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ABSTRACT

TAKING THE BAD WITH THE GOOD: HOW PRIOR LANGUAGE LEARNING
EXPERIENCES SHAPE EFL TEACHERS’ BELIEFS AND PRACTICES

Yasemin Cansel ISKENDER, Master Thesis

Supervisor: Assist. Prof. Dr. Merve SAVASCI

Sakarya University, 2024.

This qualitative study employed an explanatory case study design, focusing on multiple cases
to explore how prior foreign language learning experiences, specifically the concept of the
apprenticeship of observation (Lortie, 1975), shape the teaching beliefs and practices of Turkish
EFL (English as a Foreign Language) teachers. To collect rich and nuanced perspectives, the
research employed a comprehensive approach. Data were gathered through two main sources:
narrative frames developed by Moodie (2016) and semi-structured interview questions. A total
of 12 participants, working at primary, secondary, and high school levels, including both female
and male teachers, with representation from both novice and experienced cohorts, actively
participated in the research on a voluntary basis. These participants were currently engaged in
teaching English in various educational settings, including private and state schools, within the
Turkish educational context. The study focused on the Eastern Marmara Region of Tiirkiye,
encompassing the provinces of Kocaeli and Sakarya. Qualitative content analysis was
employed as the method of data analysis. This analytical approach allowed for the systematic
examination of participants’ narratives and interview responses, enabling the identification of

recurring themes and codes.

Based on the findings of this qualitative study, it was observed that prior foreign language
learning experiences significantly shaped the teaching beliefs and practices of Turkish EFL
teachers. The concept of the “Blended Apprenticeship of Observation” (Cancino et al., 2020)
played a crucial role in this process, with many participants indicating that their teaching
practices often reflected a direct connection to their experiences as language learners,
encompassing both the adoption of effective techniques (AoO) (Lortie, 1975) and the avoidance
of less favorable ones (Anti-AoO) (Moodie, 2016). Key themes that emerged from the
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qualitative content analysis included how positive and negative learning experiences shape
teacher-student relationships, and the importance of interactive and communicative teaching
methods. Participants with positive language learning experiences tended to adopt more
student-centered and communicative teaching practices. Conversely, those with negative
experiences often highlighted the need to avoid similar practices in their own teaching. Overall,
the findings underscore how prior language learning experiences, specifically the
apprenticeship of observation, shape EFL teaching beliefs and practices. The study highlights
the need for teacher education programs to address these experiences explicitly, supporting
teachers in developing effective and reflective teaching strategies. By acknowledging and
exploring how their own language learning experiences shape their teaching choices, teachers
can better understand these decisions and make informed choices that enhance their
effectiveness in the classroom. By integrating this concept into teacher education, professional
development, educational policy, and classroom design, educators can create more effective,
engaging, and inclusive learning environments, ultimately benefiting student learning

outcomes.

Keywords: Apprenticeship of Observation, Foreign Language Learning Experiences, EFL

Teachers, Teachers’ Beliefs, Teaching Practices.
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OZET

IYININ YANINDA KOTUYU DE ALMAK: ONCEKIi DiL. OGRENME
DENEYIMLERININ YABANCI DiL. OLARAK INGILiZCE OGRETMENLERININ
INANC VE UYGULAMALARINI NASIL SEKILLENDIRIYOR

Yasemin Cansel ISKENDER, Yiiksek Lisans Tezi
Danisman: Dr. Ogr. Uyesi Merve SAVASCI
Sakarya Universitesi, 2024.

Bu nitel arastirma, Ingilizceyi Yabanci Dil olarak Ogreten Tiirk 6gretmenlerin dgretim
inan¢larim1 ve uygulamalarini, daha onceki yabanci dil 6grenme deneyimlerinin, 6zellikle de
gozlem cirakligr (Lortie, 1975) kavraminin nasil sekillendirdigini arastirmak amaciyla bir
aciklayict vaka calismasi tasarimi kullanilarak, c¢oklu vakalara odaklanmistir. Veriler,
Moodie’nin (2016) gelistirdigi anlati gerceveleri ve yar1 yapilandirilmis goriismelerden elde
edilmistir. Katilimcilar, devlet ve 6zel okullarda ilkokul, ortaokul ve lise diizeyinde gorev yapan
hem yeni baslayan hem de deneyimli toplam 12 hizmet ici Ingilizce 6gretmeninden
olusmaktadir. Arastirma Tiirkiye’nin Dogu Marmara Bolgesi’ne odaklanmis olup, Kocaeli ve
Sakarya illerini kapsamaktadir. Veri analizi yontemi olarak nitel igerik analizi kullanilmistir.
Bu analitik yaklagim, katilimcilarin anlatilarin1 ve gorlisme yanitlarini sistematik olarak

incelemeye olanak taniyarak, tekrarlayan temalarin ve kodlarin belirlenmesini saglamistir.

Bulgulara gore, 6nceki yabanci dil 6grenme deneyimlerinin, Ingilizceyi Yabanci Dil Olarak
Ogreten Ogretmenlerin dgretim inanglar1 ve uygulamalarim énemli lgiide sekillendirdigi
gozlemlenmigtir. “Karma Go6zlem Ciraklig1” (Cancino ve ark., 2020) kavramui, bu siiregte kritik
bir rol oynamis olup, bir¢ok katilimci, 6gretim uygulamalariin dil 6grenen olarak yasadiklari
deneyimlerle dogrudan baglantili oldugunu belirtmistir. Bu durum, hem etkili tekniklerin
benimsenmesini (AoO) (Lortie, 1975) hem de daha az olumlu olanlarin (Anti-AoQO) (Moodie,
2016) kaginilmasini1 kapsamaktadir. Nitel igerik analizinden ortaya ¢ikan ana temalar arasinda,
olumlu ve olumsuz 6grenme deneyimlerinin §gretmen-6grenci iliskilerini nasil sekillendirdigi
ve etkilesimli ve iletigimsel 6gretim yontemlerinin 6énemi yer almaktadir. Olumlu dil 6grenme
deneyimlerine sahip katilimcilar, daha 6grenci merkezli ve iletisimsel 6gretim uygulamalarini
benimseme egilimindedirler. Ote yandan, olumsuz deneyimlere sahip olanlar, benzer

uygulamalardan kaginma gerekliligini siklikla vurgulamislardir. Genel olarak, bulgular, 6nceki
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dil 6grenme deneyimlerinin, 6zellikle gozlem ¢irakligi kavraminin, 6gretim inanglar1 ve
uygulamalarin1 nasil sekillendirdigini vurgulamaktadir. Calisma, Ogretmen yetistirme
programlarinin bu deneyimlere acik¢a deginmesi gerektigini, 6gretmenleri etkili ve yansitici
ogretim stratejileri gelistirme konusunda desteklemesi gerektigini vurgulamaktadir. Kendi dil
o0grenme deneyimlerinin 6gretim tercihlerini nasil sekillendirdigini kabul ederek ve arastirarak,
ogretmenler bu kararlar1 daha iyi anlayabilir ve sinifta etkilerini artiracak bilingli se¢imler
yapabilirler. Bu kavrami 6gretmen egitimi, mesleki gelisim, egitim politikas1 ve sinif tasarimina
entegre ederek, egitimciler daha etkili, ilgi ¢ekici ve kapsayict Ogrenme ortamlari

olusturabilirler ve nihayetinde 6grenci 6grenme sonuglarini iyilestirebilirler.

Anahtar Kelimeler: Gozlem Cirakligi, Yabanci Dil Ogrenme Deneyimleri, ingilizceyi

Yabanci Dil Olarak Ogreten Ogretmenler, Ogretmen Inanglar1, Ogretim Uygulamalari.
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CHAPTER 1

INTRODUCTION

This chapter presents the background and setting of the study, the statement of the problem, and
the significance of the study, along with its purpose and research questions, followed by the

limitations, definitions, and organization of the chapters.

1.1. Teaching English as a Foreign Language (EFL) in Tiirkiye

The pursuit of English language proficiency has long been a focal point within the educational
landscape of Tiirkiye. Despite the nation’s concerted efforts to enhance English language
instruction and curriculum over the past few decades, a persistent challenge looms large:
students continue to struggle to attain a satisfactory level of proficiency in the language

(Buyukkantarcioglu, 2004; Isikli and Tarakcioglu, 2017; Karahan, 2007).

Spanning from 1991 to 2018, Tiirkiye experienced dynamic changes in its English language
curricula, reflecting the country’s proactive adjustments in educational policies. These
adjustments were not merely reactionary but were aligned with the global movement
emphasizing the cultivation of proficiency in foreign languages, as emphasized by Garton
(2014). The initial iteration of the Turkish English language curriculum in 1991 focused solely
on secondary education for the first three years, neglecting English instruction in primary school
(MEB, 1991, as cited in Acar, 2019). However, in response to broader educational
transformations, notably the extension of compulsory education to eight years in 1997, English
education was introduced in the 4" grade (MEB, 1997, as cited in Acar, 2021). In the year 1997,
a pivotal moment in Turkish education unfolded with the revision of the curriculum for 4% and
5% grades. This revision marked a significant departure from the limitations inherent in the 1991
curriculum, introducing a transformative approach known as Communicative Language

Teaching (CLT). As Kirkgoz (2007) highlighted, this marked the first instance of CLT being



integrated into English Language Teaching (ELT) in Tiirkiye, signifying a watershed moment
in the nation’s language education history. The motivation behind this curriculum shift was a
recognition of the deficiencies within the 1991 framework. The educational system sought to
move beyond the constraints of traditional rote learning methodologies, acknowledging the need
for a more dynamic and interactive approach. The introduction of CLT was a deliberate strategy
to prioritize communication skills, fostering a student-centered learning environment that
departed from the rigidity of previous methods. By embracing CLT, educators sought to bridge
the gap between classroom instruction and practical language use. This approach was designed
not only to enhance language proficiency but also to address the shortcomings of the
conventional teaching methods employed in the earlier curriculum. The 1997 curriculum aimed
to align with global trends in language teaching, particularly those emphasizing real-life

communication.

In the 2005-2006 academic year, on the other hand, the Turkish education system underwent
further transformations, particularly with the extension of high school education to four years
within the 8+4 system, while primary education remained unchanged. A notable modification
occurred in 2006 when a revised English language curriculum for primary schools was
introduced, marking a departure from the 1997 curriculum (MEB, 2006, as cited in Acar, 2019).
This revision included a significant change, for it introduced two hours of optional English
courses specifically for the 4" and 5™ grades. However, the implementation of these changes
faced substantial challenges. Teachers encountered obstacles in translating the new curriculum
into practice, primarily due to factors such as overcrowded classrooms, limited resources, and
insufficient training for teaching English to young learners (Kirkgoz, 2009). Despite the
intended improvements, the practical difficulties underscored the need for comprehensive
support structures to ensure the successful integration of these educational changes. The 2006
revision represented a nuanced phase in the Turkish education system, reflecting both the
aspirations for enhanced language learning and the practical challenges inherent in

implementing such ambitious modifications.

Tiirkiye’s dedication to advancing its education system persisted with the adoption of the 4+4+4
system in the year 2012, a significant reform that extended compulsory education to twelve

years (MEB, 2013, as cited in Gursoy, Korkmaz and Damar, 2017). This comprehensive change



brought about a substantial enhancement in English education, as it commenced from the second
grade. Simultaneously, a revised English language curriculum, aligned with the new system,
was implemented in 2013 (MEB, 2013, as cited in Acar, 2019). The primary goal of the revised
curriculum was to elevate students’ proficiency in everyday English speaking. Recognizing the
interconnected nature of learning, the curriculum suggested integrating subjects such as
mathematics, geography, and music to optimize effectiveness. Noteworthy modifications
occurred in the 4™ and 5™ grades, where English course materials underwent revisions, and
weekly instructional hours were extended from two to three hours (Ozudogru and Adiguzel,
2016). These changes reflected a commitment to improving the overall educational landscape
by initiating English education at an earlier stage and adapting the curriculum to the extended
compulsory education period. However, the decision to introduce English as a foreign language
in the second grade in primary schools prompted inquiries into the preparedness of English
language teachers for younger learners, their teaching beliefs, and classroom practices, as
emphasized by Gursoy et al. (2017). This aspect highlights the importance of aligning
pedagogical approaches with the developmental needs of students to ensure a successful and
meaningful English language learning experience within the evolving Turkish education

framework.

Despite dedicated efforts to improve English language teaching at all educational levels ranging
from primary to higher education in Tiirkiye, achieving the desired level of success remains a
formidable challenge (Yucel, Dimici, Yildiz and Bumen, 2017). The Economic Policy Research
Foundation of Tiirkiye (TEPAV), in collaboration with the British Council, conducted research
in 2014, revealing that Tirkiye’s proficiency in English language teaching fell below
expectations. Despite various initiatives aimed at improvement, a noticeable gap appears to
persist between the desired outcomes and the current state of English language education in the
country. According to the British Council and TEPAV (2014) report, although more than 80%
of observed teachers possess the required professional competence and language proficiency for
teaching English, a critical issue emerges in the predominant focus on teaching English as a
subject rather than fostering essential communication skills (British Council and TEPAV, 2014).
The report underscored that despite students receiving “over 1000 hours of classroom

instruction” (p. 16) by high school graduation, they fail to independently communicate and



function in English. This shortcoming is attributed to the adoption of a grammar-centric
approach, identified as the primary factor among five contributors to students’ inability to speak
or understand English (British Council and TEPAV, 2014). This persistence of a grammar-
centric approach contrasts with the recognized significance of speaking skills in effective
language teaching. The British Council and TEPAV (2014) findings highlight a critical
challenge in Turkish education, emphasizing the urgent need to reassess teaching methodologies
and shift towards a more balanced approach that not only imparts grammatical knowledge but

also prioritizes the development of practical communication skills.

For this reason, the momentum for educational reform in Tiirkiye continued in 2018 with the
introduction of a new English language curriculum for both primary and secondary schools. A
notable change during the academic year 2018-2019 was the transformation of an initially
mandatory intensive English program in Sth-grade public secondary schools into an optional
one (MEB, 2018). This shift in curriculum reflects a broader emphasis on viewing English not
merely as a subject of study but as a crucial tool for communication. The new curricular model
underscores language learning as a means of relaying needs and wants, voicing opinions and
beliefs, and building relationships. In line with this philosophy, the curriculum adopts a
communicative approach, wherein the target language is not solely treated as an object of study,
but as a medium for interaction with others. The focus transcends mere grammatical structures
and linguistic functions; instead, it centers on the authentic use of language in an interactive
context, aiming to generate real meaning (MEB, 2018). By embracing this communicative
approach, the educational system seeks to equip students with practical language skills

extending beyond theoretical knowledge.

Yet, despite all these efforts, the only discernible change has been in the curriculum, with no
evident improvement in the English proficiency levels of Turkish students. As of 2023, Tiirkiye
finds itself grappling with a challenging scenario in terms of English proficiency. Globally, its
ranking is 66™ out of 113 countries, indicating a notably low level. The situation is even more
striking within the European context, with Tiirkiye holding the 33™ position out of 34 countries

in the same category, according to the Education First English Proficiency Index for 2023.

Considering concerning statistics regarding Turkish students’ English proficiency, the pivotal

role of teachers emerges as a crucial factor. While curriculum enhancements are undeniably
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important, their efficacy ultimately rests on teachers’ ability to implement them effectively in
the classroom. Therefore, a shift in focus towards educators becomes imperative in catalyzing

meaningful improvements in English language proficiency levels among Turkish students.

1.1.1. Background to the study

In the realm of language education, the journey from language learner to language teacher is
often perceived as a seamless transition, marked by the acquisition of knowledge, pedagogical
techniques, and classroom management skills (Bruckerhoff and Carlson, 1995; Cotton, 1990;
Hammadou and Bernhardt, 1987; Harmer, 1983; McDonough, 2002; Urzua, 1999). Yet, beneath
this transition lies a profound and often overlooked phenomenon—the potential influence of
prior language learning experiences, particularly teachers in the past, a process known as the

“Apprenticeship of Observation” (AoO) (Lortie, 1975; Borg, 2004).

Coined by Lortie (1975), this groundbreaking concept described the phenomenon “whereby
student teachers arrive for their training courses having spent thousands of hours as
schoolchildren observing and evaluating professionals in action” (Borg, 2004, p. 274). This
notion gained further support from Flores and Day (2006), who emphasized the significant
impact of personal experiences as students on how individuals perceive themselves as teachers.
Particularly, former teachers and their teaching serve as a vital “frame of reference” (p. 224),

shaping participants’ understanding of their role as educators.

Hence, comprehending prior experiences in learning foreign or second languages is crucial for
grasping the beliefs, practices, and growth of language educators (Moodie, 2016). Research by
Borg (2013) highlights how certain experiences profoundly influence teachers’ perceptions of
language teaching and learning. These formative experiences not only shape teachers’ views but
also play a pivotal role in molding their instructional approaches. Whether consciously (Channa,
2020) or unconsciously (Davin, Chavoshan and Donato, 2018; Feiman-Nemser, 1983; Lortie,
1975), teachers often replicate the strategies and techniques employed by their own language
instructors. This replication can perpetuate both effective and ineffective teaching methods,

depending on the quality of the experiences being drawn upon. Xu, Chen and He (2023)
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underscored the importance of reflecting on past language learning experiences to identify
effective instructional strategies (i.e., apprenticeship of observation) (Lortie, 1975) and avoid
repeating ineffective ones (i.e., anti-apprenticeship of observation) (Moodie, 2016). These
learning experiences, whether positive or negative, could unfold concurrently (e.g., the blended
apprenticeship of observation) (Cancino, Duran, and Solorza, 2020) (p. 49). Teachers who
critically assess their own language learning process are better equipped to empathize with their
students’ challenges and tailor their instruction to accommodate diverse learning needs. Hence,
acknowledging and reflecting on the interplay between prior language learning experiences and
pedagogical approaches is considered paramount for fostering effective language teaching

methodologies and nurturing an inclusive and supportive learning environment.

1.2. Statement of the problem

Recognizing the pivotal role of teachers as the primary implementers of curricula, the discussion
surrounding “teacher education” (Cakiroglu and Cakiroglu, 2003, p. 254) in Tiirkiye has held
significant importance throughout the nation’s history (Baris and Hasan, 2019). Despite offering
a solid understanding of theoretical foundations, the complexity of the teaching profession
becomes fully apparent during real-world classroom experiences (Farrell, 2009). Engaging with
the school community and observing various classes reveals that practical aspects of the
classroom extend well beyond the knowledge acquired in university (Ramos, 2018). This gap
between theory and practice is often described as the central challenge in teacher education,
likened to “the Achilles’ heel” (Darling-Hammond, 2009, p. 8, as cited in Farrell, 2019). Hence,
the transition from teacher-education programs to the initial year of teaching is often described
as a form of “reality shock” (Veenman, 1984, p. 143), highlighting the complexities and
challenges that are not fully addressed in academic settings (Smagorinsky, Cook and Johnson,

2003).

In the Turkish foreign language education context, as students immerse themselves in practical
teaching situations, they appear to encounter challenges such as the prevalence of traditional

methods like the grammar-translation approach (Akdogan, 2010), large class sizes (Celebi and



Yildiz-Narinalp, 2020; Demirpolat, 2015; Memis, 2021), students’ struggles in their mother
language (Ekus and Babayigit, 2013), a shortage of effective teaching materials, and limited
utilization of teaching aids and technology by instructors (Demirpolat, 2015). The confluence
of challenges accentuates a significant gap between the theoretical knowledge acquired in
university teacher education programs and the practical realities faced in classrooms (Farrell,
2019; Tarone and Allwright, 2004), reaffirming the notion that “no matter what initial
professional preparation they receive, teachers are never fully prepared for classroom realities”
(Bartell, 1995, p. 29). As a response, induction programs for novice educators have been
established, a practice also observed in Tiirkiye. Tiirkiye initiated induction programs for new
educators with the publication of the “Directive on Novice Teacher Training Process” in the
year 2016 (Ulubey, 2018, p. 480). These programs aim to equip new teachers with essential
skills such as assessing student learning, delivering course material effectively, diversifying
instructional methodologies, deepening subject knowledge, and fostering collaboration with
parents (Baran Kaya and Baki, 2023). However, in Tiirkiye, while there is a mentoring program
in place, it appears to fall short compared to the comprehensive support systems in other
countries such as China, New Zealand, and Germany. In these benchmark countries, induction
programs are robust, providing tailored support for new teachers to adapt to school culture and
foster their professional growth. Key differences include reduced workloads for novice teachers,
formalized collaboration activities, and specialized seminars tailored to the needs of new
teachers (Baran Kaya and Baki, 2023). As a result, despite the presence of induction programs,
the mentoring system in Tiirkiye lacks the depth and tailored support found in other countries.
This deficiency leaves many new teachers without adequate support and guidance, and
numerous novice teachers find themselves grappling with the challenges of the teaching
profession in a sink-or-swim scenario (Varah, Theune, and Parker, 1986). These issues
contribute to a multifaceted landscape in English language teaching, posing significant barriers
to the effective implementation of curricula designed to improve the English language
proficiency of students. Additionally, the Turkish government has recently placed high
expectations on foreign language teachers due to the growing demand for English language
proficiency (Koksal und Ulum, 2018). As novice teachers confront the demands of their first
year in the field, they may find themselves overwhelmed and struggling to apply the principles

learned in their education programs about language teaching (Freeman, 1994). Consequently,
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teachers often find themselves compelled to deviate from the pedagogical theories learned in
their university education and rely on their own experiences to navigate the intricacies of

language teaching (Durédn Castro, 2021; Furlong, 2013; Gray, 2019; Lortie, 1975).

This deviation from pedagogical theories and reliance on personal experiences echoes Lortie’s
(1975, p. 61) concept of the “apprenticeship of observation,” where individuals absorb teaching
practices, both effective and ineffective, during their years as students before transitioning to
the role of educators. As noted by Borg (2003), this silent architect not only molds their explicit
instructional techniques but also deeply influences their understanding of effective
communication, student engagement, and the fundamental nature of language instruction. In the
specific context of EFL teaching, where language acquisition is a complex and nuanced process,
the implications of the apprenticeship of observation become particularly significant. Educators,
having internalized teaching methods and teacher images during their own language learning
experiences, carry these influences into their professional careers. As noted by Slekar (1998),
without the opportunity to examine their preconceived notions about teaching and learning,
educators are likely to replicate the same observational patterns they experienced. For example,
having experienced traditional methods during their own language learning process, aspiring
educators may unconsciously gravitate towards these approaches when faced with real-world
challenges. Despite recognizing the limitations of traditional, teacher-centric instructional
approaches, educators often find themselves constrained by entrenched images from their own
formal language classroom experiences (Johnson, 1994). This struggle is rooted in the pervasive
influence of conventional paradigms, wherein teachers are viewed as authoritative figures and
sole sources of knowledge. The deeply ingrained nature of these images appears to make it
difficult for teachers to deviate from traditional instructional methods and embrace more
innovative, student-centered approaches (Johnson, 1994). Consequently, even after being
exposed to the most recent progressive pedagogical approaches and theories in teacher
preparation programs, numerous educators often tend to revert to their original teaching methods
upon commencing their careers (Furlong, 2013; Gray, 2019). As Feiman-Nemser (1983) stated,
“If teachers fail to exercise cognitive control over their past schooling experiences, these
experiences could subconsciously impact their teaching and uphold conservative educational

practices” (p. 11). This observation may shed light on the prevalent adoption of a grammar-



centric approach among Turkish EFL teachers, as also underscored in the British Council and
TEPAV (2014) report. Ozturk and Gurbuz (2016) further affirm that “apprenticeship
observation is valid for Turkish EFL teachers, and its impact is so noticeable that the roots of
some of their current practices go back to the years when they were learners.” (p. 99). Therefore,
“teachers need to become aware of how their experience as learners shapes their beliefs so that

they may move beyond them” (Moodie, 2016, p. 30).

Consequently, a comprehensive investigation of the apprenticeship of observation could become
imperative in bridging the gap between theoretical preparation and the dynamic realities of
English language teaching in the Turkish education context. Reshaping teacher education must
consider not only theoretical foundations but also acknowledge and address the deeply ingrained
practices and perceptions acquired during the apprenticeship of observation. As Freeman and
Richards (1996) stated, “We need to understand more about how language teachers conceive of
what they do, what they know about language teaching, how they think about classroom
practices” (p. 1).

1.3. Significance of the study

The significance of this study lies in addressing a notable gap in the existing literature
concerning the impact of prior language learning experiences on Turkish EFL teachers’ teaching
beliefs and practices. While extensive research has been conducted on the influence of such
experiences on pre-service (e.g., Bailey, 1996; Cancino et al., 2020; Farrell, 2006; Furlong,
2013; Hogqvist, 2016), and in-service (e.g., Carvajal Heydel, 2019; Cook, 2009; Duran Castro,
2021; Moodie, 2016; Numrich, 1996; Phiri and Mwanza, 2022; Rahman, Reshmin, Amin and
Karim, 2022; Rosas-Maldonado, Duran-Castro and Martin, 2021; Xu et al., 2023) language
teachers globally, limited attention has been given to Turkish EFL educators specifically (e.g.,
Gulden, 2013; Ozturk and Gurbuz, 2016). Smagorinsky and Barnes (2014) advocate for teacher
educators to reexamine Lortie’s (1975) concept of the apprenticeship of observation,
emphasizing the importance of understanding its impact on newer generations of teachers within

evolving educational contexts.



The significance of the study is further underscored by its unique focus on both novice and
experienced EFL teachers. While existing research predominantly centers on novice educators,
as evidenced by studies such as those by Carvajal Heydel (2019), Cook (2009), Duran Castro
(2021), Numrich (1996), Rahman et al. (2022), and Rosas-Maldonado et al. (2021), this study
seeks to broaden the scope by including experienced teachers. By encompassing both novice
and experienced teachers, this study aims to provide a more comprehensive understanding of
the influence of prior language learning experiences on EFL pedagogy. This inclusive approach
acknowledges that experienced teachers may also be profoundly impacted by their early
language learning experiences, thereby contributing to a richer understanding of the
phenomenon. Furthermore, a comparative investigation of the perspectives and practices of both
novice and experienced EFL teachers can inform targeted interventions and professional
development initiatives tailored to the diverse needs of educators at different stages of their
careers. Additionally, the study ensures gender balance by including an equal representation of
female and male teachers from both private and state schools, covering elementary, middle, and
high school levels. As no other study has focused on how prior language learning experiences,
specifically the apprenticeship of observation, shape EFL teachers’ beliefs and practices in
primary, secondary, and high schools within the Turkish EFL context, this comprehensive
approach ensures the inclusion of diverse educational contexts. This approach acknowledges
potential variations in experiences, training, and classroom dynamics across different school
types and grade levels. By encompassing a wide range of teaching environments, the study aims
to capture a comprehensive picture of how prior language learning experiences shape EFL

pedagogy across the educational spectrum.

In addition to the outlined significance, it is also crucial to emphasize the broader implications
of understanding how prior language learning experiences shape Turkish EFL teachers. By
gaining insights into how these experiences shape teaching practices and beliefs, educators,
teacher trainers, and policymakers can implement targeted professional development programs
that cater to the specific needs and challenges faced by Turkish EFL teachers. Furthermore, an
in-depth exploration of this topic can contribute to fostering a more culturally responsive and
contextually relevant approach to English language education in Tiirkiye. By acknowledging

Turkish learners’ unique socio-cultural and linguistic backgrounds, educators can adapt
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instructional strategies that resonate with their experiences and facilitate more meaningful
language learning experiences. Moreover, the findings of this study could have implications
beyond the Turkish context, serving as a reference point for educators and researchers in other

settings with similar language learning backgrounds.

1.4. Purpose of the study and research questions

The purpose of the study is to examine how prior foreign language learning experiences,
specifically the apprenticeship of observation, shape the foreign language teaching beliefs and
practices of Turkish EFL teachers. Specifically, the research seeks to answer the following

questions:

1. What are the prior experiences of Turkish EFL teachers as learners of English as a
foreign language?

2. Do Turkish EFL teachers’ prior foreign language learning experiences, specifically their
apprenticeship of observation, shape their foreign language teaching beliefs and

practices?

1.5. Limitations

The study faces several potential limitations, particularly concerning sample size and
representativeness, inherent in qualitative research. The generalizability of the findings to the
broader population of Turkish EFL teachers may be limited by the number and demographics
of participants. However, to address this issue, a thorough sampling strategy was implemented,
recruiting participants from various institutions across Tiirkiye to ensure a diverse representation
of Turkish EFL teachers. This included participants with varying levels of teaching experience
(i.e., novice and experienced teachers), levels of education (i.e., primary, middle, high), and
types of schools (i.e., state and private). Additionally, the study prioritized gender balance

within the sample to promote inclusivity and enhance the generalizability of its findings.
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Another limitation is the reliance on self-reported data regarding participants’ prior language
learning experiences and teaching beliefs and practices. This approach may introduce bias, as
participants might provide socially desirable responses or struggle to accurately recall past
experiences. To mitigate this issue, the study employed two methods of data collection—
narrative frames and semi-structured interviews—to triangulate the data sources and validate
the accuracy of participants’ responses. A further limitation relates to the participant selection
criterion, which required a minimum of two years of teaching experience but did not set an
upper limit. This could result in challenges, as participants with extensive experience might find
it difficult to recall specific past experiences accurately. To address this, detailed and structured
questions were developed for the semi-structured interviews to facilitate a more accurate and
comprehensive recollection of participants’ past experiences and teaching beliefs and practices.
The study was also constrained by time, being conducted over a relatively short period, which
may not have been sufficient to capture participants’ teaching beliefs and practices deeply or
over extended periods of time. It is possible that this limited timeframe restricted the depth of
data collection and analysis, potentially affecting the comprehensiveness and reliability of the
findings. To mitigate this, detailed and semi-structured interview questions were utilized to elicit
more in-depth responses, ensuring a richer and more nuanced data set within the available
timeframe. Finally, the findings may have limited external validity beyond the Turkish context,
as the study specifically focused on Turkish EFL teachers having backgrounds in the same
context. However, to enhance the applicability of the study beyond this context, detailed

descriptions of the research setting, and methodology were provided.

1.6. Operational definitions

Apprenticeship of observation (A00): It describes “the phenomenon whereby student teachers
arrive for their training courses having spent thousands of hours as schoolchildren observing

and evaluating professionals in action” (Borg, 2004, p. 274).
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Anti-apprenticeship of observation (Anti-AoQ): It refers to the phenomenon whereby “prior
language learning experiences influence participants’ teaching by motivating them to do

something different than what they experienced as students” (Moodie, 2016, p. 38).

Blended apprenticeship of observation (Blended- AoO): 1t is “the positive and negative
experiences that participants went through as school learners, created their intention to replicate
and avoid at the same time some of their schoolteachers’ practices and beliefs about teaching

(Cancino et al., 2020, p. 51).

Belief: 1t is “psychologically held understandings, premises, or propositions about the world that

are felt to be true” (Richardson, 1996, p.103).

Teachers’ beliefs/ Teaching beliefs: Teachers’ beliefs or teaching beliefs “are thought to be
stable constructs derived from their experience, observations, training and other sources and
serve as a source of reference when teachers encounter new ideas, sometimes impeding the
acceptance of new ideas or practices. Beliefs also serve as the source of teachers’ classroom

practices” (Richards and Schmidt, 2010, p. 586).

English as a Foreign Language (EFL): “Someone who learns English in a formal classroom
setting, with limited or no opportunities for use outside the classroom, in a country in which
English does not play an important role in internal communication (China, Japan, and Korea,
for example), is said to be learning English as a foreign language” (Richards and Schmidt, 2010,
pp. 196-197).

English Language Teaching (ELT): 1t is used to refer to “the teaching of English as a second
language or English as a foreign language” (Richards and Schmidt, 2010, p. 192).

1.7. The organization of the chapters

The study is structured into six chapters. This initial chapter, Chapter I, introduces the
background to the study and articulates the problem statement. It delineates the study’s
significance, purpose, and research questions, followed by limitations and definitions, as well

as an overview of the subsequent chapters’ organization.
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Following this, Chapter II extensively examines the literature on teacher beliefs and practices,
with a specific emphasis on their views regarding foreign language learning and teaching. The
chapter delves into the Vygotskian sociocultural perspective and the apprenticeship of
observation. Within each section, there is an exploration of influencing factors, fundamental
concepts, and practical examples, contributing to a thorough analysis of the subject.
Subsequently, the chapter presents pivotal studies on the corresponding topics from a critical

perspective.

Chapter III outlines the methodology guiding this study by specifically focusing on the research
design, setting and the participants, data collection instruments and procedures, as well as on
the details regarding how the data were analyzed. Lastly, trustworthiness is addressed towards

the end of the chapter.

Chapter IV provides a comprehensive and detailed narrative of each case. This chapter begins
with an introduction to the participants, providing an overview of their backgrounds and past
language learning experiences. Additionally, this chapter explores the potential impact of
apprenticeship of observation and anti-apprenticeship of observation on EFL teachers’ beliefs

and practices. Each case is examined to present a thorough understanding of these dynamics.

Chapter V outlines the research findings on how prior language learning experiences shape
Turkish EFL teachers’ beliefs and practices. It includes content analysis to identify significant

patterns and themes.

Chapter VI presents the discussion and conclusion based on the findings of the study. It
interprets and discusses themes identified from the data, compares them with existing literature,
and explores their implications. It offers recommendations for educators and policymakers,
reflects on study limitations, suggests future research directions, and concludes by emphasizing

the significance of the study’s contributions to the field.
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CHAPTER TWO

REVIEW OF THE LITERATURE

Given the primary aim of this study, which endeavors to investigate how prior language learning
experiences shape the beliefs and practices of Turkish EFL teachers, it is essential to explicate
and analyze the fundamental theoretical constructs underlying this research. The current
literature review offers a comprehensive overview of the relevant literature on teacher beliefs,
particularly their beliefs regarding foreign language learning and teaching, the Vygotskian
sociocultural perspective, and the apprenticeship of observation. Each section covers
influencing factors, key concepts, and practical examples to provide a detailed examination of

the topic.

2.1. Teacher beliefs

The concept of “belief” has emerged as a pervasive theme that cuts across various academic
disciplines, including sociology, anthropology, psychology, philosophy, and many others
(Zheng, 2009). It represents a fundamental construct that has garnered significant scholarly
attention and has been subjected to rigorous investigation and analysis in these diverse academic
fields. In the realm of education, the beliefs held by teachers have been extensively examined
for over five decades, drawing on a wide range of disciplines and research methodologies (Fives,
and Gill, 2014). This line of inquiry has shed light on the importance of understanding teachers’
cognitive processes, instructional approaches, and developmental trajectories as they strive to
become effective educators. Notably, teachers’ beliefs or teaching beliefs have emerged as a
critical factor that shapes these dimensions, thereby amplifying their significance in the field
(Zheng, 2009). Furthermore, empirical evidence suggests that teachers’ beliefs have a
significant impact on their decision-making processes within the classroom (e.g., Alghanmi and

Shukri, 2016; Berger, Girardet, Vaudroz and Crahay, 2018; Eichler, Braunling and Ménner,
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2017; Erkmen, 2014; Farrell and Yang, 2019; Ng, Lopez-Real, and Rao, 2003; Swan and Swain,
2010; Fives and Buehl, 2012; Pajares, 1992), their interactions with students (e.g., Nathan and
Knuth, 2003; Voss, Kleickmann, Kunter and Hachfeld, 2013), and their overall pedagogical
approaches (e.g., Ningsih and Fata, 2015). Therefore, gaining a comprehensive understanding
and analysis of teachers’ beliefs holds utmost significance in the pursuit of enhancing teaching

effectiveness.

In essence, teachers’ beliefs encompass a range of personal convictions, assumptions, and
attitudes underpinning their perspectives on various aspects of teaching and learning. These
include their conceptions of knowledge, the roles of teachers and students, and the overarching
purpose of education, among other dimensions. As Golombek (2009) explains, teachers’ beliefs
reflect the dynamic and multifaceted nature of their interactions with the teaching context,
students, guiding images, and pedagogical decision-making processes. These beliefs evolve as
teachers strive to comprehend and respond to the specificities of their teaching environments
and the diverse needs and abilities of their students at junctures. As a result, teachers’ beliefs
epitomize the intricate interplay among these various factors and the subsequent choices
educators make to facilitate effective learning experiences. Importantly, although often
unspoken and implicit, teachers’ beliefs exert a powerful influence over their perception,
evaluation, and decision-making processes. These deeply ingrained beliefs drive teachers
toward specific actions and behaviors (Vartuli, 2005). Therefore, recognizing the prominence
of these implicit beliefs becomes crucial in understanding how teachers perceive, assess, and
make decisions, ultimately guiding their pedagogical practices in specific directions. In
scholarly discourse, teachers’ beliefs are often characterized by a shared essence, denoting their
personal, subjective, and value-laden cognitive frameworks that emerge from significant social
experiences. These frameworks exert a notable influence on teachers’ understanding of and
engagement in classroom activities (Skott, 2014). Moreover, it is important to recognize that
teachers hold beliefs pertaining to a multitude of domains, including their own role as educators,
the act of teaching itself, students as learners, the process of learning, and the subject matter
being taught, with particular emphasis on its relevance within the domain of language awareness
(Borg, 2017). Given the intangible nature of beliefs, it becomes imperative to articulate their

visible manifestations in precise terms, often through rigorous definitions (Borg, 2017). Albeit
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implicit, teachers’ beliefs wield tremendous influence over their cognitive processes,
influencing their perception, evaluation, and decision-making, which in turn shape their

pedagogical practices.

Numerous studies identified a range of factors that could shape teachers’ beliefs. These factors
included their prior experiences and backgrounds (Johnson, 1994; Li and Xiangyun, 2014),
cultural and societal factors (Li and Xiangyun, 2014; Yang and Leung, 2015), teacher education
and training, as well as contextual factors such as the school environment and their connections
with trusted colleagues, teacher-friends, early role models, and students (Sturtevant, 1996).
Additionally, research showed that teachers’ beliefs could change over time because of new
experiences (Samaranayake, Premadasa, Amarasinghe and Paneru, 2018), professional

development opportunities (Sagdic and Sahin, 2016), or exposure to different teaching contexts.

In line with this, Calderhead (1996) conducted research focusing on teachers’ beliefs and
identified five key categories that encompassed these beliefs. These categories include beliefs
about learners and learning, teaching, curriculum, learning to teach, and the self and the nature
of teaching. It is important to note that these categories are not isolated from one another but
rather interconnected, influencing one another in significant ways. For instance, teachers’
beliefs about learners and learning can shape their beliefs about teaching methodologies.
Similarly, their beliefs about teaching can shape their perspectives on the curriculum.
Furthermore, teachers’ beliefs about themselves and the nature of teaching can also shape their
beliefs about learners and learning, teaching, and curriculum. Therefore, when studying
teachers’ beliefs, it is crucial to understand these interconnections and recognize how beliefs in

one category can shape beliefs in other categories.

2.2. Teacher beliefs about foreign language learning and teaching

In a manner reminiscent of the artistic strokes on a painter’s canvas, the beliefs held by a teacher
regarding language learning and teaching shed light on their unique instructional philosophy
and approach. These deeply ingrained beliefs wield immense power, as they shape not only the

teaching methods employed but also the students’ overall learning experience, ultimately
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steering their language learning process. Consequently, it becomes imperative for educational
researchers and teacher educators to comprehend the pivotal role that teacher beliefs play in
molding instructional decisions and practices, which directly impact the students’ foreign
language learning experiences (Pajares, 1992). As the field of foreign language education
continues to evolve, it is crucial for teachers to critically examine and reflect upon their own
beliefs, embracing a growth mindset that allows for continuous improvement and adaptation.
By nurturing a deep understanding of their beliefs and their impact on the foreign language
learning process, teachers can enhance their effectiveness and make a lasting positive impact on

their students’ foreign language development.

Building upon the significance of teacher beliefs in shaping foreign language learning
experiences, Burns (1992) conducted a seminal study delving into English language teaching.
In this study, she meticulously examined the underlying beliefs harbored by educators, revealing
arich tapestry of interrelated and intricate beliefs that coalesced around five distinct focal points.
These core beliefs had a discernible impact on the instructional practices and approaches
employed by the teachers involved in the study. Notably, these beliefs centered on the following:
The characteristics of language concerning the initial stages of language acquisition, the
connection between written and spoken language during the early stages of language
acquisition, the nature of language learning at the beginning level, and the tactics that are
significant to it, the learners themselves, including their potential to learn and their ability to

learn English and the nature of the language classroom and the role of the teacher within it.

In the realm of foreign language teaching, the methods employed by EFL teachers play a pivotal
role in shaping their beliefs. As astutely observed by Stern (1983), these methods served as a
veritable theory of language instruction. They not only outlined specific goals and espoused a
particular understanding of language, but also presupposed certain notions about language
learners and the process of language acquisition. Moreover, these methods shed light on key
aspects of teaching that were deemed crucial for achieving successful learning outcomes,
thereby offering a distinct perspective on language instruction. It was thus evident that teachers’
conceptualizations of second language teaching were intimately intertwined with the

methodologies they chose to implement (Stern, 1983, p. 453).
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According to Borg (2003), the language learning experiences that teachers underwent served as
the bedrock for their cognitive framework concerning language acquisition. These experiences,
in turn, shaped their initial understanding of second language teaching during their education as
teachers. Furthermore, these encounters continued to shape teachers’ beliefs and instructional
practices throughout their entire professional journey. In a similar vein, Kindsvatter, Willen, and
Ishler (1988) posited that teachers’ beliefs found their roots in their personal experiences as
language learners. Given that all teachers traversed the path of being learners themselves,
reflecting upon these formative experiences significantly contributed to the development of their

convictions regarding foreign language instruction.

In their enlightening research, Phipps and Borg (2009) shed light on the profound impact of
teachers’ beliefs on their teaching and learning practices. These beliefs, firmly established
through their own experiences as learners, served as a cognitive filter through which new
information was interpreted. Interestingly, these deeply ingrained beliefs could significantly
shape classroom behavior more than formal teacher education, persistently shaping instructional
practices and engaging in a dynamic, bi-directional relationship with firsthand experience.
However, it was worth noting that these beliefs might not always be overtly reflected in teachers’
classroom actions. In a similar vein, Johnson (1994) proposed that teachers’ self-perceptions,
teaching approaches, and evaluations of their instructional practices were profoundly shaped by
their past experiences within formal language classrooms. Johnson contended that teachers’
beliefs and decision-making processes concerning instruction were heavily shaped by the mental
images they developed through their own learning experiences—images that encompassed

teachers’ roles, instructional materials, classroom activities, and overall classroom organization.
b b

2.3. Sociocultural Theory

Lev Vygotsky, a prominent figure in the field of developmental psychology, made significant
contributions to understanding human learning and development through his Vygotskian
Sociocultural Perspective. Developed in the early 20™ century, this theoretical framework

profoundly impacts perceptions of the factors shaping cognitive growth and the learning process
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itself (Vygotsky, 1978). The Vygotskian Sociocultural Perspective places great importance on
the influence of social and cultural factors on human development. It highlights the intricate
relationship between culture, social interactions, and individual growth. Unlike theories
focusing solely on individual experiences, Vygotsky’s approach recognizes that social and
cultural contexts fundamentally shape human cognition and learning (Kozulin, Gindis, Ageyev,
and Miller, 2003). According to Vygotsky, cognitive processes and structures exhibited by
individuals are not isolated phenomena but are deeply interconnected with their interactions and
exchanges with others. Social interactions, such as conversations and collaborative activities,

play a crucial role in shaping and advancing cognitive development (Scott and Palincsar, 2013).

Vygotsky’s Sociocultural Theory emphasizes that mental development is not solely determined
by innate abilities but is profoundly influenced by the interaction between innate mental
capacities and the surrounding cultural environment. This developmental process involves a
gradual shift in mental functions, progressing from basic innate abilities to more complex
abilities shaped by culture. This transformative process is referred to as internalization
(Vygotsky, 1978), wherein external social and cultural tools, such as language and symbols, are
assimilated into individual mental processes. According to Kozulin (1990), internalization is the
key factor in developing advanced mental abilities. Through the process of internalization
facilitated by mediation, individuals navigate the transition from social interaction,
encompassing both written and verbal communication, to individual mental functioning. This
interplay shapes the nature of the interaction and leads to consequential changes in mental

processes (Eun, 2008).

Building upon the comprehension of how mediation shapes individual mental development, the
concept of the Zone of Proximal Development (ZPD) is examined. The ZPD, a cornerstone of
Vygotsky’s theory, represents the space where individual cognitive abilities emerge from
collective social cognition, evidenced by active engagement in social activities. Within this
realm, individuals are offered intentional support, allowing them to surpass their current levels
of competence and familiarity (Golombek and Johnson, 2019). The ZPD underscores the range
of tasks that a learner can undertake with the guidance and assistance of a more knowledgeable
other. This individual, often referred to as an expert or mentor, plays a vital role in facilitating

the learner’s cognitive growth and development (Vygotsky, 1978). Researchers propose an
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expanded perspective of the ZPD, encompassing interactions between experts and novices. This
dynamic interaction leads to the gradual transfer of skills from the expert to the novice through
social engagement (Lantolf, 2000b). This concept is commonly known as scaffolding,
emphasizing the provision of mediational tools through supportive social interactions. Such
interactions may involve offering hints, dividing tasks, and providing demonstrations to scaffold
and support the learner’s development (Lantolf, 2000a; Vygotsky, 1978). Furthermore, the
concept of scaffolding is highly relevant in the field of foreign language teaching and learning.
By bridging the gap between learners’ current language abilities and their potential, scaffolding
paves the way for meaningful learning experiences within the ZPD framework. Within this
sociocultural perspective, the influence of social and cultural contexts on language development
and acquisition becomes evident. It reveals the significance of social interactions and cultural
tools in fostering language learning while also underscoring the indispensable role played by
teachers and peers in facilitating language acquisition. As Ellis (2000) points out, learning does
not solely take place during interaction; rather, it emerges as an integral part of the interaction
process itself. Initially, learners depend on the support and guidance of others to successfully
engage in new language functions, which they subsequently internalize, enabling them to
autonomously demonstrate their linguistic skills. Thus, social interaction serves as a pivotal
mediating factor in the intricate process of language learning. Through the provision of
scaffolded support and constructive feedback, teachers play a crucial role in guiding learners to
surpass their current level of language proficiency and acquire new skills and knowledge. In
line with Wertsch’s (1985) concept of strategic mediation, Johnson (2009) emphasizes the
importance of teachers offering effective, targeted, and goal-oriented support to learners. This
approach aims to cultivate learners’ overall orientation towards a specific task or concept while
aiding them in attaining an expert’s comprehension. In the realm of second language (L2)
teacher education, it is essential for teachers to grasp both the perspective of an expert and the
learner’s current level of understanding. This understanding enables teachers to provide

strategic mediation that facilitates progress towards expertise or automaticity (Johnson, 2009).

Vygotsky’s theory also underscores the significance of formal education as a critical context for
cognitive development. Schools provide structured environments where learners engage with

knowledgeable others and are exposed to academic concepts. These interactions are essential
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for developing higher-order thinking skills and deep conceptual understanding. Vygotsky
argued that formal schooling plays a pivotal role in shaping an individual’s cognitive abilities
by offering systematic and reflective thinking opportunities through academic instruction

(Golombek and Johnson, 2019).

Within the broader framework of teacher learning, adopting a sociocultural perspective, as
emphasized by Johnson (2007), acknowledges the profound influence of contextual factors on
teachers’ development. The normative behaviors, interactions, values, assumptions, and
attitudes experienced by teachers during their education and professional journey greatly shape
their perceptions of identity, students, teaching activities, and the teaching-learning process. To
comprehensively grasp teacher learning within this sociocultural framework, Johnson (2007)
underscores the importance of observing the gradual transition from externally mediated
activities to internally controlled mediation, commonly known as internalization. This process,
rooted in Vygotskian sociocultural theory, can be discerned in how teachers reconceptualize
their teaching practices and apply them in the classroom. As teachers engage in internalization,
they assimilate and internalize external guidance and support, transforming them into internal
cognitive processes that inform their pedagogical decision-making and instructional approaches.
Through this transformative journey, teachers’ pedagogical practices evolve, aligning more
closely with their developing understanding of effective teaching and learning. By considering
the sociocultural factors that shape teachers’ learning experiences, a deeper understanding is
gained of the complex interplay between external factors, internalization processes, and the

ongoing development of teachers’ professional identities and pedagogical practices.

The concept of the apprenticeship of observation, introduced by Dan Lortie, aligns with
Vygotsky’s sociocultural perspective. This concept refers to the extensive period during which
future teachers observe their own teachers, accumulating tacit knowledge about teaching. These
observations form the basis of their beliefs and practices, which are later refined through formal
teacher education programs (Lortie, 1975). From a Vygotskian viewpoint, the apprenticeship of
observation can be seen as an informal yet powerful form of mediated learning. During their
years as students, individuals engage in social interactions within the classroom, observing and
internalizing the teaching methods, classroom management strategies, and communication

styles of their teachers. These observations are mediated through the cultural tools and practices
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prevalent in the educational context, which Vygotsky (1978) argued are essential for cognitive

development.

2.4. Apprenticeship of observation

The Apprenticeship of Observation (AoO) introduces a captivating notion that challenges the
preconceived ideas about teaching. It delves into the deeply ingrained habits and beliefs
inherited as observers before even stepping foot into a classroom as teachers. Lortie’s (1975)
work compels one to confront an intriguing paradox: unlike novices learning other professions,
such as lawyers or doctors (Borg, 2004), despite spending a significant portion of life as
students, absorbing countless hours of instruction, students often fail to notice the hidden lessons
internalized, even after amassing around “13,000 hours” of face-to-face interaction with

classroom teachers by the time they complete high school (Lortie, 1975, p. 61).

However, being a student differs significantly from serving an apprenticeship for teaching due
to two primary constraints. Firstly, students observe their teachers from a distinct perspective.
Secondly, their engagement is usually hypothetical rather than active. Students act as the focal
point of the teacher’s efforts and observe the teacher’s performance as if they were an audience
watching a play, seeing only the visible, public aspects (Lortie, 1975). They are not given access
to the behind-the-scenes actions and are unaware of the teacher’s private thoughts and
reflections on classroom events. Students are rarely involved in setting objectives, preparing
materials, or analyzing the outcomes (Greenwalt, 2014). As a result, they are not required to
understand the teacher’s actions within a pedagogical context (Bullock, 2011). Instead, they

perceive the teacher’s actions from their own student-focused viewpoints (Lortie, 1975).

As educators transition from being students to assuming the role of teachers, their past
experiences as learners play a crucial role in shaping their teaching methodologies. This
phenomenon, commonly termed the “hidden curriculum” (Auerbach and Burgess, 1985, p. 476),
encompasses unspoken, implicit convictions about teaching and learning that teachers bring into
their classrooms. According to Borg (2003), teachers’ prior language learning experiences are

integral to this hidden curriculum, establishing cognition about language learning that shapes

23



their initial conceptualization of second/foreign language (L2) teaching during teacher
education. These experiences can leave a lasting impression, as highlighted by Grossman (1991)
and Miller and Shifflet (2016), and often lead novice educators to default to traditional teaching
methods upon entering the profession. The challenge arises when innovative, evidence-based
pedagogical practices are introduced within the education system. Despite the potential benefits
of these new approaches, teachers often show reluctance to adopt them. This resistance to
change can be traced back to deeply ingrained habits and biases developed during their
formative experiences as student observers. As Bailey (1996) aptly notes, “teachers acquire
seemingly indelible imprints from their own experiences as students, and these imprints are

tremendously difficult to shake” (p. 11).

Teachers carry these ingrained habits and biases into their approach to teaching English, shaped
by years of personal observation during their time as students. This process leads them to
develop their own distinct sets of expectations and beliefs about the teaching (Arsene, 2015).
This extended period of reflection equips educators with insights into effective learning
experiences, shaping a distinct understanding of the qualities a teacher should embody and the
crucial aspects to emphasize or avoid. As a result, teachers develop their personalized perception
of what constitutes good and bad teaching through the internalization of specific teaching

behaviors they have been repeatedly exposed to (Arsene, 2015).

During this continuous process of professional development, the journey from ingrained
teaching habits to a personalized understanding of effective pedagogy involves a dynamic
interplay between positive reflections and the avoidance of negative examples. Referred to as
“Anti-apprenticeship of observation” (Anti-AoO) (Moodie, 2016), this process involves
learning from negative examples, thereby guiding teachers in understanding what practices to
avoid based on their observations as students. Consequently, these ingrained teaching practices,
commonly known as “folkways of teaching”, continue to endure without thorough scrutiny,
aligning with Buchmann’s (1987, p. 152) portrayal of them as pre-established methods that
assure predictable and secure results without requiring evaluation. They can be regarded as the
“default options™ acquired during one’s apprenticeship, offering educators reliable strategies for

addressing pedagogical uncertainties (Smagorinsky and Barnes, 2014, p. 30).
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What becomes apparent is the gap between experiencing education from a student’s perspective
and the actual orchestration of it as an instructor. The assumption that being taught equips
individuals with the necessary tools to teach reveals this disparity. While these formative
experiences undeniably contribute to our assimilation into the teaching profession, Lortie (1975)
emphasizes that the apprenticeship primarily acquaints students with the practical aspects of
teaching and nurtures a sense of connection with teachers. It falls short, however, in fostering a
disposition for analytical thinking and critical evaluation of teaching methodologies. Moreover,
Lortie (1975) sheds light on the fact that students’ perceptions of teacher actions may vary, but
they often do not interpret these differences in a pedagogical or explanatory manner. Instead,
their understanding of teaching tends to be “intuitive and imitative rather than explicit and
analytical; it is based on individual personalities rather than pedagogical principles” (p. 62). As
a result, when they reflect on their former teachers, they rely on their perceptions as students,
without necessarily incorporating a more sophisticated viewpoint acquired later on. They
consider their assessments from their youth as still relevant and regard them as enduring
judgments of teaching quality. Thus, what constitutes effective teaching in the past remains
applicable in the present, without a significant divide between evaluations made before and after
entering the teaching profession. The process of training does not represent a sudden and
profound shift that separates the perspectives of inexperienced individuals from the informed

judgments of seasoned professionals.

This tendency, deeply rooted in their prior experiences and conceptions about teaching and
learning, can hinder aspiring teachers from embracing new concepts and practices during their
preservice education (Feiman-Nemser, 2001; Zeichner and Gore, 1990). As a result, despite
exposure to the latest progressive pedagogical approaches and theories in teacher preparation
programs, many new educators tend to revert to their default teaching methods once they start
their careers (Lortie, 1975). This emphasizes the importance of the observation period,

underlining the “low impact” of teacher education courses on pre-service teachers (p. 66).

Considering the challenges posed by the AoO and the tendency of new educators to revert to
their default teaching methods despite exposure to progressive pedagogical approaches during
teacher preparation programs, as highlighted by Lortie (1975), it is clear that the role of this

apprenticeship period in molding future educators is of paramount significance. This
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significance aligns with Aliya and Raina’s (2016) findings, which indicate that the impact of the
A00 extends beyond pre-service training to later stages of teachers’ careers, particularly during
professional development or continuing education. This underscores how early teaching
experiences shape educators, emphasizing the need for a comprehensive understanding and
strategic interventions throughout various stages of a teacher’s career. To gain a thorough
comprehension of this phenomenon, it is imperative to delve into the diverse findings presented
in empirical studies that investigate the AoO and its effects on English teachers’ beliefs and
practices. Some of the outcomes obtained by researchers focusing on this matter are scrutinized

in the following paragraph.

The amalgamation of multiple studies, as illustrated in Figure 1, examining the apprenticeship
of observation (AoO) in the realm of language education illuminated a consistent and
compelling pattern: prior language learning experiences (i.e., teachers in the past) significantly
shaped the beliefs, teaching practices, and pedagogical approaches of preservice teachers, as
well as both novice and experienced educators. Several of these studies documented instances
of AoO (e.g., Cook, 2009; Hogqvist, 2016; Rosas-Maldonado et al., 2021), wherein educators
tended to replicate the teaching practices they were exposed to during their own educational
training. Conversely, some studies identified instances of anti-apprenticeship of observation
(Borg, 2005; Gulden, 2013; Moodie, 2016), where educators deliberately diverged from the
observed methods. Additionally, there were instances where a blended form of AoO (e.g.,
Cancino et al., 2020; Carvajal Heydel, 2019; Duran Castro, 2021; Numrich, 1996; Ozturk and
Gurbuz, 2016; Phiri and Mwanza, 2022; Rahman et al., 2020; Xu et al., 2023) was observed,

signifying a combination of both emulation and deviation from observed teaching practices.
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Apprenticeship

of Observation
Apprenticeship of Observation Blended Apprenticeship of Observation
(Lortie, 1975) (Cancino et al., 2020)

Cook (2009): 10 first-year English *  Numrich (1996): 26 novice ESL teachers in a U.S.
teachers in the USA . : A single- .

Bors 0009 sl S0/ and G Q0163 EFL ity
Hogqvist (2016): 117 pre-service EFL instructors in Tiirkiye
teachers in China . iil 2013): 24 _servi

i(r;llfl“g:l?i;eo 3): 245 pre-service EFL teachers *  Carvajal Heydel (2019): 3 novice English teachers in

+  Rosas-Maldonado et al. (2021): 18 Chile

novice EFL teachers in Chile *  Moodie (2016): 18 EFL teachers in Korean

*  Cancino et al. (2020): 8 pre-service EFL teachers in

public schools Chile

¢ Duran Castro (2021): 5 novice EFL teachers in Chile

*  Phiri and Mwanza (2022): 12 English teachers in
Zambia

*  Rahman et al. (2020): 2 novice EFL teachers in
Bangladesh

*  Xu et al. (2023): 48 high school EFL teachers in China

Figure 1. The amalgamation of studies examining the apprenticeship of observation

2.4.1. Studies on how apprenticeship of observation shapes teachers’ beliefs and practices

The literature disclosed that past experiences, especially interactions with influential teachers,
significantly shaped the beliefs and practices of teachers (Cook, 2009; Hogqvist, 2016; Rosas-
Maldonado et al., 2021). According to an interview study conducted by Cook (2009) with the
participation of ten first-year English teachers in the USA, there was an emphasis on the pivotal
role played by past teachers in shaping the perceptions and aspirations of these new educators.
These past teachers served as pivotal reference points in their minds, defining the essence and
significance of being a “teacher” (p. 280). The educators’ own educational processes,
particularly encountering impactful and memorable teachers, left a lasting imprint on the inner
world of novice educators, influencing their idealized image of a proficient teacher, as Hogqvist
(2016) revealed in his study. His analysis of the data collected through a survey of 117
undergraduate English majors in China demonstrated that the majority of English major students
recognized the impact of their earlier schooling experiences on their present perceptions of

English language teaching. About 75% of the participants acknowledged this shaping effect,
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with only 10% indicating no effect from their past experiences. The study particularly
highlighted that students’ perceptions were significantly shaped by the behavior of their
previous teachers, more so than the actual content, teaching methods, or speech used by these
teachers. This observation highlighted how profoundly teacher behavior shaped students’
viewpoints. Upon analyzing the combined research outcomes, it was evident that a majority of
participants, approximately 53%, leaned towards teaching the same content and using the same
methods as their English teachers. This aligned with the broader notion that students’ previous
educational experiences played a significant role in shaping their perspectives on English
language teaching, emphasizing the impact of past experiences on their current pedagogical

leanings.

In a similar vein, the study by Rosas-Maldonado et al. (2021) provided a more in-depth
exploration of the impact of past teachers, with a particular focus on the socio-emotional aspect.
This comprehensive study involved 18 novice teachers in Chile and delved into how
compassionate and supportive interactions with past educators played a profound role in shaping
the beliefs of novice English teachers. The study underscored the significance of socio-
emotional skills and how they positively shaped teacher-student relationships. Within the study,
participants vividly recalled influential teachers who exemplified empathy and engagement,
serving as powerful sources of inspiration for their enthusiasm towards learning. What was
particularly noteworthy was that these formative experiences continued to guide how these
novice teachers interacted with their own students, emphasizing the critical importance of
possessing socio-emotional competencies to foster meaningful connections within the
classroom. Their research underscored the pivotal role of teachers’ socio-emotional skills in the
learning process, highlighting how students’ emotional well-being significantly affected their
motivation and interest in learning. An impactful illustration of this was seen in the
transformation experienced by one of the study’s participants, Amanda, who shifted from
rejecting a negative role model provided by a former teacher to embracing a more desirable
vision of a supportive and engaged educator. The emotions expressed by the novice teachers in
the study were deeply rooted in their past experiences, underscoring how these experiences,
especially within the realm of English language learning, fundamentally shaped their

perspectives on teaching. These experiences led the participants to prioritize emotional and
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affective elements, particularly positive teacher-student relationships, in their teaching

methodologies.

2.4.2. Studies on how anti-apprenticeship of observation shapes teachers’ beliefs and

practices

Negative experiences, though not ideal, could act as turning points, altering the approach to
education. Just as a challenging chapter in a book could unexpectedly change the narrative,
unfavorable experiences in education had the power to shape teachers in ways that led to more
engaging and effective teaching methods. The transformative potential of negative experiences
in education was vividly illustrated in Borg’s (2005) single-case study, which focused on the
journey of a prospective teacher named Penny. Despite entering the CELTA course with no
prior teaching experience, Penny brought with her preconceived beliefs shaped by her not-so-
positive encounters during her schooling and certain aspects of her work history. Penny’s
formative school experiences exerted a significant impact on her teaching philosophy. She
exhibited a marked aversion to didactic teaching methods, instead favoring an approach that
promoted active and enjoyable learning, with a strong emphasis on student engagement. In her
view, teachers should be lively and incorporate humor into their lessons while maintaining a
respectful and empathetic attitude. She also highlighted the idea of reciprocal learning, whereby
teachers could learn from their students, further underscoring her anti-didactic stance. Her
rejection of didactic teaching methods, which she associated with her uninspiring school
experiences, was quite intriguing. This rejection stood in contrast to the more traditional
teaching methods she observed during her schooling, as she approached this with a

constructivist mindset, responding in her own unique way.

Building upon the exploration of individual teacher experiences in Borg’s (2005) study,
Moodie’s (2016) research provided a broader perspective by delving into the collective
experiences of English teachers in Korean public schools. The research employed a narrative
frame outline to capture the multifaceted aspects of their educational journeys. One central

concept introduced in the study was the “Anti-apprenticeship of Observation” (p. 33). This term
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described the negative and challenging experiences faced by these teachers during their own
schooling. The study found that these negative experiences were characterized by teacher-
centered English classes, a strong emphasis on grammar, and even instances of corporal
punishment in the classroom. Despite these negative encounters, the study revealed a complex
mix of experiences. Some teachers shared positive memories of mentors who had encouraged
and created enjoyable learning environments. These positive experiences stood in stark contrast
to the prevailing negative trends. However, these adverse experiences during their own
education significantly shaped the teaching practices and approaches of these teachers. In
particular, the study highlighted how these experiences motivated teachers to adopt alternative
teaching methods that prioritized student engagement and enjoyment. They sought to create a
learning environment that contrasted with their own unsatisfactory learning backgrounds. The
research also examined the changes in English education over time and explored how past
experiences continued to shape the teaching practices of both experienced and novice educators.
Ultimately, the teachers expressed a strong desire to bring about positive changes in their
classrooms by making English classes more engaging and enjoyable for their students. Their
commitment to innovative teaching approaches was driven by their own less-than-ideal learning
experiences. This study provided valuable insights into the intricate relationship between past

educational experiences and current teaching practices in the context of Korean public schools.

2.4.3. Studies on how blended apprenticeship of observation shapes teachers’ beliefs and

practices

Enhancing the quality of lessons is intricately tied to the incorporation of positive elements
gleaned from past school experiences. The key lies in integrating the valuable insights derived
from successful encounters, thereby enriching teaching practices. Simultaneously, steering clear
of negative experiences lays a robust foundation for cultivating an optimal learning
environment. This notion was further supported by a study conducted by Numrich (1996).
Through a diary study analyzing reflections from 26 novice English teachers, it became evident
that the impact of learning a second language often shaped their approach to teaching L2. These

educators tended to replicate certain methods and techniques from their own language learning
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experiences while actively rejecting others. Notably, error correction emerged as a prominent
example, with many teachers recalling its use by their language instructors and how it had
hindered their speaking abilities. Some even found the experience so humiliating and
uncomfortable that it had deterred them from further language learning. Consequently, due to
these negative encounters, several teachers opted not to interrupt their students’ speech flow in

the classroom to correct errors.

In a similar vein, Carvajal Heydel’s (2019) study revealed, through an analysis involving
narratives and interviews with three novice English teachers from diverse school settings in
Chile, that their educational beliefs were significantly molded by their experiences, particularly
the exposure to varying teaching methodologies. Lorena, one of the participants, underscored
the importance of contextual and communicative teaching methods in English education. Her
convictions were deeply embedded in her personal learning process. The array of language
teaching approaches she had encountered during her high school years, from traditional
grammar-centered to more purposeful communicative methods, notably shaped her beliefs,
favoring a communicative approach in teaching English. The impact of language learning
experiences on teaching beliefs was similarly evident in Romina’s story. Her negative
encounters in primary school, which entailed disconnected and uninspiring text translations,
starkly contrasted with positive experiences in a more dynamic English institute. These
experiences shaped her belief in the significance of integrating students’ interests into language
learning and promoting student-centered, engaging teaching methodologies. Moreover,
Giovana’s teaching beliefs were deeply shaped by her own language learning history. Her
recollections depicted a positive impact from a teacher who employed engaging methodologies.
Contrastingly, vivid memories of unsatisfactory experiences in high school revealed the adverse
effects of traditional, rote-learning methods. This prompted Giovana to embrace a more
engaging, student-centered teaching approach, rejecting traditional methodologies. Her
commitment was rooted in creating a more meaningful and interactive learning environment for
students, distinct from her own prior experiences as a learner. Duran Castro (2021) also explored
how the past learning experiences of five novice Chilean English teachers working in diverse
school contexts shaped their beliefs about teaching strategies. The participants expressed a

strong preference for Communicative Language Teaching, grounded in both positive and
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negative encounters during their own language learning. In a complementary study by Cancino
et al. (2020), the concept of “Blended apprenticeship of observation” (Blended-AoO) (p. 49)
was introduced. This term encapsulated the idea of teachers replicating positive teaching
behaviors they had observed while consciously avoiding negative practices. Within their study,
the researchers discovered that the experiences of pre-service teachers observing their own
teachers significantly molded their teaching beliefs and practices. The research demonstrated
that these pre-service teachers tended to either replicate or diverge from their schoolteachers’

methods, contingent upon the specific teaching context.

The concept of the blended apprenticeship of observation extends beyond the studies conducted
in Chile and resonates in research carried out in diverse educational contexts. For example,
Rahman et al. (2020) investigated how the AoO shaped the cognition and practices of novice
EFL teachers in the context of Bangladesh. Two teachers, Kamrul and Monabbir, had
contrasting school experiences learning English. Kamrul had a negative experience, finding
English classes boring and lacking interactivity, while Monabbir’s experience was similarly
uninspiring. These experiences shaped their teaching approaches. Despite their negative school
experiences, both Kamrul and Monabbir drew from their teachers, adopting elements from them
in their own teaching. Kamrul aimed to motivate and support his students, with his approach
shaped by his teachers’ methods, and embraced the idea that not everyone learns at the same
pace. Monabbir also incorporated positive aspects from his teachers, using humor to engage
students. The study suggested a combination of AoO and anti-AoQO effects, indicating that past
learning experiences significantly shaped teaching practices and beliefs. Negative schooling
experiences did not manifest in their teaching, while positive experiences shaped their approach
to be more engaging and student-oriented. The study underscored how prior language learning

experiences could inform teaching practices, even when pedagogical approaches changed.

Phiri and Mwanza’s (2022) study delved into how teachers’ encounters with learning English
grammar shaped their comprehension, instructional methods, and assessment practices. The
research involved a sample of six schools in Zambia, with 12 participants—two English teachers
from each school. The outcomes indicated that a notable portion of teachers were positively
shaped by their own experiences as grammar learners, leading them to emulate their past

teachers’ practices. When asked about practices they avoided from their learning experiences,
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responses differed. Some teachers refrained from assigning numerous compositions due to large
class sizes, while others steered clear of mechanical drills, tables, and testing learners without
prior instruction. Furthermore, teachers were asked to identify effective grammar teaching
practices from their past teachers that they incorporated into their own lessons. Mentioned
techniques included question-and-answer sessions, class discussions, group work, teacher
exposition, and the use of oral exercises. Some teachers also emphasized the significance of
mirroring their past teachers’ active involvement in lessons and genuine enthusiasm for the
subject. In summary, the study underscored the impact of teachers’ personal experiences as
learners on their English grammar teaching approaches. It highlighted both positive practices,
where teachers employed effective methods, and less effective practices, where certain

approaches were avoided due to challenges or perceived shortcomings.

In a recent study conducted by Xu et al. (2023), the Conceptions of Assessment (CoA) among
48 high school EFL teachers in China were examined. The researchers found that teachers’ CoA
were shaped by their prior experiences of being assessed, serving as either apprenticeships or
anti-apprenticeships of observation. Seven teachers imitated positive feedback practices from
their own teachers, believing them to be effective in motivating students. The study revealed
that years of assessment experiences shaped teachers’ attention to feedback tone, wording, and
content. Additionally, some teachers formed their CoA by intentionally rejecting their teachers’
practices, citing negative emotional experiences. These experiences led to a positive impact,
prompting teachers to refine their CoA and adopt more student-centered assessment methods.
The study highlighted the importance of past assessment experiences in shaping teachers’

beliefs and practices.

In the context of Tiirkiye, only two relevant studies were identified (Gulden, 2013; Ozturk and
Gurbuz, 2016). Gulden’s (2013) study delved into the impact of past language learning
experiences on teaching practices in foreign language teacher education programs, particularly
focusing on error correction and grammar instruction. The study revealed that a significant
percentage of participants tended to avoid error correction in the classroom, with their reluctance
rooted in their own past experiences as learners. The findings emphasized the strong influence

of participants’ prior cognitions on their teaching practices, especially in the context of error
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correction, and highlighted how these beliefs shaped the learning-to-teach process in foreign

language education.

In a study conducted by Ozturk and Gurbuz (2016), a compelling revelation emerged as three
Turkish EFL instructors in English preparatory programs exemplified the substantial impact of
apprenticeship observation on their pedagogical approaches. The study highlighted that these
participants initially held conceptions about the process of learning and teaching languages.
These early ideas were molded by their past language learning experiences, encompassing
interactions with teachers, language learning habits, and aptitude. Their teaching methods were
notably shaped by this concept, drawing extensively from their personal experiences as language
learners. They consciously integrated favorable aspects from their own language learning
journeys into their teaching methodologies. What added a layer of intrigue was their proactive
avoidance of teaching methods that they had found unappealing during their own student days.
Their study effectively affirmed how AoO and anti-AoO experiences shaped EFL educators,
emphasizing the importance of teachers reflecting on their prior experiences to refine their
teaching techniques for the betterment of their students. The research underscored how early
language learning experiences significantly molded teachers’ teaching beliefs and practices,
both in constructive and adverse ways, highlighting the enduring impact of these experiences

on their approach to language instruction.

In essence, the literature reviewed in this chapter has highlighted how the AoO and Anti-AoO
experiences shape educators throughout their careers. The recognition of these phenomena is
considered crucial for shaping effective teacher training programs and ongoing professional
development initiatives. As educators transition from being students to assuming the role of
teachers, the intricate interplay between past experiences, hidden curricula, and the disposition
for change becomes evident. This literature review underscores the necessity for educators to
engage in reflective practices, continuously reassess their teaching methodologies, and remain
open to adapting their approaches in response to evolving educational paradigms. Ultimately,
understanding the dynamics of AoO, Anti-AoO, and Blended AoO is essential for fostering a
teaching environment that promotes innovation, responsiveness, and the continuous

improvement of educational practices.
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CHAPTER III

METHODOLOGY

The methodology adopted in the current study is thoroughly explained in this chapter. Under
the respective subheadings, the methodologies and procedures are discussed in detail, including
the research design, setting and participants, data collection instruments and procedures, data

analysis, and trustworthiness.

3.1. Research design

The “apprenticeship of observation” refers to the idea that teachers’ beliefs and practices are
shaped by their own experiences as students (Lortie, 1975, p. 61). To be more specific, teachers’
preconceived ideas about teaching and learning are profoundly shaped by the way they were
taught when they were students. Therefore, it is essential to investigate teachers’ experiences
and beliefs in-depth to understand how they approach teaching and learning. Given that
qualitative research is well-suited for exploring complex phenomena, such as teachers’ beliefs
and experiences that cannot be easily quantified, this study adopted a qualitative research design.
Qualitative research enables researchers to gain an in-depth understanding of participants’
experiences, opinions, and viewpoints by gathering comprehensive and detailed data directly
from the source (Creswell, 2012). This approach also allows researchers to explore complex
phenomena that cannot be easily quantified. As Strauss and Corbin (1998) stated, “qualitative
methods can be used to obtain the intricate details about phenomena such as feelings, thought
processes, and emotions that are difficult to extract or learn about through more conventional

methods” (p. 11).

To facilitate a comprehensive understanding of the subject matter and the ability to explore the
intricate and nuanced nature of the phenomenon under investigation (Creswell, 2012), this study

employed a qualitative design that specifically examined multiple cases (Moodie, 2016). The
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case study approach, unlike broader studies seeking diverse perspectives through numerous
settings or participants, is valued for its capacity for in-depth examination (Saldana, 2011). It
allows researchers to delve deeply into “how” and “why” questions while considering the
contextual influences on a phenomenon (Baxter and Jack, 2008, p. 556). It achieves richness in
description by drawing from deep and varied sources of information (Hancock and Algozzine,
2006). Specifically speaking, this research design falls under the category of an explanatory case
study, which is particularly well-suited for illuminating the causal relationships and contextual
factors influencing the phenomenon of interest (Yin, 2018). It is dedicated to establishing cause-
and-effect relationships by scrutinizing the unfolding of events and identifying the factors
influencing specific outcomes (Hancock and Algozzine, 2006; Yin, 2018). Furthermore, the
choice of an explanatory case study design aims not only to understand teachers’ beliefs and
practices but also to uncover the underlying reasons behind these beliefs and teaching practices,
shedding light on the causal relationships and contextual factors that shape teachers’ approaches

to teaching and learning.

Data were collected through narrative frames and semi-structured interviews with a purposive
sample of teachers. The interview questions were open-ended to encourage participants to
provide detailed and rich descriptions of their experiences, perceptions, and perspectives
(Moodie, 2016). Multiple cases were examined to provide a comprehensive understanding of
the phenomenon under investigation and identify commonalities and differences across cases

(Creswell, 2012).

3.2. Participants

A purposive sampling method was employed in participant selection, integrating both criterion
sampling and maximal variation sampling strategies. This approach was designed to ensure that
selected participants not only met specific criteria relevant to the research questions but also

represented a diverse range of perspectives and experiences.

Participants were English language teachers who teach English as a foreign language (EFL) in

the Turkish education context. Dornyei (2007) asserts that in qualitative research, the focus is
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not on the representativeness of the respondent sample; instead, the primary aim of sampling is
to identify individuals who can offer diverse and in-depth perspectives on the phenomenon

being studied, with the goal of maximizing the learning potential.

To address this, as shown in Figure 2, the study used purposeful sampling, where the researcher
deliberately selected participants who were deemed to be “information rich” (Patton, 2015, p.
169). The participant selection method integrated both criterion sampling, which involves “all
cases that meet some predetermined criterion of importance” (Patton, 2015, p. 238), and
maximal variation sampling strategies, “wherein the researcher samples cases or individuals that
differ on some characteristic or trait (e.g., different age groups)” (Creswell, 2012, p. 208). This
approach ensured that chosen participants not only met specific research criteria but also offered

diverse perspectives and experiences.

1. Graduate of an English Language Teaching
(ELT) Department.
2. Currently teaching English in private/state

schools in Tiirkiye.

Criterion 3. Minimum of 2 years of teaching experience.

Sampling 4. Willing to participate voluntarily.

J

* In multicase studies, an optimal range of Sampling
cases falls between 4 and 15 (Stake,

2013)
12 participants
+ -6 females, 6 males Purposive Sampling

* -6 novice, 6 experienced

* -6 private, 6 public school « Ensures participants meet

* -4 primary, 4 secondary, 4 high school

- J

specific criteria and represent

diverse perspectives (Dornyei,
2007; Patton, 1990).

Figure 2. Sampling methods and criteria for participant selection
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By combining these sampling strategies, the study aimed to gather a comprehensive dataset,
enriching the depth and breadth of its findings. Based on some specific pre-determined criteria

(Patton, 2015), a total of four criteria were determined, as indicated as follow:
1. Being a graduate of an English Language Teaching (ELT) Department
2. Currently teaching English in private/state schools in the Turkish educational context
3. Having at least 2 years of teaching experience
4. Willing to participate eagerly and voluntarily

The selection of cases for the study was based on specific characteristics that were relevant to
the aims of the study (Miles and Huberman, 1994). This approach was considered to provide a

wealth of data for the study, and, therefore, cases were purposefully chosen based on the criteria.

These criteria were determined to ensure that the participants had the necessary qualifications
and experience to provide valuable insights into the research question. In particular, the
inclusion of English language teachers with a minimum of two (2) years of teaching experience
served the purpose of ensuring a foundational familiarity with the teaching environment. This
time frame was deemed crucial as it allowed for the inclusion of educators who had moved
beyond the initial challenges encountered in the early stages of their careers. During these initial
years, teachers grapple with a dual challenge, as elucidated by Day (1999). They are tasked with
aligning their teaching methods with personal ideals, a process demanding a nuanced
understanding of the educational context. Simultaneously, novice teachers must navigate and
adapt to the prevailing social norms and dynamics within the school environment. Day (1999)
underscores the significance of these challenges in the context of teacher development.
Therefore, the careful selection of participants with a minimum of two years of experience was
pivotal in fostering meaningful reflections and discussions concerning the intricate nature of
early teaching experiences. Additionally, participants were required to be graduates of an
English language teaching (ELT) department to ensure their qualification to teach the subject
matter. The inclusion of both private and state schools as eligible teaching environments aimed
to guarantee a diverse range of perspectives and experiences in the study. Private and state
schools often differ in teaching approaches, resources, and student populations, factors that

could significantly impact the insights and experiences shared by participating teachers. Finally,
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a key criterion for participant selection was the willingness to participate eagerly and
voluntarily. This ensured that the participants were motivated and committed to the research
process, thereby contributing to meaningful reflections and discussions regarding the challenges

and experiences of early teaching.

Qualitative research, being labor-intensive, often necessitates smaller participant samples
compared to quantitative studies (Dornyei, 2007). In multiple case studies, an optimal range of
cases falls between four and fifteen. Fewer than four cases may hinder a thorough understanding
of program-situation interactivity, while exceeding fifteen cases can introduce complexity that
challenges both researchers and readers in grasping the nuances effectively (Stake, 2013). For
this reason, a total of twelve participants, comprising six females and six males, with six being
novice and six experienced, actively engaged in the research voluntarily. These participants
were currently teaching English in both private and state schools within the Turkish educational
context, specifically located in the Eastern Marmara Region of Tiirkiye, encompassing the
provinces of Kocaeli and Sakarya. Detailed information about participant demographics is

provided in Table 1.

Table 1

Demographics of Participants (N=12)

Participant Gender Age Teaching Experience Level of Education School type
1 Female 28 4 Elementary Public
2 Male 34 11 Elementary Public
3 Male 29 4 Elementary Private
4 Female 42 19 Elementary Private
5 Male 35 4 Middle Public
6 Female 33 10 Middle Public
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7 Male 26 3 Middle Private

8 Female 47 26 Middle Private
9 Male 29 5 High Public
10 Female 33 10 High Public
11 Male 35 12 High Private
12 Female 28 5 High Private

3.3. Data collection instruments

Data for this qualitative study were gathered using two different methods. When determining
how to answer a particular research question, it is important to weigh the benefits and drawbacks
of each technique (Mackey and Gass, 2022). The current study utilized narrative frames and
semi-structured interviews as data collection instruments to examine the participant teachers’
prior language learning experiences, their teaching beliefs and classroom practices, and how

these prior experiences potentially shape their foreign language teaching beliefs and practices.

3.3.1. Narrative frames

Enabling teachers to write narratively using a particularly created narrative structure, narrative
frames offer an effective and practical method of gathering data on teachers’ working lives.
According to De Fina and Georgakopoulou (2015), “there is no more appropriate vehicle for
studying human lives than narrative inquiry” (p. 21). Narrative frames are skeleton structures
made up of sentence starters which “provide guidance and support in terms of both the structure
and content of what is to be written” (Barkhuizen and Wette, 2008, p. 376). Barkhuizen (2015)

further describes narrative frames as
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“a written story template consisting of a series of incomplete sentences and blank spaces
of varying lengths. It is structured like a story in skeletal form. The aim is for participants
to produce a coherent story by filling in the spaces according to their own experiences
and their reflections on these.” (p. 178)

In narrative frames, participants can relate past experiences with current or future actions in one
instrument (Moodie, 2016). That being the case, “narrative data provide a richer data set than
can be elicited in surveys and questionnaires, two dominant data sources for research on ELT”
(Moodie, 2015, p. 91). Narrative frames can take different forms, such as providing infinite
space after sentence beginnings, using various prompts, reducing space in constrained frames,

or presenting only the first and last words or paragraphs of a story (Barkhuizen and Wette, 2008).

For the present study, data came from a frame titled “My English Learning Experience in
School” adopted from Moodie (2016) (see Appendix A), which allows more or unlimited space
after sentence starters. These frames consisted of seven prompts, each designed to explore the
experiences and perceptions of English language instruction during the school years of the
participant teachers. To provide a more comprehensive understanding of the participants’
experiences, each prompt was used to elicit detailed responses on specific aspects of their
English language instruction. The first prompt focused on their overall experiences, while the
second prompt examined their past English language teachers’ teaching styles. The third prompt
sought to gather the participants’ best memories of their English classes, while the fourth prompt
explored their worst memories. The fifth prompt delved into how the participants think their
experiences as students have shaped their current teaching practices, with a focus on the reasons
behind their teaching approaches. The sixth prompt elicited the participants’ views on the
current state of English language instruction in schools, and the seventh prompt investigated the

reasons behind their success in learning English.

The selection of the “My English Learning Experience in School” frame for this study was based
on its alignment with the research questions, which prioritized an in-depth exploration of the
participants’ experiences with English learning in school. The open-ended nature of the prompts
provided a flexible and adaptable approach to data collection, carefully ensuring that they were
constructed to effectively measure the intended content. This approach allowed for nuanced and

detailed responses that could capture the complexity of the participants’ experiences, further
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enhancing the content validity of the instrument. Furthermore, the frame’s content validity and
reliability were not left to chance but were intentionally established through a rigorous process,
as evidenced by its utilization in multiple previous studies (e.g., Carvajal Heydel, 2019; Duran
Castro, 2021; Moodie, 2016; Rahman et al., 2020; Rosas-Maldonado et al., 2021). This strong
foundation in content validity, which is recognized as a prerequisite for other forms of validity
(Zamanzadeh, Rassouli, Abbaszadeh, Majd, Nikanfar and Ghahramanian, 2014), provided a
robust basis for its selection in the present study, ensuring that it effectively measured the
intended content. Participants were asked to tell and reflect on relevant experiences, and to
encourage detailed, rich responses. Then, the prompts were even translated into Turkish (i.e.,
the participants’ mother tongue) and piloted with three English language teachers who have
similar profiles. For each prompt, an answer of at least 50 words was expected. Prompts for the

narrative frame appear in Table 2.

Table 2

The Narrative Frame Prompts Alongside their Associated Research Questions

Prompts Research Questions

My English classes in school were...

My English teachers usually...
RQ1: What are the prior experiences of Turkish

My best memories from English classes in school EFL teachers as learners of English as a foreign

include... | 0
anguage?
My worst memories from my English classes in school

arc...

I think my experience as a student in school influenced

how I teach by... This is because... RQ2: Do Turkish EFL teachers’ prior foreign

These days I think English classes in schools are... language learning experiences, specifically their

As an English teacher, T have had some success apprenticeship of observation, shape their foreign
. . s

learning English. I think the biggest reasons that I was language teaching beliefs and practices’

successful learning English are...
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3.3.2. Semi-structured interviews

Having a prominent role in paving the way for investigating phenomena that are not directly
observable, interview is the most often used method in qualitative research (Ddrnyei, 2007).
Since interviews are interactive, researchers can elicit further information if the first responses
are ambiguous, lacking, irrelevant, or not specific enough (Mackey and Gass, 2022). Unlike
structured interviews, which rely on a fixed set of questions, semi-structured interviews tend to
offer a balance between structure and flexibility, with a general framework guiding open-ended
questioning, making them useful when researchers have a general understanding of the topic
and want to ask open-ended questions that do not limit the scope of the participant’s responses
(Dornyei, 2007). Given the significance of interviews in qualitative research and their ability to
provide in-depth insights into phenomena that are not directly observable, the interview process
for this study was designed to maximize the depth and richness of the data collected. To build

on this solid foundation, the interview process was designed to include two rounds.

In the first round, participants were asked questions that were specifically prepared to elaborate
on the answers they had given in their narrative frames. This approach ensured that the
researcher could delve deeper into the participants’ initial responses, clarifying and expanding
on their reflections. The follow-up questions were tailored to each participant’s specific answers
to the narrative frames, allowing for a more personalized and detailed exploration of their
experiences. This method enabled the researcher to gain a more nuanced understanding of the
participants’ perspectives and provided richer data for analysis. The semi-structured nature of
these interviews allowed for flexibility, enabling the researcher to adapt questions based on the
flow of the conversation and the responses given by the participants. This dynamic interaction
aimed to uncover deeper insights and understand the context behind each participant’s
experiences. The first round of interviews thus served as a bridge between the narrative frames
and more detailed discussions, ensuring that the participants’ stories were thoroughly explored
and understood. The second round primarily focused on participants past language learning
experiences, their beliefs about language teaching, and their current teaching practices. By
exploring these aspects, the researcher aimed to understand how participants’ past experiences

shaped their current teaching practices and beliefs. The second round of interviews also
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employed a semi-structured format, with open-ended questions that encouraged participants to
elaborate on their experiences and thoughts. This format was crucial for capturing the depth and
complexity of the participants’ beliefs and practices. The second round provided an opportunity
to explore themes that emerged during the first round of interviews and narrative frames in
greater detail, allowing the researcher to build a comprehensive understanding of each

participant’s perspectives.

To ensure the effectiveness of this approach and to enhance the reliability of the interview
process, the researcher conducted an analysis of the literature and opted to use the Interview
Protocol Refinement Framework (IPR) developed by Castillo-Montoya (2016) to create an
appropriate interview protocol for structured or semi-structured interviews. Utilizing the IPR
framework, qualitative researchers can bolster the reliability of their interview protocols,
ultimately improving the quality of data elicited from research interviews (Castillo-Montoya,
2016). This framework consists of four phases: aligning questions with research questions,
constructing an inquiry-based conversation, receiving feedback on protocols, and piloting the

protocol (p. 812).

The protocol employed in this study (see Appendix B) was meticulously devised through a
collaborative effort involving the principal researcher, guided by the expert oversight of the
supervisor. This carefully crafted protocol comprised four main open-ended questions (as
detailed in Appendix B). These questions were chosen with precision because they were
expected to yield valuable information for the study by providing participating teachers with the
opportunity to express themselves freely during interviews. The interviews were conducted in a
semi-structured format, which means that while there was a framework in place, prompts were
thoughtfully formulated and presented to the participants as needed. The purpose of these
prompts was to encourage the interviewees to elaborate on their ideas, ensuring that the study
gathered rich and in-depth insights from their experiences. Such prompts play a crucial role in
interviews, as they allow the interviewees to delve deeper into specific topics or assist them in
re-engaging with the conversation if they happen to lose track of their thoughts (Ryan,
Coughlan, and Cronin, 2009). This approach was an integral part of the research methodology,

contributing to the study’s overall rigor and effectiveness.
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In crafting the interview questions for this study, a meticulous and comprehensive approach was
taken to ensure their effectiveness. During the initial phase, the invaluable participation of three
experts in the field of foreign language education, specifically in teacher education and
professional development, significantly enriched the process. Offering these experts a detailed
overview of the study’s objectives, their insights were actively sought to enhance the interview
questions designed for data collection. The collaborative effort with these distinguished experts,
each holding a Ph.D. in the specialized domains of foreign language teacher education, played
a pivotal role in refining the interview questions. Their extensive experience and nuanced
perspectives brought a wealth of depth to the study. With a background closely aligned with the
research focus on teacher education, their contributions not only enhanced the academic rigor
of the inquiry but also introduced a practical, real-world dimension to the formulation of
interview queries. The diverse and extensive knowledge base of these experts, derived from
both scholarly engagement and practical involvement in language education over the years,
elevated the research process. This ensured that the interview questions were not only
theoretically grounded but also reflective of the intricate and dynamic landscape of language
teaching. Specifically, structured feedback was requested on aspects such as clarity, relevance,
appropriateness, and ethical considerations associated with each question. Emphasizing a
collaborative approach, not only did their critiques get welcomed, but their proposals for
modifications or additional inquiries that could enrich the depth and breadth of the interview
protocol were actively encouraged. This iterative process, guided by the collective wisdom of
these experts, ensured that the interview questions seamlessly aligned with the nuanced
landscape of teacher education, contributing significantly to the robustness and validity of the

research endeavors.

Their invaluable insights and expertise were instrumental in assessing the language usage,
phrasing, and overall relevance of the questions. Their feedback guided the crafting of questions
that were precise and aligned with the research objectives. Moreover, as Robert (2020)
highlights, working with experienced supervisors can provide invaluable guidance and
opportunities to tap into their knowledge. In this case, a collaborative approach allowed for
benefiting from their insights throughout the question development process, enriching the

quality of the research instruments.
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Following this expert review, a pilot test was conducted with three foreign language teachers
who closely matched the characteristics and criteria of the main study’s intended participant
group, as recommended by Hennink, Hutter and Bailey (2011). This pilot phase allowed for the
fine-tuning of the questions based on real-world feedback. The teachers’ input was instrumental
in further enhancing the clarity and comprehensibility of the questions, making them more
effective tools for data collection. As suggested by Mackey and Gass (2022), conducting a pilot
study is essential for assessing the feasibility and effectiveness of data collection methods and
making necessary revisions before involving research participants. Likewise, pre-testing
interview questions before the study allows novice researchers to grow through experience,
refine their skills, and effectively address potential biases (Peredaryenko and Krauss, 2013).
This iterative process ensured that the questions were well-prepared, clear, and adapted to the

unique context of the study.

The interviews were conducted in Turkish, the participants’ mother tongue. Conducting
interviews in participants’ native languages served a dual purpose: it minimized potential biases
and enhanced the quality of communication, particularly on the part of the teachers. Employing
a participant’s mother tongue in interviews is widely endorsed to facilitate comprehensive self-
expression and ensure precise responses, a critical consideration in research investigations
where language disparities and cultural distinctions may provoke hesitancy. Mackey and Gass
(2022) further endorse this strategy, asserting its value based on the research question and
available resources. Conducting interviews in the participant’s native language addresses
concerns about the participant’s proficiency affecting data “quality and quantity” (p. 312). This
approach fosters a comfortable and supportive atmosphere, allowing participants to
communicate naturally and accurately while diminishing the impact of language barriers
(Andrews, 1995). Additionally, it promotes trust and rapport between interviewer and

interviewee, ultimately facilitating more effective communication.

To ensure the interview protocol’s quality, rigorous validity measures were undertaken. Content
validity, concerning the accurate reflection of the phenomenon under investigation (Mackey and
Gass, 2022), has been diligently ensured through a systematic approach that shapes the
protocol’s focus. The primary objective of the interview protocol was to collect comprehensive

data concerning participants’ prior language learning experiences, how these experiences shape
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their teaching beliefs, and the classroom practices they implement. Moreover, face validity,
which concerns the instrument’s apparent familiarity and its ability to convince others of its
content validity (Mackey and Gass, 2022), has been thoughtfully considered to guarantee that
the questions are not only precise but also easily understood and relevant to the participants.
This rigorous approach to content and face validity underscores the reliability of the research
methodology, enhancing the credibility and trustworthiness of the data obtained through these

interviews.

3.4. Data collection procedure

The data for this study were collected during the Spring semester of the 2023-2024 academic
year, and this intensive process lasted for three months. First, the researcher got all the necessary
permissions from the Ethics Committee of the university she was enrolled in and from the

participants via consent forms.

A targeted approach was undertaken to find participants who would suit the aims of the study.
This involved identifying individuals who met specific criteria such as being ELT graduates and
current English language teachers in Tirkiye with at least two years of experience. The
purposeful employment aimed to ensure valuable insights aligned with the study’s objectives,
with a preference for those willing to participate voluntarily. The selection process was
purposeful and aimed at ensuring that the participants would provide valuable insights related

to the research objectives.

Potential participants who met certain criteria in Kocaeli and Sakarya provinces in the Eastern
Marmara Region of Tiirkiye were contacted via e-mail and informed about the research. Given
the researcher’s location in Kocaeli, it was more convenient to select participants based on their
proximity and availability within the region. The selection criteria, as reported earlier, included
being a graduate of an English Language Teaching (ELT) Department, currently engaged in
teaching English language either in private or state schools, possessing a minimum of two years
of teaching experience in the profession, and expressing a willingness to participate eagerly and

voluntarily. This rigorous selection process aimed to ensure that the participants had a solid
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background in English language teaching, were actively engaged in the profession, and had a
sufficient level of experience to provide valuable insights into the study. Those who expressed

interest in participating were initially asked to provide informed consent.

Participants who voluntarily agreed to contribute to the study were first given a narrative frame
titled “My English Learning Experience in School” (Moodie, 2016) (see Appendix A). The
narrative frame consisted of a set of sentence starters that guide the participant in telling and
reflecting on relevant experiences. As stated earlier, the prompts were designed to allow for
more or unlimited space after each sentence starter, allowing participants to reflect on their
experiences in as much detail as they wished. Participants were asked to complete the narrative
frame within a week and were given detailed instructions on how to interpret the sentence
starters and structure their responses. They were also provided with a contact e-mail in case they

had any questions or concerns about completing the narrative frame.

Following the completion of the narrative frames, the next phase involved conducting two
rounds of semi-structured interview sessions with all participants (see Appendix B). As
emphasized by Cobern and Adams (2020), an interview serves the purpose of determining the
opinions held by interviewees. Hence, the approach adopted in this study involved interviewing
every participant to gather a comprehensive understanding of their perspectives. The selection
process was designed to ensure that each participant, regardless of specific criteria, had the
opportunity to contribute their insights. This inclusive approach allowed for a rich and diverse
range of perspectives, ensuring that the findings of the research were representative of the entire

participant group.

The first round of interviews was carried out either face-to-face or online, based on the
participants’ preference. This flexibility ensured that the participants were comfortable and able
to choose the mode that best suited their convenience. Each interview in the first round lasted
between 25 and 45 minutes, providing ample time to delve into the participants’ experiences
and insights. All interviews were voice recorded with the explicit consent and permission of the
participants to ensure accuracy in capturing their responses and to facilitate detailed analysis.
The primary objective of the first round of interviews was to establish a connection between the
narrative frames and more in-depth discussions. This approach was designed to ensure that the

participants’ stories were thoroughly explored and understood. By using open-ended questions
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and encouraging participants to share their experiences, the interviews provided a
comprehensive understanding of the participants’ perspectives and backgrounds. This initial
round served as a crucial foundation for the subsequent discussions, allowing for a richer and

more nuanced exploration of the topics at hand.

The second round of interviews followed a similar flexible approach, being conducted either
face-to-face or online according to the participants’ preference. These interviews were slightly
shorter in duration, lasting between 20 and 30 minutes. Despite the shorter time frame, these
interviews were equally thorough, with a focused set of questions aimed at gathering detailed
insights into specific areas of interest. The interviews were once again voice recorded with
participants’ consent, ensuring that their responses were captured accurately for further analysis.
The second round of interviews aimed to gather comprehensive insights into the participants’
educational backgrounds, the methods they used in their classrooms, and their underlying beliefs
about effective language teaching. The questions were designed to elicit detailed information
about the participants’ teaching practices, their use of various instructional methods, and the
rationale behind their pedagogical choices. Additionally, the interviews sought to understand
the participants’ beliefs about what constitutes effective language teaching and how these beliefs
were influenced by their own experiences and training. The details regarding the data collection

procedure are presented in Table 3.

Table 3

Data Collection Procedure

Data Collection Tools Description Duration Purpose
Narrative Frames Participants were given a 1 Week To collect in-depth information on
(Moodie, 2016) narrative frame titled “My participants’ English learning
English Learning Experience experiences in school and how
in School”. these experiences shaped their

teaching practices and beliefs.
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15t Semi-structured First round of interviews 25-45 To delve deeper into the responses
Interview (Participant- ~ was prepared to elaborate on Minutes from the narrative frames and
specific questions) the answers given to the gather more detailed information.

narrative frames.

27 Semi-structured Second round of interviews 20 — 30 To understand participants’
Intervi f n past language . language learning experiences,
nterview ocused on past languag Minutes guag g exp
learning experiences, teacher teaching beliefs, and classroom
beliefs, and practices. practices.

The interviews were conducted in Turkish, the participants’ native language, in a quiet room at
their workplace or at a location of their choice. Conducted by the researcher, who is a native
and fluent speaker of Turkish language, these interviews took place in either face-to-face or
online, based on the preference and suitability of the participants. In this qualitative research
context, the researcher’s role was that of a neutral facilitator and data collector. This role
required the exploration of participants’ thoughts, emotions, and beliefs, often involving
discussions about personal and sometimes challenging experiences. Throughout the process, the
researcher’s paramount responsibility was to safeguard the participants and their data, as
emphasized by Sutton and Austin (2015). Importantly, it must also be noted that there were no
pre-existing relationships or conflicts of interest between the researcher and the participants.
The researcher’s core duties included ensuring adherence to the established interview protocol,
posing questions in a neutral and non-leading manner, and accurately recording responses for
subsequent analysis. Additionally, a key objective was to establish a comfortable and non-

threatening atmosphere to foster open and honest expression of participants’ viewpoints.

The interview guide, carefully prepared for thorough exploration, comprised a series of open-
ended questions. These questions skillfully delved into various aspects of participants’ previous
language learning experiences, their deeply held beliefs regarding language instruction, and the
classroom practices they implemented in English language teaching contexts. Qualitative
researchers, in their quest to comprehend participants’ viewpoints, prioritize the use of open-
ended interview questions specifically designed to elicit profound insights and personal

experiences (Hatch, 2023). Consistent with this approach, the interviewer used a dynamic
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method, utilizing follow-up questions and probing techniques to encourage participants to delve
deeper into their responses. This effective interviewing strategy facilitated a more
comprehensive exploration of participants’ perspectives and insights, thereby enriching the data
collected during these interviews and endowing it with depth and complexity for subsequent

analysis.

3.5. Data analysis

The qualitative content analysis approach was used to analyze the data elicited via narrative
frames and semi-structured interviews. This research method is extensively used in social
sciences to uncover patterns and themes within text-based data, such as written responses and
interview transcripts (Patton, 2015). As Patton (2015) states, “Qualitative analysis transforms
data into findings. No formula exists for that transformation. Guidance yes, but no recipe.
Direction can and will be offered, but the destination remains unique for each inquirer, known
only when—and if—arrived at” (p. 761). This approach also provides researchers with a

subjective but scientific understanding of social reality (Zhang and Wildemuth, 2009).

The versatility and interpretive nature of qualitative content analysis make it applicable to
various research contexts and fields, especially for understanding people’s experiences,
viewpoints, and attitudes. Furthermore, the methodological consistency of content analysis with
previous research (e.g., Cancino et al., 2020; Carvajal Heydel, 2019; Rahman et al., 2020) in the
field enhances the credibility and comparability of the study. By employing a widely recognized
and utilized method, the findings of this study can be more easily situated within the existing
body of literature, facilitating comparisons and contrasts with other studies. This meth