedagogic content methods, strategies, techniques, and tools. Given the fact that
224



teachers choose to work in educational settings, where they can use their previously
formulated teaching routines, Merve’s decision to transition to the School for the Blind
does not coincide with the assertation.

Students with visual impairments are generally considered to be academically
low achieving, socially awkward, and interactionally limited (Cinarbas, 2016).
Approaching students with visual impairments with such assumptions determine one’s
teacher identity and cognition (Ginevra et al., 2022; van Steen & Wilson, 2020). In
this regard, Merve’s experiences in the School for the Blind showed similar findings
because her beliefs, assumptions, and knowledge about students with visual
impairments led to emotional and professional dissonance and she adapted her teacher
identity and cognition according to her assumptions.

In-service training and orientation are essential when language teachers are
supposed to teach in an unfamiliar environment. Such training can help teachers orient
their identities and practices based on the contextual factors they are in (Chitiyo et al.,
2017; Cooc, 2019; C.-H. Yang & Rusli, 2012). It is important to note that in-service
training should target a contextual issue to prepare language teachers and if the training
is a general one, teachers can have difficulty in connecting the training to their existing
identities and practices (Kang & Cheng, 2014). Similarly, when she transitioned to the
School for the Blind, Merve received 40 hours of in-service training about special
education. In this training, she was informed about pedagogic approaches to special
education, the characteristics of students with visual impairments, and the academic
and social expectations of the School for the Blind. The training influenced Merve’s
professional teacher identity and cognition in the following ways: (1) she assumed a
counselor role to help students with visual impairments psychologically and socially,
(2) she began to understand that each student with visual impairments experiences
his/her disability in a unique way, (3) she comprehended the importance of
differentiated instruction (Ozdemir et al., 2022; Porta et al., 2022; Smets et al., 2022),
(4) she equipped her pedagogic content knowledge base with skills and strategies to
plan her teaching practices, and lastly (5) resolved the emotional dissonance she
experienced and started to change her assumptions about students with visual

impairments (Mintz et al., 2020).
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Language teachers’ instructional practices depend on their pedagogic content
knowledge (Ball et al., 2008; K. Johnson, 2005). When teachers encounter a new
cohort of students, they visit their language teaching practices repertoire to find
optimal practices and when the context and the cohort of students are totally different,
language teachers undergo a trial-and-error process to reorganize their classroom
routines. In such cases, teachers tend to use the coursebook as their guide to creating
a classroom routine because the coursebook can serve as a starting point for lesson
planning (Azarnoosh et al., 2016; Khany & Kamalvand, 2022). Merve’s case, in this
regard, showed that she experienced this trial-and-error process while she was trying
to turn her previous instructional practices into a classroom routine for students with
visual impairments. To set a classroom routine to teach English to students with visual
impairments, Merve used the coursebook provided by the Ministry of National
Education as her curricular guide. However, her lesson planning was open to
spontaneity, which referred that she relied on her previous teaching repertoire, which
did not match the needs of students with visual impairments. The spontaneity of her
lesson planning is also reflected in her curricular decisions. She curtailed the
curriculum by excluding writing and reading activities from the coursebook because
she did not have Braille literacy. Also, completing writing activities required an
intense workload as well as extensive class time. Merve mentioned that the students
with visual impairments generally used their Braille slate and its pin to complete
writing tasks and writing on the Braille slate was a painful and tiresome activity for
the students with visual impairments. However, such reasoning contradicted the
observation data because students with visual impairments had their Braille
typewriters and the Orbit devices. These Braille technologies made writing an easy
task for students with visual impairments (Roulstone, 2016.; Wearmouth, 2009). In
terms of speaking, findings showed that Merve lacked the knowledge of how to
prepare speaking activities for students with visual impairments. As students with
visual impairments cannot see bodily gestures and facial mimics, they need to be
positioned in a way that they face each other to complete a speaking activity (Puri,
2004). In addition to this, when organizing pair-work or group discussions, it should
be kept in mind that students with visual impairments rely on routinized bodily

movement in the classroom and changing their classroom location can cause
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discomfort. Given these, Merve failed to position students with visual impairments to
communicate with each other. Thus, speaking activities failed to reach their objectives.
Hence, she created a teaching routine that focused on listening, vocabulary, and
grammar teaching. To conclude, teachers are expected to make informed curricular
decisions to provide the best possible learning opportunities (Li, 2012), and these
decisions are grounded upon the structure, intensity, and appropriateness of the topic
being included/excluded (Barnard & Burns, 2012). Also, teachers can prefer to avoid
activities that require extensive preparation and time to meet curricular demands (Zhu,
2017).

When closely analyzed, the following issues emerge to be important in
Merve’s teaching practices. Firstly, the literature indicates that exposure to the target
language increases students’ chances to improve their skills and it is recommended
that the medium of instruction in language classes should be the target language
(Cheng, 2020; Tai & Zhao, 2022; Wu & Tsai, 2022). However, Merve used Turkish
as her medium of instruction while she was teaching English to students with visual
impairments. The rationale for using Turkish as her medium of instruction stemmed
from the students’ readiness. Students with visual impairments can have difficulty in
understanding conceptual and contextual words (Forlin, 2010). To support the
conceptual development of the students with visual impairments, Merve translated
vocabulary items, grammatical structures, or listening audios. While translating, she
provided conceptual and contextual information to increase comprehension.

Secondly, the field of English language teaching relies on visuality, and
language teachers tend to enrich language teaching materials with visual
representations of the language items they are teaching (Azarnoosh et al., 2016). As
students with visual impairments cannot see, language teachers cannot make use of
visual elements. Instead, they must rely on oracy because exposure to the target
language can be increased for students with visual impairments. However, Merve’s
practices showed that listening activities were completed in a way that the students
with visual impairments were provided with Turkish translation, which limited the
exposure to the target language. Similarly, she used MoNE’s online platform to

supplement her teaching practices with oracy. However, the audio and video materials
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in the platform are also organized in a way that the speakers provide Turkish
translation after they utter a sentence in English.

Other issues Merve experienced in the School for the Blind were teacher
agency, material development and adaptation, professional development, and
educational technologies. Teacher agency is an important dimension of language
teacher identity because it encourages language teachers to challenge contextual
factors to offer the best educational opportunities. It also supports teachers’ initiative
to make changes (Kayi-Aydar, 2015, 2019). In this regard, Merve assumed her teacher
agency for two main issues. Firstly, when she began to focus on her teaching practices,
she realized that she needed to find resources to enrich the learning experiences of
students with visual impairments. She also found out that available resources did not
cater to the needs of students with visual impairments. Thus, she assumed her role as
a resource provider and started to find and/or create language teaching materials for
students with visual impairments. Secondly, Merve’s language teacher agency led her
to question the School’s awareness-raising policies. When students from mainstream
schools visited the School for the Blind, the school administration asked the students
with visual impairments to show how they write in Braille, how they use technological
devices, etc. Such an approach discomforts Merve because it alienates the students
with visual impairments. To overcome such an approach, she challenged the School’s
policy, yet her efforts to change the School’s policy went unnoticed. In this regard,
available literature suggests that if teachers assume an agentic role to change the
contextual climate for the betterment and their efforts are ignored or overlooked, it is
more likely that they will be demotivated to contribute to the school culture (Feryok,
2012).

Professional development emerged to be a vital issue in Merve’s experiences
in the School for the Blind. Although she assumed various teacher identities and
utilized several teaching practices prior to transitioning to the School for the Blind,
teaching English to students with visual impairments necessitates a unique set of
pedagogic and pedagogic content approaches (Florian, 2012; Florian & Linklater,
2010; Florian & Rouse, 2009). However, the professional development opportunities
in the School for the Blind were extremely limited and Merve underwent a process of

trial-and-error to establish a set of pedagogic and pedagogic content approaches that
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met the needs of the students with visual impairments. To overcome such cases,
professional development activities that specifically target teaching English to
students with visual impairments can help Merve develop a new repertoire of teaching
practices. In doing so, she can increase her students’ motivation as well as her teacher
efficacy.

Lastly, the students with visual impairments actively use technological devices
and software programs. For example, they use Braille typewriters, the Orbit devices,
smartboards, and/or screen reader applications to carry out their daily tasks or
academic duties because these technologies are time and energy-saving for students
with visual impairments (Hersh & Johnson, 2008). To move the use of technological
devices from a personal level to a professional level, teachers of students with visual
impairments need to be able to use such technologies effectively in their practices
(Blue, 2017; Merri & Monties-Cabot, 2005). However, Merve’s instructional practices
in the School for the Blind contradicted with the empirical suggestions because she
did not how to use these technological tools when teaching English to students with
visual impairments. The main instances that she integrated educational technologies
into her teaching practices were the use of computers for listening activities and the
use of the smartboard for gamification purposes.

In conclusion, Merve’s language teacher identity and cognition development
in the School for the Blind shows that language teacher identity and cognition are
intertwined and they mutually (re)shape and influence each other (Barnard & Burns,
2012; L. Li, 2020; Schutz et al., 2018; F. Teng, 2018). It is important to note that the
findings illustrate that mutual influence is not linear, it is dynamic and constantly
evolving. Teaching English to students with visual impairments can initially lead to
professional identity tensions and crisis because Merve could not enact her previously
assumed teacher roles in the same way in the School for the Blind. In addition to this,
Merve’s beliefs, attitudes, and knowledge about students with disabilities determined
her professional approach. Although her assumptions started to change, they did not
fundamentally reshape Merve’s teacher identity and cognition because these
assumptions continued to intrinsically exist. Hence, when language teachers resolve

professional identity tensions, they start to reflect on their teacher cognition.
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5.1.1. Discussion: Complex System of Merve’s Teacher Identity and Cognition
Merve’s language teacher identity and cognition in the School for the Blind created a

complex system. This complex system was the results of the changes, alterations, and
adaptations throughout her English language teaching career, and it still bears its
dynamicity, which means that Merve’s language teacher identity formation and
language teacher cognition experience constant revisions, reorganization, and
alterations. In the following sub-section, Merve’s complex system of language teacher

identity and cognition is presented and discussed.

5.1.2. Contextual Considerations on Merve’s Complex System of Language
Teacher Identity and Cognition
Merve’s complex system of language teacher identity and cognition was dependent on

the contexts she was surrounded by throughout her career. When closely explored, it
was realized that the contextual factors she faced were physically, emotionally, and
professionally diverse and different from each other.

As mentioned before, after completing her pre-service English language
teacher education, Merve started her English language teaching career in Samsun,
where she was assigned to work in a public school located in a village. She lived and
worked in the area where the school was located. However, few people were residing
in the village. Thus, the scope of social endeavors and transportation was extremely
limited, and she felt socially and emotionally isolated. Geographical factors influenced
her students in Samsun, as well. Based on the information Merve provided, it was
understood that the students were transported to the school from nearby villages, and
they had low socioeconomic status.

In addition to environmental and geographical limitations, she was the only
English language teacher at the school, and she lacked collegial support. Being the
only English language teacher at the school in Samsun led her to experience
professional isolation, as well. Thus, as a novice English language teacher, she
underwent a process of trial and error to cater to the needs of her students. With several
adjustments and curtailments of the curricula, she preferred using traditional methods
of English language teaching due to the contextual and infrastructural limitations and
obstacles. Given the contextual considerations in Samsun, it can be inferred that

starting her English language teaching career in Samsun was emotionally, socially,
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and professionally challenging for Merve and these challenges led her to question her
capabilities in the field of English language teaching.

Table 6: Summary of Merve’s Complex System of Language Teacher Identity and
Cognition

Operational
Considerations

Systems

System: Complex System of Merve’s Language Teacher Identity Formation
and Language Teacher Cognition

Agents: Merve, the Students with Visual Impairment, and the School for
the Blind

Level of
Granularity

Duration of the data collection: 2019-2020 academic year

Data Collection Tools: Individual Interviews, In-class Observations, Field
Notes, Artefacts, Official Documents

Contextual
Considerations

Context(s)

Context(s): Samsun, Ankara and the School for the Blind

Contextual Factors: The Students with Visual Impairments, Teachers with
and without visual impairments

System Adaptations: Changes, Tensions, Adaptations, Alterations, and
Retrenchments in Merve’s Language Teacher Identity and Language
Teacher Cognition

Micro-structure
Considerations

Components

Merve’s Language Personal History

Teacher Identity Educational Background

Initial Teacher Identity Formation

In-service Experiences

The School for the Blind

Merve’s Language Subject Matter Knowledge

Teacher Cognition

Pedagogical Knowledge

Pedagogical Content Knowledge

Professional Development

Interactions

From Language Teacher Identity to Language Teacher Cognition

From Language Teacher Cognition to Language Teacher Identity

Macro-system
Considerations

Dynamic
Processes

Changes occurred when Merve emotionally, socially, and professionally
challenged.

Attractor State

Language Teacher Career Choices

Identity Assuming Language Teacher Identity

Educational Philosophy and Purpose of English
Language Teaching and Learning

Special Education

Beliefs, Attitudes, and Knowledge about Students
with Visual Impairments

Teacher Roles Guidance and Counseling

Teacher Agency

Lesson Planner

Resource Provider

Language Teacher Subject Matter English Language
Cognition Knowledge Proficiency
Pedagogic Lesson Planning
Knowledge Curricular Adjustments

Classroom Management
and Organization

Pedagogic Content Teaching English
Knowledge Language Main Skills
Teaching English

Language Sub-Skills

Medium of Instruction

English Language
Teaching Materials

Educational Technology
Use

Stability
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As opposed to Samsun, she was emotionally and professionally relieved when
she was assigned to teach in Ankara. To understand her emotional relief in Ankara,
there is a need to dig into her personal history. Before she was assigned to teach in
Ankara, she was on maternity leave, which meant that Merve became a mother. In this
vein, having the opportunity to communicate with her family members while raising
her daughter emotionally relieved Merve. In addition to this, maternity leave kept
Merve away from the teaching profession for almost a year. Returning to the teaching
profession posed her several difficulties and challenges because she was unaware of
the contextual factors of the school in Ankara. She received guidance and support from
the ELT community at the school in Ankara, which helped her to adapt to a new school
environment. Thus, it can be deduced that she did not experience emotional isolation
in professional issues.

Professionally, the context of Ankara was different from Samsun in terms of
English language teaching practices. In Ankara, she was able to receive several in-
service trainings, which improved her material development and adaptation skills, and
enriched her English language teaching practices. Upon receiving in-service trainings,
Merve had the opportunity to practice multiple intelligences theory by using
educational technologies and differentiated English language teaching materials
during her lessons. It could be inferred that when she started to teach in Ankara, she
began to extend her repertoire of English language teaching methods, techniques,
activities, and materials.

Although she enjoyed implementing her extended and enriched English
language practices, there were several obstacles that she had to deal with in Ankara.
There were approximately 40 students in her classes and the students had different
demographic profiles. Having large classes with various student profiles raised
pedagogical problems. She tended to have trouble managing her classes. Additionally,
she had inclusive students, who had intellectual disabilities. Having large classes with
40 students as well as inclusive students intensified her classroom management
difficulties. Trying to meet the needs of her students escalated Merve’s workload
because she was expected to implement the curricula, assess, and evaluate her students
based on the objectives and outcomes of the curricula. In addition to this, she needed

to cater to the needs of the inclusive students, whose curricula were different from the
232



regular curricula. Thus, Merve needed to organize her English language teaching
practices as well as assessment and evaluation processes according to the needs of the
inclusive students, too.

Lastly, Merve had to participate in the extracurricular and international student
exchange projects mandated by the school administration in Ankara. Considering the
additional workload caused by these projects, she decided to transition to another
school, where her workload would decrease. Subsequently, she started to search for
the protentional schools and upon her colleagues’ advice and suggestions, she decided
to transition to the School for the Blind.

When she transitioned to the School for the Blind, it could be said that she
experienced a contextual reality shock. The contextual factors of the School for the
Blind were totally different from Samsun and Ankara. Firstly, Merve’s taken-for-
granted assumptions about the students with visual impairments were challenged and
falsified by the students with visual impairments. Merve came to realized that the
students with visual impairments are as capable as her other students in Samsun and
Ankara, yet their needs were somewhat different. In addition to these assumptions,
when she met her students with visual impairments, she suffered from an emotional
crisis. This emotional crisis stemmed from the psychical appearances of the students
with visual impairments because she discovered that having students with visual
impairments and seeing them every school day were more emotionally challenging
than she expected, and she had difficulty in retrieving from this emotional burden.

Professionally, the way Merve used to teach English language in Samsun and
Ankara was also challenged by the needs of the students with visual impairments
because teaching the students with visual impairments required proficient knowledge
of Braille, and extensive use of oral and tactile materials. Merve was not Braille literate
and obtaining and creating English language teaching and learning materials in Braille
became a professional challenge for her. She tried to compensate for the need to
prepare English language teaching materials that were suitable for the students with
visual impairments by developing her own materials.

Another contextual difference of the School for the Blind was that the
classrooms she was teaching did not have a whiteboard. Although it was temporary,

the absence of a whiteboard in the classrooms caused Merve to experience a process
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of adaptation, which was conflicting for her. In this process of adaptation, she used her
notebook or a piece of paper to write her teaching notes that she would normally write
on the whiteboard. In doing so, she felt that she was losing an important component of
her teacher identity.

In line with the difficulties of the absence of a whiteboard in the classroom in
the School for the Blind, the ways that the students with visual impairment took their
teaching and learning notes were also different. As using audio recording devices were
forbidden by law, the students with visual impairments generally used their Braille
slate and nail to take their notes during their classes. However, it is worth noting that
the students with visual impairments were resistant and unwilling to write both in their
native language and in English. Their resistance and unwillingness stemmed from the
practice of Braille writing because the practice of writing emerged to be a
physiological burden. After all, writing in Braille was an extremely painful activity for
them. In addition to the physiological challenges of writing in Braille, writing in
English by using the Braille alphabet caused frustration as the Braille alphabet is
orthographically different from “normal” writing. The orthographical differences
between the two modes of writing generated a series of problems. Correcting the
writing mistakes that stemmed from the orthographical differences rarely took place
in Merve’s English language teaching practices.

As mentioned before, Merve was Braille illiterate and she was not able to
understand, check, and clarify the notes that the students with visual impairments took
in her classes. To overcome this, she utilized the Braille printer, which is a device that
translates “normal” writing into the Braille alphabet. Given that, she prepared her
teaching notes and language learning materials in a Word document. Subsequently,
she printed her notes and materials in Braille. Although she managed to provide
English language learning materials in Braille, understanding, checking, and
correcting the mistakes that the students with visual impairments made remained as a
problem for her. Consequently, it can be inferred that utilizing the Braille printer was
rather ineffective in terms of differentiating and “normalizing” English language
teaching and learning practices because the students with visual impairments could not

get adequate feedback on their materials, which were printed with Braille printer.
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Lastly, Merve’s classroom practices showed that her English language
teaching practices followed routinized patterns and the dominant modes of English
language teaching practices were reading, listening, and aural activities. In addition to
her routinized classroom practices, Merve sometimes utilized smartboard applications,
which were commercially produced. Her raison d'étre to use smartboard applications
were as follows: Merve’s routinized English language teaching practices caused
boredom for the students with visual impairments, and she wanted to differentiate her
routinized English language teaching practices to avoid boredom because the students
with visual impairments were willing to experience language learning practices that
were different from their classroom routines. Secondly, she used smartboard
applications to let the students with visual impairments play language learning games.
By gamification, she was able to increase her students’ motivation and willingness to
learn English language.

To conclude, it can be inferred that although Merve was familiar with the
students with disabilities —especially students with intellectual disabilities—, working
with students with visual impairments was professionally and emotionally arduous for
her because the contextual considerations of the School for the Blind challenged her
taken-for-granted assumptions about the students with visual impairments, the way

they learn English language, and Merve’s language teacher identity and cognition.

5.1.3. Micro-Structure and Macro-System Considerations on Merve’s Complex
System of Language Teacher Identity and Cognition
In this section, the micro-structure and macro-system considerations on Merve’s

complex system of language teacher identity and cognition are explained. Data
analysis revealed that the micro-structure considerations were the components of
Merve’s complex system language teacher identity and cognition, as illustrated in

Figure 29 below.
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Figure 28: Components of Merve’s Complex System of Language Teacher Identity
and Cognition

To begin with, Merve’s complex system of language teacher identity and cognition
was tied with her personal history, which included her educational background, career
dilemma, pre-service education, and initial teacher identity formation. Upon
examination of Merve’s biography, it was realized that she was forced to enter the
field of English language teaching. Two main factors played crucial roles in forcing
her into the teaching profession. Due to her educational background prior to the
university, she had few options regarding her undergraduate studies. In addition to this,
Merve mentioned her family members’ impact on her career choice because both her
mother and extended family members were in the teaching profession, and they wanted
her to become a teacher. Given her educational background and family influence, she
unwillingly started to receive her undergraduate education in English Language and
Literature. Along with her undergraduate studies, she enrolled in the teaching
certificate courses, which eventually gave her the license to teach in public and private
schools. Merve’s undergraduate education indicates that she started to form her
knowledge bases in the field of English language teaching during her undergraduate
studies and the teaching certificate courses. As she was a student in English Language
and Literature department, she was supposed to form a knowledge base that covered

the knowledge, awareness, and use of literary texts, documents, and movements in
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English. To acquire such knowledge, she needed to have a high level of English
language proficiency. As she successfully completed her undergraduate studies, it can
be inferred that she formed her subject matter knowledge during her undergraduate
education. In addition to this, she received the teaching certificate courses, which
helped her form pedagogical knowledge and pedagogical content knowledge because
she had the opportunity to explore a wide range of subjects and topics in education
such as educational psychology, technology use in education, material development,
assessment and evaluation. The only problem about the teaching certificate program
was that the program was not specifically designed for prospective English language
teachers, that is, the prospective teachers from other departments could also enroll in
the teaching certificate program.

As mentioned above, Merve needed to have a high level of English language
proficiency to complete her undergraduate education. However, during her
undergraduate education, it was obvious that Merve experienced several difficulties
and challenges due to her English language proficiency. These difficulties and
challenges intensified her unwillingness to pursue a career in English language
teaching profession. Coupled with the influences on her career choice, Merve’s low
English language proficiency created an unstable state in her complex system of
language teacher identity and cognition. In this unstable state, her thoughts about the
field of English language teaching were subject to drastic changes and alterations. For
example, her realization that she could improve her English language proficiency
created a butterfly effect in her complex system of language teacher identity and
cognition. This butterfly effect led her to (re)consider a career in English language
teaching, but the effect was not powerful enough to convince her, so she needed further
input to be fully convinced to continue in the English language teaching profession.

Merve received further input to make up her mind to stay in the field of English
language teaching profession during the teaching certificate courses because the
teaching certificate courses required her to take teaching practicum courses for two
semesters, in which she had opportunities to observe English language teaching
practices of the cooperating teacher(s) and she had the chance to teach English
language. Her first experiences during the practicum showed that she was not

pedagogically ready to teach English as she mentioned that Merve was criticized by
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her cooperating teachers because she wrote English words on the board when she was
assigned to teach first-grade students. However, in the second semester of the
practicum, she developed English language teaching skills with the help of her second
co-operating teacher. Seeing that teaching provided her joy and enthusiasm, she
postponed her decision to stay in the profession and she sought further experiences in
the field of English language teaching. When Merve completed her undergraduate
education along with the teaching certificate courses, she seemed to reach a rather
stable state in her complex system of language teacher identity and cognition. Initial
stabilizations of her complex system were the results of the improvements in her
English language proficiency and her first teaching experiences during the practicum.

As mentioned earlier, when Merve was assigned to work as an English
language teacher in Samsun, she had to face emotional, social, and professional
challenges due to the contextual considerations. These emotional, social, and
professional challenges she underwent revived her state of uncertainty to stay in the
field of English language teaching. Although she enjoyed the act of teaching in general
terms e.g., being in the classroom, helping students learn, she realized that she was
still unwilling to teach English language and assume a language teacher identity. The
following excerpt showed her dilemma in her complex system of language teacher

identity and cognition.

It was very pleasing for me [to be a teacher] as I liked the teaching part of being a
language teacher. Yet, I was not very eager about English part of it. Later times, I
began to like English part as well when we did [language learning] activities with the
students (Merve Individual Interview, January 08, 2020).
From the excerpt, it was realized that Merve, as a novice teacher, emphasized her joy,
patience, and persistence in her complex system of language teacher identity and
cognition. She reached a pseudo-attractor state, where the act of teaching was
prioritized and valued while the language part of her teacher identity was not entirely
and pedagogically welcomed, which can be deduced that the teaching certificate
courses did not adequately prepare her for English language teaching profession. In

addition to this, her reluctance to accept the language part of her complex system

stemmed from the fact that she was still struggling with her English language
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proficiency, and her unwillingness to assume a language teacher identity would be

resolved until she reached an attractor state in her English language proficiency.

—&— Merve's English Language Proficiency

3 .
2
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UNDERGRADUTE THE PRACTICUM SAMSUN KECIOREN THE SCHOOL FOR
EDUCATION THE BLIND
0: No Proficiency 2: Improved
1: Problematic 3: Attractor State

Figure 29: Merve’s English Language Proficiency

As opposed to Merve’s language teacher identity dilemma, she began to
consider herself as a professional in the teaching profession with her initial English
language teaching experiences in Samsun. In line with her beginning professionalism,
she started to formulate her philosophy of education and purpose(s) of English
language teaching. She later questioned the effectiveness of her delivery of English
language courses and tried to act in accordance with her philosophy of education. From
the complexity theory perspective, her professionalism and educational philosophy
produced co-adaptation processes, which dynamically shaped her language teacher
identity and cognition. Data analysis also revealed that Merve’s growing
professionalism in the field of English language teaching resolved her struggles with
her English language proficiency and it could be said that her decision to pursue a
career in English language teaching reached an attractor state and was fully stabilized
with her initial experiences and growing professionalism in the field of English

language teaching.
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When Merve moved to Ankara, she had already decided to stay in the field of
English language teaching, yet she had to adapt her complex system of English
language teacher identity and cognition according to the contextual differences of the
school she was assigned to teach because these contextual differences required her to
differentiate her English language practices in light of the recent developments in
educational sciences, English language teaching, and educational technologies. Thus,
she received several in-service trainings, which targeted pedagogical and pedagogical
content knowledge. From the data analysis, it was understood that the in-service
trainings she participated in filled the gap(s) in Merve’s pedagogical and pedagogical
content knowledge bases. With the changes in her knowledge bases, she redefined the
purpose(s) of English language learning and teaching and she extended her repertoire
of English language teaching methods, techniques, activities, and materials. In
addition to this, Merve’s updated pedagogical and pedagogical content knowledge
bases underwent coadaptation processes with her English language teacher identity.
She assumed new teacher roles when she taught English. These roles were material
developer, resource provider, and technology user. Participating in an in-service
training on material development in English language teaching helped her to produce
her own materials. With these materials, she was able to enrich her English language
practices and provide supplementary materials for the students in Ankara. Also, she
started to actively use the smartboard during her classes and encouraged her students
to complete their language learning tasks through educational technologies.

Although Merve’s professional development activities helped her enjoy
implementing her extended and enriched English language practices, during her
classes she experienced several difficulties that altered her complex system of
language teacher identity and cognition. These difficulties stemmed from the
contextual considerations as well as her (lack of) pedagogical and pedagogical content
knowledge. As mentioned above, she had to work with approximately 40 students,
who had various demographic and socio-economic profiles in her classes. Meeting the
needs of her students in Ankara turned out to be challenging for Merve. Pedagogically,
managing her students caused problems for her and she needed to use different
classroom management strategies depending on her classes’ demographics. In addition

to having large classes, she had students with intellectual disabilities in some of her
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classes. Given that she did not receive any pedagogic courses about special education
and students with special needs during the teaching certificate program, having large
classes with 40 students as well as students with disabilities intensified her pedagogic
problems.

In addition to the pedagogic difficulties she experienced, Merve experienced
difficulties with her English language teaching practices. Although she was
comfortable with her routinized English language teaching practices as Merve’s years
of English language teaching experiences provided her a cognitive library, in which
she could retrieve lesson plans based on the topic to be covered and choose
pedagogically appropriate classroom practices, the international student exchange
project and the family tree activity she conducted showed that the gaps in Merve’s
pedagogic and pedagogical content knowledge bases. During the international student
exchange project, Merve was supposed to prepare her students to be culturally
responsive and sensitive because the school in Ankara hosted several international
exchange students during the project. However, she could not thoroughly prepare her
students and the students in Ankara had to cope with the cultural shock they
experienced.

In addition to the international student exchange project, Merve tasked her
students with the family tree activity. In this family tree activity, her students were
required to create their family tree with the pictures of their family members. Due to
the failure to provide adequate instruction to protect her students’ anonymity, the
activity resulted in several problems because Merve was not entirely aware of her
students’ backgrounds and she had to confront some of her students’ parents to clarify

the objective(s) of the family tree activity.

In Ankara, I realized that I should not use real pictures of the family members because
the concept of a family is not the same for everyone and I had a radical decision about
the family tree activity, and I have never done it since then (Merve Individual
Interview, January 08, 2020).
The international student exchange project and the family tree activity led Merve to
reconsider her teaching practices and their consequences, yet her reconsideration

resulted in the avoidance of similar projects and activities in the future. By avoidance,

it is meant that she decided not to participate in the international student exchange
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projects in the future and she did not use the family tree activity. Her avoidance showed
that Merve became immune to the effects of these critical incidents and her complex
system of language teacher identity did not alter. Instead, Merve started to think that
meeting the needs of her large groups of students that includes the students with
disabilities escalated her workload because she needed to follow and implement two
different curricula. While she was implementing the regular curricula mandated by
MOoNE, she had to create curricula that cater to the needs of the inclusive students. She
was also expected to assess and evaluate the objectives and outcomes of the curricula,
respectively. In addition to these, she participated curricular and extracurricular
activities in Ankara. Considering the teaching workload as well as (extra)curricular
activities, she decided to transition to another school, where her workload would
decrease. Subsequently, she started to search for the protentional schools and upon her
colleagues’ advice and suggestions, she decided to transition to the School for the
Blind.

Although Merve was familiar with the students with disabilities from her
childhood and she worked with several students with intellectual disabilities in
Ankara, she did not have any pedagogic and/or non-pedagogic contact with the
students with visual impairments when she chose to transition to the School for the
Blind due to her workload considerations. In addition to this, Merve did not receive
any special education courses during her undergraduate education so she needed in-
service trainings that prepared her to teach English language to the students with visual
impairments. What was interesting, though, was that MoNE did not offer any in-
service trainings about the pedagogic needs of the students with visual impairments,
their medium of learning, that is, Braille, and other special education related topics
prior to the transition to the School for the Blind. Thus, Merve did not receive any in-
service training about the students with visual impairments. Given these, it can be
concluded that the absence of training(s) about the students with visual impairments
led Merve to an unstable state in her complex system, in which her beliefs, attitudes
and assumptions about students with impairments seemed to dynamically reshape with
her initial contact with the students with visual impairments. However, she mentioned
that her initial experiences with the students with visual impairments were emotional

and conflicting when she transitioned to the School for the Blind. She approached her
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students with visual impairments with an emotional approach because she thought that
the society she lived in approached the disability issues from an emotional perspective.
As a member of the society, her statements about the students with disabilities showed
that Merve held similar considerations about the disability issues. In the following
instance, in which Merve was asked to talk about her initial thoughts about the students
with disabilities, she mentioned the moment when she faced a female student with

severe visual impairments.

Merve: There was a female student with severe visual impairment. When I saw her, |

could not pull myself together for three days. I really mean it. Seeing her disrupted all

my emotions. I got over it with great difficulty.

Researcher: What did you do to get over it?

Merve: I just accepted, and I tried to avoid looking at her. She really loves me. When

she approached me, I was able to talk to her. The more we interacted, the more I was

able to approach her. This was one of the most difficult instances I experienced here

(Merve Individual Interview, March 11, 2020).
Data analysis further indicated that the emotional dissonance Merve went through was
stemmed from her lack of disability awareness because she assumed that the students
with visual impairments were experiencing social, psychological, and physiological
awkwardness. She also expected her students with visual impairments to be
academically less capable and successful. It can be concluded that the unstable state
of Merve’s complex system of language teacher identity and cognition consisted of
intense feelings and emotions as well as taken-for-granted assumptions because the

mutual causality between her emotional approach and taken-for-granted assumptions

fed each other.

It becomes an inner conflict. I tell myself that I am pushing too much because the
students were only capable of doing less due to their disabilities. I experienced these
conflicts. I try not to show these conflicts to my students (Merve Individual Interview,
January 08, 2020).
From Merve’s statements, it was understood that she initially experienced a process of
emotional and professional shock because of her emotional reactions and taken-for-
granted assumptions about the students with visual impairments. However, the data
analysis illustrated that Merve’s increasing interaction with the students with visual

impairments challenged her deeply rooted assumptions about them and her taken-for-
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granted beliefs, attitudes, and assumptions about these students began to be replaced
with the idea that these students were socially and academically capable. The
replacement of the taken-for-granted assumptions about the students with visual
impairments led Merve to reach a pseudo-attractor state, in which she seemed to
resolve her emotional reactions and taken-for-granted assumptions. In this pseudo-
attractor state, Merve tried to prioritize her professionalism, through which she sought
possible ways to enhance and improve her language teaching practices regarding the
students with visual impairments.

The data analysis also showed that Merve’s changing attitudes towards the
students with visual impairments led her to monitor the school’s policy regarding the
visitors coming from other schools and non-governmental organizations and she
realized that the idea of showing the visitors how the students with visual impairments
read and write in Braille was disturbing and considered it as “a performance in a
circus”. Her considerations and reactions about the school’s policy could be traced
back to her changing attitudes and assumptions about the students with visual
impairments because Merve underwent a process of mutual causality, in which her
reformed attitudes and assumptions about the students with visual impairments were
accorded to the “ableist” perspectives, as opposed to the society and the school. It was
understood that she developed a sense of agency to challenge the school’s policy, yet
the school did not change its policy. Challenging the school’s policy with a sense of
agency was indicative of that an internally driven force that resulted in the alterations
in Merve’s complex system of language teacher identity and cognition, but these
alterations were not totally immune to the macro and micro level influences. Thus, she
had to follow the school’s policy although her concerns with the school’s visiting
policy persisted to grow.

In addition to challenging the school’s policy, she realized that there was a
necessity to develop English language teaching materials that catered to the needs of
the students with visual impairment upon her transition to the School for the Blind. To
meet this need, she developed a sense of agency in terms of English language teaching
material development and adaptation. She looked for national and international
platforms to find suitable materials and created her own language teaching materials

based on the ideas she gathered from these platforms. It was realized that Merve’s
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language teacher identity as a resource provider and her teacher agency to develop
language teaching materials that met the needs of the students with visual impairments
would be continually reshaped until she established a set of language teaching
materials. Thus, her agentic teacher role as a resource provider and her pedagogic
content knowledge to develop adequate and suitable language teaching materials were
subject to mutual causality and it can be said that her agentic role as a resource provider
and her pedagogic content knowledge in terms of developing language teaching
materials reached an attractor state. In this attractor state, her role as a resource
provider seemed to be externally stable, that is, it became a part of Merve’s language
teacher identity in the School for the Blind. On the other hand, her pedagogic content
knowledge to develop English language teaching materials was internally dynamic,
that is, the changing needs of the students with visual impairments would require her
to make changes in her material development processes.

However, Merve realized several obstacles during her language teaching
material development processes. These obstacles originated from the content of
English language curricula mandated by the Ministry of National Education.
According to these curricula, all students in Turkey, regardless of their possible
disabilities, have to use the coursebook and supplementary resources such as online
materials and smartboard applications provided by the Ministry of National Education.
The main problems of the uniformity of language teaching materials and online
resources provided by the Ministry of National Education were that the materials and
additional resources did not cater to the unique needs of the students with visual
impairments. For example, the Ministry of National Education provided the English
coursebook in two formats, that is, the “normal” coursebook which included visual
elements, and the Braille coursebook, which is printed in Braille without visual
elements and their description. Although these two coursebooks needed to be
compatible with each other to be used simultaneously during Merve’s English lessons,
printing English coursebook in different formats caused structural differences in these
books, which made it difficult to use for Merve because she used the “normal” one
and the students used the Braille one during her lessons. Following excerpt showed

the difficulty of using the same coursebook in two different formats.
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Merve: Due to the absence of visual elements, there are dislocations. Ali do you have

a table of content in your book [referring to the Braille coursebook]? We need to find

Unit 3.

Mustafa: What is the title of Unit 3?

Merve: Downtown.

[The students were trying to find Unit 3 for a while.]

Duru: The title of unit 2 is “Breakfast”, right?

Merve: Can you find it?

Duru: Yes.

Merve: On which page is it in your coursebook?

Duru: It is on page 37. (Merve, In-class Observation, October 23, 2019).
In addition to the practical concerns of using two different coursebooks, using English
coursebook in two different formats brought forth curricular problems because Merve
was using the coursebook as a curricular guide. Given that, the incompatibilities
between two different formats of English coursebooks made it difficult to follow the
curricula mandated by the Ministry of National Education. Hence, Merve went through
a process of mutual causality in terms of curricular adjustments and English language
teaching practices in the School for the Blind. In this process of mutual causality, she
made several changes in the curricula provided by the MoNE. While she supplemented
the curricula in Samsun and Ankara with extra materials, she preferred to exclude
curricular content in the School for the Blind and these changes led the curricula to
lose its depth because the curricular adjustments she was making focused on the main
items of the topic by avoiding the details. She rationalized her choices in curricular

adjustments as follows:

I'will abridge if the topic is very detailed. The details can be in the activities, dialogues,
or grammar. For example, a language item is used in only one or two instances, I avoid
it. I focus on the purpose of the unit to be covered, its main grammatical structure, and
vocabulary items. [ avoid details (Merve Individual Interview, February 12, 2020).

From the excerpt above, it was understood that Merve did not follow any
predetermined scheme while she was making curricular adjustments because she
excluded the curricular content which she considered as details in the School for the
Blind. Thus, the curricular adjustments were subject to the spontaneity of her lessons.
Similarly, Merve’s years of English language teaching experiences provided her a
cognitive library, in which she could retrieve lesson plans based on the curricular

content to be covered. Although she made use of her cognitive library to plan her
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lessons and determine English language teaching practices she was going to use, her
lesson planning was also subject to the spontaneity of her lessons in the School for the
Blind.

I used lesson plans for a long time and organized my teaching practices accordingly.
In recent years, I did not prepare lesson plans because the topics were either the same
or like the previous years. When I check the topics, I know what to do like I can do
this and that, etc. I am planning my lessons in my head (Merve Individual Interview,
January 08, 2020).
When Merve’s English language teaching practices were examined, it was realized
that her curricular adjustments led her to reorganize her language teaching practices to

accommodate the needs of the students with visual impairments in the School for the

Blind.

I still continue to use my previous language teaching methods and practices, but I had
to change them in here. I had to make my practices to be suitable for the School for
the Blind (Merve Individual Interview, October 30, 2019).

Although she thought that she changed her English language teaching practices, the
classroom observation data showed that the limited visuality in English language
teaching materials that the students with visual impairments used made oracy the
medium of their language learning yet reading and listening activities were Merve’s
common language teaching practices in the School for the Blind. In these activities,
she initially provided the meanings of target vocabulary items in students’ native
language without contextualization, and she expected the students with visual
impairments to memorize these vocabulary items. Then, she presented grammatical
structures with metalanguage explanations and she offered example sentences with the
target grammatical structures. Subsequently, she read a short passage and translated it
into Turkish. The students with visual impairments had the chance to participate when
Merve asked fill-in-the-blanks and reading/listening comprehension questions, which
were also translated into Turkish. In doing so, she minimized the participation of the
students with visual impairments. In addition to this, her use of Turkish as the medium
of instruction obstructed the development of English oracy of the students with visual
impairments.

Data analysis also revealed that writing was the most overlooked language skill

in her practices. To teach writing to the students with visual impairments, Merve
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needed to know the Braille alphabet and its orthography. Although she claimed that
she was eager to learn the Braille to better provide English language instruction, the
Ministry of National Education did not provide any in-service training for the teachers

of students with visual impairments.

Researcher: You mention a lot of difficulties regarding the Braille coursebook, do you

wish to learn it?

Merve: Yes, | do but we do not plan it; we have to wait for an in-service training. |

asked for an in-service training and forwarded it to the Ministry. If the Ministry

approves, they get back to us and provide the training. However, the Ministry did not
offer any in-service training regarding the Braille and we have to wait for their

approval (Merve Individual Interview, October 30, 2019).

Thus, Merve had to find temporary solutions when she needed to check the students’
homework, which was written in Braille. What was interesting, though, Merve could
have asked her colleagues to help her learn Braille, yet she preferred to wait for the
Ministry’s in-service trainings. Her lack of Braille literacy was not the only barrier in
her writing instruction because the observation data yielded that Merve’s lesson
planning did not include English spelling instruction, which intensified the difficulties
in Merve’s writing instruction caused by the orthographical differences between
Turkish, English and Braille. In addition, the students with visual impairments
considered the process of writing as a painful activity due to the materialistic structure
of the Braille slate and its nail. Given these, the failure to provide suitable writing
instruction techniques created an environment, in which the students with visual
impairments formed negative attitudes toward writing in English.

To conclude, Merve’s complex system of language teacher identity and
cognition experienced several alterations throughout her career. Her reluctant entry to
English language teaching profession caused an identity dilemma. It was seen that she
had difficulty in welcoming the language part of her teacher identity due to her subject
matter knowledge. Later in her career, she became proficient in English language and
considered herself a professional in the field of English language teaching. Having
difficulty in welcoming the language part of her teacher identity was reflected in her
language teacher cognition. She had limited resources in her pedagogic and pedagogic

content knowledge bases, which led her to use traditional English language teaching

methods, techniques, and strategies. However, she received several in-service
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trainings in Ankara. It was these in-service trainings that enhanced and enriched her
pedagogic and pedagogic content knowledge bases. Along with the collegial support
in Ankara, Merve was able to develop professionally and deliver her lessons through
a variety of language teaching methods.

Although she was professionally satisfied in Ankara since she reached an
attractor state, in which her English language practices were routinized, the
(extra)curricular activities and having students with disabilities in her classes increased
her workload and she started to feel teacher burn-out. To resolve her workload
considerations, she decided to transition to the School for the Blind.

When she transitioned to the School for the Blind, Merve was relieved to have
a significantly light workload. It can be inferred that Merve thought her transition to
the School for the Blind would be a smooth one. However, Merve’s taken-for-granted
beliefs, attitudes, and assumptions became apparent when she met the students with
visual impairments. Her early reaction was emotional, and she considered that the
students with visual impairments were academically low-achieving and socially
awkward. Her growing disability awareness seemed to challenge her taken-for-granted
assumptions and stabilize Merve’s complex system of language teacher identity and
cognition because she started to approach the students with visual impairments in a
professional manner. Hence, Merve’s complex system of language teacher identity and
cognition went through processes of conflict resolution, alterations, changes, and
retrogression. These processes altered her teacher roles. She developed agentic teacher
roles in the School for the Blind. She developed English language teaching material to
enrich language learning experiences of the students with visual impairments and
challenged the school’s policy to protect her students’ self-esteem. In addition to this,
she reorganized her English language teaching practices, which previously reached an
attractor state. She managed to routinize her reorganized language teaching practices
in the School for the Blind and reached an attractor state.

Data analysis, in contrast, showed that the alterations in Merve’s language
teacher identity and cognition through the processes of mutual causality and co-
adaptation happened to retrogress her practices in the School for the Blind. Although
she was aware that the needs of the students in Ankara and the School for the Blind

were not similar, which caused incompatibilities in Merve’s language teaching
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practices, she resolved the incompatibilities by decreasing her teacher roles and
curtailing her language teaching practices. It was obvious that the retrogressions in
Merve’s complex system stemmed from the idea that the students with visual
impairments were less capable of learning English language when compared to non-

disabled students.

5.2. Discussion: Mustafa’s Language Teacher Identity and Cognition
Schools for the Blind creates a safe environment for the students with visual

impairments because their needs are accommodated and their presence in educational
settings are not marginalized and/or alienated (Armstrong & Moore, 2004; Douglas,
2019; Lamichhane, 2015; Miyauchi et al., 2022; Puri, 2004). In this regard, students
with visual impairments do not experience negativity, marginalization, and oppression
because the idea of “normalcy” in the School for the Blind is that students have
disabilities (Mcmahon, 2014). However, when students with visual impairments move
on their education journey as inclusive students, they realized that they are different
from their peers and this difference causes difficulties and problems. Thus, they
develop disability identities to overcome their peers’ and teachers’ marginalizing and
alienating comments (Spirtos & Gilligan, 2022; Zapata & Pearlstein, 2022). In the case
of Mustafa, when he completed his primary school education in the School for the
Blind, he left a secure and welcoming environment for the students with visual
impairments. As an inclusive student in the high school, he started to understand how
his visual impairment influenced his academic and social life, and he needed to find
alternative ways to accommodate his needs. He also began to realize that the academic
and social accommodations he got used to receive in the School for the Blind were not
provided throughout his high school education, so he had to advocate his rights. By
advocating his rights, Mustafa developed a disability identity, which helped him to
endure disabling comments, attitudes, and behaviors (Darling, 2013; Malhotra &
Rowe, 2014).

In addition to advocacy practices, it is important to note that students with
visual impairments improve their academic and social skills when they are supported.
In this regard, peer and family support not only motivate students with disabilities but

also foster their academic learning (Manitsa & Doikou, 2022; Tuttle & Carter, 2022).
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Also, students with visual impairments have the opportunity to enrich their learning
experiences by accessing library services to accommodate their needs (Ayoung et al.,
2021; Jaeger, 2018; Simui et al., 2019). Mustafa’s case showed that the disabling
practices Mustafa experienced in his high school education continued to exist at the
university, yet his previous experiences helped him focus on finding alternative
methods of accommodating his academic needs. He received peer and family support
to complete his assignments, he made use of library services, and he utilized available
technologies at the time.

When Mustafa completed his undergraduate education, he dreamed of
becoming a diplomat after his graduation, yet he ended up doing secretarial duties in
the Ministry of Culture and Tourism, which made him feel worthless and useless.
Thus, he decided to change his profession because individuals with disabilities are
often expected to carry out simple tasks (Lindsay & Houstan, 2013; Ritter et al., 2014)
because of the assumption that individual with disabilities are not as capable as non-
disabled people (Goodley, 2014; Lamichhane, 2015). Regarding these, Mustafa
needed to obtain a medical report that stated there was not any intellectual or physical
barriers for him to be a teacher when he wanted to transition to the teaching profession.
The medical jury decided that he could not teach in mainstream schools because of his
visual impairment, but he could only teach in the School for the Blind. The medical
jury’s decision, in this regard, reflected the assumptions about individuals with
disabilities mentioned above.

Although he was not comfortable with the medical jury’s decision, Mustafa’s
transition to the teaching profession was a smooth one because he returned the safe
and welcoming environment he got used to. Being in such an environment eased his
adaptation process to the teaching profession. Additionally, he developed a high level
of English language proficiency and interest during his undergraduate education.
Realizing that he knew what he was going to teach, Mustafa believed that he could
become an English language teacher. Mustafa’s decision to enter to English language
teaching shows that subject matter knowledge is not only the core of teacher
professional identity but also the foundation of language teacher cognition (Barnard &
Burns, 2012; L. Li, 2020) because one cannot teach what s/he does not know (Sullivan,

2011).
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The induction period is a multidimensional teacher learning experience for
those who enter the teaching profession from other fields (Haim et al., 2022; Kanno &
Stuart, 2011; Opfer & Pedder, 2011) and the instructional practices of language
teachers are vulnerable to fundamental changes through the apprenticeship of
observation in the absence of pre-service teacher education because of their limited
exposure to the teaching profession (M. Oztiirk, 2021). Nevertheless, the more
language teachers assume their teacher autonomy, the more they minimize the
influence of the apprenticeship of observation (N. C. Hong, 2012). Mustafa’s case
showed that he possessed subject matter knowledge base in his language teacher
cognition, yet he lacked teaching experiences. Hence, his early practices were open to
shifts, changes, and alterations. During the induction period, he worked with his
supervisor, prepared lesson plans, conducted micro-teaching sessions, and developed
language teaching and learning materials. His induction experiences with his
supervisor triggered a process of an apprenticeship of observation and Mustafa aligned
his practices to his supervisor’s practices. In addition to the induction period, Mustafa
completed an intensive pedagogic formation program, which offered the foundational
educational courses. When Mustafa completed the induction period and an intensive
pedagogic formation program, he was officially assigned to be an English language
teacher in the School for the Blind. His assignment fostered his teacher autonomy. By
developing his teacher autonomy, he started to change his professional teacher identity
and instructional practices. Thus, this study asserts that developing one’s teacher
autonomy is a milestone in teachers’ language teacher identity and cognition because
they have the opportunity to experiment instructional practices and assume teacher
roles accordingly (Amini & Kruger, 2022; Dilek & Altas, 2022; Kong, 2022).

Although Mustafa started to develop his teacher autonomy by developing his
pedagogic knowledge base, the generality of the pedagogic formation program he
received left gaps in his pedagogic content knowledge base. As a result, Mustafa tried
to form his pedagogic content knowledge base while he was experimenting his English
language teaching practices.

Mustafa’s teaching experiences after the induction period in the School for the
Blind covered a variety of language teacher identity and cognition issues. His initial

experiences indicated that Mustafa experienced a process of identity formation. He
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tried several teacher roles to communicate with his students and decided that being an
emphatic teacher fostered rapport building with his students. With his increasing
rapport with the students with visual impairments, he assumed a motivator teacher role
to increase students’ interest in English language and he exemplified the importance
of English language in his teaching practices (Daskalovska et al., 2012; Lamb, 2017).
The examples he provided were grounded his language learning experiences as well
as occupational life because if he did not have a high level of English language
proficiency, he could not be a teacher in the School for the Blind. Thus, Mustafa’s
motivator role corroborated with the available literature because learner motivation is
key in language learning and language learners invest in learning the target language
if they can see its value in their academic and occupational lives (Cutrim Schmid,
2022; Darvin & Norton, 2021; Norton & Toohey, 2011).

In addition to his role as a motivator, Mustafa assumed resource provider role
to provide supplementary materials for his students with visual impairments.
Mustafa’s resource provider role stemmed from the examples he saw from his
supervisor, who included extra listening and reading materials to expose students with
visual impairment to the target language (Connor et al., 2015; Douglas, 2019; Forlin,
2010; Wearmouth, 2009). Similarly, Mustafa especially integrated supplementary
listening materials in his initial instructional practices and conducted listening
comprehension activities. Mustafa’s initial resource provider role shows that he
continued to be under the influence of the apprenticeship of observation process he
underwent during the practicum period. In this regard, this study posits that language
teachers use their apprenticeship of observation experiences as the basis of their
pedagogic content knowledge until they experiment a handful of English language
teaching methods, strategies, and techniques. When such experimentations saturate,
they build a teaching repertoire (Johnson, 2005). Also, it is important to mention that
Mustafa’s initial teaching practices matched with his stated beliefs about language
learning. In such a case, he assumed a professional identity to meet the necessities of
his stated beliefs of language learning (Huang et al., 2021; Jiang & Zhang, 2021; Jiang
et al., 2021). Lastly, Mustafa mentioned that his role as a lesson planner helped him to
be flexible in terms of curricular adaptations in his initial teaching experiences in the

School for the Blind because he emphasized the importance of providing language
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learning experiences that catered to the immediate needs of the students with visual
impairments. Also, Mustafa tested the boundaries of his teacher autonomy with the
flexible lessons he conducted and the curricular adaptations he made. Regarding
teacher autonomy and lesson planning, available literature points out that autonomous
teachers tend to make shifts and changes during the lesson to meet the needs of their
learners (Kong, 2022) and they take responsibility to make curricular changes and
adaptations (Dilek & Altas, 2022). In this regard, Mustafa’s lesson planning and
curricular adaptations corroborated with the available literature.

Mustafa’s instructional practices at the time of data collection showed that he
continued to assume his role as a motivator, and he made motivational speeches during
his lessons. These speeches included the importance of English language as well as his
previous schooling and occupational experiences because he believed that students
with visual impairments receive their education in a safe and welcoming environment,
yet they must know about the realities of inclusive education and disabling practices
outside the School for the Blind (Mcmahon, 2014). In addition to his role as a
motivator, he assumed an agentic role to increase awareness about the academic and
social needs of students with visual impairments. Mustafa collaborated with pre-
service English language teachers for their community service projects (Karaman,
2014). In these projects, Mustafa assumed an agentic role to help these pre-service
teachers understand academic needs of students with visual impairments by offering
his insights about teaching English to students with visual impairments. He also invited
pre-service teachers to his classes for observation. In doing so, he believed that he
changed beliefs, attitudes, and assumptions of the pre-service teachers in the
community service projects about students with disabilities because community
service projects can help pre-service teachers to reflect on a social, academic, and/or
cultural issue(s) in their environments (Joseph et al., 2007). Reflecting on such issues
can increase awareness of the pre-service teachers and the collaborating parties can
challenge their taken for granted assumptions about the issue (Carrington & Selva,
2010; Hallman & Burdick, 2011; Jenkins, 2011).

Although Mustafa continued to assume several teacher roles, he ignored his
roles as resource provider and lesson planner. Firstly, he had a list of songs, which

were used as the main teaching material in the primary school in the School for the
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Blind. In addition to the songs, Mustafa started to use the coursebook as his curricular
guide and followed the activities of the coursebook as his lesson plan (Azarnoosh et
al., 2016; Khany & Kamalvand, 2022) because Mustafa mentioned that he did not
prepare and/or adapt language learning and teaching materials. Observation data also
showed that he did not use available tactile materials in his immediate environment as
he thought that the materials mentioned were not suitable for the students with visual
impairments. Similarly, this study suggests that the tactile materials prepared for the
students with visual impairments should bear following qualities: (1) the tactile
material should be simply designed, (2) it should possess the main properties of the
represented item, (3) a follow-up conceptual information should be presented, and
lastly (4) it should be created with durable materials (Adetoro, 2012; Cox & Dykes,
2001; Nannemann, 2021; Rule et al., 2011).

Although Mustafa’ concerns about the tactile materials can be valid, his choice
of not assuming his teacher role as a resource provider stemmed from the comfort of
using the same teaching materials over extended time periods. Using the same set of
teaching materials repeatedly also contradicted with his apprenticeship of observation
as a learner when he enjoyed learning English language with a variety of materials.

Visuality of English language learning and teaching emerged to be a
fundamental challenge for teachers of students with visual impairments because they
need to compensate the visuality of English language learning with other means of
materials and strategies. In the case of Mustafa, he did not prefer to prepare English
language teaching and learning materials for the students with visual impairments.
Hence, Mustafa compensated the visuality of English language teaching and learning
with verbal repetitions and revisions. Although empirical studies illustrate that
repetitions and revisions solidify newly learned vocabulary items and grammatical
structure in the long-term memory (Chiew & Hanim Ismail, 2021; Tahir et al., 2021),
the repetitions and revisions limit language learning experiences of the students with
visual impairments for two main reasons: (1) the main input for language exposure
becomes verbal expressions, and (2) the visuality of English language teaching and
learning can be compensated with tactile materials because these materials represent

visuality for the students with visual impairments.
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The lack of visuality in the materials students with visual impairments worked
with also resulted in the lack of conceptual and contextual knowledge because the
students with visual impairments needed additional information to understand the
conceptual foundations of the vocabulary items they were learning and the contextual
cues these items were used (Webb, 2008). In this regard, Mustafa failed to provide
adequate conceptual and contextual information to the students with visual
impairments. In such a case, students with visual impairments cannot transform
everyday knowledge into scientific knowledge.

What is more, Mustafa established a strict routine of classroom practices. He
followed his teaching routine, and his lesson plans were not open to flexibility at the
time of data collection. Although some spontaneous changes were noted in the
observations sessions, these changes were the result of Mustafa’s failure to find the
song(s) he was going to play. In this regard, it can be concluded that teachers establish
a classroom routine and design their instructional practices accordingly (Baleghizadeh
& Yassami, 2010). However, when they fail to update their classroom routines, they
lose the systematicity of their lesson planning (K. Johnson, 2005). Also, they start to
ignore learners’ differences (Tai & Zhao, 2022) . In addition, using the same lesson
plan repeatedly can decrease students’ interest in the lesson because of the
predictability of the lesson format.

Another issue related to Mustafa’s lesson planning was the curricular
adaptations he made. He believed that language teachers should be allowed to make
curricular adaptations and changes (Teng, 2018; Teng, 2019). His belief about the
curricular changes were grounded in the format of the coursebook provided by the
Ministry of National Education because the Ministry prints out the “mainstream”
coursebook in Braille without reorganizing the presentation of the content. Thus, the
visual elements in the coursebook make it difficult to be used when teaching English
to students with visual impairments. Additionally, the activities that require
numbering, ordering, or matching result in difficulties and challenges for the students
with visual impairments because preparing such activities in Braille format
necessitates using Braille symbols for numbering, ordering, matching. In such a case,
a 5-item fill-in-the-black exercise in mainstream coursebook becomes a two-page

activity in Braille coursebook. The length of the activity makes it difficult for the
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students with visual impairments to follow and complete the activity. In this regard,
this study shows that the fill-in-the-blanks activities are generally excluded because
the students with visual impairments cannot follow the activity due to the structure of
it. Thus, the fill-in-the-blank activities do not concur with the academic needs of the
students with visual impairments.

Another dimension of Mustafa’s instructional practices was his target language
use. As a language user, Mustafa preferred to use a mixture of English and Turkish as
his medium of instruction. He initially used English while instructing the students with
visual impairments and then translated the instruction into Turkish. His use of mixture
of English and Turkish as his medium of instruction also reflected on students’
language use. The students with visual impairments in Mustafa’s classes utilized code-
switching strategies when they participated in the classroom activities. Although
mixing the target language and students’ native language can possibly hinder young
learners’ language development (Zimmerman, 2020), it increased students’ production
in the target language through code-switching strategies in this study (Irawan, 2022;
Zainil & Arsyad, 2021).

Similarly, Mustafa’s teaching practices illustrated that he used a mixture of
English and Turkish when he taught grammatical structures. It is important to note that
he provided metalanguage information in Turkish and the examples of the target
structure in English. He believed that explaining the grammatical structures of the
target language parallel to students’ native language helped students understand the
structure easily. However, literature on grammar teaching shows that it is the
similarities between the target language and students’ native language that cause
difficulties in learning the grammar of the target language. Also, students make more
mistakes when grammar teaching focuses on the similarities between the two
languages. This also shows that pedagogic content knowledge is important to make
informed decisions about one’s teaching practices (Freeman & Johnson, 1998;
Freeman & Cameron, 2008).

Mustafa’s teaching practices can be grouped into two categories: teaching
English to primary school students with visual impairments and teaching English to
secondary school students. Although Mustafa followed a similar classroom routine

across the two groups of students with visual impairments, the methods, techniques,
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and strategies differed greatly. In the primary school, he intentionally avoided reading
and writing activities because students with visual impairments were developing their
Braille literacy in their native language and the orthographical differences between
English and Turkish can hinder the development of Turkish Braille literacy. Thus,
Mustafa focused on teaching vocabulary items and grammatical structures through
listening and speaking activities. Listening activities were conducted via songs
Mustafa downloaded from the Internet and these activities served for incidental
learning (Restrepo Ramos, 2015) because the songs included vocabulary items that
were not included in the curricula of the primary school. He also utilized listening
comprehension activities to focus on the grammatical structures. In addition to the
listening activities, the students with visual impairments completed dialogue activities,
in which they were expected to use chunk-based expressions. It is worth noting that
the dialogue activities increased students’ motivation because the students with visual
impairments enjoyed dialogue activities (Gilakjani et al., 2012). However, Mustafa
kept the dialogue activities short during his lessons because he prioritized his
classroom routine over students’ motivation.

On the other hand, Mustafa included all language skills in his practices in the
secondary school. Skill-based teaching in Mustafa’s practices focused on teaching
vocabulary items and grammatical structures. For example, Mustafa could make use
of Braille coursebook in reading activities because he is Braille literate, and he can
follow the reading text. Also, he implemented reading aloud technique to provide
pronunciation and spelling instruction. As opposed to Merve and Rosalinda, who used
the “normal” coursebook instead of the Braille one, Mustafa’s Braille literacy helped
him use the Braille coursebook and using the Braille coursebook created new
opportunities for spelling and pronunciation instruction. In addition to spelling and
pronunciation instruction, Mustafa highlighted vocabulary items in the reading
activities classroom and provided contextual information. He also presented
grammatical structures with metalanguage information.

Lastly, Mustafa neglected writing instruction. He stated that writing instruction
formed the basis of spelling and pronunciation instruction in his practices (Oakley,
2018; Treiman, 2018; Vaisman & Kahn-Horwitz, 2020). Nevertheless, observation

data revealed that writing was the most neglected language skill in his instructional
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practices. Thus, his stated beliefs about writing instruction contradicted with his actual
practices. Language teacher cognition studies show that language teachers can state
the value of certain instructional practices, yet these practices may not be included in
their practices (Barnard & Burns, 2012).

Mustafa’s practices yielded essential strategies for classroom management and
organization, as well. Individuals with visual impairments follow similar patterns of
physical movements. These patterns help them to navigate in the environment as well
as to be aware of contextual factors. In this regard, Mustafa’s classroom management
depended on the idea that each student with visual impairment should sit in their
assigned places. Secondly, when he directed a question, he needed to call students’
names because the students with visual impairments did not answer the questions that
were asked to the whole class. Thirdly, Mustafa tapped students’ shoulders and/or
tables when he wanted that student to participate in the activity. The reason he tapped
students’ shoulders and/or table stemmed from the idea that students with visual
impairments missed visual cues of classroom participation.

Another issue emerged in Mustafa’s experiences in the School for the Blind
was educational technologies. Educational technologies have the capacity to increase
learning outcomes for the students with disabilities (Alves et al., 2009; Blue, 2017; L.
Zhou et al., 2011) because they provide alternative ways of accessing information
(Merri & Monties-Cabot, 2005). In this regard, Mustafa actively made use of his MP3
player to provide listening materials for the students with visual impairments. Apart
from his MP3 use, Mustafa’s educational technology use in the School for the Blind
was limited. He did not use smartboard because the smartboard does not support screen
reader applications. In addition to the smartboard, he did not make use of MoNE’s
platform because of the same problem. Also, he mentioned that navigating in MoNE’s
platform was difficult for him, so he decided not to use materials in MoNE’s platform.

Lastly, in-service training is an essential component of language teacher
identity and cognition because language teachers revisit their pedagogic and pedagogic
content knowledge bases (Ozbilgin et al., 2016; Tasdemir & Karaman, 2022). By
reflecting on their practices, they can align their professional identities and practices
with the necessities of their classrooms (Alsup, 2006; Baxter et al., 2016; Block, 2012;

Schutz et al., 2018). In the case of Mustafa, findings revealed that in-service training
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can be ineffective to result in changes, alterations, and/or updates because Mustafa
mentioned that although the in-service training that he took part provided resources to
alter his practices, he did not change his practices. Thus, this study asserts that when
language teachers form their pedagogic content knowledge base through
apprenticeship of observation and their practices, professional development activities
do not lead to changes in their practices because they establish their teaching practices

through a process of trial-and-error.

5.2.1 Complex System of Mustafa’s Language Teacher Identity and Cognition
Mustafa’s language teacher identity formation and language teacher cognition in the
School for the Blind created a complex system. This complex system was the results
of the changes, alterations, and adaptations throughout his career in the field of English
language teaching. This system also bears its dynamicity, and it is subject to
continuous revisions, reorganization, and alterations.

Using Hiver and Al-Hoorie's (2016) dynamic ensemble framework during the
data collection and data analysis processes, Mustafa’s complex system of language
teacher identity formation and cognition was explored around four main
considerations. These considerations were “operational considerations”, “contextual
considerations”, “micro-structure considerations”, and “macro-system
considerations”.

Operational considerations focused on the determination of Mustafa’s complex
system and levels of granularity. While Mustafa’s complex system consisted of his
language teacher identity and cognition, the level of granularity showed the duration,
procedures, and tools of the data collection. The possible influences of School for the
Blind on Mustafa’s complex system of language teacher identity and cognition were
examined in contextual considerations. The contextual considerations also sought to
determine how Mustafa’s complex system adapted, shaped, altered, evolved, and
stabilized within the context of School for the Blind.

Micro-structure considerations dealt with the components, interactions, and
parameters of the complex system of Mustafa’s language teacher identity and
cognition. On the other hand, macro-structure considerations addressed dynamic

processes of the Mustafa’s complex system of language teacher identity and cognition.
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These dynamic processes, combined with the contextual considerations, (re)shaped

Mustafa’s complex system and these dynamic processes incorporated the system’s

(un)stability and attractor states. The summary of Mustafa’s complex system of

language teacher identity and cognition is illustrated in the Table 9 below.

Table 7: Summary of Mustafa's Complex System of Language Teacher Identity and

Cognition

Operational

Considerations

Systems

System: Complex System of Mustafa’s Language Teacher Identity

Formation and Language Teacher Cognition

Agents: Mustafa, the Students with Visual Impairments, and the
School for the Blind

Level of

Granularity

Duration of the data collection: 2019-2020 academic year

Data Collection Tools: Individual Interviews, In-class Observations,

Field Notes, Artefacts, Official Documents

Contextual

Considerations

Context(s)

Context(s): The School for the Blind

Contextual Factors: The Students with Visual Impairments, Teachers

with and without visual impairments

System Adaptations: Changes, Tensions, Adaptations, Alterations,
and Retrenchments in Mustafa’s Language Teacher Identity and

Language Teacher Cognition

Micro-structure

Considerations

Components

Mustafa’s Language Teacher Personal History

Identity Educational Background

Initial Teacher Identity

Formation

In-service Experiences

The School for the Blind

Mustafa’s Language Teacher Subject Matter Knowledge

Cognition Pedagogical Knowledge

Pedagogical Content
Knowledge

Professional Development

Interactions

From Language Teacher Identity to Language Teacher Cognition

From Language Teacher Cognition to Language Teacher Identity
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Table 7 (continued)

Changes occurred when Mustafa emotionally, socially, and

professionally challenged.

Language Career Choices
Teacher Identity | Assuming Language Teacher Identity
Educational Philosophy and Purpose of English
Language Teaching and Learning
Special Education
Beliefs, Attitudes, and Knowledge about
Students with Visual Impairments
Teacher Roles Guidance and Counseling
Teacher Agency
Lesson Planner
Resource Provider
Language Subject Matter English Language
Teacher Knowledge Proficiency
Cognition Pedagogic Lesson Planning
Knowledge Curricular Adjustments

Classroom Management

and Organization

Pedagogic Content
Knowledge

Teaching English
Language Main Skills

Teaching English
Language Sub-Skills

Medium of Instruction

English Language
Teaching Materials

Educational Technology
Use

Macro-system Dynamic

Considerations Processes
Attractor
State
Stability

5.2.2. Contextual Considerations on Mustafa’s Complex System of Language

Teacher Identity and Cognition

Mustafa’s personal history and educational background revealed that he has been in

five different contexts. He experienced physical, emotional, professional, and

psychological satisfaction and discomfort in these contexts. As a result of such

satisfaction and discomfort, these contexts laid the foundation for his complex system

of language teacher identity and cognition.
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The first contextual consideration Mustafa had was the ability to visually
explore the environments he was surrounded by such as climbing a tree, playing in
nature, and going on a picnic because he was a seeing child until the age of six. It was
realized that the visual exploration of the environments he was in as a seeing child
helped Mustafa obtain a certain degree of life experiences during his childhood. It was
these life experiences that increased his academic and social abilities before he started
to receive his education in the School for the Blind. In addition to this, Mustafa recalled
his experiences as a seeing child as “normal” ones and he had learned the idea of
“normalcy” during his childhood.

The contextual considerations began to change when Mustafa started to lose
his vision. The second contextual considerations emerged when he needed to comply
his lifestyle and daily routines with his visual impairment. In the context of the School
for the Blind, Data analysis revealed that Mustafa’s family members helped to adopt
his lifestyle and daily routines. To further improve his skills, abilities, and capabilities,
Mustafa needed to attend the School for the Blind. However, he needed to prove that
he was academically, physically, and psychologically capable of receiving his primary
and secondary school education in the School for the Blind as a student with visual
impairment. Upon a series of examinations, he was able to prove his academic,
physical, and psychological capabilities and got accepted to the School for the Blind.
His acceptance made him realize that he was in an advantageous position in the visual
impairment community when compared to an individual who was born with total
blindness because his life experiences as a seeing child underwent a process of co-
adaptation in the School for the Blind. In this co-adaptation process, Mustafa was able
to transform his everyday knowledge he acquired as a seeing child into scientific
knowledge by conceptualizing and contextualizing his life experiences in educational
contexts. In addition, Mustafa was able to combine his life experiences as a seeing
child with the new skills and capabilities he acquired in the School for the Blind. For
example, while Mustafa acquired his Braille literacy in the School for the Blind, he
used his previous life experiences in modelling lessons and hands-on activities.

However, Mustafa had to pursue his education in a regular high school after
completing secondary school in the School for the Blind. The transition to the regular

high school was emotionally and pedagogically painful for Mustafa because the high
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school administration did not want to accept him to the school by claiming that the
school did not have necessary human and material resources to teach students with
visual impairments. In spite of the school administration’s objection, Mustafa used his
lawful right of education and got accepted to the high school. It can be inferred that it
was the transition process that made Mustafa aware of his rights and assume an agentic
role to advocate and defend his rights because he started to feel the marginalization
and discrimination towards people with disabilities. It should also be noted that it was
the first time that Mustafa experienced the idea of “abnormality”. that the transition
to his school lay foundations of Mustafa teacher agency. In addition, when he started
his high school education, he realized that his educational needs were mostly
overlooked. To meet his needs, Mustafa needed to find ways to study his lessons. Data
analysis yielded that his family members helped him in his studies in high school and
Mustafa’s interest and motivation to pursue an undergraduate degree was coadapted
with the help he received from his family members.

When he entered the university, Mustafa experienced different contextual
considerations he had during his high school education. The first contextual
consideration at the university was the accommodation of his academic needs. Instead
of demanding systematic help and support, Mustafa continued to receive informal help
from his immediate environment because the academic support that Mustafa’s family
could offer did not meet his undergraduate education needs. Thus, he asked for his
friends’ help at the university. The act of seeking informal help indicated that Mustafa
created a system bypass in his complex system of language teacher identity and
cognition. By system bypass, it is meant that Mustafa tried to accommodate his needs
without referring to the macro level issues. In the context of the university, macro level
issue was to demand disability-friendly higher education environment from the
university administration. The rationale of utilizing such a system bypass was that he
wanted to be in a safe environment where he did not have to confront the academic
staffs’ unwillingness to accommodate his needs.

The second contextual consideration at the university was the career choice
Mustafa had to make. As an undergraduate student of Department of International
Relations, Mustafa acquired high level of English language proficiency and he thought

that he could pursue a career as a diplomat. However, the employment requirements
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for the prospective diplomats caused a process of mutual causality in Mustafa’s
complex system of language teacher identity and cognition because the Ministry of
Foreign Affairs emphasized that they were recruiting diplomats who did not have any
disabilities at the time. As a result, the contextual factors at the university made
Mustafa realize that he could not be a diplomat, and these factors caused him to
consider alternative professions.

In spite of the ongoing challenges, Mustafa started to look for available
positions he could be assigned, and he managed to find a position in the Ministry of
Culture and Tourism. In the Ministry of Tourism and Culture, he was assigned to
complete secretary duties such as answering and directing phone calls. Combined with
his disappointment about the employment requirements, Mustafa felt that he was
unproductive and useless, which intensified the process of mutual causality in his
complex system. As a result of this mutual causality process, he decided to change his
profession because his early career experiences deepened his wish to feel productive.

The last contextual consideration Mustafa experienced was the School for the
Blind. As a legal requirement, teacher candidates have to prove that they are
psychically, psychologically, emotionally, and cognitively suitable for the teaching
profession. Similarly, Mustafa underwent a medical examination process to prove that
he was suitable for the teaching profession. However, the medical jury decided that he
was not a suitable teacher candidate for “normal”/regular schools and Mustafa was
allowed to work only in Schools for the Blind in Turkey. Mustafa criticized the
medical jury by stating that there was not a teacher educator, who could evaluate his
condition and advise the medical jury. Thus, the absence of a teacher educator in the
jury as well as the medical report he received demonstrated a rather prejudiced and
belittling approach toward people with disabilities. It is also important to note that
Mustafa experienced such attitudes on several occasions throughout his career path.
Hence, he developed a system immunity in his complex system of language teacher
identity and cognition. Mustafa’s system immunity can be described as a defense
mechanism which protected his psychological wellbeing when he was marginalized
due to his visual impairment and it was the system immunity that helped Mustafa to

overcome the prejudiced assumptions he was imposed on as well as to focus on his
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productiveness.

Mustafa as a Seeing Child

* Experiencing Normalcy
o Life Experiences

School for the Blind: Mustafa's

Schooling Years

* Academic and Social Advantages: Turning
Everyday Knowledge into Scientific Knowledge

 Secure and Non-Discriminatory Environment

* Braille Literacy

High School

* Experiencing "abnormality"

* Disability-agency: Advocating for his Rights.

* Marginalized in Educational Institutions:
Individualand Temporary Solutions for his Needs

University

* Marginalized in Educational Institutions: System
By-pass

The Ministry of Tourism and Culture

* Unproductive and Useless
* Disappoinment about Employment

The School for the Blind: Mustafa's
Journey in the Field of Education

* Health Report: A Tool of Marginalization

* Acquiring High Level of English Language Requirements: Disadvantage of his Visual
Proficiency Impairment
* Dreaming to be a Diplomat

¢ System Immunity: Defense Mechanism to
Protect his Psychological Wellbeing

* Daily and Movement Routines

* AvailableResources

Figure 30: Contextual Considerations in Mustafa's Complex System of Language
Teacher Identity and Cognition

After he obtained the medical report, Mustafa was assigned to work in the
School for the Blind. As mentioned elsewhere, individuals with visual impairments
depend on the movement routines to navigate in the physical structures such as
schools, hospitals, etc. Data analysis similarly revealed that Mustafa knew the physical
context of the School for the Blind, which eased his process of establishing movement
routines to navigate in the school. In addition to his awareness about the physical
context of the School for the Blind, Mustafa knew the other contextual considerations
in the School for the Blind such as available resources, facilities, and organizational
structure of the school. His knowledge and awareness of the contextual considerations
of the School for the Blind led Mustafa a process of mutual causality. In this mutual
causality process, Mustafa was able to focus on pedagogic and pedagogic content
issues. As he did not have any difficulty in adapting himself to the context of the
School for the Blind, Mustafa concentrated to align his practices and pedagogical

approach(es) with the needs of the students with visual impairments.
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5.2.3. Micro-Structure and Macro-System Considerations on Mustafa’s
Complex System of Language Teacher Identity and Cognition

The complex system of language teacher identity and cognition that Mustafa has been
forming throughout his career was linked to his personal history, which included his
educational journey, career choices, and the transition to the teaching profession.
Firstly, Mustafa’s biography showed that he experienced several obstacles throughout
his educational journey. These obstacles were stemmed from his visual impairment
because the educational institutions he enrolled in could not fully accommodate
Mustafa’s academic needs after he graduated from the School for the Blind. The failure
to accommodate his academic needs marginalized Mustafa’s existence in the high
school as well as at the university. For example, the high school he attended did not
want to accept him to the school because of his visual impairment. Although the high
school administration had to accept Mustafa to the school due to the legal
requirements, some of the teachers overlooked Mustafa’s academic needs. It can be
inferred that Mustafa’s high school experiences made him realize that he had to prove
his social, academic, and cognitive abilities to the third parties and his visual
impairment is a major component of his complex system of language teacher identity
and cognition. Proving his abilities and accepting his visual impairment as the major
components of his complex system were the results of the process of mutual causality.
In this process of mutual causality, Mustafa’s experiences in the high school led him
to questioning his capacity. Realizing that his low academic achievement in certain
subjects stemmed from his teachers’ willingness to accommodate his needs, Mustafa
accepted his visual impairment as a part of his complex system. Similarly, Mustafa
received his undergraduate education in an English medium university to be a diplomat
in the bureaucracy. Although he acquired a high degree of English language
proficiency, the academic staff at the university questioned his existence in the
department, that was the Department of International Relations, as well as at an
English medium university. The attitudes of the academic staff also contributed to the
marginalization of Mustafa’s existence in educational institutions. Given that the
process of mutual causality that he underwent in the high school reached an attractor
state, in which Mustafa learned to deal with discouraging comments about his

educational pursuits and his existence in educational institutions while accepting his
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visual impairment as a major part of his complex system. Secondly, the attractor state
he reached as a result of the mutual causality process at the university made him
believe that if he could prove his capacity, he would reach his long-wanted goal to be
a diplomat. However, he applied several positions in the bureaucracy upon his
graduation, and his applications were rejected due to his visual impairment. Instead,
he was offered to work as a public servant, which required carrying out secretary duties
in the Ministry of Culture and Tourism. The nature of the secretary duties did not
require neither intellectual abilities, nor knowledge and skills Mustafa acquired in the
Department of International Relations. The mismatch between Mustafa’s intellectual
capabilities and the duties he fulfilled indicated that the attractor state he obtained at
the university did not work. Thus, Mustafa reprocessed the mutual causality he
experienced at the university to stabilize his complex system. It was this mutual
causality reprocess that made Mustafa understand that he did not feel that he was
worthy and useful, so he needed to change his career path, where his visual impairment
was not a question for his academic capabilities. As a result, in order to exist as a
productive individual in the society, he decided to transition to the field of English
language teaching upon his former teachers’ suggestions. Data analysis revealed the
mutual causality reprocess that he underwent resolved to be a complete attractor state
in his complex system of language teacher identity and cognition when he transitioned
to the field of English language teaching. Two main components of his complex
system played crucial roles in reaching such an attractor state. Firstly, Mustafa was a
graduate of English medium university, and he had the chance to document his high
level of English language proficiency, which made him a suitable candidate for the
field of English language teaching. Secondly, he was assigned to work in the School
for the Blind. Working in the School for the Blind helped him to reform his self-esteem
and self-confidence because his visual impairment was not seen as an obstacle to teach
in the School for the Blind.

Mustafa’s transition to the School for the Blind required him to obtain a
medical report that ensured his visual impairment was not an obstacle for the teaching
profession. The medical committee questioned his ability to teach in regular schools
and decided that Mustafa could only teach in the School for the Blind. Although the

committee’s decision revived Mustafa’s marginalization in the educational
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institutions, Mustafa’s system immunity helped him to navigate around the
prejudicious attitudes and assumptions about his capacity without confronting macro
level discriminatory acts. After obtaining the medical report, Mustafa was officially
assigned to work in the School for the Blind. The transition processes showed that he
did not receive any teacher training prior to his assignment to the School for the Blind.
Given that, he needed to complete a two-semester practicum before he started to teach
English to students with visual impairment. During the practicum, Mustafa worked
with a supervisor, who was his former English language teacher. Mustafa also carried
out duties related to English language teaching as well as enrolled in an intensive
teaching certificate program. Working his former teacher created a safe environment
for him because Mustafa was able to observe and use his supervisor’s English language
teaching practices, which Mustafa thought that these practices were the ideal ones for
the students with visual impairments. It should be noted that Mustafa’s use of his
supervisor’s English language teaching techniques and strategies was a result of his
lack of teacher education. Thus, he relied on the apprenticeship of observation while
he was forming his teacher identity and equipping his language teacher cognition.
However, Mustafa’s increasing experience in English language teaching led
him to form his English language teaching techniques, strategies, and methods.
Mustafa’s emerging philosophy of English language teaching triggered a co-
adaptation process in his complex system language teacher identity and cognition. In
this co-adaptation process, Mustafa evaluated his supervisor’s practices, and tried to
utilize the practices that were in line with his language teaching philosophy. Data
analysis showed that the process of co-adaptation in Mustafa’s complex system of
language teacher identity and cognition led to the state of system-merging due to his
apprenticeship of observation. In the state of system-merging, Mustafa copied his
supervisor’s language teaching approaches to his complex system. Then, he blended
his English language teaching philosophy with his supervisor’s approaches. For
example, his supervisor was asking questions that were not included in the curricula
and Mustafa still follows the same strategy during the listening activities he

implements.
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In the listening activities, Mustafa tried to use YouTube videos that were in line with
the curricula. Generally, the listening tracks included some words that were not in the
curricula. During the activity, Mustafa paused to ask the meanings of such words. He
rationalized his strategy by saying that asking questions and guiding students to learn
new vocabulary items increased the students’ motivation as well as their language
knowledge. Interview data shows that Mustafa’s rationalization stemmed from his
apprenticeship of observation when Mustafa was a student in the School for the Blind

(Mustafa Field Note, March 04, 2020).

However, the system-merging process in Mustafa’s complex system of language
teacher identity and cognition reached an attractor state through system-cleansing. In
system cleansing, Mustafa removed the components of his supervisor’s system which
contradicted with Mustafa’s language teaching philosophy. For example, his
supervisor suggested Mustafa to form a teacher identity, which could show Mustafa’s
strictness and seriousness in the classroom. Although Mustafa tried to assume such a
teacher identity, he realized that grounding his teacher identity on the students’
motivation by being tolerant and welcoming was in line with his philosophy of English
language teaching. Thus, he removed the strict teacher identity from his complex
system.

Mustafa also attended to an intensive teaching certificate program as a part of
his practicum. In the certificate program, he received the foundational pedagogic
courses such as educational psychology, material development and adaptation,
assessment and evaluation, and classroom management. Taking such intensive
pedagogic courses triggered a system-equipping process. To exemplify, Mustafa
identified the gaps in his complex system during the process of system-merging and
system-cleansing. Then, he repaired the gaps in his complex system by accumulating
necessary knowledge and skills in the teaching certificate program. For example, he
mentioned that the assessment and evaluation practices that his supervisor was
implementing could not meet reliability and validity criteria. In the teaching certificate
program, Mustafa learned how to prepare assessment and evaluation tools that were in
line with his teaching objectives. Hence, the system-equipping process helped Mustafa
fill the gaps in his complex system of language teacher identity and cognition with the
recent knowledge he acquired in the teaching certificate program.

What was interesting, though, was that Mustafa developed system by-passes

in his complex system of language teacher identity and cognition throughout his

270



English language teaching career. By system by-pass, it was meant that instead of
resolving them, Mustafa did not show adequate willingness and effort to confront the
challenges, obstacles, and problems he encountered while teaching English to the
students with visual impairments. Relying on the listening activities best illustrated
Mustafa’s system bypass because Mustafa believed that oracy is the key element in
teaching English to the students with visual impairments. His emphasis on oracy
resulted in using mainly audio materials in his language teaching practices. Using
mainly audio materials helped him to by-pass the need for other forms of materials
such as tactile, visual, and worksheet. For example, he mentioned the importance of
different forms of materials in his language learning experiences, yet he neither
prepared different forms of materials, nor he showed any willingness to prepare one

during the data collection processes.

Researcher: Can you give the number of language teaching materials you prepared in
a year?
Mustafa: I do not know. Maybe one material in an academic year. Maybe two or three.
It is not more than five or six learning materials. I generally use the commercial ones.
Researcher: Is it because it is difficult to prepare, or you do not need such materials?
Mustafa: I do not feel that I need them very much. For example, if I am teaching
comparative adjectives, it is not necessary to prepare certain shapes to show the
students with visual impairments which one is the bigger one. I can compare desks
and tables (Mustafa Individual Interview, December 25, 2019).
In addition to this, data analysis also showed that Mustafa utilized his system by-pass
in the awareness raising activities he had in his lessons. Mustafa occasionally talked
about his schooling experiences, and he mentioned possible issues that his students
with visual impairments can experience. The examples he gave were about the
accessibility issues and the attitudes and assumptions about people with disabilities.
Although Mustafa intended to minimize the demotivating effects of such issues, he
by-passed mentioning how the students with visual impairments can solve the
problems, challenges, and obstacles they can experience after they graduate from the
School for the Blind. The by-pass was caused by Mustafa’s experiences of solving the
problems he encountered in his schooling years because he preferred to find
individualistic and temporary solutions. For example, although he was aware of his
rights at the university, he did not confront the university’s policy of accessibility.

Instead, Mustafa chose to access the course materials with the help of his friends.
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The last system behavior emerged from the data analysis showed that Mustafa
developed system resistance in his lesson planning and curricular adaptation and the
use of educational technologies. Mustafa’s years of English language teaching
experiences helped him develop teaching routines. The teaching routines included five
phases: Revision of the previous topic, introduction to new topic, question-answer
sequence with translation, listening activity with songs, and final revision. He strictly
followed his teaching routines. Although the teaching routines were indicative of
Mustafa’s cognitive library of lesson plans, he struggled to organize his lessons when

he drifted away from his teaching routine.

Mustafa taught “animals” to 3™ grade students, and he decided to use a classroom
game that the students with visual impairments could play. In the game, one of the
students with visual impairments was expected to describe an animal and another
student would tell what animal it was. The game was supposed to facilitate peer
interaction and novel language production. The students with visual impairments were
enthusiastic about the game because they prepared the descriptions that they would
tell during the break time. However, Mustafa did not provide clear and sufficient
instructions about how to play the game. Also, the absence of teaching the language
forms the students with visual impairments needed to use during the game led to the
failure of the activity. It was also noteworthy that the game did not contain any
predetermined vocabulary items, nor it had a specific focus on the language skills
(Mustafa, In-class Observation, February 12, 2020).
The in-class observation mentioned above was indicative of a system malfunction. By
system malfunction, it was referred that Mustafa failed to organize his teaching
practices when he drifted away from his teaching routines and his complex system of
language teacher identity and cognition could not provide him necessary tools to keep
his practices on the track. Thus, Mustafa developed system resistance to avoid such
system malfunctions. Another example of Mustafa’s system resistance was the use of
educational technologies. Although he insisted that the prospective teachers who are
willing to work in the School for the Blind should possess the skill set to utilize
educational technologies, Mustafa resisted to use such technologies in his practices by
saying that the educational technologies were not practical for him because of the
accessibility issues. To illustrate his resistance, Mustafa did not see the use of Orbit
devices as productive and practical as he was dissatisfied with the qualifications of the

device. He also thought that it is better for the students with visual impairments to use

272



traditional Braille formats when they write something. It was obvious that Mustafa’s

personal insights of the use of educational technologies overcame the students’ benefit.

5.3. Discussion: Rosalinda’s Language Teacher Identity and Cognition
Language teachers’ personal histories and educational backgrounds influence their

language teacher identity and cognition development (Kissau et al., 2012; Mullock,
2006). While personal histories determine language teachers’ investment in their
profession (L. Li, 2020), educational background shows how language teachers form
their teacher identity (Barnard & Burns, 2012; K. Johnson, 2005). Rosalinda’s case
showed that she grew up in a relatively multilingual environment, where his brother
was learning French while she was learning English because Rosalinda’s family
wanted their children to learn foreign languages. They supported Rosalinda’s English
language learning process by purchasing teen magazines. With her interest in the
language, Rosalinda improved her English language proficiency. When she completed
her high school education, she wanted to pursue a career in English language literature,
yet given the occupational opportunities, she decided to be an English language
teacher. Her interest in the language and developing English language proficiency
formed the foundations of her subject matter knowledge base (Sullivan, 2011).

When she started her pre-service teacher education, she possessed a high level
of English language proficiency and formed her subject matter knowledge base. In
addition to her subject matter knowledge, she received pedagogic and pedagogic
content courses. In these courses, she learned pedagogic strategies such as classroom
management and organization, knowledge about learner differences, and age-
appropriate pedagogic approaches. She also studied the theoretical and practical
foundations of English language teaching. With these courses, she equipped her
language teacher cognition with pedagogic and pedagogic content knowledge bases
(Ball et al., 2008; Konig et al., 2016, 2017).

In her final year in pre-service teacher education, she was tasked to complete
micro-teaching sessions. In these micro-teaching sessions, Rosalinda taught the
assigned topic(s) to her peers and tried to bridge her theoretical knowledge of English
language teaching with the practical concerns of classroom realities (Canagarajah,
2006; Higgins & Nicholl, 2003; Johnson, 2006; Kumaravadivelu, 2006). She received
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feedback for her practices from her peers and teacher educators and the feedback
sessions supported her language teacher identity and cognition development
(Fernéndez, 2010; Girvan et al., 2016; Ismail, 2011). The micro-teaching sessions also
lead to a smooth transition to the practicum period. The practicum pre-service teachers
complete assists them to reflect on their pedagogic and pedagogic content knowledge
(Ogeyik, 2009; Otsupius, 2014; G. Wei & Lu, 2022. Similarly, Rosalinda focused on
lesson planning, pedagogically appropriate practices, and material development and
adaptation in her practicum period. With the feedback she received from her
supervisor, she started to form her professional teacher identity and assumed several
teacher roles such as resource provider, motivator, and assessor. She also worked with
her supervisor to establish pedagogically appropriate teaching routines, for which she
used her pedagogic and pedagogic content knowledge bases (Borg, 2011).

In addition to establishing pedagogically appropriate teaching practices,
Rosalinda evaluated her apprenticeship of observation during the practicum period.
Rosalinda’s personal history showed that her family frequently changed the city they
lived in because of Rosalinda’s father’s job. Thus, she attended several schools, and
worked with different English language teachers. Hence, Rosalinda possessed a rich
pool of apprenticeship of observation as a learner. During the practicum, she tried to
reflect on her pre-service education, her supervisor’s comments and feedback, and
apprenticeship of observation to find appropriate practices for her students (Borg,
2004). In addition to her focus on her language teacher identity and cognition,
Rosalinda formulated her educational philosophy during the practicum period. She
deduced that it is important to understand why students learn English language and in
what areas they are going to use it (Li et al., 2022; Schiller & Dorner, 2021) because
language teachers can motivate their learners by providing pedagogically appropriate
approaches. Also, language teachers can assume a variety of language teacher
identities to foster their learners’ language development (Daskalovska et al., 2012;
Gilakjani et al.,, 2012). In a similar vein, Rosalinda embodied her educational
philosophy when she started her career in the field of English language teaching. She
utilized her language teacher cognition to have pedagogically appropriate practices to
meet her students’ needs. Also, she assumed various teacher roles to address learner

differences (Zadjali et al., 2016). To exemplify, she started to work in a K-12 private
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school as an English language teacher. She taught English to primary and secondary
school students. In addition to the private school, she started to work as a part-time
instructor at the university. To work with these groups, Rosalinda tried to understand
her learners’ needs and she planned her instructional practices according to the needs
of her students. Thus, she was able to choose pedagogically appropriate language
teaching methods, strategies, and techniques. It is worth noting that Rosalinda had a
smooth transition between the two cohorts of students thanks to her strong language
teacher cognition. On the other hand, working with two distinct groups, that is, young
learners and adults, shaped Rosalinda’s professional teacher identity because she
assumed her teacher roles based on the age group she worked with. While she
prioritized her roles as motivator and rapport builder in the private school, she assumed
monitor and objective setter roles at the university. Additionally, she turned the critical
incidents she experienced with the young learners in the private school into a teaching
moment at the university (Karimi & Nazari, 2021). This shows Rosalinda’s ability to
reflect on her practices and make use of the critical moments in her instructional
practices because she understood her students’ cognitive readiness as well as their
needs (Griffin, 2003; Smets et al., 2022).

Another issue that emerged from Rosalinda’s in-service experiences was
professional development. Rosalinda believed that language teachers should update
their pedagogic content knowledge every six years because the theoretical and
practical developments can change one’s instructional practices (Fairman et al., 2020;
Garner & Kaplan, 2021; Sims & Fletcher-Wood, 2021). Thus, Rosalinda stated that
she was eager to develop professionally and reflect on her language teacher cognition.
Thus, she participated in several professional development activities. In these
trainings, Rosalinda revisited her pedagogic and pedagogic content knowledge bases
(Tasdemir & Karaman, 2022), and equipped her language teacher cognition with the
recent developments in English language teaching (Cimen & Daloglu, 2019).

Lastly, Rosalinda started to work as the head of English language teaching
department in another private school and assumed administrative roles. She worked
with a group of native and local teachers and focused on quality assurance. To provide
the same quality of English language education, she implemented an English-only

policy in the school (Galante et al., 2020; Kani & igsen, 2022; J. Yang & Jang, 2022)
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to increase exposure to the target language. She also systematized formative
assessment procedures because she believed that continuous formative assessments
are an essential part of English language learning (Aslam et al., 2020; Baran-Lucarz,
2019; Muho & Taraj, 2022; Xiao & Yang, 2019). In addition to English-only policy
and formative assessments, Rosalinda conducted teacher evaluation sessions. She
observed the native and local teachers’ classes and provided feedback. Given these,
this study asserts that well-grounded pre-service teacher education combined with
continuous professional development enables language teachers to work on different
dimensions of English language teaching. When language teachers merge their
educational background with their practices, they establish strong pedagogic and
pedagogic content knowledge bases, which gives them the ability to evaluate other
teachers’ instructional practices.

After working as an administrator, Rosalinda decided to continue her career in
the Ministry of National Education, and she worked on several international projects.
She also completed her Master of Arts degree in European Studies in the UK. Although
she thought that she possessed all the necessary skill-set for her position in the Ministry
of National Education, she was assigned to teach in the School for the Blind.

Transitioning to the School for the Blind was challenging for Rosalinda for
three main reasons: (1) she did not want to return to teaching because she wanted to
work at the organizational level of education, (2) working with students with visual
impairments created an emotional dissonance, and lastly (3) she did not know how to
teach English to students with visual impairments and the School for the Blind did not
provide an orientation program for her.

Given that Rosalinda’s transition to the School for the Blind was a reluctant
one, she initially struggled to find pedagogically appropriate approaches to teaching
English to students with visual impairments. Thus, she asked for help from her
colleagues and observed Mustafa’s classes to understand the dynamics of teaching
English to students with visual impairments. Yet, she did not get enough support from
her colleagues because of the lack of community of practices in the School for the
Blind (Johnson, 2006, 2009). Due to the fact that Rosalinda’s effort to form an
apprenticeship of observation through Mustafa’s instructional practices failed, she

reflected on her previous experiences because reflecting on one’s instructional
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practices helps language teachers challenge their assumptions about English language
teaching (Larrivee, 2007), change their practices if necessary (Yu, 2018), and reduce
the discrepancy between what they think and what they do (Farrell & Ives, 2015). In
this regard, she reflected on her practices and revisited her knowledge bases to find
optimal practices to teach English to students with visual impairments (Walsh &
Mann, 2015).

To find optimal practices, Rosalinda sought to understand how visual
impairment influences her students (Harvey et al., 2010; Kilinc, 2018; Michalko,
2001). Her increasing knowledge about students with visual impairments led her to
group students with visual impairments into three: born with blindness, visually
impaired, and low-vision. Based on her grouping, she assumed different teacher roles
because assuming professional identities based on students’ needs increases academic
achievement (R. Brown & Heck, 2018; Buchanan, 2015). For example, while she
assumed motivator role for students who were in process of losing their sight, she set
objectives for students with low vision to learn and use Braille.

Rosalinda did not want her classes to be observed. Instead, she explained her
teaching practices during the interviews. She mentioned that she could not use the
Braille coursebook because of two main reasons: (1) she did not know Braille, and (2)
the mainstream coursebook was printed in Braille without organizing the content and
visual elements in it. Thus, Rosalinda believed that the current Braille coursebook has
no educational value for students with visual impairments and the content and structure
of the Braille coursebook need to be reorganized for its effective use (Andjelkovic,
2017b; Kizilaslan, 2007). In addition to the coursebook, Rosalinda’s lack of Braille
literacy led her to exclude reading and writing instruction from her instructional
practices. Hence, she had to revolve around teaching English through listening
activities that focused on lexical items and grammatical structures.

As she could not make use of the Braille coursebook, Rosalinda prepared
handouts in a Word format and taught English by following the handouts she prepared.
After her classes, she printed out the handouts and handed them to students with visual
impairments. She focused on vocabulary and grammar teaching when she prepared the
handouts. She cautioned that the handouts should be prepared in lower cases only to

avoid confusion when it is printed in Braille. In addition to the handouts, she used
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MOoNE’s platform to compensate for visuality in her practices. She used audio
materials and interactive games on the platform. Although the handouts provided
extensive examples of vocabulary items and grammatical structures, field notes
revealed that students with visual impairments did not use the handouts when they
studied the language. Instead, the audio materials and interactive games increased her
students’ interest and motivation (Waluyo & Leal Bucol, 2021) because students with
visual impairments could interact with their teacher and peers during the lesson.
Lastly, Rosalinda assumed an agentic role to initiate change in the School’s
visiting policy because the format of the School’s policy created an exotic experience
for the mainstream students and alienated students with visual impairments. By
assuming a transformative practitioner role (Kayi-Aydar, 2015, 2019), Rosalinda
suggested that school visitings offer opportunities to raise awareness about students
with disabilities (Armstrong & Moore, 2004; Charlton, 2000; Douglas, 2019;
Karaman, 2014; Puri, 2004) and awareness-raising activities should be two-sided. By
two-sided, she recommended that follow-up interviews and seminars should be
conducted to evaluate the effect of school visitings on both students with visual
impairments and mainstream students (Connor et al., 2015). However, Rosalinda’s
efforts to change the School’s visiting policy were ignored by the school
administration. Thus, she concluded that the micro and macro structures of the current
education system do not allow teachers to be transformative practitioners (Kayi-Aydar,
2019; Steadman et al., 2018). In addition to the School’s visiting policy, Rosalinda
believed that there need to be curricular changes because survival skills, which are
Braille literacy, independent bodily movements, and basic self-care should be
presented first, and academic content should follow these survival skills (Brown &
Beamish, 2012). It is important to note that although Rosalinda prioritized Braille
literacy for students with visual impairments, she did not know Braille and it caused

several problems for her English language teaching practices.

5.3.1 Discussion: The Complex System of Rosalinda’s Language Teacher Identity
and Cognition
Rosalinda’s language teacher identity and cognition in the School for the Blind create

a complex system. In this complex system, Rosalinda’s language teacher identity and

278



cognition were (re)shaped by the results of the changes, alterations, and adaptations
throughout his career in the field of English language teaching. Rosalinda’s complex
system of language teacher identity and cognition is also dynamic in nature, and it
undergoes to continuous revisions, reorganization, and alterations.

During the data collection and analysis processes, this study utilized Hiver and
Al-Hoorie's (2016) dynamic ensemble framework. In this regard, Rosalinda’s complex
system of language teacher identity formation and cognition was explored around four
main considerations. These considerations were ‘“operational considerations”,
“contextual considerations”, “micro-structure considerations”, and “macro-system
considerations”.

Rosalinda’s complex system and levels of granularity were determined by the
operational considerations. While Rosalinda’s complex system consisted of her
language teacher identity and cognition, the level of granularity showed the duration,
procedures, and tools of the data collection. The possible influences of School for the
Blind on Rosalinda’s complex system of language teacher identity and cognition were
examined in contextual considerations. The contextual considerations also sought to
show how Rosalinda adapted, shaped, altered, evolved, and stabilized her complex
system of language teacher identity and cognition within the context of School for the
Blind.

The components, interactions, and parameters of Rosalinda’s complex system
of language teacher identity and cognition were dealt within the micro-structure
considerations. On the other hand, macro-structure considerations addressed dynamic
processes of Rosalinda’s complex system of language teacher identity and cognition.
These dynamic processes, combined with the contextual considerations, (re)shaped
Mustafa’s complex system and these dynamic processes incorporated the system’s

(un)stability and attractor states.

5.3.2. Contextual Considerations in Rosalinda’s Complex System of Language
Teacher Identity and Cognition
Rosalinda’s complex system of language teacher identity and cognition was dependent

on the contexts she was in throughout her career. Data analysis yielded that the
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contextual factors she experienced were academically, emotionally, and professionally
diverse and different from each other.

Rosalinda’s personal history showed that she wanted to be English language
teacher in her childhood as she was interested in the language. As a result of this
interest, she chose to pursue a career in English language teaching, and she entered
one of the most prestigious pre-service teacher education programs in Turkey. She
received her undergraduate education in the context of the program where she took
pedagogic and pedagogic content courses and completed teaching practicum.
Completing her pre-service English language teacher education helped her reach an
attractor state in her complex system of language teacher identity and cognition. In
this attractor state, Rosalinda accepted her identity as an English language teacher and
wanted to pursue a career in the field of English language teaching. It was also this
attractor state that convinced Rosalinda that she equipped her language teacher
cognition with the necessary pedagogic and pedagogic content skills and knowledge.
Given that she reached an attractor state in her complex system of language teacher
identity and cognition, she immediately wanted to start her career. Although she could
have been assigned as an English language teacher in a public school, Rosalinda
decided to stay in Ankara due to the political concerns at the time and she started her
career in a private school in Ankara. The context of private school she worked showed
that the school followed curricula that were in line with international language
assessments such as TOEFL and/or IELTS. Thus, while she was working as an English
language teacher in the context of a private K-12 school, she had the opportunity to
collaborate with other local and native English language teachers and she received
collegial and professional support to bridge the theoretical knowledge she acquired
during her pre-service education and practical concerns of English language teaching.
In addition to the collaboration, the private school used commercially produced
coursebook, which required teaching English language skills discretely. The use
commercially produced coursebook led to a co-adaptation process in Rosalinda’s
complex system of language teacher identity and cognition because Rosalinda was
relieved from the burden of making curricular changes. In such a case, she tended to
use the methods, strategies, and techniques outlined in the coursebook and she

supplemented the curricula with the quizzes she prepared for her students. In addition
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to the co-adaptation process, Rosalinda experienced system-altering process in her
complex system of language teacher identity and cognition. In the process of system-
altering, Rosalinda attended to professional development activities and altered her
complex system. By system-altering, it is meant that she acquired various skills to
approach the practices of English language teaching, which prepared her to the
administrative position she took after she left her position in the private school.

Given the contextual considerations in the private school, it can be inferred that
starting her English language teaching career in the private school was emotionally,
socially, and professionally beneficial for Rosalinda because she received collegial
support, attended professional development activities, and managed to bridge the
theoretical considerations of English language teaching with the actual practice of it.

Rosalinda left her position to become the head of English language teaching
department in another private school. The context she worked was similar to her
previous working environment. The only difference was that she was responsible for
the curricular decisions, teacher recruitment, and other extracurricular activities. As an
administrator, she held weekly meetings with the local and native teachers in the
school. In these meetings, she evaluated the curricular objectives, disseminated weekly
teaching objectives, prepared summative and formative assessments, conducted
observation sessions, and provided feedback. Carrying out the responsibilities of being
the head of English language teaching led to a process of mutual causality. In the
process of this mutual causality, the more Rosalinda carried out administrative duties,
the more she started to think that she wanted to work in the organization of education.
The process of mutual causality reached an attractor state when Rosalinda decided to
work for the Ministry of National Education.

In the Ministry of National Education, she was assigned to be a part of the
Board of Education. She worked on international projects such as Erasmus, United
Nations Education Program and OECD. She contributed to align the educational
objectives of the Ministry of National Education to the international standards and
expectations. Rosalinda was happy and eager to work for the Ministry of National
Education because she was able to merge the components of her language teacher

identity and cognition with the administrative duties she fulfilled. However, she was
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assigned to work in the School for the Blind and she reluctantly left her position in the
Ministry of National Education.

When Rosalinda started to work in the School for the Blind, she experienced
emotional and professional challenges. Emotional challenges stemmed from her lack
of willingness to leave her position in the Ministry of National Education. The
reluctant transition to the School for the Blind caused emotional breakdown for
Rosalinda. The professional challenges, on the other hand, were the result of her
inexperience with the target student group. As she did not teach English to students
with visual impairments before, she underwent a process of mutual causality. In this
process, Rosalinda’s lack of experience in teaching English to students with visual
impairments intensified her need to get professional and collegial support. Although
she asked for help, she could not receive professional and collegial support as much
as she expected. Thus, the mutual causality process turned into a process of co-
adaptation. She tried to formulate new teaching methods, strategies, and techniques
that cater to the needs of students with visual impairments. In order to achieve this,
she wanted to learn the disability background of students with visual impairments and
reorganized her English language teaching practices. Another contextual factor that
challenged Rosalinda was the medium of communication and instruction in the School
for the Blind because she did not know Braille and she has not learned it yet. Not being
able to use Braille triggered a process of mutual causality, in which Rosalinda limited
her English language teaching practices to the oracy as she could not use Braille
documents. In addition to the process of mutual causality, Rosalinda underwent a
process of co-adaptation. In the co-adaptation process, she tried to compensate the lack
of Braille in her practices with the audio materials. Thus, she used various audio
materials in her practices. Although she wanted to enrich language teaching materials
she used in the School for the Blind, she experienced several difficulties as the School
for the Blind was obliged to use the coursebook provided by the Ministry of National
Education, which was not compatible with the needs of the students with visual
impairments. Lastly, Rosalinda altered her complex system of language teacher
identity and cognition to assume an agentic role to protect the pedagogic wellbeing of
the students with visual impairments because she stated that it was like a zoo visit

when students from the mainstream schools visited the School for the Blind and the
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School for the Blind needed to set rules about these visits. Otherwise, students from
the mainstream schools approached the students with visual impairments with a

pitying perspective, which empowered the former, yet emotionally damaged the latter.

5.3.3. Micro-Structure and Macro-System Considerations in Rosalinda’s
Complex System of Language Teacher Identity and Cognition
Rosalinda’s complex system of language teacher identity and cognition was linked to

her personal history, pre-service education, in-service experiences, and the School for
the Blind. Firstly, Rosalinda’s background showed that she enjoyed support and
encouragement from her family members throughout her educational journey. She was
encouraged to learn English language while she was in K-12 schools. Such support
and encouragement deepened her interest in English language and literature, and
improved her level of English language proficiency. As a result of her interest and
high level of proficiency in the language, she chose to become an English language
teacher and started her pre-service education in a teacher education program. In the
program, she received several pedagogic and pedagogic content courses, which
established her language teacher cognition knowledge bases. In addition to her
language teacher cognition, receiving pedagogic and pedagogic content courses helped
her begin to form a language teacher identity. During the practicum period, she began
to complement her language teacher identity and cognition with the sheltered practice
of English language teaching. When she graduated from the teacher education
program, she was equipped with the knowledge bases in her teacher cognition, as well
as grounded her language teacher identity with the principles she determined for her
career. It can be inferred that the pre-service teacher education Rosalinda received
created a process of co-adaptation. In this co-adaptation process, Rosalinda’s language
teacher cognition widened her options of language teacher identities she could assume,
and she had the opportunity to retrieve pedagogic and pedagogic content knowledge
based on the teacher roles she enacted. Thus, Rosalinda learned to merge the
components of her complex system of language teacher identity to perform her
teaching practices. In addition, Rosalinda’s ability of system-merging helped her
formulate her philosophy of education and purpose of English language learning and

teaching for different groups of students. Data analysis showed that Rosalinda started
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her career in a private school. While she was working as an English language teacher
in the private school, she also applied for a part-time instructor position at Central
University. Carrying out the responsibilities of both positions was indicative of her
strong language teacher cognition knowledge bases as well as language teacher
identity because she could smoothly transition her language teaching practices from
K-12 to university setting. She assumed various teacher identities to cater to the needs
of her students in the private school and in the university setting. For example, she
assumed motivator and resource provider roles in the university setting while she
assumed rapport building and assessor roles in the private school. Assuming various
teacher roles to meet the needs of different student groups also showed that
Rosalinda’s English language teaching repertoire included a variety of language
teaching approaches, methods, strategies, and techniques. Thus, it can be inferred that
Rosalinda’s smooth transition from K-12 to university setting illustrated her complex
system’s adaptability, which refers to the state where the system holder can change
parameters of the system based on the needs of the target student group. It is important
to note that the process of Rosalinda’s system adaptability was facilitated by the
professional development activities she partook in because the professional
development activities fed her language teacher identity and cognition, which, in
return, improved her system adaptability.

Rosalinda had worked as an English language teacher and part-time instructor
for years. She decided to pursue her career in an administrative position, and she
applied for the head of English language teaching department in another private
school. Upon her acceptance, she started to work on a different domain of English
language teaching. In this position, Rosalinda was responsible for the curricular
decisions, assessment and evaluation procedures, teacher recruitment, and
professional development. To carry out the responsibilities of the position, she held
weekly meeting and professional development activities, in which she informed the
teachers working in the school about curricular objectives, regular quizzes, and
professional development activities. Carrying out her responsibilities triggered a
process of co-adaptation. In this co-adaptation process, Rosalinda’s previous language

teaching practices shaped her administrative decisions. For example, the following
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excerpt showed how she managed the process of English language teaching as the head

of the department in the private school.

I prepared the exams because it is a problem if the same teacher teaches and evaluates
students. There is no way to validate the results. My system was like this: we held
weekly meetings on Friday afternoons. I presented next week’s plan to English
language teachers in the school. I explained that the areas teachers needed to pay
attention, the methods and techniques needed to be used, and how the assessment and
evaluation processes needed to be completed when we would follow the plan for the
next week. Then, we discussed about the plan, and I made necessary changes. The
teacher followed the plan in the next week, and I checked the plan and the teachers

with Friday quizzes I prepared (Rosalinda Individual Interview, December 11, 2019).
The excerpt above described how the co-adaptation process she experienced shaped
Rosalinda’s administrative approach. Although she received feedback about her
weekly plans, she wanted her English language teaching practices to be utilized by the
teachers in the school. It can be concluded that Rosalinda’s desire for her practices to
be utilized by other teachers stemmed for her complex system’s stability because she
was convinced about her practices’ effectiveness as her previous English language
teaching experiences reached an attractor state.

Although Rosalinda enjoyed her administrative position in the private school,
her career considerations destabilized her complex system of language teacher identity
and cognition and she decided to work on other levels of education. As a result of the
unstable state of her complex system, she decided to transition to a position in the
Board of Education in the Ministry of National Education. As she worked on
international projects, her complex system moved to system-standby state, in which
she used certain components of her complex system of language teacher identity and
cognition, yet for different purposes. In her position in the Ministry of National
Education, for example, Rosalinda’s utilized her subject matter knowledge to take part
in the international collaborations, yet other components of her complex system of
language teacher identity and cognition was in standby state, which meant that they
were not activated unless needed.

When Rosalinda left position in the Ministry of National Education and

transitioned to the School for the Blind, she reactivated her complex system of

language teacher identity and cognition. However, she realized that there was a
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mismatch with her complex system and the needs of the students with visual
impairments. The mismatch triggered a process of mutual causality, in which
Rosalinda looked for optimum language teaching practices for the students with visual
impairments. Rosalinda underwent a process of apprenticeship of observation in order
to find optimum language teaching practices for the students with visual impairments.
She wanted to observe Mustafa’s classes and practices to understand how the
mainstream English language teaching practices could be utilized and rearranged for
the students with visual impairments. Due to the lack of collegial support, however,
the process of apprenticeship of observation turned into a process of self-reflection, in
which she tried to find language teaching practices that cater to the needs of students
with visual impairments by trial-and-error. As a result of the process of self-reflection,
Rosalinda created a set of classroom practices to teach English to the students with
visual impairments. To enact her newly created classroom routine, Rosalinda needed
language teaching materials because the mainstream materials and the Braille
coursebook were not considered to be compatible with the needs of the students with
visual impairments. However, Rosalinda were not Braille literate and she needed to
find alternative ways to provide language learning materials in Braille. Rosalinda
found the solution by creating a system bypass in her complex system of language
teacher identity and cognition, in which she prepared language learning materials in
Word format and printed them out with Braille printer. Although she bypassed the
Braille problem by using educational technologies, the need for more language
learning and teaching materials that met the needs of students with visual impairments
continued to exist. Instead of creating new materials and/or adapting old materials,
Rosalinda preferred to create a co-adaptation process. In this process, Rosalinda’s
curricular decisions were dependent on the availability of the materials she could
access. To illustrate, reading and writing skills were ignored and overlooked in
Rosalinda’s practices because of two reasons. Firstly, Rosalinda do not know Braille
and the reading and writing materials she can access do not always have Word formats.
Thus, she cannot follow what students with visual impairments are reading and/or she
cannot check the writings of the students with visual impairments. Secondly, the
available materials in the Ministry of National Education’s online platform are audio-

visual materials. As she cannot make use of visual materials, she focused on using
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audio materials, which resulted in centering listening skills in her teaching routine.
Using mainly audio materials helped her to by-pass the need for other forms of
materials such as tactile, visual, and worksheet. It is important to note that Rosalinda’s
decision to make use of what was available and convenient could be traced back to her
pre-service education. Although she completed a teacher education program, the
program did not offer courses designed to train teacher candidates about how to create
language teaching and learning materials for students with special needs.

Another domain of Rosalinda’s complex system of language teacher identity
and cognition was her philosophy of education because her philosophy of education is
the driving force behind the alterations, changes, and retrenchments in her complex
system. Prior to the School for the Blind, Rosalinda believed that education should
prepare generations for the future while equipping them with the academic, social, and
psychological qualities that include respect, love and care to the nature, animals,
human beings. In the School for the Blind, she started to think that it is more important
for the students with visual impairments to acquire survival skills than academic
success because the existence of visual impairments is disabling. Thus, it can be
concluded that the changes in Rosalinda’s philosophy of education was a result of a
process of mutual causality. Realizing that the disabling nature of visual impairments
in academic contents intensified Rosalinda’s belief that the students with visual
impairments needed more survival skills than academic success. When looked from
the other side of the matter, Rosalinda’s intensified beliefs about the survival needs of
the students with visual impairments could possibly lower the academic expectations
she had for the students with visual impairments.

Lastly, Rosalinda had not assumed an agentic role throughout her teaching
career, but in the School for the Blind, because she did not have any students with
disabilities in the private schools she worked. However, she assumed an agentic role
to question and challenge the school visit policies of the School for the Blind because
she was convinced by the idea that the school visits did not serve for its main purpose,
that is, awareness raising. Instead, the school visits intensified and deepened the idea
of approaching individuals with disabilities with emotional perspectives. The agentic
role created an unstable state in Rosalinda’s complex system of language teacher

identity and cognition because she wanted to initiate change in the school’s policies,
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yet her contributions were ignored. As a result, Rosalinda developed system immunity,
which helped her to stabilize her complex system of language teacher identity and
cognition by accepting the fact that she needed to raise awareness of the students with
visual impairments. Thus, she became immune to the behaviors of the mainstream
students and the practices of the School for the Blind in these awareness raising

activities.
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CHAPTER 6

CONCLUSION AND IMPLICATIONS

This doctoral study explored language teacher identity and cognition of teachers of
students with visual impairments in the School for the Blind. Case study methodology
was utilized because of the participants’ uniqueness. Individual interviews, classroom
observations, and field notes were the data collection tools. Obtained data was
qualitatively analyzed. This study presented the findings and discussed their relations
and links with the available literature. In this chapter of the doctoral study, the

researcher presented the conclusions, limitations, and implications.

6.1. Conclusion: Teacher Identity and Cognition
Language teacher identity and cognition development is an intertwined process

because language teachers’ personal histories influence how they construct their
professional identities and cognition. In this regard, family support and encouragement
are essential to learn English language, and prospective language teachers’ investment
to learn English is also reflected in their willingness to assume professional identities
in English language teaching. Additionally, when language teachers invest in learning
English, they start to form their subject matter knowledge base. Thus, this study
concludes that subject matter knowledge is at the core of language teacher identity and
cognition development because language teachers ground their pedagogic and
pedagogic content knowledge bases on their English language proficiency.

To form their pedagogic and pedagogic content knowledge bases, pre-service
teacher education plays a fundamental role because language teachers’ initial

theoretical and practical exposure to English language teaching takes place during their
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pre-service teacher education. In this regard, pedagogic formation programs (teaching
certificate programs) emerge to be ineffective for language teachers’ pedagogic
content knowledge development. Given that these programs aim to provide general
pedagogic courses, those language teachers who completed pedagogic formation
programs have gaps in their language teacher cognition because they do not focus on
pedagogic content knowledge development as they try to learn the job by doing it. In
this regard, pre-service teacher education programs offer valuable experiences for
prospective language teachers to understand the theoretical and practical concerns of
English language teaching. Furthermore, prospective language teachers conduct
micro-teaching sessions during pre-service teacher education programs. In these
sessions, they receive feedback and mentoring, and they also focus on bridging
theoretical considerations with the practical concerns of English language teaching.
Hence, it can be concluded that pre-service teacher education equips prospective
teachers with pedagogic and pedagogic content knowledge, which foster these
teachers’ identity and cognition development. It is also important to note that as
prospective language teachers receive feedback and supervision for their instructional
practices, they become open to reflecting on their practices and developing
professionally.

In addition to pre-service teacher education, this study deduces that teacher
autonomy initiates professional identity formation. Language teachers, who are in the
practicum and/or induction period, tend to meet the standards their cooperating
teachers set for them. Thus, they generally follow language teaching practices that are
similar to their cooperating teachers. When language teachers take full responsibility
for their instructional practices after their practicum and/or induction period, they
assume relevant teacher roles to meet the needs of their students. It is also inferred that
language teachers tend to experiment with their language teaching practices when they
develop their teacher autonomy. Thus, language teacher autonomy encourages
language teachers to develop their professional identities and cognition and to reflect
on their practices.

When language teachers develop their teacher autonomy, they tend to make
curricular changes and adaptations, which generally focus on supplementing the core

curriculum to increase learner motivation. The curricular changes language teachers
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make are evidence of the interplay between their language teacher identity and
cognition because it shows that language teachers are aware of their pedagogic, and
pedagogic content decisions. Also, they assume teacher identities to enact the
curricular changes they made.

However, when language teachers experience professional isolation, they do
not collaborate with other English language teachers, and they usually rely on a
classroom routine that focuses on teaching English with traditional methods. Also,
they use the coursebook as their curricular guide. Thus, this study concludes that
language teachers’ cognition development is nurtured by their collaboration with their
ELT communities in their immediate environment because they enrich their practices,
which reflect in their curricular decisions.

To minimize the effects of professional isolation, language teachers can
sometimes collaborate with the external professional communities. Collaborating with
professional communities improves their instructional practices. Yet, language
teachers can be reluctant to participate in professional development programs if these
programs are similar in their content, scope, and structure because language teachers
do not see the value to invest their resources in similar professional development
programs.

Lastly, language teachers sometimes fail to design inclusive instructional
practices because of two main reasons: (1) they do not receive any courses to learn to
prepare inclusive classroom practices during their pre-service teacher education and/or
pedagogic formation program, and (2) they do not want to assume a teacher role to
cater to the needs of the students with disabilities in mainstream schools because it
adds up their workload. Thus, when language teachers have inclusive students, they
tend to experience emotional and professional dissonance.

To conclude, language teacher identity and cognition development is a
dynamic process. Personal histories, educational background, pre-service teacher
education, in-service experiences, and professional development influence language

teachers’ identity formation and language teacher cognition development.
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6.2. Conclusion: School for the Blind
This study specifically focuses on language teachers’ experiences in the School for the

Blind in terms of their professional teacher identity and cognition. Firstly, teaching
English to students with visual impairments is a unique field that needs to be supported
with theoretical and practical advancements. Thus, this study shows the importance of
an orientation period for language teachers because when language teachers are
assigned to teach in the School for the Blind, they feel emotional and professional
dissonance, which influences their teaching practices. To avoid such dissonance, an
orientation period is required because language teachers generally hold relatively
negative beliefs, attitudes, and knowledge about students with visual impairments,
who are expected to be academically low-achieving, psychologically unstable, and
socially awkward. If an orientation program is provided before language teachers start
to teach in the School for the Blind, they can question their assumptions, challenge
their taken-for-granted beliefs, and focus on their instructional practices.

In addition to the orientation program, Braille literacy emerges to be a vital
component of teaching English to students with visual impairments because it is the
medium of instruction and communication for students with visual impairments. Thus,
Braille literacy should be a prerequisite criterion if language teachers want to teach in
the School for the Blind. Otherwise, when language teachers lack Braille literacy, they
experience several professional and social obstacles. For example, they cannot monitor
students’ work or prepare formative and summative assessments in line with the needs
of students with visual impairments.

Another issue that is related to Braille literacy is the Braille coursebook. The
current practices show that the Ministry of National Education prints the mainstream
coursebook in Braille and provides the core curriculum to students with visual
impairments. However, it does not cater to the needs of students with visual
impairments because of the following reasons: (1) the structure of the coursebook and
visual elements make it difficult to use for classroom practices, (2) the content of the
coursebook does not support conceptual and contextual knowledge development for
students with visual impairments, (3) if language teachers do not know Braille, they
tend to exclude curricular content from the coursebook, and lastly, (4) students with

visual impairments need to work on the expanded core curriculum to reach the similar
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academic attainment level of mainstream students and the current coursebook does not
provide the expanded core curriculum.

In addition to the coursebook and the core curriculum, language teachers need
to prepare individualized education programs to expose students with visual
impairments to the expanded core curriculum. To prepare such programs, they must
possess knowledge about students with visual impairments and their needs, and they
should be aware of the fundamentals of curriculum development and adaptation. It is
also essential to note that language teachers should assume language teacher roles such
as monitor and resource provider to implement individualized education programs for
students with visual impairments. To implement individualized education programs,
there is also a need for differentiated instructions. When language teachers
differentiate their instruction to meet the needs of students with visual impairments,
they can motivate students to invest in learning English. Equally important, to
differentiate their instructions, language teachers should possess a strong teaching
repertoire. Otherwise, they will rely on their previous instructional practices and fail
to differentiate their instruction.

As mentioned above, language teachers in the School for the Blind cannot fully
make use of the Braille coursebook, to compensate for the Braille coursebook, they
should differentiate their instruction by developing language teaching and learning
materials. Thus, this study concludes that language teachers in the School for the Blind
should be able to create, adapt, and/or adopt language learning materials to compensate
for the Braille coursebook and its visual elements. Also, there needs to be a special
focus on material development and adaptation in their language teacher cognition
because language teachers need to develop materials according to the following
criteria: (1) the materials should be simple and durable in their design, (2) the content
of the materials should focus on a limited number of target language items, (3) they
should be engaging, (4), they should include conceptual and contextual information,
(5) they should include thick descriptions, and lastly, (6) students with visual
impairments should be able to work with the materials several times.

In addition to language teaching and learning materials, selecting and utilizing
pedagogically appropriate teaching methods play a fundamental role for language

learning experiences of students with visual impairments. In this regard, this study
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shows that language teachers in the School for the Blind do not equally pay attention
to teaching main language skills. Their practices focus on listening skills for two main
reasons: (1) it is one of the main ways to expose students with visual impairments to
the target language, and (2) when language teachers lack Braille literacy, they exclude
writing and reading skills in their practices. Hence, this study concludes that language
learning requires holistic experience, that is, students with visual impairments should
be able to read, write, speak, and listen in English, excluding speaking, reading, and
writing skills by focusing on listening skills neglects language learning process of
students with visual impairments.

Another dimension of language teachers’ professional identity and cognition
development is educational technologies. Recent technological development can have
the capacity to enrich and support language learning processes of students with visual
impairments. To actively make use of educational and Braille technologies, there is a
need for professional training. Such training should focus on both parties because
language teachers can effectively utilize various educational and Braille technologies
to differentiate their instructional practices. On the other hand, when students with
visual impairment learn to use educational and Braille technologies, they can actively
participate in classroom instruction. It is also noteworthy that the Ministry of National
Education should invest in accessibility and screen reader technologies because blind
language teachers cannot use educational technologies, the Ministry’s online platform,
and student information systems if they cannot use screen reader applications.

Lastly, language teachers in the School for the Blind develop teacher agency
when they experience emotional, professional, and administrative conflicts. When
language teachers realize that students with visual impairments are alienated by the
field trip activities, they want their students not to experience social awkwardness.
Thus, they challenge the administrative policies to normalize the existence of students
with visual impairments in educational settings. The other side of the coin indicates
that when students with visual impairments are alienated by administrative decisions,
language teachers are also marginalized due to their existence in the School for the
Blind.

To conclude, language teachers in the School for the Blind experience several

teacher identity and cognition issues. As teaching English to students with visual
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impairments is a unique field, language teachers need orientation and professional
development programs. Secondly, Braille literacy emerges to be a fundamental
component of teaching English to students with visual impairments because Braille is
the medium of communication and instruction in the School for the Blind. Also, the
Braille coursebook needs to be reorganized in terms of its content, structure, and scope
to provide essential conceptual and contextual knowledge that students with visual
impairments need for language learning. Furthermore, language teachers should be
skilled to prepare language teaching and learning materials that meet the needs of
students with visual impairments. Preparing language teaching materials should be
based on theoretical and practical concerns. In addition to language teaching and
learning materials, holistic approach to teaching English language is needed for
students with visual impairments because emphasizing one language skill over the
other can neglect language development of students with visual impairments. Lastly,
educational and Braille technologies are essential to teaching English to students with
visual impairments because language teachers can differentiate their practices via

these technologies.

6.3. Conclusion: Complexity Theory
Complexity theory deals with how a complex system changes, stabilizes, or iterates

when it interacts with its environment. The system’s interactions are channeled by the
components of the system and the interactions between the components of the system
determine its collective behavior. In this regard, the operational concerns, contextual
factors, micro-structure considerations, and macro-system illustrate how a system
works.

In the context of this study, language teacher identity and cognition are nested
within each other, and they can be studied retrospectively and prospectively with the
complexity framework. Regarding this, this study concludes that language teacher
identity and cognition create a complex system because there are patterns and links
between language teacher identity and cognition.

In this study, it is concluded that when input enters the complex system of
language teacher identity and cognition, the system organized itself in two main ways.

The input can lead to system change or system immunity.
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When the interactions give rise to system change, the system undergoes co-

adaptation and mutual causality processes. These processes can reach attractor state

after the system reacts the input. The system can react the input in following ways:

1.

System Merging: It takes place when the system agent merges his/her
supervisor’s language teacher identity and cognition. For example, the
agent can follow similar patterns of English language teaching that his/her
supervisor implements during the practicum and/or induction period.
Implementing the same or similar practices means that the agent merges
his complex system with his/supervisor’s system.

System Cleansing: System cleansing takes place when the agent develops
teacher autonomy, which means taking the full account of his/her practices.
By developing teacher autonomy, the agent realizes his/her complex
system’s patterns, components, and interactions. The agent, then, starts to
establish his/her own complex system by cleansing the remainings of the
system merging.

System Adaptability: It is the complex system’s state, in which the agent
adapts his/her complex system of language teacher identity and cognition
to carry out various administrative and educational tasks. For example,
when the agent fulfills administrative duties, s/he creates new system
patterns based on the components of her/his complex system of language
teacher identity and cognition.

System Alteration: System alteration takes place when the agent equips
his/her complex system with new components. For example, teaching
English to students with visual impairments is a new field for the
participants in this study. They need to equip their language teacher
cognition with material development and adaptation skills to meet the

needs of students with visual impairments.

When the system change happens through system merging, system cleansing, system

adaptability, and system alteration, the system reaches an attractor state. In the

attractor state, the agent stabilizes his/her complex system of language teacher

identity and cognition. It is important to note that new input can destabilize the

system and system change or system immunity can iterate.
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On the other hand, when input enters the system, the system can develop
immunity. The agent develops system immunity if s/he does not want to alter her/his

complex system of language teacher identity and cognition. System immunity can be

achieved through system resistance or system by-pass.

System Merging

System Cleansmg

Attractor State

System Change

System
Adaptability
System
Resistance

System Alteration

<

System Immunity

Figure 31: Complex System's Possible Behaviors

System By-pass

1. System Resistance: The agent develops system resistance in order not to
fundamentally and/or temporarily change his complex system of language
teacher identity and cognition. For example, Mustafa follows a strict routine of
classroom practices, and his MP3 player is an essential component for his
practices. When he fails to use his MP3 player due to the technical or practical
concerns, he does not continue his lesson by including different instructional
practices. Thus, he resists to alter his practices.

2. System Bypass: It is a system behavior when the agent does not change the
system but needs to find a solution to an immediate instructional issue. For
example, Merve and Rosalinda do not know Braille, yet they need to use
Braille when they prepare summative assessments. In such a case, they either
use educational technologies, or they ask for help from someone who is Braille
literate. In doing so, they bypass the need to learn Braille.

Lastly, it is important to note that although the complex system cannot be
predicted in its system behaviors due to its retrospective modelling. By retrospective

modelling, it is meant that the agents of a complex system have their own personal
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histories, educational background, and in-service experiences, which create various
configurations in the complex system of their language teacher identity and cognition.
However, this study shows that when the agents of the system share the same
contextual considerations, they form a community of practice. In such a case, the
system’s prospective modelling may bear a certain degree of predictability across the
agents.

To conclude, language teacher identity and cognition create a complex system
because the interactions within and between the two constructs form nested patterns
and links. The nested patterns and links produce various configurations. When input
enters the complex system of language teacher identity and cognition, the system can
configure two behaviors. The system either changes its configuration and reaches an

attractor state, or it can develop immunity to preserve its attractor state.

6.4. Implications
This doctoral study explored language teacher identity and cognition of teachers of

students with visual impairments in the School for the Blind. Aligned with the
consensus that language identity and cognition are dynamic, interconnected, and
nested with each other, exploring the experiences of teachers of students with visual
impairments in the School for the Blind can offer various implications for teacher
education, in-service professional development, curriculum development, and
awareness-raising.

Firstly, teaching English to students with disabilities is an under-researched
area in the field of English language teaching. To help language teachers understand
how students’ disabilities influence their academic, social, and psychological
wellbeing, an orientation program is needed. The orientation program should target
informing language teachers about the needs of students with visual impairments.
Also, it should include how to differentiate instruction to achieve inclusive practices.

Secondly, Braille literacy should be prerequisite for language teachers in the
School for the Blind. The Ministry of National Education can offer Braille courses and
its implementation in teaching English to students with visual impairments. Another
issue related to Braille literacy is the coursebook. Students with visual impairment use

Braille version of the mainstream coursebook, yet the academic needs of students with

298



visual impairment are different from the mainstream students. Hence, the Braille
coursebook should be reorganized in its design, content, scope, and visuality to cater
to the academic needs of students with visual impairments.

Thirdly, language teachers need in-service training to enrich and differentiate
their practices, follow the recent developments in the field of English language
teaching, and improve their pedagogic and pedagogic content knowledge bases. In this
regard, this study implicates following in-service training.

1. Language teachers in the School for the Blind can benefit from scenario-based
professional development. The scenarios that are grounded on the experiences
of language teachers in the School for the Blind can create spaces for reflection.
When language teachers reflect on the scenarios and their instructional
practices, they can understand how to enrich their practices and resolve
instructional issues in pedagogically appropriate ways.

2. Teaching English to students with visual impairments requires
multidisciplinary approach. In this regard, special education experts and
scholars in the field of English language teaching should work together because
language teachers in the School for the Blind need specifically designed in-
service training for their pedagogic content knowledge.

3. Educational and Braille technologies are vital in teaching English to students
with visual impairments. To provide holistic language learning experience for
students with visual impairments, language teachers should be aware of
emerging educational and Braille technologies. Thus, professional
development opportunities regarding these technologies should be offered.

Lastly, to voice experiences of students with visual impairment and their academic
journeys, awareness raising activities can be included in the mainstream curricula.
Both teachers and students with visual impairments should take part in organization
and implementation of such activities because they represent the first-hand accounts
of experiences of students with visual impairments. Also, awareness raising activities

need to be supported with interviews, field trips, and other extracurricular activities.
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6.5. Suggestions for Further Research
This doctoral study aimed to explore language teacher identity and cognition of

teachers of students with visual impairments in the School for the Blind. To achieve
this purpose, case study approach based on individual interviews, classroom
observations, and field notes were conducted. One of the limitations of this study is
that it is grounded on interview data with the support classroom observations.
However, stimulated recall sessions can inform how language teacher identities are
enacted in the classroom and how language teachers make use of their cognition when
they teach English to students with visual impairments.

Secondly, this study focused on exploring experiences of English language
teachers in the School for the Blind in terms of language teacher identity and cognition.
To corroborate interview and observation data, including the participants’ interactions
with the administrative staff, classroom teachers, and students with visual impairments
when they plan their instructional practices would possibly yield information about
how language teachers of students with visual impairments form their identities and
cognition.

Lastly, in the light of the limitations of this study, further research can focus
on classroom discourse in the School for the Blind to uncover how language teacher
identities are enacted. Also, classroom discourse studies can inform language teachers

about the necessary skills and strategies they need in their language teacher cognition.
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B. INTERVIEW QUESTIONS

Individual Interview 1: Gathering Demographic Information

1.

nal

13.
14.
15.
16.
17.

Could you please talk about yourself?

How would you describe yourself?

Where did you study?

What were your schooling experiences in primary, secondary and higher
school?

Where did you get your university education? Why? When?

How do you characterize your undergraduate education?

What are the changes in your personality throughout your education?
Can you please talk about your family?

What is your father/mother’s occupation?

. Do you have any sisters or brothers? If yes, do they have any impairments?
. When did you lose your sight?
. How has it affected you?

What were your strengths and weaknesses as a student?
What are your strengths and weaknesses as a teacher?
Why did you want to be a teacher?

What makes a good teacher?

What does education mean for you?

Bireysel Miilakat 1: Demografik Bilgiler

1.

Nownkwbd

10.

11

Kendinizi tanitir misiniz?

Kendinizi nasil tanimlarsaniz?

Egitim hayatinizdan bahseder misiniz?

[lk, orta ve lise okul deneyimlerinizden bahseder misiniz?
Universite egitiminizi nerede tamamladiniz? Ne zaman? Neden?
Lisans egitiminizi nasil karakterize edersiniz?

Egitiminiz boyunca kisiliginizde ve diisiincelerinizdeki degisiklikler neler
oldu?

Ailenizden bahseder misiniz?

Anne-babanizin meslegi nedir?

Kardesleriniz var m1? Ailenizde engelli bir birey bulunuyor mu?

. Gorme yetinizi ne zaman kaybettiniz?
12.
13.

Bu durum sizi nasil etkiledi?
Bir 6grenci olarak art1 ve eksileriniz nelerdi?
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14. Bir 6gretmen olarak art1 ve eksileriniz nelerdir?

15.
16.
17.

Ogretmenlik meslegini neden segtiniz?
Sizce iyi bir 6gretmenin dzellikleri nelerdir?
Size gbre egitimin amaci ne olmalidir?

Individual Interview 2: Exploring teacher education experiences

1.

SN kW

10.

11.

12.

When did you decide to be a teacher? Why?

Do you think that you will pursue further career in the teaching profession?
Are there any influential people who guide you in the teaching profession?
Why did you choose English language teaching program?

When and where did you get your teacher education?

What were your thoughts about the teaching profession prior to and during
your teacher education?

Do you think that the program you were enrolled equipped you with the
recent and relevant content knowledge?

Do you think that the program you were enrolled equipped you with the
recent and relevant pedagogical knowledge?

Do you think that the program you were enrolled equipped you with the
recent and relevant pedagogical content knowledge?

Did you receive any courses that involves preparing teaching and learning
materials for students with special needs?

Did you receive any courses that involves preparing assessment and
evaluation procedures for students with special needs?

In what ways are you making use of technology? Did you receive any special
training in technology use?

Bireysel Miilakat 2: Ogretmen egitimi deneyimleri

1.
2.
3.

4.

V)]

o

10.

11

Ogretmen olmaya ne zaman karar verdiniz? Neden?

Ogretmenlik meslegine devam edeceginizi diisiiniiyor musunuz?

Sizi 6gretmenlik meslegine yonlendiren birileri oldu mu? Bu yonlendirmenin
size etkisi ne oldu?

Ingilizce 6gretmeni olmay1 neden istediniz?

Ogretmen egitiminizi nerd eve ne zaman tamamladiniz?

Ogretmen egitimi 6ncesinde ve dgretmen egitimi sirasindaki diisiinceleriniz
nelerdi?

Tamamladigmiz programin sizi giincel bilgi ve becerilerle donattigini
diisiiniiyor musunuz?

Ozel gereksinimli 6grencilerin egitimi konusunda bir ders aldmiz mi?

Ozel gereksinimli 6grencilerin pedagojik ihtiyaclarini karsilamaya yonelik
ders aldimiz m1?

Ozel gereksinimli 6grenciler i¢in materyal gelistirme dersi aldiniz m1?

. Ozel gereksinimli dgrencilerin 6l¢gme ve degerlendirme siireglerini

yonetmenize yardimci olacak bir ders aldiniz mi1?
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12. Okul ve sinif i¢erisinde teknolojiyi nasil kullaniyorsunuz?

Individual Interview 3: Philosophy of education
1. What is your philosophy of education?

What is the purpose of education for you?

What is the purpose of language teaching and learning?

How can one achieve your philosophy of education?

What are the necessary components of your philosophy of education?

What are your views on students with disabilities?

What are your views on schools for students with special needs?

Are there any (mis)matches between your views and your teaching? Why?

How? In what ways?

9. Do you think that students with disabilities can achieve and complete their
education journey with success? If yes/no, why?

10. Does the current education system equip students with disabilities with the
relevant skills?

O Nk wN

Bireysel Miilakat 3: Egitim Felsefesi
1. Egitim felsefenizi anlatir misiniz?

Egitimin amaci size gore nedir?

Dil egitiminin amact ne olmalidir?

Sizin egitim felsefenizi hayata gecirmek i¢in neler yapilmalidir?

Egitim felsefenizin ana noktalar1 nelerdir?

Engelli 6grenciler hakkindaki goriisleriniz nelerdir?

Engelli 6grenci okullar1 hakkindaki diislinceleriniz nelerdir?

Diisiinceleriniz ve 6gretmenliginiz arasinda eslesmeyen noktalar var mi1?

Neden? Nasil?

9. Engelli 6grencilerin egitim siireglerini basariyla tamamlayabilecegine dair
diistinceleriniz nelerdir?

10. Mecvut egitim sistemimizin engelli 6grencileri gerekli bilgi ve becerilerle
donattigini diisiiniiyor musunuz?

e A o

Individual Interview 4: Exploring initial teaching experiences
1. Can you talk about your experiences in the teaching practicum? When was it?
Where?
2. How do you define your initial teaching experiences?

(98]

Did you teach prior to teaching practicum?

4. What were your thoughts about the difficulties challenges and advantages of
becoming a language teacher?

5. Were there any changes in your thoughts about the teaching profession?
Why?

6. Did you receive any support from faculty members, cooperating teachers or

any other significant person?
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10.

I11.

12.

13.

How did you organize your teaching?

Did you teach English language holistically? Did you teach any language
skill course? If yes, what were the differences?

Did you have any problem related to classroom management?

Did you prepare any teaching and learning materials? How did you
characterize this process?

What were the curricular demands during the teaching practicum? What were
your thoughts about the curricula?

Have you encountered any students with special needs during the teaching
practicum? If yes, what were your opinions about the student(s)?

Did you participate any professional development trainings? How was your
experience?

Bireysel Miilakat 4: Ik Ogretmenlik Deneyimleri

1.

2.
3.
4

10.

11.

12.

13.

Stajerlik doneminizden bahseder misiniz? Ne zaman ve nerede yaptiniz?

[k 6gretmenlik deneyimlerinizi nasil degerlendiriyorsunuz?

Stajerlik doneminizden 6nce hig ders anlattiniz mi?

Ingilizce 6gretmeni olmanin avantaj ve dezavantajlarinin neler oldugunu
diistiniiyordunuz?

Stajerlik doneminden sonra 6gretmenlik meslegi hakkindaki diistinceleriniz
degisti mi? Neden?

Stajerlik donemizde kimlerden destek aldiniz?

Ogretim seklinizi nasil organize ettiniz?

Dil egitimini nasil gergeklestirdiniz? Hi¢ beceri dersi verdiniz mi? Farkililar
nelerdi?

Sinif yonetimi konusunda ne gibi sorunlarlar karsilastiniz?

Ders materyalleri hazirladiniz m1? Hazirladiysaniz bu siireci nasil
degerlendiriyorsunuz?

Stajerlik doneminizdeki miifredat nasildi? Miifredat konusundaki diisiinceleriniz
nelerdir?

Stajerlik doneminizde 6zel gereksinimli 6grencilerle karsilastiniz mi1? Bu
ogrenciler hakkindaki diistinceleriniz nelerdi?

Stajerlik doneminizde mesleki gelisim programlarina katildiniz mi?

Individual Interview 5: Technology Use

1.

AN

In what areas do you use technological devices?

What is your opinion about technology and language teaching?

Do you think that technology is important for students with special needs?
How do your students use technology during the class?

How do your students use technology out of the class?

In what ways do you make use of technology in the class?
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Bireysel Miilakat 5: Teknoloji kullanim
1. Teknolojik cihazlari nerelerde ve nasil kullantyorsunuz?
Teknoloji ve dil egitimi konusundaki diisiinceleriniz nelerdir?
Ozel gereksinimli 6grenciler ve teknoloji hakkindaki diisiinceleriniz nelerdir?
Sinif igerisinde dgrencilerinizin teknolojiyi nasil kullantyorsunuz?
Siif disinda 6grencilerinizin teknoloji kullanimi nasil gergeklesiyor?
Ders anlatiminda teknolojiyi nasil kullaniyorsunuz?

SAINANE el

Individual Interview 6 & 7: Uncovering possible links between prior
experiences and early career experiences
1. What are your teaching practices, strategies and techniques? Why?
How do you adapt, adopt or develop your teaching materials?
In what ways do you make curricular adjustments?
Do you apply differentiated instruction? If yes,
In what ways do you differentiate your instruction?
When do you differentiate your instruction?
Why do you differentiate your instruction?
What are the pros and cons of your classroom management style?
What is the role of technology in the class?

ARSI ISR B o

. How do you overcome the lack of vision while teaching English?

—_ =
—_ O

. Do you see any differences in your philosophy of education and your
teaching practices?

Ju—
[\

. When differences occur, how do you resolve these differences?

—
[99)

. How do you relate your teaching education, initial teaching experiences and
teaching English in a School for Blind?

14. In what ways do you make use of your prior experiences?

15. How do you seek for opportunities to develop professionally?

16. What are the institutional demands on your English language teaching?

Bireysel Miilakat 6 & 7: Ogretmenlik 6ncesi ve sonrasi deneyimler arasindaki
baglanti
1. Ders 6gretim teknik ve yontemleriniz nelerdir? Neden?
Ders materyallerini nasil gelistiriyorsunuz?
Miifredat {izerinde degisiklikler yapryir musunuz? Neden?
Bireysellestirilmis egitim yontemlerini kullantyor musunuz? Neden?
Ders 6gretim yontem ve tekniklerini nasil farklilagtirtyorsunuz?
Ne zaman ders 6gretim yontem ve tekniklerini nasil farklilastirtyorsunuz?
Neden ders 6gretim yontem ve tekniklerini nasil farklilagtirtyorsunuz?
Sinif yonetimi tarzinizin eksi ve artilari nelerdir?
9. Teknolojinin siif i¢indeki rolii nedir?
10. Ogrencilerinin gérme yetisi eksikligiyle nasil bas ediyorsunuz?
11. Ogretim ydnteminiz ve egitim felsefeniz arasinda farkliliklar gérityor musunuz?
12. Ogretim ydnteminiz ve egitim felsefeniz arasinda farkliliklar oldugunda, bu
farkliliklar1 nasil gideriyorsunuz?

e i
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13. Ogretmenlik egitiminizi, ilk 6gretmenlik deneyimlerinizi ve Gérme Engelliler
okulundaki 6gretmenliginizi nasil iliskilendiriyorsunuz?

14. Ders anlatimlarinizda, 6nceki deneyimlerinizden nasil faydalaniyorsunuz?

15. Mesleki gelisim i¢in neler yapiyorsunuz?

16. Kurumsal olarak ingilizce gretimine bir miidahale var mi1? Neden?

Individual Interview 8 & 9: Gathering information about teaching English to
students with visual impairment

1. Do you think that there is a difference between being a teacher in a regular
school and in a school for blind?

2. How do you define a teacher?

3. Have you been aware of the ways you can apply when you teach English to
students with visual impairments?

4. What are the possible differences and similarities between SVI and other
students?

5. When you need, do you collaborate with other language teachers in the
school?

6. What is your primary concern when you teach English to students with visual

impairments?

Do you receive any institutional support in teaching English to SVI?

Do you think that the school is accessible for SVI?

Do you have flexibility in your course design? How? When?

10. Do you think that school for blind is equally accessible for all students with
visual impairment?

0o e~

11. What are the disability-related challenges to classroom management?

Bireysel Miilakat 8&9: Gorme Engelli 6grencilere dil egitimi
1. Gorme engelliler okulunda ve diger okullarda 6gretmen olmanin bir farki
oldugunu diisiiniiyor musunuz?
2. Ogretmeni nasil tanimlarsiniz?
Gorme engelli 6grenciler i¢in uyguladiginiz farkl bir yontem var mi1?
Gorme engelli 6grenciler ve diger 6grenciler arasindaki benzerlik ve
farkliliklar nelerdir?
Ihtiyacimiz oldugunda, diger 6gretmenlerle is birligi yapryor musunuz?
Gorme engelli dgrencilere Ingilizce dgretirken odagimiz ne oluyor?
Dil egitiminde kurumsal bir destek aliyor musunuz?
Okulun gérme engelli 6grenciler igin erisilebilir oldugunu diisiiniiyor
musunuz?
Ders planlamanizda esneklikler yapabiliyor musunuz? Neden? Nasil?
10. Okulunuzun biitiin gérme engelliler i¢in erisilebilir oldugunu diisiiniiyor
musunuz?
11. Sinif yonetiminizde engellilikten kaynakli zorluklar nelerdir?

W

e AN

X
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Individual Interview 10: Institutional Influence on Language Teachers

1. What is the institutional approach to disability?

2. What are the available resources for SVI?

3. How do you make use of available resources?

4. Are you aware of legal regulations and applications when you teach English
to SVI?

5. What are your opinions about disability, visual impairment, school for blind
and language teaching?

6. What are the activities and professional development opportunities during the
seminars?

7. Do you think that the needs of the teachers with VI are met?

8. Ifyou are to change the school’s policy in teaching SVI, what are the changes
you would make?

9. Which school policies do you support? Why?

Bireysel Miilakat 10: Ogretmen Uzerindeki Kurumsal Etki
1. Engellilik hakkindaki kurumsal politikaniz nedir?

Gorme engelli 6grenciler i¢in halihazirdaki kaynaklar nelerdir?

Siz bu kaynaklar1 nasil kullantyorsunuz?

Yasal diizenlemeler hakkinda bilginiz var mi1?

Engellilik, gérme engeli, Gorme Engelliler okulu ve dil egitimi hakkindaki

diistinceleriniz nelerdir?

Seminer donemindeki mesleki gelisim etkinlikleriniz nelerdir?

Gorme engelli 6gretmenlerin ihtiyaclarinin karsilandigini diistiniiyor

musunuz?

8. Kurum politikasini degistirmeniz istenirse, hangi politikalar1 degistirmek
istersiniz?

9. Hangi kurumsal politikalar1 destekliyorsunuz? Neden?

Nk

—

Individual Interview 11 & 12: Understanding the process of professional
identity formation in a School for Blind
1. What is professional teacher identity for you?

2. How do you define teachers’ professional identity?

3. What are the components of professional teacher identity?

4. Do you think that teacher identity is subject to change or stability?

5. How can one start to form a professional teacher identity in the school for
blind?

6. What are the teacher roles in the class?

7. What are the teacher roles out of the class?

8. Do you think that the institutional setting has influence on professional
teacher identity?

9. Do you receive any guidance and training prior to teaching SVI?
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10.

11.

12.

13.

14.

Do you receive any guidance and training during the teaching in school for
blind?

Did you deliberately choose to become a language teacher in the School for
Blind?

How do your pre-service and in-service experiences shape your professional
identity?

Do you think that opportunities to develop professional can enhance and
improve one’ professional identity? If yes,

In what ways do you think that opportunities to develop professional can
enhance and improve one’ professional identity?

Bireysel Miilakat 11 & 12: Gorme Engelliler okulunda mesleki kimlik edinme

1.

PN R WD

10.
11.
12.
13.

14.

Profesyonel meslek kimligi sizce nedir?

Bir 6gretmenin mesleki kimligini nasil tanimlarsiniz?

Ogretmen mesleki kimligin ana pargalar1 nelerdir?

Mesleki kimligin degisikliklere agik oldugunu diisiiniiyor musunuz?
Gorme engelliler okulunda mesleki kimlik insas1 nasil ger¢geklesiyor?
Simnif i¢inde 6gretmen rolleri nelerdir?

Sinif diginda 6gretmen rolleri nelerdir?

Kurumsal baglamin 6gretmen mesleki kimligine etkisi oldugunu diistiniiyor
musunuz?

Gorme engelliler okuluna gelmeden 6nce bu gruba egitim verebilmek i¢in
herhangi bir destek aldiniz mi1?

Gorme engelli 6grencilere egitim verirken herhangi bir destek aliyor
musunuz?

Gorme engelliler okulunda 6gretmen olmay1 isteyerek mi segtiniz?
Ogretmenlik egitimi ve hizmet i¢i egitim mesleki kimligini nasil etkiledi?
Kisisel gelisim imkanlarinin varliginin 6gretmen mesleki kimligine etki
edebilecegini diisliniiyor musunuz?

Hangi alanlarda kisisel gelisim imkanlarinin varliginin 6gretmen mesleki
kimligine etki edebilir?
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Name of the
Observation

School

Environment

Observation
Classroom
Observation
1

Classroom
Observation
2

Classroom
Observation
3

Classroom
Observation
4
Classroom
Observation
5

Classroom

Observation
6

C. TABLE OF OBSERVATIONS

Purpose

Gathering
demographic
information 1

Gathering
demographic
information 2

Philosophy of
education

Exploring
teaching
experiences

Understanding
technology use

Uncovering
possible links
between prior

experiences

and early career
experiences

Uncovering

possible
(mis)matches
between
education
philosophy and
actual teaching

Duration

40
minutes

40
minutes

40
minutes

40
minutes

40
minutes

40
minutes

40
minutes
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Focus Areas

School setting

School environment

School facilities

Classroom setting

Classroom environment
Number of students
Classroom facilities

Purpose of education

Purpose of English language
teaching

Views about
education/equality/disability/visual
impairment

Difficulties, challenges and
advantages of English language
teaching

Learner differences and needs
Technology use in class
Accessibility

Learner differences and needs
Teaching practices
Classroom management
Material design

Curricula

Theory vs. Practice
Changes in teachers’ English
language teaching practices



Classroom
Observation
7

Classroom

Observation
8

Classroom
Observation
9

Classroom

Observation
10

Classroom
Observation
11

Gathering
information
about teaching
English to
students with
visual
impairment
Understanding
evolution of
professional

identity

Understanding
the school on

language
teachers

Understanding

social nature of

professional
identity

Exploring
possible links
between
teacher
cognition and
professional
identity

40
minutes

40
minutes

40

the influence of = minutes

40
minutes

40
minutes
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Disability awareness
Flexibility in teaching practices
Professional and institutional
support

Identity formation and evolution
Teacher roles and identities
Professional identity change
Accessible school

Curriculum

Institutional Setting

Opportunities to develop
professionally

Guidance and training for students
with visual impairments
Institutional approach to disability
Available resources for students
with disabilities

Application of legal regulations
Adaptation and accommodation of
buildings and classrooms for
students with disabilities
Teachers’ views about disability
Opportunities for personal
development of students with
disabilities

Teaching and learning experiences
in a School for Blind

Selection of School for Blind
Social nature of teacher identity
Collegial support

Pre-service and in-service trainings
Teaching philosophy and actual
teaching

Changes in teaching methods,
strategies and practices



D. OBSERVATION PROTOCOL

Date:

Duration:

Number of Participants:
Pseudonyms:

Duration = What were the

teaching
practices,
techniques and
methods?

0-10

minutes

10-20

minutes

20-30

minutes

30-40

minutes

What was = What did

the focus
of the
lesson?

language
teacher do?
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What did | Researcher’s
the comments
students

do?



E. TIMELINE OF CLASSROOM OBSERVATIONS

Participant Date Grade Duration

Merve 23 October 2019 6" Grade 40 Minutes
04 December 2019 6" Grade 40 Minutes
11 December 2019 6™ Grade 40 Minutes
08 January 2020 6™ Grade 40 Minutes
15 January 2020 6™ Grade 40 Minutes
05 February 2020 8™ Grade 40 Minutes
05 February 2020 8" Grade 40 Minutes
12 February 2020 8" Grade 40 Minutes
19 February 2020 8" Grade 40 Minutes
26 February 2020 8" Grade 40 Minutes
11 March 2020 8" Grade 40 Minutes
Total: 11 Classroom Total: 440 Minutes
Observations

Mustafa 23 October 2019 3 Grade 40 Minutes
23 October 2019 5™ Grade 40 Minutes
30 October 2019 3" Grade 40 Minutes
30 October 2019 5% Grade 40 Minutes
13 November 2019 5% Grade 40 Minutes
11 December 2019 3" Grade 40 Minutes
25 December 2019 5™ Grade 40 Minutes
05 February 2020 3" Grade 40 Minutes
12 February 2020 3" Grade 40 Minutes
12 February 2020 3" Grade 40 Minutes
19 February 2020 3" Grade 40 Minutes
26 February 2020 3" Grade 40 Minutes
11 March 2020 3" Grade 40 Minutes

Total: 13 Classroom | Total: 520 Minutes

Observations

355



F. TIMELINE OF INDIVIDUAL INTERVIEWS

Participant

Merve

Mustafa

Rosalinda

Date
30 October 2019
06 November 2019
13 November 2019
08 January 2020
15 January 2020
12 February 2020
19 February 2020
04 March 2020
11 March 2020
Total: 9 Interviews
30 October 2019
13 November 2019
11 December 2019
25 December 2019
08 January 2020
15 January 2020
05 February 2020
12 February 2020
19 February 2020
04 March 2020
Total: 10 Interviews
30 October 2019
13 November 2019
04 December 2019
11 December 2019
08 January 2020
15 January 2020
05 February 2020
12 February 2020
19 February 2020
04 March 2020

Total: 10 Interviews
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Duration
36 Minutes
25 Minutes
34 Minutes
35 Minutes
36 Minutes
25 Minutes
40 Minutes
25 Minutes
35 minutes

Total: 291 Minutes

50 Minutes
38 Minutes
39 Minutes
45 Minutes
38 Minutes
35 Minutes
44 Minutes
48 Minutes
45 Minutes
44 Minutes

Total: 426 Minutes

50 Minutes
51 Minutes
76 Minutes
67 Minutes
38 Minutes
42 Minutes
36 Minutes
47 Minutes
60 Minutes
45 Minutes

Total: 514 Minutes
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Employment

Sep 2020 - Present = English Language Instructor
Abdullah Gul University, Kayseri

e Teaching isolated English language skills (reading, writing, speaking, and
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« Developing authentic language teaching materials and practice
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o Preparing and proctoring exams

o Tutoring new instructors

« Organizing professional development training

o Standardizing speaking assessment rubric

2018 - 2020 ™ English Language Instructor & Head of Foreign Languages Department
Anlam Okullari, Ankara
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« Taught English to kindergarten, primary, and secondary school students
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« Developed and (re)adapted English language teaching materials
« Preparing and proctoring exams
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2017 - 2018 ™ English Language Instructor
Final Okullar, Ankara
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2014 - 2016 ™ Research Assistant
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] e Scheduled courses, mid-term and final examinations
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e Administered faculty website pagesProctoring exams (120 exams per
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Kavas, Pearson, May 20, 2020

Online Teacher Education: Good Practices and Challenges, Association for
Teacher Education in Europe, May 15, 2020
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e Reflective Teaching Presented by Abdollah Nazari, International Teacher
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I. TURKISH SUMMARY/TURKCE OZET

Ilr.lgfi;llilzsdili egitimi alanindaki gelismeler egitimcileri kimin bu dili 6grettigi, kimin bu
dili 6grendigi ve neden Ogrendigi konularindaki varsayimlarini sorgulamalarini
desteklemektedir (Canagarajah, 2016) ¢iinkii uluslararas1 ve ulusal literatiir egitim
alanindaki farkliliklarin kabuliine odaklanmistir. Bu nedenle, biitiin 6greticilerin biitiin
ogrencilerle basarili bir sekilde ¢aligmasi hedeflenmektedir (Keane et al, 2018).

Bu baglamda, OECD, Birlesmis Milletler be Diinya Saghk Orgiitii gibi
uluslararas1 kuruluslarin da katkisiyla engelli bireyler hakkindaki ana tutumlar
sorgulanmistir. Bu kuruluslar engelli olan bireylerin egitim, is ve diger alanlara
erisiminin Oniindeki problem ve bariyerleri en aza indirgemeyi hedeflemektedir.
Fakat, egitim arastirmalar1 gosteriyor ki egitim alaninda Ogretmen ve &grenci
poplilasyonu hala baskin sosyal-ekonomik ve etnik gruplardan olusmaktadir. Boylesi
bir durumda engeli olan 6gretmen ve 6grenciler var olan egitim arastirmalarinda daha
az goriinmektedir.

Tiirkiye baglamina bakildiginda, Tirkiye’de 1517 06zel egitim okulu
bulunmakta ve yaklasik 426 bin engeli olan 6grenci bu okullarda egitim gormektedir.
Ayrica bu okullarda ¢esitli branglardan yaklasik 17 bin 6gretmen goérev yapmaktadir.
Gorme engelliler 6zelinde, Tiirkiye’de toplamda 38 gérme engelliler okulu bulundugu,
bu okullarda 1081 6grencinin egitimlerine devam ettigi ve 508 Ogretmenin gorev
yaptig1 tespit edilmistir.

Bu nedenle, gorme engelliler okulunda ¢alisan 6gretmenlerin deneyimlerinin
arastirilmast hem bu Ogrencilerin ihtiyaglarinin karsilanmasinda hem de gérme

engellilere dil 6gretiminin iyilestirilmesine katkida bulunacaktir.
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2. Problem

Ogretmenlerin bildiklerini nasil &grendikleri, belirli kavramlarm 6gretmenlerin
bilinglerinde zamanla nasil gelistigi ve bu 6gretmenlerin 6grenme siireglerinin kendi
Ogretme siireglerine nasil doniistiirdiikleri aragtirilmasi 6nemli alanlardir (Johnson,
2009) clinkli 6gretmen bilisselligi olarak adlandirilan bu alan hem 6gretmenlerin
pedagojik yaklagimlarina 1gik tutarken hem de Ogrencilerin akademik basarisina
katkida bulunmaktadir (Li, 2020).

Ogretmen bilisselliginin yani sira, dgretmenler aktif bir sekilde dgrencilerin
akademik basarisina etki etmektedir. Son on yildaki arastirmalar, bu baglamda,
ogretmen mesleki kimliginin egitimsel kararlar1 iizerine etkisini aragtirmis olsa da,
ogretmen kimliginin nasil gelistigi, hangi faktorlerin etki ettigi ve biitlinciil olarak
ogretmen kimliginin 6gretmen ve d6grencilerin motivasyonuna nasil etki ettigi konusu
Oonemini korumaktadir (Schutz et al, 2018).

Ogretmen kimligi ve bilisselligi konularmi mevcut literatiirde farkl: teorik ve
pratik kurgularla ¢alisilmis olsa da bu konularin engeli olan 6grencilerin egitimine
etkisi konusuyla iligkisi hakkinda c¢alismalarin sayis1 olduk¢a azdir. Literatiirdeki bu
boslugu doldurabilmek i¢in, bu vaka ¢alismasinda gérme engelliler okulunda ¢alisan
Ingilizce &gretmenlerinin  dgretmen kimligi ve bilisselliginin  arastirmasi
amaglanmistir. Bu baglamda, asagidaki arastirma sorularina cevap aranmistir.

e Gorme engelli 68rencilerin engeli olan ve olmayan dgretmenlerinin 6gretmen
bilisselligi nelerdir?
o Bu o6gretmenlerin onceki 6grenme siiregleri 6gretmen bilisselligini
nasil etkilemektedir?
o Bu dgretmenlerin belirtmis olduklar1 inang, tutum ve bilgileri sinif i¢i
pratikleriyle ne kadar uyusmaktadir?
o Gorme engelinin 6gretmen bilisselligi lizerine etkisi var midir? Varsa,
gorme engeli 6gretmen biligselligine nasil etki etmektedir?
e Gorme engelli 6grencilerin engeli olan ve olmayan §gretmenlerinin §gretmen
kimligi nasil olugsmaktadir?
o Ogretmen kimligi edinimi siireci bu iki grup arasinda hangi alanlarda

farklilik gostermektedir?
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o Bu 0Ogretmenleri 6gretmen kimligi edinimine hangi faktorler etki
etmektedir?
o Gorme engelliler okulunun O6gretmen kimliginin  yeniden

sekillenmesine olas1 etkileri nelerdir?

3. Literatiir Taramasi

-----

ogretmenleri alanlarindaki literatiir taranmistir. Belirtilen konulardaki literatiirde

cikan 6nemli konular ve gelismeler raporlanmistir.

3.1 Ogretmen Bilisselligi
Ogretmenlerin smif igindeki pratikleri ve zihin diinyalari arasinda bir bag oldugunu

diistintilmektedir ve 6gretmenin 6gretimini gelistirmesinin yolunun diigiince bigimini
gelistirmesiyle miimkiin oldugu belirtilmistir (Tiilikainen et al., 2019). Bu baglamda,
ogretmen bilisselligi iki ana konu iizerinde durmaktadir: (1) 68retmenlerin inang,
tutum ve bilgileriyle birlikte, dnceki deneyimlerinin 6gretmen biligselligine etkisi ve
(2) bu konularin 6gretmenlerin sinif i¢i 68retim yontem ve teknikleri arasindaki
benzerlik ve farkliliklar.

Ogretmen bilisselligini anlayabilmek igin bu kavramin nelerden olustugunu
bilmek gereklidir. Mevcut ampirik ve teorik ¢alismalar, 6gretmen bilisselliginin
pedagojik, pedagojik alan ve alan bilgisinden olustugunu ortaya koymaktadir
(Shulman, 1987). Pedagojik bilginin &gretmenlerin smif ydnetimi, motivasyonu
saglama, 6lgcme ve degerlendirme ve Ogrenciler hakkinda bilgi sahibi olma gibi alt
alanlar1 vardir. Bunun yani sira, pedagojik bilginin baglama dayali ve dinamik oldugu
saptanmustir. Ogretmenler pedagojik bilgileriyle egitimin genel organizasyonunu
saglamaktadir.

Diger yandan, pedagojik alan bilgisi ise 6gretmenin alaninin ve pedagojik
bilgisinin 6zel bir birlesimi olarak kabul gérmektedir. Bu nedenle, pedagojik alan
bilgisi bir 6gretmenin 6grettigi alani uzman bir bakis acisiyla degerlendirmesine
yardimc1 olmaktadir. Diger bir degisle, pedagojik alan bilgisi, bir 6gretmenin kendi
alanin1 6gretme ve d6grenmeye uygun hale getirmesidir (Borg, 2000).

Son olarak, bir Ogretmenin 6grettigi alam1 kendisi bilmiyorsa, bu alani

ogretemez (Loewen, 1995). Bu bakis acist bir dgretmenin alan bilgisi olarak
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tanimlanmaktadir. Ogretmenlerin  kendi alanlarindaki uzmanhgi gostermeleri
beklenmektedir.

Ogretmen biligselligi alanindaki ampirik calismalar bircok alt alam
kapsamaktadir. ilk olarak, hizmet Oncesi egitimin dgretmen biligselligi iizerine
etkisine bakilmistir. Mevcut ¢aligmalar, 6zellikle staj doneminin 6gretmen adaylarinin
biligselligine katkida bulundugu, 6gretmenlerin danismanlarindan aldiklar1 doniitlerle
pedagojik alan bilgilerini sekillendirdikleri gézlenmistir (Wei & Lu, 2022). Bunun
yani sira, hizmet i¢i egitimlerin de Ogretmen bilisselligini sekillendirdigini,
ogretmenlerin pedagojik, pedagojik alan ve alan bilgilerini gelistirdikleri
belirlenmistir (Chou, 2008). Yakin zamandaki ¢alismalar ise, 6gretmen biligselligini
bircok agidan ele almaya ¢aligmistir. Ogretmenlerin kiiltiirel yeterlilikleri, merkezi
sinavlara hazirlik siiregleri, sosyal medya kullanimi, lisansiistli egitimlere katilimlari,
kurumsal standartlar karsilamadaki yaklagimlart ve yansitict 6gretme yonteminin

Ogretmen biligselligi lizerine etkisi aragtirilmistir.

3.2 Ogretmen Kimligi

Kimlik ¢aligmalari ingiliz dili egitimi alaninda son yillarda vurgulanan bir konudur
clinkli 6gretmen mesleki kimligini anlamak, bireysel ve egitimin makro dinamikleri
arasindaki bagi kurmaya yardimc1 olmaktadir. Bu baglamda, mesleki kimlik iki farkl1
teorik cevrede tammmlanmaya calisilmistir. Oncelikle mesleki kimligin stabil ve
biitiinleyici karakter 6zelligi oldugu diisiiniilmiistiir. Ote yandan, mesleki kimlik
kisinin kendini ve diinya ile iliskisini nasil anladigi, bu anlama siirecinde iliskilerini
nasil kurguladigini ve zaman ve baglamin kisinin kimligini nasil etkiledigi tizerinde
durulmustur.

Bu baglamda, Ogretmen mesleki kimliginin, kiginin egitim ge¢misi,
ogretmenlik deneyimi, kurumsal ve miifredat gereklilikleri gibi konularla sekillendigi
diisiiniilmektedir. Mevcut ¢alismalar, 6gretmen mesleki kimliginin farkli sekillerde
kavramsallastirildigini géstermis olsa da, 6gretmen mesleki kimliginin 6gretmenlerin
tutum, diisiince, bilgi ve becerileriyle beraber, dinamik bir sekilde sekillendigi ve
kariyerleri boyunca devamli olarak degistigi lizerinde sonuca varmaistir.

Bu baglamda, 6gretmen mesleki kimligi lizerinde yapilan ampirik ¢aligmalar

hizmet Oncesi, hizmet i¢i ve diger konular bagliklariyla ii¢ grupta siniflandirilabilir.
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Ogretmen adaylar1 6gretmen mesleki kimliklerini hizmet dncesi egitimleriyle berabar
gelistirmektedir. Bu nedenle, 6gretmen adaylarinin danismanlariyla iletigimi ve
danismanlarinin sagladigi geri doniitler dnem arz etmektedir. Ogretmen adaylarmin
staj donemlerinde bircok dgretmen roliinii listlendiklerini ve 6gretmen kimliklerinin
sinif i¢in baglamsal faktorlere bagl oldugu gézlemlenmistir (Karaman et al., 2019).
Ayrica, 0gretmen adaylarinin staj doneminde uygulandiklart 6gretim yontem ve
teknikleri yansitict diisiinme ile incelemeleri, 6gretmen kimliklerine olumlu yonde
katk1 sagladig goriilmiistiir (Richards, 2021).

Diger caligmalar, 6gretmen kimligi ve hizmet i¢in deneyimleri incelemistir.
Ozellikle deneyimsiz dgretmenlerin dgretmen egitimi sirasinda kurgulanmis mesleki
kimlik edindikleri ve meslege gecis siirecinde bu kurgulanmis kimliklerin de§isime
ugradig1 saptanmistir. Bu baglamda, sinif i¢i pratiklerin ve sinif baglaminin 6gretmen
kimligine etki ettigi goriilmiistiir. Diger ¢alismalarda ise, merkezi sinavlarin, 6gretmen
aktorliigii, mesleki gelisim ve kiiltiirlerarasi iletisimin 6gretmen kimligini etkiledigi ve
ogretmenlerin dinamik, siirekli degiskenlik gosteren, zaman zaman duygusal olarak

zorlayici deneyimler yasadiklari belirlenmistir.

3.3 Gorme Engeli Olan Ogrencilerin Ogretmenleri

Gorme engelli olan 6grencilere dil 6gretimi 6zel uzmanlik alani gerektiren bir konudur
clinkii bu 6grenciler ana miifredatin yani sira genisletismis miifredata ihtiyag¢ duyarlar.
Bu ihtiyag ise, gorme engelinin O0grencileri akademik olarak kendi akranlarinin
seviyesinden geride birakmasindan kaynaklanmaktadir. Genisletilmis miifredat ise
bireysellestirilmis egitim programlar1 ve farklilagtirilmig dil 6gretimi yontem ve
metotlartyla miimkiin olabilmektedir. Bu baglamda, gérme engeli olan 6grencilerin
Ogretmenleri ana miifredatin yani sira, genisletilmis miifredat, bireysellestirigsmis
egitim programlar1 ve farklilastirilmig 6gretmen yontem ve metotlar1 hakkinda bilgi
sahibi olmalar1 beklenmektedir (Kurth et al., 2021).

Fakat mevcut c¢aligmalar, gérme engeli olan Ogrencilerin 6gretmenlerinin
engeli olmayan oOgrenciler i¢in uygulanan ydntem ve metotlar1 kullandiklarini
saptamistir (Schultz & Savaiano, 2022). Ayrica, gérme engeli olan 6grenciler engeli
olmayan Ogrencilerden daha fazla dil 6gretim materyallerine ihtiya¢ duymaktadir

¢linkii bu 6grencilerin kavramsal ve baglamsal bilgileri yeterince gelismemistir.
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Son olarak, gorme engeli olan 0&grencilere dil Ogretiminde yardimci
teknolojilerin kullanim1 6nemli bir yer tutmaktadir. Bu teknolojiler, gérme engelli
Ogrencilerin bilgiye erisimini kolaylastirmakla birlikte, farklilagtirilmis Ogretim
pratiklerini de desteklemektedir. Fakat, bu yardimci teknolojilerin kullanimi
ogretmenlerin bireysel ¢aba ve ilgilerine bagli oldugundan, gérme engeli olan

ogrencilerin dil 6gretiminde etkin bir sekilde kullanilmamaktadir.

3.4 Teorik Cerceve

Ogretmen kimligi ve bilisselligi alanlarindaki sistematigi arastirabilmek igin, bu
calismada karmasiklik teorisi teorik ¢ergeve olarak kullanilmistir. Karmasiklik teorisi
karmasik bir sistemi olusturan parcalarin birbirlerini nasil etkiledigi ve bu etkilerin
sistemin biitiinciil davranislarin1 olusturmasi olarak tanimlanmaktadir. Bununla
birlikte, karmagiklik teorisi bireysel seviyeden dil grenilen baglamin sosyal-politik
durumuna kadar uzanan bir siireci anlatmaktadir. Bu nedenle karmasik sistemler
zamana ve baglama bagl olarak c¢esitli konfigiirasyonlar olusturabilmekle beraber,
sistemin parcalar1 farkli seviyelerde stabillik gosterebilmektedir.

Ogretmen kimligi ve bilisselligi i¢c ice gegmis iki kavram oldugundan,
karmagiklik teorisi bu iki kavramin olusturdugu komplike baglantilar1 incelemeye
olanak saglamaktadir. Bununla birlikte, karmasiklik teorisi, bir karmasik sistemi
gecmise ve gelecege doniik modelleyebildiginden, 6gretmen kimligi ve biligselligini
bu teorik cerceve ile incelemek arastirmaciya katilimcilarin gegmis deneyimlerinin
mevcut dil 6gretimi pratiklerine ve mesleki kimliklerine nasil etki ettigi arastirma
firsati sunmaktadir.

Sonug olarak, karmasiklik teorisi 6gretmen kimligi ve bilisselligi kavramlari
arasindaki geciskenligi incelemek iizere bu doktora ¢caligsmasinda teorik ¢ergeve olarak

kullanilmastir.

4. Arastirma Deseni
Nitel arastirma desenleri, arastirmacilara var olan sosyal bir durumu kendi baglami

icerisinde katilimcilarin deneyimleri dogrultusunda inceleme firsati sunmaktadir
clinkli nitel arastirma desenleri herhangi bir varsayim olmadan, katilimcilarin

olusturduklar1 anlamlar cercevesinde derinlemesine ve detayli bir analiz imkani
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sunmaktadir. Bu nedenle, bu doktora c¢alismasi nitel bir arastirma olarak
desenlenmistir. Ayrica, bu ¢alisma kapsaminda engeli olan 6gretmen ve 6grenciler ile
calisilacagindan, bu calismanin ¢iktilar1 bu bireylerin deneyimlerini daha genis
kitlelere duyurabilme imkani olusturacagindan, bu calisma 6zgiirlestirici bir ¢alisma
olarak da kabul edilebilir.

Bu doktora c¢alismasinda vaka c¢alismasit arastirma yoOntemi olarak
belirlenmistir. Vaka calismalari, mevcut vakanin uzun siireli ve derinlemesine
aragtirmasini dngérmektedir ¢iinkii vaka ¢aligmalar1 arastirilan vakanin kendi baglami
igerisinde biitlinciil bir sekilde incelenmesini gerektirmektedir.

Bu nedenle, bu ¢aligmanin baglami Ankara ilinde bulunan bir gérme engelliler
okuludur. Gorme Engelliler Okulunda farkli branglardan yaklasik 20 6gretmen gérev
yapmaktadir ve ojul mevcudu ise 78dir. Okul biinyesinde bir yurt mevcuttur ve gérme
engeli olan 6grenciler bu yurtta barmabilmektedir. Okul igerisinde hem gérme engeli
olan dgrencilerin hem de 6gretmenlerin kullanabilecegi bir¢ok sosyal ve teknolojik
imkan bulunmaktadir.

Bu calismanin katilimcilar1 Gérme Engelliler Okulunda ¢alisan ii¢ ingilizce
ogretmenidir. Bu 6gretmenler hem bu doktora c¢alismasina katilmay1 kabul ettikleri
hem de bulunduklar1 konum itibariyle benzersiz bir grup olusturduklarindan bu
caligmaya dahil edilmislerdir. Katilimcilarin profilleri asagidaki gibidir.

e Merve 40 yaslarinda bir Ingilizce 6gretmenidir. Merve’nin herhangi bir
engeli yoktur. Merve Ingiliz Dili ve Edebiyati mezunudur. Merve
Gorme Engelliler Okulunda tam zamanli olarak goérev yapmaktadir ve
Merve’nin haftalik 15 saat ders yiikii vardir. Merve Gorme Engelliler
Okuluna gec¢is yapmadan once, gesitli sehirlerde ve seviyelerde 13
yillik bir deneyime sahiptir.

e Mustafa 50 yaslarinda ve gérme engeli olan bir Ingilizce 6gretmenidir.
Gorme yetisini ¢ocukluk yillarinin basinda kaybetmistir. Kendisi
Uluslararast  Iliskiler boliimii mezunu olsa da  meslegini
yapamadigindan ve egitim dili ingilizce olan bir iiniversiteden mezun
oldugundan, taninan imkanla Goérme Engelliler Okuluna tam zamanli
Ingilizce &gretmeni olarak atanmustir. Halihazirda 20 yili askin bir

siiredir, Gorme Engelliler Okulunda gorev yapmaktadir.
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e Rosalinda 50 yaslarinda ve herhangi bir engeli olmayan bir Ingilizce
Ogretmenidir. Kariyeri boyunca birgok 0zel ve devlet kurumda
Ogretmen, idareci ve diizenleyici sifatlartyla goérev yapmustir. Ayrica,
Rosalinda uluslararas1 bir burs alarak, Avrupa Birligi alaninda
Ingiltere’de yiiksek lisans yapmustir. Kendisi 2008 yilindan beridir
Gorme Engelliler Okulunda gorev yapmaktadir.

4.1 Veri Toplama Araclarn
Smif i¢i gozlemler, bireysel goriismeler, saha notlari, katilimcilarin hazirladiklar
materyaller ve resmi doklimanlar bu calismanin veri kaynaklaridir. Bu calisma
kapsaminda 2018-2019 akademik yilinda, katilimcilarla haftalik olarak bireysel
goriismeler yapilmistir. Bu gorlismelerde 6gretmen kimligi ve biligselligi konulariyla
birlikte sinif i¢i gézlemlerde not edilen 6nemli noktalar goriisiilmiistiir. Bu calisma
kapsaminda, her bir katilimciyla 10 adet bireysel goriisme yapilmustir.

Bireysel goriismelerin yani sira, katilimeilarm Ingilizce 6gretme pratiklerini ve
mesleki kimliklerini simif igerisinde nasil hayata gegirdiklerini belirlemek iizere,
Merve ve Mustafa’nin dersleri gézlemlenmistir. Rosalinda sinif i¢i gdzlemi kabul

etmediginden, Rosalinda’nin derslerinde gézlem yapilmamastir.

4.2 Veri Analizi
Bu c¢aligma kapsaminda elde edilen veriler {i¢ asamada analiz edilmistir. Birinci
asamada, yapilan bireysel goriismelerin desifresi haftalik olarak tamamlanmistir.
Tamamlanan goriigme desifrelerinin genel hatlarin1 belirlemek {izere nitel veri
kodlamas1 yapilmustir. Ikinci asamada ise bu ¢alismanin analitik kod ve kategorilerini
belirlemek {izere analiz yapilmistir. Son asamada ise, ortaya ¢ikan kodlar ve mevcut
literatiir arasindaki baglantilar1 belirlemek iizere analiz yapilmistir.

Veri toplama ve analiz siireclerinde teknolojik bircok ara¢ ve program
kullanilmistir. Bireysel goriismeler ses kayit cihazi ile yapilmistir. Desifre islemleri
Word programi kullanilarak tamamlanmistir. Veri analizi ise MAXQDA Plus 2022

programi kullanilarak tamamlanmistir.
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4.3 Arastirma Etigi

Bu calisma Orta Dogu Teknik Universitesinin belirlemis oldugu etik kurallar
cercevesinde yiiriitiilmiistiir. Bu baglamda, arastirmaci iiniversitenin etik kuruluna
basvuru yaparak calisma icin onay almistir. Universitenin onay1 sonrasinda, Gérme
Engelliler Okulu Milli Egitim Bakanlig1 bilinyesinde oldugundan, arastirmaci Milli
Egitim Bakanligi’nin etik kuruluna basvurmustur. Bakanligin onay1 sonrasinda
katilimcilarla iletisime geg¢ilmis ve calismanin amacit ve kapsami katilimcilara
aciklanmistir. Katilimcilardan onam formu alindiktan sonra veri toplama siireci
baslamistir. Ayrica, katilimcilarin mahremiyetini korumak adimna, katilimcilarin
isimleri yerine takma isimler kullanmistir ve katilimcilara ¢aligmanin istedikleri

asamasinda calismadan ¢ekilme imkani sunulmustur.

S. Bulgular
Doktora ¢alismasinin bu boliimiinde, yapilan bireysel goriismeler, siif i¢i gdzlemler
ve diger veri toplama araglariyla elde edilen verilen analiz edilmistir. Veri analizleri

sonucunda ortaya ¢ikan bulgular her katilime1 6zelinde sunulmustur.

5.1 Vaka 1: Merve
Merve’nin kisisel gegmisi Merve’ nin dgretmen bir aileden geldigini gostermektedir.
Bu nedenle ailesi de Merve’nin 6gretmen olmasi i¢in tesvikte bulunmustur ve Merve
{iniversite egitimine 6zel bir {iniversitenin Ingiliz Dili ve Edebiyati bdliimiinde
baglamistir. Yabanci dil hazirlik okulunu tamamladiktan sonra, Merve bolim
derslerini almaya baslamistir. Yabanci dil hazirlik okulu ve boliim dersleri sirasinda
Merve dil yeterliligi konusunda sorun yasadigi i¢in okudugu boliime uyum saglamakta
zorlanmistir. Universite egitiminin {i¢iinci yilinda, lisans derslerinin yani sira
pedagojik formasyon dersleri de almaya baglamistir. 2003 yilinda hem lisans egitimini
hem de pedagojik formasyon derslerini basariyla tamamlayan Merve Samsun ilinde
bulunan bir kdye 6gretmen olarak atanmustir.

Ilk gérev yerinde Merve 6gretmen kimligini benimseme konusunda zorluk
yasamistir ¢linkii kendisi hala dil yeterliligi konusunda sorunlar yasamaktaydi. Fakat
ogrencilerle iletisim halinde olmak, kendisinin genel bir O6gretmen kimligi

benimsemesine yardimci olsa da Ingilizce 6gretmeni kimligini benimsemekte
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zorlanmistir. Bulundugu bélgede tek Ingilizce dgretmeni olmas1 da Merve nin mesleki
yalnizlik ¢ekmesine sebep olmustur. Daha sonraki yillarda Merve Ankara’da bulunan
bir okula gorevlendirilmistir. Bu okula gecis asamasinda Merve dil yeterliligini
gelistirmistir ve bu okulda Merve hem Ingilizce dgretmen kimligini benimsemis hem
de 6gretmen biligselligini gelistirecek bir¢ok mesleki gelisim programina katilmistir.
Ogretmen kimligi konusunda, Merve materyal saglayici, motive edici, dlgme ve
degerlendirmeci ve son olarak kiiltiir temsilcisi rollerini {istlenmistir. Bu 6gretmen
rolleri ¢ercevesinde Ogrencilerine yaklasmis ve egitim Ogretim pratiklerini
diizenlemistir. Ogretmen bilisselligi konusunda ise, Merve’nin anlatilarina gore,
kendisi Ankara’ya gegtikten sonra ders anlatim yontem ve pratiklerini sorgulamus,
ogrencilerin Ingilizceyi 6grenmesini nasil destekleyebilecegi konusunda arastirmalar
yapmistir. Bu bakis agis1 sonucunda, Merve mevcut miifredata takviye olabilecek
materyal ve etkinlikleri kendi pratiklerine dahil etmistir. Ogrencilerin dil 6grenim
deneyimlerini arttirmak i¢in uluslararast projelerde yer almistir. Bunlarin yani sira
Merve egitim teknolojilerini kullanmaya baglamis ve egitim teknolojikleri yardimryla
Ogretim yontem ve pratiklerini geligtirmistir.

Bunlarla birlikte Merve kaynastirma 6grencileriyle de ¢alismistir. Merve bu
ogrencilerin akademik olarak yetersiz oldugunu ve egitim Ogretimi olumsuz
etkilediklerini diistinmektedir. Bu nedenle kaynastirma 6grencisi olan siniflarda sinif
yonetiminin olumsuz etkilendigini diistinmektedir. Dahas1 bu 6grencilerin egitimi i¢in
bireyllestirilmis programlar hazirlamak zorunda olmasi da Merve’nin is ylkiini
arttirdigindan, Merve kaynastirma 6grencilerinin ihtiya¢larini karsilamak konusunda
isteksizlik gostermistir. Bu nedenle asgari sorumluluklarini yerine getirerek bu
ogrencilerin egitm 6gretim siireclerini tamamlamigtir.

Merve’nin Ankara’da g¢alisti§i okuldaki sorumluluklarinin artmasi sonucu
ogretmen tiilkenmisligi yasamaya baslamis ve baska bir okula gecis yapabilmek i¢in
aragtirmalar yapmistir. Meslektaglarinin  tavsiyesi lizerine Gorme Engelliler
Okulundaki ¢alisma kosullarinin daha uygun olduguna ikna olmus ve Go&rme
Engelliler Okuluna gecis yapmustir.

Merve Gorme Engelliler Okuluna gecis siirecinde cesitli duygusal ve
psikolojik durumlar yasamistir. Bu durumlar Merve’nin gérme engeli olan 6grenciler

hakkindaki tutumlar ve varsayimlardan kaynaklanmaktadir ¢linkii Merve gérme engeli
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olan 6grencilerin sosyal becerilerinin diisiik oldugu, akademik olarak basarili olmadig1
ve hareket becerilerinin eksik oldugunu diisiinmektedir. Bu nedenle Merve’nin gérme
engeli olan O6grencilere olan ilk tepkileri duygusal ve profesyonel olarak zorlayici
olmustur. Merve bu zorlayicit durumu goérme engelli 6grencilerin akademik ve sosyal
durumlarmi anlayarak atlatmistir ¢iinkii her 6grenci géorme engeli farkli sekillerde
deneyimlemektedir.

Yasadig1 soku atlattiktan sonra, Merve ¢esitli 6gretmen rollerini kabul etmeye
baglamistir. Merve mevcut materyallerin gorme engeli olan 6grencilerin ihtiyaglarin
karsilamadigini fark ettigi icin materyal saglayici roliinii Uistlenerek, cesitli materyaller
hazirlamistir. Bununla beraber, hazirladigi materyalleri 6grencilerin en iyi sekilde
faydalanabilecegi sekilde sunmak icin ders planlayicisi roliinii de {stlenmistir.
Derslerini gorme engellilerin ihtiyaglarina gore planlamaya c¢aligmistir. Fakat
Merve’nin Braille alfabesini bilmemesi gesitli sorunlara sebep olmustur. Ornegin,
Merve Bakanligin saglamis oldugu ders kitaplarim1 kullanmakta zorlanmigstir. Son
olarak, Merve Gorme Engelliler Okulunun uygulamis oldugu okul ziyaretleri
polimasina kars1 ¢ikmistir ¢linkii diger okullardan gelen 6grenciler gérme engelinin
insan hayatini nasil etkiledigini anlamaktan 6tede, gorme engeli olan 6grencilerin neler
yapabildigine odaklandigindan, gérme engeli olan 6grenciler bu ziyaretlerden dolay1
marjinallestirilmistir. Bu durumdan rahatsiz olan Merve, okulunu bu politikasini
degistirmesini istemigse de Merve’nin Oneri ve talepleri géz ard1 edilmistir.

Ogretmen bilisselligi konusunda ise Merve nin dil dgretim pratiklerinin Gérme
Engelliler Okulunda biiyiik degisikliklere ugramadigi saptanmistir. Merve var olan dil
ogretimi yontem ve tekniklerini gérme engeli olan 6grencilere uyarlamaya ¢aligmistir.
Bu baglamda, Merve belirli pratikleri ders planindan cikarmistir. Ornegin, hem
Merve’nin Braille yetisi olmamasi hem de yazma aktivitelerinin ¢ok zaman
almasindan dolayi, Merve yazma etkinliklerini ders planindan ¢ikarmistir. Veri
analizlerine gore, Merve derslerini dinleme agirlikli yapmakta ve ceviri teknigini ¢ok
sik kullanmaktadir. Bu nedenle, Merve gérme engelli 6grencilere Ingilizceyi
ogretirken siki bir ders rutini olusturmus ve derslerini bu rutine gére planlamistir. Bu
rutine gore, Merve evrak islerini hallettikten sonra konuya giris yapiyor, gramer ve

kelime bilgilerini &grettikten sonra ¢esitli etkinlikleri tamamlamaktadir. Bu
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etkinliklerden sonra da dersi bitirmektedir. Bunlarin disinda, Merve ders dili olarak
Tiirk¢eyi benimsemis ve ders i¢i yonergelerini Tiirkge olarak vermistir.

Ote yandan, Merve nin Gérme Engelliler Okulundaki deneyimleri gdsteriyor
ki, Merve’nin gorme engeli olan dgrenciler icin bireysellestirilmis egitim programi
tasarlamas1 ve uygulamasi gerekmektedir. Fakat Merve 6grencilerin sosyal ve
psikolojik durumlarmi1 hesaba katinca, bu Ogrenciler icin hazirlamis oldugu
bireysellestirilmis egitim programlarmi ders esnasinda uygulamayr uygun
gormektedir. Son olarak, Merve smif yonetimi konusunda sorun yasamamaktadir
¢linkli gorme engeli olan 6grenciler sinif igerisinde kaliplagsmis hareketlerde bulunuyor
ve fiziksel olarak yer degisikligi yapmamaktadir. Merve’ nin gérme engeli olmamasi

da 6grencilerin smif icindeki durumlarini daha iyi analiz etmesine yardimci olmustur.

5.2 Vaka 2: Mustafa
Mustafa gérme engeli olan bir Ingilizce 6gretmenidir. Mustafa gdrme yetisini
cocukluk doneminde kaybetmistir ve ilk ve orta okul egitimini Gorme Engelliler
Okulunda tamamlamistir. Cocuklugunun bir déneminde goérme yetisinin olmasi,
Mustafa’y1 akranlarindan daha basarili yapmistir ¢iinkii kendisinin dnceki deneyimleri
Mustafa’nin 6grendigi akademik bilgileri i¢sellestirmesini kolaylastirmistir. Fakat,
lise egitimi i¢in okul degistirmek durumda kalan Mustafa bircok ayristirict
uygulamayla kars1 karsiya kalmis ve haklarini savunabilmek igin lise yillarindan
itibaren engelli kimligi olusturmustur. Mustafa egitim dili Ingilizce olan bir
iiniversitenin Uluslararasi Iliskiler béliimiinii kazanmis ve lisans egitimini bu alanda
almistir. Lisans egitimi slirecinde de ayristirict uygulamalara maruz kalsa da ailesinin
ve akranlarmin yardim ve destegiyle bolimiinii tamamlamistir. Mustafa diplomat
olmak istese de gdérme engellinden dolayr diplomat olamamaktadir. Bu nedenle
kendisi bir bakanlikta memur olarak goreve baslamistir. Mustafa aldigi egitim
dogrultusunda, daha verimli ve liretken bir gorev yapmak istese de ¢esitli engellerle
karsilasmustir. Ogretmenlerinin tavsiyesi ile Ogretmen olabilmek igin gerekli
bagvurular1 yapmis ve Goérme Engelliler Okuluna ingilizce ogretmeni olarak
atanmistir.

Mustafa’nin Gérme Engelliler Okuluna atanmasindan sonra bir y1l siiren bir

staj donemini tamamlamasi gerekmekteydi. Bu nedenle, Mustafa bir yil boyunca
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danigmani esliginde ders gozlemleri yapmis, verilen akademik ve idari gorevleri yerine
getirmistir. Bununla birlikte, yaz doneminde yogunlastirilmis bir pedagojik formasyon
kursu almig ve sonraki akademik yilda derslere girmeye baslamistir. Bu siirecte
Mustafa’nin  6gretmen kimligi ve biligselligi ¢esitli degisikliklere ugramistir.
Ogretmen kimligi konusunda Mustafa danismam &rnek alarak danismania benzer bir
ogretmen kimligi olusturmustur. Bu baglamda Mustafa 6grencilerin miifredati
O0grenmesinin yam sira miifredat disinda da konular1 bilmelerinde fayda oldugunu
diistinmiistiir. Ayrica O6grencileri hem akademik hem de sosyal hayata adapte
edebilmek i¢in motive edici 6gretmen roliinii iistlenmistir.

Mustafa staj siirecini tamamladiktan sonra 6gretmen Ozerkligini gelistirerek
kendi derslerinin sorumlulugunu almaya baglamistir. Bu donemde Mustafa
danismanin etkisinden ¢ikmaya baslayarak kendi 6gretmen kimligini olusturmaya
baslamistir. Egitime bakis agisiyla birlikte Mustafa 6grencileri anlama ve anlayis
gosterme lizerine bir 6gretmen kimligi olusturmustur. Bununla birlikte 6grencilere
materyal sunabilmek i¢in materyal gelistirici rol de tstlenmistir ve derslerini
planlarken mevcut materyalleri g6z 6niinde bulundurmustur. Ayrica gérme engelinin
bireyin hayatina nasil etki ettigi bildigi i¢cin 6grencilerine bu anlamda psikolojik
danigmanlikta yapmistir. Son olarak, Mustafa gérme engelinin 6grenciler ig¢in
hayatlariin geri kalaninda ayristirict uygulamalara neden olacagini bildiginden,
ogrencilerini bu konuda Gérme Engelliler Okulu sonrasina hazirlamaya calismistir.
Bu baglamda, kendi deneyimlerini 6grencileriyle paylasan Mustafa, 6grencilerine bu
tiir durumlarda neler yapmalar1 konusunda da tavsiyelerde bulunmustur.

Ogretmen bilisselligi noktasinda ise, Mustafa 6gretmenlik meslegini yaparak
ogrenmekle beraber, almis oldugu pedagojik formasyon dersleriyle pratikteki
konularin teorik altyapilarini 6grenmistir. Bu baglamda, Mustafa uzunca bir siire
danigmanin staj stirecinde ona gostermis oldugu dil 6gretim yontem ve tekniklerini
kullanmistir. Ogretmen 6zerkliginin gelismesiyle beraber, Mustafa deneme yanilma
yoluyla ¢esitli yontem ve teknigi uygulamaya calismis ve 6gretim yontem ve teknik
repertuvari gelistirmistir. Belirlemis oldugu yontemlerle derslerini planlamistir.

Mustafa derslerinde Ingilizceyi yonerge dili olarak kullanmaktadir.
Yonergelerin ve ders igeriginin Ingilizce sunumundan sonra ise geviri yaparak bu

bilgilerin Tirkgesini de ifade etmistir. Bu sayede 6grencilerin konular1 tam olarak
374



anladig1 ve herhangi bir yanlis anlasilmanin 6niine gecildigini diisiinmektedir. Ayrica,
Mustafa derslerini internetten indirmis oldugu sarkilar ¢er¢evesinde islemektedir. Bu
sarkilarda gecen kelime ve gramer yapilarii 6gretmekle beraber, bu sarkilarda gecen
diger kelimelerin bilgisini de vererek dgrencilerin kavramsal bilgilerini gelistirdigini
distinmektedir. Bu sarkilar disinda veri toplama siirecinde Mustafa herhangi bir
materyal gelistirmemis veya kullanmamustir.

Bunula birlikte, Mustafa’nin uzun yillar siiren Gérme Engelliler Okulundaki
deneyimleri sonucunda ¢ok kati bir sinif rutini gelistirmistir. Bu rutine gore, Mustafa
her dersin baslangicinda gecmis son konuyu tekrar ettikten sonra yeni konuya giris
yapmaktadir. Konu anlatimmi tamamladiktan sonra da ilgili Ingilizce sarkiy:
ogrencilere dinleterek soru cevap etkinligi yapmaktadir. Veri analizinin gosterdigi
iizere, bu rutin igerisinde iletisimin kisitl1 oldugu ve 6gretmen 6grenci arasinda iletisim
oldugu gozlemlenmistir. Bu durum &grencilerin kendi aralarinda hedef dilde bir
iletisim kurmalarma firsat vermedigini gergegini gozler Oniine sermektedir. Son
olarak, Mustafa 6lgme ve degerlendirme siireclerinin dikkatle yapilmasini gerektigini
vurgulamistir. Orne@in, smava dahil edilen bir gramer konusunda 6grenci hata
yapmamis fakat baska bir kelimenin yaziminda yanlis yaptiysa, 6grencinin tam puan

almas1 gerektigini ifade etmistir.

5.3 Vaka 3: Rosalinda
Rosalinda g¢ocuklugunda babasinin mesleginden dolay1 yabanct dil &grenmenin
oneminin farkinda olarak yetismistir. Bu farkindalikla birlikte, Ingilizceye ilgisinin
olmas1 Rosalinda’nin ilkokul yillarindan itibaren bir dil yeterliliginin gelistirmesine
zemin olusturmustur. ingilizceye ilgi duymasi meslek se¢imini de etkilemistir. Ingiliz
Dili ve Edebiyati boliimii okumak istemesine ragmen o zamanki mevcut is olanaklarini
gbz Oniinde bulundurunca Rosalina Ankara’da biiyiik bir iiniversitede Ingilizce
Ogretmenligi boliimiinii tercih etmistir. Lisans egitimi siirecinde bircok pedagojik ve
pedagojik alan bilgisi dersleri alan Rosalinda lisans egitimini staj yaparak
tamamlamistir.

Staj sonrasinda 6zel bir okulda Ingilizce 6gretmeni olarak gdreve baslayan
Rosalinda aynt zamanda mezun oldugu {niversitede yart zamanli okutman

pozisyonunda da gorev yapmustir. Bu siiregte, Rosalinda hem 6gretmen kimligini hem
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de bilisselligini 6grenci gruplarina gore sekillendirmistir. Kiiciik gruplarla calisirken
motive edici ve uyum saglayici rollerini stlenirken, yetiskin gruplarda ise hedef
koyucu ve gozlemleyici rollerini iistlenmistir. Rosalinda bu roller ¢ercevesinde,
ogrencilerinin akademik ve sosyal ihtiyaglarina karsilik vermistir. Bir siire hem
Ingilizce dgretmeni hem de yar1 zamanli okutman olarak ¢alistiktan sonra Rosalinda
baska bir 6zel okulda ziimre baskani olarak ¢aligmaya baslamistir. Ziimre baskant
oldugu siirecte hem miifredat kararlar1 almis hem de okulda calisan diger
ogretmenlerin mesleki gelisimini tistlenmistir. Yapmis oldugu haftalik toplantilarla da
ziimre igerisinde ortak politikalar gelistirerek bu politikalarmn Ingilizce dgretmenleri
tarafindan uygulanmasi saglamis ve degerlendirmesini yapmuistir.

Kariyerinin ilerleyen donemlerinde idareci gorevlerini de iistlenen Rosalinda,
egitimin organizasyonu i¢erisinde yer almak istedigi i¢in Milli Egitim Bakanlig1 Talim
ve Terbiye kurulu igin ¢alismaya basladi. Ayn1 zamanda Ingiltere’de Avrupa Birligi
Iliskileri iizerine yiiksek lisans yapan Rosalinda daha sonrasinda Gérme Engelliler
Okuluna Ingilizce 6gretmenligi yapmasi i¢in gorevlendirilmistir.

Gorme Engelliler Okuluna gegis siireci Rosalinda icin mesleki anlamda
zorlayici olmustur ¢ilinkii Rosalinda daha oncesinde higbir engel grubu 6grencisiyle
calismadigindan, gérme engeli olan 6grenciler icin dil 6gretiminin gerekliliklerini
bilmemekteydi. Bu durumu agmak icin Rosalinda Gérme Engelliler Okulundaki
meslektaglarindan yardim talep etmis ve Mustafa’nin derslerine gozlemci olarak
katilmistir. Aldigt sinirli destek ve Mustafa’nin derslerinden 6grenebildigi kadariyla,
Rosalida gérme engeli olan 6grenciler igin bir rutin belirlemistir. Braille bilmedigi i¢in
bilgisayardan hazirlamis oldugu notlar1 ders anlatimlarinin merkezine koyan
Rosalinda, ders bitiminde bu notlar1 diizenleyerek Braille ¢ikti olarak alip gérme
engeli olan 6grencilerle paylasmistir.

Son olarak, Rosalinda Gorme Engelliler Okulunun okul ziyaretleri
politikasindan rahatsizlik duymaktayd: ¢linkii mevcut politikalarin gérme engeli olan
ogrencileri marjinallestirip yardima muhtag bir konuma getirdigini diisiinmekteydi.
Bunun yerine, diger okullardan gelen 6grencilerle gérme engeli olan dgrencilerin
farkindalik etkinliklerine ¢ift yonlii katilmalarinin her iki taraf i¢inde daha faydali

olacagmi ifade etmistir. Bu baglamda her iki tarafa da bu ziyaretler Oncesinde
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bilgilendirme seminerleri yapilmasini, okul ziyaretleri sonrasinda ise g¢esitli

goriismeler yapilarak farkindaligin kalici hale getirilmesini tavsiye etmistir.

6. Tartisma ve Sonuc¢

Bu doktora caligmasi bir vaka c¢alismasi olarak tasarlanmis ve Gorme Engelliler
Okulunda gérev yapan i¢ Ingilizce 6gretmenin 6gretmen kimligi ve bilisselligini
arastirmistir.  Karmasiklik teorisi kullanilarak katilimcilarin Goérme Engelliler
Okulundaki deneyimleri incelenmistir. Elde edilen bulgular dogrultusunda 6gretmen
hususlar 6gretmen kimligi, 6gretmen biligselligi ve gorme engeli olan 6grencilere dil

ogretimi alanlarindaki 6nemli noktalar1 vurgulamaktadir.

6.1 Ogretmen Kimligi

Ogretmen kimligi olusumu Ogretmenlerin bireysel ve egitimsel gecmislerinden
etkilenmektedir. Bu baglamda 6gretmen adaylarinin 6gretmenlik meslegini isteyerek
secmeleri 6gretmen kimliginin benimsenmesinde 6nemli rol oynamaktadir. Ayrica,
ogretmenlik meslegini isteyerek segen adaylarin alan bilgisi olan dil yeterliliklerini
gelisme konusuna daha fazla 6zen gostermektedirler (Sullivan, 2011).

Ogretmen egitimi 6gretmen kimliginin diger énemli ayagidir ¢iinkii pedagojik
formasyon programlar1 pedagojik alan bilgisini sinirli bigimde icerdigi i¢in Ingilizce
ogretmenleri 6gretmen kimligi ediniminde zorlanmaktadir. Bunun aksine, bir egitim
fakiiltesi biinyesinde Ogretmen egitimi alan adaylar 6gretmen mesleki kimligini
egitimleri slirecinde edinip gelistirmektedirler (Ball et al., 2008, Konig et al., 2016,
2017).

Ogretmen kimliginin diger énemli hususu ise mesleki gelisim ve Ingilizce
ziimreleridir. Ingilizce ziimrelerinin gii¢lii oldugu kurumlarda 6gretmenler
birbirlerinin ¢aligmalarini inceleme firsatt bulmaktadir ve bu firsat gretmen kimligi
gelisimine olumlu yonde katkida bulunmaktadir. Bununla birlikte mesleki gelisim
etkinliklerine katilmak Ogretmenlerin becerilerini gelistirmelerini destekledigi i¢in
(Cimen & Daloglu, 2019; Fletcher-Wood, 2021) 6gretmen kimligini de olumlu yonde
etkilemektedir (Garner & Kaplan, 2021). Ogretmenlerin mesleki yalnizhik yasadig

durumlarda ise, 6gretmen kimligi gelisimi duraksamaktadir.
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Ozetle, dgretmen kimligi Ogretmenlerin bireyler tarihgelerinden, egitim
gecmislerinden, almis olduklar1 6gretmen egitimi ya da pedagojik formasyondan,
mesleki deneyimlerinden ve gelisimlerinden etkilenmektedir. Ogretmen kimligi
edinimi dinamik bir siire¢ oldugundan, yukarida belirtilen durumlar her bir 6gretmen

aday1 i¢in 6gretmen kimligi ediniminde farkli bir etki olusturmaktadir.

6.2 Ogretmen Bilisselligi

Ogretmen bilisselligi {ic ana alandan olusmaktadir. Bu alanlar alan bilgisi, pedagojik
bilgi ve pedagojik alan bilgisidir. Bu baglamda alan bilgisi yani dil yeterliligi 6gretmen
biligselliginin temelini olusturmaktadir (Aktekin & Celebi, 2020; Haim et al., 2022;
Yazan, 2018). Pedagojik alan bilgisi 68retmenlerin kendi alanlarini 6grencilerin
anlayabilecegi seviyede anlatabilme yetisi olarak tanimlanmaktadir. Bu baglamda
ogretmenlerin miifredat konularinda kararlar alabilmeleri hangi konulara daha fazla
zaman ayrilmasi gerektigi hangi konularin nasil anlatilmasi gerektigi gibi bilgilerin
temelini pedagojik alan bilgisi olusturmaktadir (Kong, 2022). Ogretmenlerin kendi
ozerkliklerini gelistirmeleri sonucunda miifredat konularinda karar alma siireclerinin
daha kolaylastigin1 sonucuna ulasilabilir (Dilek & Altas, 2022).

Pedagojik bilgi ise Ogrencilerin sosyal, biligsel, psikolojik ve akademik
durumlarinin anlasilmasi ve egitim 6gretim siire¢lerinin 6grencilerin durumlarina gore
diizenlenmesi olarak kabul edilebilir. Bu nedenle, pedagojik bilgi Ogrenciler
hakkindaki bilgilerin arttirilmasiyla gelisen bir alandir. Ozellikle hizmet &ncesi
Ogretmen adaylarinin topluma hizmet uygulamalariyla cesitli 6grenci gruplariyla
caligmas1 bu adaylarin pedagojik bilgilerini gelistirmekle beraber ¢esitli gruplar
hakkinda farkindalikta olusturmaktadir (Karaman, 2014).

Son olarak, Ogretmen biligselligi mesleki gelisim ve yansitict Ogretim
yontemiyle beraber gelismektedir. Ogretmenlerin mesleki gelisim etkinliklerine
katilmalar1 kendi pratiklerinin uygunlugunu tartmalarina yardimer olmaktadir. Ayrica
kendi pratiklerine yansitict 6gretim yontemleriyle yaklasmak 6gretmenlerin farkinda
olduklar1 ya da olmadiklar1 varsayim ve tutumlarin1 gdzden gecirmelerine yardimci

olmaktadir (Carrington & Selva, 2010; Jenkins, 2011).
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6.3 Gorme Engelliler Okulu

Bu calisma 6zellikle Gorme Engelliler Okulunda ¢alisan 6gretmenlerin deneyimlerine
odaklanmaktadir. Bu baglamda gorme engeli olan 6grencilere dil 6gretmek hem 6zel
egitim hem de Ingilizce 6gretmenligi alanlarinin ampirik bulgularmin bir araya
getirilmesiyle miimkiin olacaktir. Bu nedenle Gorme Engelliler Okulunda ¢alisan ve
calisacak olan Ogretmenlerin belirli araliklarla oryantasyon programlarina ihtiyag
duydugu ortadadir ¢iinkii gorme engeli olan 6grencilerin 6gretmenleri bu 6grenciler
hakkindaki tutum ve varsayimlarini siirekli olarak sorgulamak durumundadirlar.

Ikinci olarak, Braille gorme engeli olan bireylerin iletisim dili kabul
edildiginden, Gorme Engelliler Okulunda ¢alisan ve calisacak olan dgretmenlerin
Braille yeterliliginin olmasi bir 6nkosul olarak kabul edilmelidir. Aksi halde, Braille
kullanimi1 gerektiren durumlarda gesitli eksiklik ve sorunlarla karsilagilmaktadir.

Braille ders kitab1 mevcut ana akim okullarda okutulan kitabin Braille yazici
ile bastirilip gérme engeli olan 6grencilere dagitilmaktadir. Fakat gérme engeli olan
ogrencilerin hem ana miifredat hem de genisletilmis miifredata ihtiyaci oldugundan,
mevcut uygulamanin gérme engeli olan 6grencileri dezavantajli bir konuma getirdigi
goriilmektedir. Bu nedenle gorme engeli olan Ogrencilerin kullanacagi ders
kitaplarinin, icerik, tasarim ve konu derinligi olarak ana akim kitaplarindan farkl
olmasi1 gerekmektedir.

Bunlarin yani sira, ders materyalleri gorme engeli olan 6grenciler i¢in biiytlik
onem arz etmektedir. Ozellikle dokunmaya dayali materyallerin ¢ogaltilmas1 ve
cesitlendirilmesi gerekmektedir. Bu konuda Goérme Engelliler Okulunda calisan
ogretmenlere mesleki gelisi etkinlikleriyle nasil dokunma odakli materyal

gelistirebileceklerinin bilgisini verilmesi gerekmektedir.

6.4 Karmasikhik Teorisi
Karmagiklik teorisi bir karmasik sistemin nasil ve hangi kosullarda degisim
gosterdigiyle ilgilenmektedir. Bu baglam, ¢evresel faktorler, kiiciik ve biiyiik ol¢ekli
durumlar bir karmasik sistemin durumunu etkileyebilmektedir.

Bu calismanin baglaminda, katilimcilar 6gretmen kimligi ve biligselligi

konularinda bir karmasik sistem olusturmuslardir. Bu sistem hem Gérme Engelliler
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Okulu hem de katilimcilarin bireyler tarihgelerinden, hizmet oOncesi ve ig¢i
tecriibelerinden etkilenmektedir.

Bu c¢alismada, katilimcilarin karmasik sistemleri bir durumla karsilagtiginda
sistem iki ana tepki vermektedir. Mevcut durum sistem igerisinde bir degisiklige sebep
olacak ise sistem degisimi kanalinda mevcut durum islenmektedir. Sistem degisikligi
kanalina giren durum sistemin birlikte adapte olmasi veya karsilikli nedensellik
iligkileri siirecine girerek sistem birlesimi, sistem temizligi, sistem adaptasyonu ve
sistem gelisimi siireglerinden birini tamamlayarak stabil hale gelmektedir. Ornegin,
Mustafa Gorme Engelliler Okuluna atandiginda danigsmaniyla beraber staj siirecini
yiirlitmiis ve 6gretmen 6zerkligini kazanana kadar danigmaninin mesleki kimligini ve
biligselligini benimsemistir. Bu benimseme Mustafa’nin karmasik sisteminde sistem
birlesimi olarak goriinmektedir. Mustafa’nin 6gretmen 6zerkligini gelistirmesinden
sonra ise kendisi 6gretmen kimligi ve biligselligi karmagik sistemini temizleyerek
kendi mesleki kimligini olusturmus ve Ingilizce dgretim yontem ve pratiklerini
gelistirmistir.

Bu durumun aksi halinde, sistem bagisiklig1 gelismektedir. Sistem bagisiklig
iki sekilde gergeklesmektedir. Sistem direnci olusmas1 durumunda katilimeilar mevcut
durumun sistem degisikligine yol agmasi beklenmesine ragmen direng gostererek
sistem degisikligini reddetmektedir. Ornegin, Mustafa’nin MP3 ¢alarinin bozulmus
olmasina ragmen, Mustafa ders esnasinda ders planmni degistirip farkli bir materyal
iizerinden dersi isleyebilecekken MP3 c¢alarini diizelmeye c¢aligmigtir. Bununla
beraber, sistem baypas yoluna gidebilir. Bu durumda mevcut duruma kalici bir ¢6ziim
bularak sistem degisikligine yol agmak yerine katilimcilar bulduklar1 kisa siireli
¢oziimlerle siireci devam ettirmektedirler. Ornegin, Merve ve Rosalinda Braille
bilmemektedir. Bu nedenle Braille yazimi igeren etkinlikleri yapmamakla beraber
6lgme ve degerlendirme siireglerinde de zorluklar yasamaktadirlar. Braille 6grenmek
yerine Word dosyasi lizerinden hazirladiklar1 materyalleri Braille ¢ikti alarak
ogrencilere vermektedirler. Bununla birlikte Ogrencilerin smnav kagitlarinin
degerlendirilmesinde ise Braille bilen meslektaglarindan destek alarak siireci
yuriitmektedirler.

Son olarak, karmasik sistemlerin daniglarinin tahmin edilemez oldugu kabul

edilmektedir. Mevcut bir durum kisilerin bireysel tarihgeleri farkli oldugundan kendi
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karmasgik sistemlerinde vermis olduklar1 tepkiler de degismektedir. Fakat bu doktora
calismasinin baglaminda, ayn1 ortami paylasan katilimcilarin karmasik sistemlerinin

davranislarinda benzerlikler oldugu sonucuna ulasilmistir.
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