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ABSTRACT

PERSONAL PRACTICAL KNOWLEDGE OF INTERNATIONAL
FACULTY: A CASE STUDY

Karaagacli, Bahar Cemre
M.A., Program of English Language Teaching

Supervisor: Prof. Dr. A. Cendel Karaman

June 2021, 257 pages

In the context of internationalization, international faculty are considered among
stakeholders in higher education. These instructors’ cognition about teaching reflects
over the classroom and the institution through their personal practical knowledge
embodied by past experiences, current awareness, and future expectations. Their
cognition also shapes and is shaped within sociocultural venues. In this regard, this
case study was designed to explore personal practical knowledge of five English
language instructors working at the Department of Foreign Languages of a Turkish
foundation university. Their personal practical knowledge was examined with four
constructs. These were narrative unity, images, cycles, and rhythms. In addition, the
extracurricular activities generated and supported by these instructors were
scrutinized with reference to Cultural Historical Activity Theory. In line with the
theory, students attending the clubs, coordinators, and international teaching
assistants also participated in the study. Data were collected in one academic term

with semi-structured interviews, focus group interviews, observations, and

v



reflections on documents. Data analysis was carried out with a three-tiered method.
Upon examining narrative unity, images, thythms, and cycles, teaching philosophies
as a moral component of personal practical knowledge was found to be externalized
through the preferred classroom practices. Besides, teacher learning actualized with
mediation was found to embody the instructors’ personal practical knowledge. Their
knowledge was also seen to be influential in informing their practices in the
classrooms and the clubs. As non-formal curricular settings developed with personal
practical knowledge, these extracurricular activities provided affordances for

intercultural reflections among students and instructors within the department.

Keywords: Internationalization in higher education, Teacher cognition, Personal
practical knowledge, Cultural Historical Activity Theory, Extracurricular activities

in English teaching
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YABANCI UYRUKLU OGRETIM ELEMANLARININ KiSiSEL
MESLEKI UYGULAMA BILGISi: BIR VAKA CALISMASI

Karaagacli, Bahar Cemre
Yiiksek Lisans, Ingiliz Dili Ogretimi

Tez Yoneticisi: Prof. Dr. A. Cendel Karaman

Haziran 2021, 257 sayfa

Uluslararasilasma baglaminda yabanci 6gretim elemani ziimresi yiiksekdgretimin
paydaslar arasinda yer almaktadir. Bu 6gretim elemanlarinin 68retim hakkindaki
biligsellikleri gegmis deneyimleri, su anki farkindaliklar1 ve gelecek beklentileriyle
sekillenen kisisel mesleki uygulama bilgileri yoluyla smiflara ve kurumlara
yansimaktadir. Ayrica 6gretim elemanlarinin biligsellikleri sosyokiiltiirel alanlarda
bigimlenmekte ve bu alanlar1 bi¢imlendirmektedir. Bu baglamda, bu vaka ¢aligmast
bir Tiirk vakif {iniversitesinde calisan ingilizce egitimi veren bes 6gretim elemaninin
kisisel mesleki uygulama bilgisini ortaya c¢ikarmak i¢in tasarlanmistir. Kisisel
mesleki uygulama bilgisi anlati biitiinliigii, imgeler, dongiiler ve ritimler olarak
adlandirilan dort yapiyla incelenmistir. Ayrica bu 6gretim elemanlarinin olusturdugu
ve destekledigi ders dis1 aktiviteler Kiiltiirel Tarihsel Etkinlik Kurami ile
irdelenmistir. Teoriyle esglidiimlii olarak kuliiplere katilan 6grenciler, koordinatorler
ve yabanci Ogretim asistanlar1 da calismaya katilim saglamislardir. Veriler bir
akademik donem siiresince yar1 yapilandirilmis goriismeler, odak grup goriismeleri,
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gozlemler ve belgeler lizerine fikir aligverisiyle bir araya getirilirken veri analizi {i¢
asamali bir yontemle yiriitiilmistiir. Anlat1 biitinliigli, imgeler, dongiiler ve
ritimlerin incelenmesinin ardindan kisisel mesleki uygulama bilgisinin ahlaki
yoniinii yansitan egitim felsefelerinin tercih edilen smif pratikleri yoluyla
disavurumuna ulasilmistir. Bununla birlikte arabulucu vasitalarla gergeklesen
Ogretmen Ogrenme slirecinin kisisel mesleki uygulama bilgisini sekillendirdigi
bulunmustur. Ogretim elemanlarinin bilgilerinin hem kuliiplerdeki hem de siniftaki
pratiklerini etkiledigi de goriilmiistiir. Miifredat dis1 etkinlik 6rnegi olan ve kisisel
mesleki uygulama bilgisiyle yonlendirilen ders disi aktiviteler boliim iginde
ogrencilerle 6gretim elemanlar1 arasindaki kiiltiirleraras: fikir aligverisine olanak

saglamistir.

Anahtar Kelimeler: Yiiksekogretimdeki uluslararasilasma, Ogretmen bilisselligi,
Kisisel mesleki uygulama bilgisi, Kiiltiirel Tarihsel Etkinlik Kurami, Ingilizce

ogretiminde ders dis1 etkinlikler
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CHAPTER 1

INTRODUCTION

1.0. Presentation

Five parts in this chapter depict the backbone of the thesis study. The first
part about the background illustrates internationalization purposes shaped in a
globalized world, international faculty’s meaning in higher education and language
education, and international instructors’ position in English language teaching in
Turkey. In the second part, the conceptualization encompassing personal practical
knowledge and four components of this particular knowledge is explained. The third
part gives details of the theoretical framework, which is Cultural Historical Activity
Theory (CHAT). The fourth part demonstrates the need for this particular study,

while the last part presents the purpose statement and research questions.

1.1. Background of the study

Higher education plays a crucial part in the globalization processes since
globalized societies’ requirements, economy and labor markets necessitate
intercultural and social skills for higher education graduates. As a vital resource to
develop higher education, internationalization provides access to international
standards and openness to the global environment. Internationalization blends the
individuality of a nation with globalization. As a complex, dynamic, and rich
concept, internationalization bears the image of “between or among nations and
cultural identities” (Qiang, 2003, pp. 248-249).

The international community satisfies a considerable number of its needs
through the internationalization of higher education. “Education, professional

development, evaluation, measurement, and quality of graduates” are regarded as



beneficial aspects of internationalization (Ardakani et al., 2011, p. 1690). Besides,
internationalization is not evaluated as a goal any longer. On the contrary, it is
perceived as an instrument to enhance educational quality. Mobilizing talented
academics for global research, internationalized curriculum, and knowledge transfer
are regarded as some gains of internationalization in higher education (Jibeen &
Khan, 2015).

Political, cultural, and economic reasons become prominent on the ground of
internationalization (Ardakani et al., 2011). As Van der Wende (2007) mentioned,
the government perspective focuses on foreign policy and economic development,
while institutions emphasize internationalization to enhance qualified teaching and
research capacity. According to the institutions’ perspective, national and local status
are positively affected by internationalization attempts. Also, in relation to
internationalization, skilled students, young researchers, and outstanding teaching
staff are being recruited for the worldwide competition, which strengthened
institutions in the global academic environment. Associated with prestige,
internationalization has been valued at higher education institutions of the globalized
world (Seeber et al., 2016).

Internationalization attempts are encouraged by economic advantage,
knowledge and language acquisition, and international content-based curriculums
(Altbach & Knight, 2007). Institutions, academic systems and individuals implement
policies and practices in line with internationalization. The impact of
internationalization over these stakeholders were also illustrated by several studies.
One of these studies was concerned with strategies, plans, and activities compared in
terms of internationalizing teaching and learning methods and curriculums of higher
education (Ardakani et al., 2011). In another study, internationalization’s power to
serve transformational changes in institutions and the needed support for fulfilling
personal and professional transformations among the communities were scrutinized
(Robson, 2011).

During the process of internationalization, intercultural and international
dimensions are also integrated into the service, teaching, and research (Knight, 1994;

Knight & de Wit, 1997; Jibeen & Khan, 2015). In non-English speaking countries,



English-medium programs and degrees are generated as a consequence of
internationalization (Altbach & Knight, 2007). Higher education institutions in
several non-English speaking countries have also implemented internationalization
in their campuses through international faculty members (Kim & Tatar, 2018).
International faculty is associated with academics, researchers, and teaching staff in
various contexts and numerous objectives. For instance, international faculty at
Japanese universities have gained attention for the definition of their unique
characteristics, demographic profiles, research activities, work-related duties, and
teaching acts (Huang, 2018). In China, international faculty’s educational,
professional, and individual characteristics at a range of Chinese colleges and
universities were revealed to be diverse (Wu & Huang, 2018).

A considerable number of international faculty are represented as doctorate
and professorate holders (Huang, 2018; Wu & Huang, 2018). However, there is a
minority who holds subordinate degrees. For instance, in Wu and Huang’s (2018)
study, less than 10 percent among international faculty ranged by academic rank was
shown to be non-holders of doctoral degrees. International faculty was mostly
concentrated in science, technology, engineering, and mathematics, followed by the
humanities, social sciences, economics and management, and medical science. In
contrast, the number of international faculty comprising law, literature, education,
linguistics, and English is low. As seen, the language as a primary component of the
internationalization processes is generally neglected and deprived of the attention
needed (Lozano & Strotmann, 2015).

As Jenkins (2014) stated, "the issue as far as language is concerned is the
extent to which English is seen as a bona fide part of this new international or
intercultural dimension" (p. 10). In this regard, native English language teachers have
been perceived to act as a channel where the English language is spread in the
globalized world (Copland et al., 2020). In various internationalized higher education
contexts, these teachers take responsibility as international instructors. In addition to
the graduate degrees in English Language Teaching, some certification, qualification
or degree programs such as M.A. TESOL (Teaching English to Speakers of Other
Languages) and DELTA (Diploma in Teaching English to Speakers of Other



Languages) also provide these instructors an opportunity to work in the tertiary
context. After being recruited with the help of these programs, international
instructors bring their cultural norms into the tertiary context. These norms mostly
vary from the students they are supposed to teach (Kim & Tatar, 2018) as
international instructors’ teaching styles differ worldwide with respect to “culture,
custom and history” (Gress & Ilon, 2009, p.190).

In Turkey, the number of international faculty has risen in the Higher
Education institutions over the years (Ozer, 2016). Under the influence of
internationalization, the departments of foreign languages have also recruited many
international staff (Council of Higher Education, 2020). Native English speaker
teachers have taken roles as international instructors in such departments. According
to the regulation made in 2018 about the article 31 of the Law of Higher Education
(1981), teachers in the Preparatory Schools, which prepares students for English level
examinations, or Department of Foreign Languages, which provide instruction in
various foreign languages during undergraduate and graduate programs, were
positioned as instructors. The tenure for such positions started to be provided after
satisfying the requirement of at least having a related master's degree. However,
native teachers with education related bachelors or two years of language teaching
experience could be exempted from this requirement (Council of Higher Education,
2020). At the departments, the international instructors basically hold teaching-only
positions, which are not very common in the higher education context. This position
generally requires expertise in a particular profession and in this case the native
instructors’ expertise in English language teaching enables them to be teaching staff
at the departments (Hort, 2009).

Five international instructors, who work as teaching staff and contribute to
the institutional culture and classroom processes, represent the international faculty
of this study. The cultural wealth which these international instructors convey to the
classrooms should be noticed, welcomed, and recorded. (Yep, 2014). During this
cultural transmission, the faculty’s cognition about teaching reflects on the classroom
processes and the institutional culture. These cognitive forces shape and are shaped

in sociocultural venues comprising cultural, historical aspects, and perceptions of



various people. Especially a particular type of cognition, personal practical
knowledge, is manifested in their classroom practices and teaching-related
perceptions. Therefore, in this study, personal practical knowledge of the
international faculty working at a foreign language department of a Turkish
university is explored to unveil the cultural wealth and the influences of cognition in

sociocultural venues.

1.2. Conceptualization of the Study

Knowledge and action coalesce into a special kind of knowledge that a
teacher attains, namely personal practical knowledge (Connelly & Clandinin, 1984).
In the crossroads of theoretical and practical aspects, this particular sort of knowledge
is embodied and utilized by teachers. This distinctive knowledge includes the
personal background and traits of a teacher. Being personal is embedded in every
characteristic that a person can have and gives insights into knowledge in actions.
Describing as a type of knowledge displayed in specific situations, Clandinin
(1985/2013) indicated that this knowledge “resides at the nexus of the theoretical,
the practical, the objective, and the subjective” (p. 68). Personal practical knowledge
also possesses a dialectical relationship between theory and practice. It is perceived
to be integral to this relationship as “practice is seen as theory in action” (p. 71).

Personal practical knowledge carries “biographical details, emotionality,
morality, aesthetics based on narrative of experience” (Clandinin & Connelly, 1987,
p. 495). For biographical details, Hung (2020) emphasizes “personal life stories,
professional experiences, and teaching experiences” to reveal teachers’ personal
practical knowledge and disclose any likely links that guide the professional practice
of teachers (pp. 283-284). Morality and emotionality represent the whole world of a
teacher. For instance, concerns for morality are manifested in our purposes for
nurturing education (Harrington, 1994; Maclntyre, 1981/2007). Aesthetics shows the
knowledge with teachers’ perception of the setting and interaction with the people
(Johnson, 1989). Integrating all these aspects, Golombek (1998) highlights the

features of personal practical knowledge as “personally relevant, situational, oriented



toward practice, dialectical, and dynamic as well as moralistic, emotional, and
consequential” (p. 452).

It must be acknowledged that belief and knowledge are intertwined concepts
(Pajares, 1992). However, in contrast to belief, personal practical knowledge
prioritizes experiential background (Clandinin & Connelly, 1987). In this
knowledge, a teacher’s experiential background comes to the fore with personal and
professional dimensions. In accordance with Clandinin’s (1985/2013)
conceptualization, this knowledge originates from situations, deeds, and experiences
which leave affective marks on the person. In personal practical knowledge, social
or firsthand experiences lead to some implicit or explicit principles, and these are
represented in one's actions. All these experiences embody personal practical
knowledge in that this knowledge finds its meaning with a professional and personal
history full of experiences. Beyond past experiences, it arrives at the present and the
future. Thus, personal practical knowledge is “a particular way of reconstructing the
past and the intentions of the future to deal with the exigencies of a present situation”
(Connelly & Clandinin, 1988, p. 25).

Personal practical knowledge is related to the study of practice. Observation
regarding practices is interpreted, whereas biographical elements are revealed with
teachers' narratives on their experiences. Thus, this type of knowledge resides in
practice surrounded by narratively transmitted experiential history (Clandinin,
1985/2013). Personal practical knowledge is also investigated by looking closer at
the connections between accounts of experience and articulated versions of them
(Connelly & Clandinin, 1984) because personal practical knowledge, which is
described to be tacit, is not realized by the holder most of the time. This knowledge
has also cultural and social character evolved through one's life narrative that
determines the actions in the practical world (Xu & Connelly, 2009). In this
knowledge type, the society and life context of teachers cannot be separated from the
personal dimension (Connelly & Clandinin, 1984).

Overall, personal practical knowledge is found in a teacher's prior
experiences, in his/her current mind and body, and in his/her future intentions and

actions. This knowledge demonstrates the person's background knowledge and



addresses the contextual nature of teacher knowledge. Personal practical knowledge
is engraved and formed by situations, whereas it is shaped and reshaped in the
process of story-making and reflection (Clandinin, 1992/2005). Personal practical
knowledge is also regarded as a wide-ranging term (Hung, 2020). The most crucial
concepts in this wide-ranging term are "image, rules, practical principles, personal
philosophy, metaphor, cycles, rhythms, and narrative unities" (Connelly et al., 1997).
For this research, four concepts are utilized: narrative unity, image, cycles, and
rhythms.

Narrative Unity was integrated into the notion of personal practical
knowledge with reference to Maclntyre (1981/2007). Clandinin (1985/2013)
described the meaning of narrative unity for personal practical knowledge as
following:

What we mean by unity is the union in a particular person in a particular
place and time of all that he has been and undergone in the past and in the
past of the tradition which helped to shape him. The notion of narrative
unity is not merely a description of a person's history but a meaning-giving
account, an interpretation, of one's history... The notion of narrative unity
allows us the possibility of imagining the living out of a narrative as well
as the revision of ongoing narrative unities and the creation of new ones

(p. 72).

Each person consists of "uneasy cohesions" of diverse aspects of their own
past and present. The interplay of these aspects develops a sort of progression that is
named as "narrative unity" (Connelly & Clandinin, 1984, p. 65). Theory and practice
are united by the narrative unity of a teacher's experience (Carter, 1993). In this unity,
narratives of experience are adopted to embrace teacher knowledge. Narratives of
experience reach phenomena and permeate them with understanding. This
understanding discloses the activities that a teacher participates in (Johnson, 2009).
In the narratives of experience, stories also help teachers to articulate their personal
practical knowledge clearly for everyone as they live and tell or relive and retell them
(Craig, 2004). As being parts of the narrative unity of teachers' experiences (Connelly
& Clandinin, 1985), images, cycles, and rhythms are also examined in this research

study.



The practical side of teaching is handled with personal practical knowledge
represented by some structures. One of these structures is called images which are
generated through formal education and in an interrelationship with the knowledge
composed of past experiences (Black & Halliwell, 2000). Images can connect three
time zones: past, present, and future. As Clandinin (1989) explained, "it reaches into
the past, gathering up experiential threads meaningfully connected to the present, and
it reaches intentionally into the future and creates new meaningfully connected
threads" (pp. 139-140). Images are generated by professional experience, educational
history, student years, and family experiences (Connelly & Clandinin, 1984). Images
also demonstrate the unified emotional and cognitive nature of teacher knowledge
and transmit the personal understandings responsible for the embodiment of this
knowledge (Elbaz, 1991). Every image is peculiar to a teacher only, and in the same
vein, the experiential background and connection of that image are also unique.
These particular images, with their moral and emotional qualities, can be grasped in
classrooms and interviews (Clandinin 1985/2013). However, it should be cautioned
that they are not apparent in each practice, and their actualization could change with
regard to the classroom situations (Connelly & Clandinin, 1984).

Cycles and rhythms are fundamental to what teachers know about teaching.
According to Clandinin and Connelly (1986), a teacher goes through reconstructing
his/her teaching experiences on a yearly basis. These yearly reconstructions
constitute cycles. Eventually, these cyclical reconstructions embedded in the
narrative of a teacher provide a way to know his/her classroom rhythmically. Rhythm
experientially has a historical character and narratively transcends into the future
with ongoing cycles. With their rhythms, teachers can leave their personal and
cultural imprint on the teaching act (Clandinin, 1989). These rhythms evolve in a
developmental course where thoughts and perceptions are constructed. Interactions

between people become the manifestations of such developmental course (Vygotsky,

1986).



1.3. Theoretical Framework

The social formations and cultural transmissions of higher mental functions,
including memory, thinking, language, attention and perception, are the fundamental
aspects of the Marxian concept of historically determined human psychology
(Vygotsky, 1978; Leontiev, 1978). As a follower of this tradition, Vygotsky
contributed vastly to historically formed and culturally conveyed psychology. In
contrast to biological or naturalistic dispositions, Vygotsky accentuated cultural
historical development and introduced two main thoughts to the field of psychology:
the concept of historicism embedded in the human mind and the notion of change
about natural mental processes during sociohistorical and ontogenetic maturity
(Leontiev, 2009).

Cultural Historical Activity Theory (CHAT), which emerged in Russia
during the mid-1920s, opposed behaviorism's stimulus-response perspective in
human development by emphasizing human activity and human beings' connection
with their surroundings (Yamagata-Lynch, 2010). Lev Vygotsky worked closely
with Alexei Nikolaevich Leontiev and Alexander Romanovich Luria, and they were
the theory makers in the cultural historical approach (Cole & Engestrom, 1993).
Cultural Historical Activity Theory (CHAT) has also been noted as the sociocultural
theory, activity theory, and social constructivism (Yamagata-Lynch, 2010). Cultural
refers to human beings' enculturation, while individual actions influence and are
influenced by cultural resources and values. Cultural development is originated from
the social level and the individual level. The first step is taken at the social level and
followed by the individual level (Vygotsky, 1978). Adding historical to cultural
allows us to observe the actions within historical trajectories. Activity that is adjusted
by cultural and historical aspects indicates collective actions.

In CHAT, there are significant concepts embedded in the social formations
and cultural transmissions. Vygotsky’s (1978) zone of proximal development (ZPD)
is regarded as one of these concepts. After the studies conducted with children,
Vygotsky (1978) theorized two processes in human growth. Development and
learning symbolize two different but interconnected processes. The developmental

process is perceived to be underdeveloped compared to the learning process. This



situation, which entails deeply intricate dynamic relations between these processes,
causes the zone of proximal development. The first layer is "the actual developmental
level," which indicates the previously ended developmental cycles, whereas the
second layer is the assistance obtained from a peer or a teacher, which paves the way
for the zone of proximal development. The zone of proximal development
symbolizes the range between the actual development level set by autonomous
problem solving and the level of likely development set in collaboration with more
competent peers or under adult supervision. The zone of proximal development also
signifies the embryonic stage in maturation, and psychologists and educators utilize
ZDP to delve into the internal course of development with the immature and mature
cycles. For educators, the zone of proximal development is generally regarded as a
pedagogical artifact or a variable (Yamagata-Lynch, 2010). It plays a significant part
in learning because learning stimulates several interactions in the surroundings with
people involved, such as teachers and peers. The interactions enable a child to
internalize a new component, which has turned into an independent developmental
accomplishment (Vygotsky, 1978).

Vygotsky’s (1978) second concept is the mediated act/action which restores
the process of stimulus-response. The mediated act is embedded in all higher
psychological processes, and the signs in this mediated act facilitate the conception
of a culturally based psychological process. As a semiotic thinker, Vygotsky believed
that semiotic means order human mental processes and that these processes arise in
social practices (Van der Veer, 2008). These semiotic means, tools, and signs vary
in functions. Tools, which are resources in an activity system, are externally oriented
and have an impact on the object of activity. Meanwhile, signs are internally oriented
and help a human being learn the very self (Vygotsky, 1978). According to Leontiev
(1978), when mediating instruments such as tools or signs are included in the
relationship between subject and object, they are internalized and become an activity
of consciousness.

Internalization and externalization play a significant role in the mediated act.
Internalization refers to culture reproduction, while externalization is related to the

production of novel artifacts with the transformation (Engestrom & Miettinen, 1999).
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Leontiev (1978) stated that amid mediated activities, internalization could never be
separated from externalization. By starting in an external material object,
transformation reaches out to the level of consciousness, thereby generalizing,
articulating, and developing internalized actions. For instance, the colored cards
experiment of Vygotsky (1978) supports his assertion that all higher mental
processes flow from external to internal mediation while proficiency is acquired (Van
der Veer, 2008). In Vygotsky’s (1978) experiment, a mediating instrument, namely
an auxiliary stimulus which is the colored cards, served as an external sign for an
operation or action. The colored cards mediated the operation or action as a child
used them to perform more efficiently. When the auxiliary stimulus was liberated
from the original external structure, internalization occurred. The method in colored
cards became an internal sign to promote remembering at the end.

Upon these ideas, three generations of cultural historical activity theory
emerged. The first generation of activity theory refers to Vygotsky's mediated action
triangle. The second generation entails Leontiev's conceptualization of collective
human activity and Engestrom's activity system model generated in 1987. The third
generation is emerged out of networks of activity system and Engestrom’s (2001)
concept of expansive learning. It aims at understanding interconnected activity
systems and revealing multiple perspectives in these systems (Engestrom, 2014).

The first generation is based on Vygotsky's (1978) notion of mediation.
Mediated action is regarded as a unit of analysis to capture individual actions in a
sociohistorical context (Wertsch, 1985). Auxiliary stimuli as mediating artifacts were
integrated into the relationship between the subject and the object. These auxiliary
stimuli could be the tools of culture, language, bodily functions, signs, or instruments
(Vygotsky, 1978). In the first generation of activity theory, mediating artifacts act as
elements that human beings respond to and perform upon (Nussbaumer, 2012) as

seen in Figure 1.
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Figure 1

Vygotsky’s (1978) Mediated Act and Its Widespread Interpretation
Mediating

artifacts

S (Stimulus R (Response)

X (Auxiliary Stimulus) Subject Object

Note. Reprinted from “Expansive Learning at Work: Toward an activity theoretical
reconceptualization”, by Y. Engestrom, 2001, Journal of Education and Work, 14(1),
p. 134, Copyright 2001 by Taylor Francis. Reprinted with the permission of Prof.

Y1j6 Engestrom.

The first triangle was found to be inadequate to illustrate the collectivity of
the human activity system (Cole & Engestrom, 1993). After several additional
reformulations, the second generation credited to Leontiev (1981) and Engestrom
(1987) emerged. Leontiev added community and division of labor into Vygotsky's
model by making it more collective and system-based. By integrating the division of
labor into the concept of activity, Leontiev introduced a distinction between
“collective activity and individual action” (Engestrom & Miettinen, 1999, p.4). This
differentiation produced Leontiev’s three-level activity model (1978): activities,
actions, and operations. Leontiev’s analysis levels as activities, actions, and
operations also introduced three interrelated components: motives, goals, and
conditions as seen in Figure 2.

Human social practices generate human needs, namely, goals and motives
(Stetsenko & Arievitch, 2004). The highest layer, collective activity, is directed by
a motive relevant to the object. The motives linked to the objects in the activities
might be tangible or abstract; nonetheless, they are required to meet the one need
(Leontiev, 1978). Action (goal) and activity (motive) have a dialectical relationship
in which actions develop activities and activities stimulate a specific series of actions

(Roth & Lee, 2007). However, activities are long-lived as a unit of analysis because
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they can be standardized as cultural practices contrary to goal-driven actions (Cole
& Engestrom, 1993). A goal as subordinate to a motive directs the halfway layer of
individual or group action. As the last component, the conditions and tools direct the
bottom layer of unconscious operations (Engestrom & Miettinen, 1999). Operations
bounded by actions develop in the crossroads of goals, the present action, and the

material setting (Roth & Lee, 2007).

Figure 2
Three-level Activity Model (Leontiev, 1978)
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.. ) regulates ~ I
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Note. Adapted from “A re-examination of information-seeking behavior in the
context of activity theory”, by T. D. Wilson, 2006, Information Research, 11(4),
paper 260, Copyright 2006 by Information Research. Adapted with the permission
of Prof. Tom Wilson.

In the second generation activity theory, Engestrom (1987) advanced activity
systems analysis with a systematic approach. He revised the connection between the
individual and the community within the first generation structure and devised the
subject as a person or a group to attain an object heading to an outcome. In the second
generation, activity system serves as a unit of analysis with the object, subject,
mediating artifacts (signs and tools), rules, community, and division of labor
(Engestrom, 1987; Cole & Engestrom, 1993; Foot, 2014). In Cole and Engestrom’s
(1993) conceptualization, the subject is the individual or a group of individuals

whose actions are the research focus. The object which entails goals and motives
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(Yamagata-Lynch, 2010) is an untreated matter or an existing problem area that
activity addresses and is converted into outcomes through multiple tools. The
community encompasses many individuals or groups who hold the same overall
object. The division of labor is both the distribution of tasks horizontally and the
distribution of authority and status vertically. Rules are the norms, regulations, and
conventions manifested externally or internally. Rules are not only obeyed but also
transformed and redefined by the community (Engestrom, 1993). Rules, division of
labor, mediating artifacts (tools) mediate the relationship between the subject and
community as seen in Figure 3. The achievement regarding the object and the
outcome is dependent on all these constructs as tools, rules, community, and division

of labor (Nussbaumer, 2012).

Figure 3
The Second Generation Activity Theory

Mediating Artifact

Rules Communit Division of
y Labour

Note. Reprinted from Distributed cognitions: Psychological an educational
consideration (p. 8), by M. Cole, & Y. Engestrom, 1993, Cambridge University
Press. Copyright 1993 by Gavriel Salomon. Reprinted with the permission of Prof.
Michael Cole and Prof. Yrj6 Engestrom.

In the activity theory, the unit of analysis could be an individual and a group
(Nussbaumer, 2012). Personal, interpersonal, and institutional planes comprise the

three planes of sociocultural analysis to demonstrate the activity's bounded system

14



(Rogoff, 1995). The personal plane refers to the individual as the subject of activities,
while the interpersonal plane indicates a group of individuals involving in joint
actions. The institutional plane entails the collaborative community-based activities
of the subject. These planes facilitate the description of object-oriented activities and
goal-directed actions as bounded system units. Even though the object-oriented
activities endure to be the unit of analysis, the subject turns into three planes as an
individual, a group of individuals, or an institution or community (Yamagata-Lynch,
2010).

The activity systems are always dynamic with constant transformations
within and among (Cole & Engestrom, 1993). The inner tensions and inconsistencies
provide the drive for transformation and improvement. Engestrom (2001)
incorporated interacting systems with their tensions and contradictions in the third
generation, which stimulates collective learning by transforming (Nussbaumer,

2012) as seen in Figure 4.

Figure 4
The Third Generation Activity Theory
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Note. Reprinted from “Expansive Learning at Work: Toward an activity theoretical
reconceptualization”, by Y. Engestrom, 2001, Journal of Education and Work, 14(1),
p. 136, Copyright 2001 by Taylor Francis. Reprinted with the permission of Prof.

Y1j6 Engestrom.
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Engestrom (2001) explains the third generation activity theory in five
principles. As the first principle, a shared, tool-mediated, and object-oriented activity
system observed within a network is the unit of analysis. Operations and actions,
which can find meaning through the history of surrounding activity systems, have
the role of stimulating the activity system itself. The second principle is regarded as
multi-voicedness, which portrays an activity system as a community with various
interests, viewpoints, and established practices. The people in the activity system
hold different positions in line with the division of labor, and they all bring their
distinct backgrounds. Therefore, the activity system is composed of numerous tiers
of history that emerged in its tools, sets of regulations, and traditions. The third
principle is historicity that indicates the historical timeline of an activity system. The
activity system reconstructed over an extended duration could be interpreted against
its history. This interpretation must be on the local history, the objects, and the tools.
The fourth principle is the contradictions' importance in changing and transforming
an activity system. Not being similar to problems, contradictions are the structural
tensions concentrated over a period of time. These contradictions can be between or
within activity systems. For example, an adoption of a new component from other
activity systems such as a new tool may trigger a contradiction. Contradictions could
be primary, secondary, tertiary, or quaternary (See Table 1). The fifth principle is the
likelihood of expansive transformations in activity systems. This transformation is
proclaimed with several phases: need state, double bind, object/motive construction,
application, generalization, reflection, and consolidation (Engestrom, 2014). The
completion of all these phases is named a shared journey through the zone of

proximal development (Engestrom, 2001).

Table 1

Contradictions
Primary Within the elements of the first activity system
Secondary Between the elements of the first activity

system
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Table 1 (continued)

Tertiary Between the first and the newly emerged
activity
Quaternary Between the newly emerged activity and its

neighboring activities

Note. From Learning by Expanding: An Activity-Theoretical Approach to
Developmental Research (2™ ed., p. 152), by Y. Engestrom, 2014, Cambridge
University Press. Copyright 2014 by Y1j6 Engestrom.

The expansive cycle and expansive learning are two fundamental concepts of
the third generation activity theory. Cole and Engestrom (1993) explain an expansive
cycle as a progress-based series sequenced with the internalization of the culture of
practice and the production of new tools and interaction patterns. The expansive
cycle with the phases mentioned earlier is claimed to offer the equivalent experience
the ZPD provides for a person or small group. During the progression and
development, three zones as “the zone of a need state, the zone of motive formation,
and the zone of transformation of needs and activity” need to be experienced (Bratus
& Lishin, 1983, p. 44). For a new activity to be generated, the zone of a need state
should be settled with expansion (Engestrom, 2014).

Expansive learning refers to “the capacity to interpret and expand the
definition of the object of activity and respond in increasingly enriched ways”
(Daniels, 2004, p. 190). Expansive learning entails the development of new practices
in a recently materializing activity. Learning is spread through the development of
this new activity system. In expansive development, Engestrom (2016) states that
"the community learns to widen its object and possibilities for action by redesigning
its own activity" (p. 109). Activity systems can also be linked with a partially shared
object as in partnerships or networks, all of which can be viewed as the unit of
analysis in the third generation activity theory (Sannino & Engestrom, 2018).

Cultural Historical Activity Theory with all these generations suggests that
"human cognition is considered as situated and distributed across social settings and
acting in concert with diverse, changeable artifacts" (Roth & Lee, 2007, p. 200). In

contrast to the understanding of cognition as firmly positioned inside a person’s
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mind, cognition is perceived to be distributed in social settings to apprehend the
fundamental core of human behavior and experience (Cole & Engestrom, 1993). In
other words, cognition has been defined in a distributed manner rather than a trait of

an individual mind (Salomon, 1993; Hutchins, 1995).

1.4. Need for the study

Every instructor accumulates knowledge, insights which form their
individual cognition. Teacher cognition, which takes many complex aspects of
teachers’ mental lives into account, cannot be understood in isolation from teaching
practices (Borg, 2003). Cognition is also unsettled and changeable, shaped by
situations, and developed collectively in a distributed way (Li, 2017). In this study,
international faculty brings their cognition in various shapes to the context and puts
them into practice. Meanwhile, they reciprocally reconstruct the context, Department
of Foreign Languages, in a situated and distributed manner. During these
reconstructions, instructors' previous experiences, personal insights, perceptions,
which have the power to determine their route in the present and future times, also
find meaning in their teaching practices. Understanding these reconstructions
embedded in instructors' interpretations and actions in teaching can provide their
perspective on the core aspects of educational processes and the understanding of
classroom work where several education-related components such as interactional
patterns, material choices meet (Li, 2017). All these components demonstrate that
the significant goal of teacher cognition research defined by Borg (2019) still remains
constant:

Its goal remains of paramount importance, and I define this understanding,
with reference to the personal, professional, sociocultural, and historical
dimensions of teachers’ lives, how becoming, being, and developing as a
teacher is shaped by (and in turn shapes) what teachers (individually and
collectively) think and feel about all aspects of their work (p. 1152).

As a component in teacher cognition, personal practical knowledge has a
biographical and historical character embedded in classroom actions (Clandinin &
Connelly, 1986). Personal practical knowledge is revealed through an experiential

and biographical search in a teacher’s life narratives (Clandinin, 1992/2005). This
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search means understanding the teacher’s knowledge by his/her constructions and
reconstructions in these narratives (Karaman & Edling, 2021). After this search,
personal practical knowledge can enable us to understand teachers’ personal and
professional life history, previous experiences, and their teaching practices occurring
in an educational context. This knowledge provides “a more holistic understanding
of language teachers’ practices and cognitions” and could reveal the previous
academic history and professional experiences (Borg, 2003, p. 98). For a specific
group, instructors with TESOL qualification, it has been argued that experiential
history and personal characteristics were neglected, and more studies should be
conducted on the life histories of instructors or previous experiences in a broader
perspective (Hayes, 1996; Cross, 2010; Ellis, 2016). In this study, four instructors in
the faculty have TESOL training, which addresses the aforementioned need.

Cognition should not be assumed to be detached from the context. Besides
individuals' inner worlds, larger contexts such as institutional settings are highlighted
for more acknowledgement in language teacher cognition research (Kubanyiova &
Feryok, 2015). As Borg (2019) illustrated, there is a strong emphasis on mental
constructs of individual teacher cognitions; however, there is inadequate effort to
interpret these in relation to present and wider contexts such as classrooms and
teachers’ past and present lives. In this regard, the scarcity of research regarding
international instructors’ experiences is still valid (Kim & Tatar, 2018). By
accommodating these needs, the experiences of the international faculty are
examined in relation to the context.

Moreover, in recent years, teacher cognition research has widened its scope
and integrated sociocultural elements, which illustrate teacher cognition's complex
and embedded nature in context (Bruzzano, 2018). In line with the sociocultural
movement, social relevance starts to be sought in teaching contexts. Accordingly,
Kubanyiova and Feryok (2015) suggested accommodating the need for social
relevance; therefore, more studies are needed to show teachers' career progression
and the impacts of their teaching on student learning. They also pointed out that the
connection between teachers’ and students’ inner worlds was neglected and should

be addressed. Through Cultural Historical Activity Theory, teachers’ and students’
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inner worlds could be examined in a distributed framework. Thus, the emphasis on
personal is to be strengthened by a focus on historical, cultural, social, and
institutional aspects (Golombek, 2009). All these personal and cultural-historical
examination could lead us to the social relevance of English language teaching and
learning as Clandinin and Connelly (1987) stated that “a cognitive and affective
understanding of personal practical knowledge of teachers will help produce more

living, viable understandings of what it means to educate and be educated” (p. 499).

1.5. Purpose Statement and Research Questions

Under the influence of internationalization, native English speakers are hired
as international instructors at universities after meeting the necessary qualifications.
These instructors comprise the international faculty at the departments of foreign
languages. In this study, an international faculty at the department of foreign
languages of a foundation university conveys their personal practical knowledge in
their classes, and in the extracurricular activities emerged as clubs. This study aims
to reveal the application of the international faculty’s personal practical knowledge
in this context through several constructs. These are narrative unity, images, cycles,
rhythms, and activity system analysis.

International instructors bring the narrative unities concerning their
educational and professional lives to this tertiary context. Past encounters in these
narrative unities are interpreted against the present context, and the present context
shapes future routes in this regard. Moreover, instructors’ perceptions regarding their
practical knowledge, their actual teaching practices and the images guiding these
practices portray the practical side of their knowledge. On the practical side, the
interconnected activity system that the instructors have built with clubs illustrates the
development of cycles and rhythms, the instructors’ role in promoting
internationalization in this context, and the benefits of the activity to the department
and the students.

Through personal practical knowledge, the department of foreign languages
transforms into a context where international instructors’ cognition and activities find

meaning.
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Personal and social history, present social relationships, and future social

perceptions are interwoven in the fabric of teachers’ mental lives. Together

these forces provide a sort of core that threads itself through the activity of
teaching. Context thus becomes more than the physical space of the

classroom and school in which teachers practice teaching skills. It assumes a

virtual dimension through the socializing power of the teacher’s past and

present experiences and communities (Freeman, 2002, p. 7).

In this study, the department as a bounded context encompassing classes and
clubs serves as a place where the international faculty brings their narrative unities,
forms perceptions, exercises images and teaching practices, and develops activities.
The research questions below are devised to explore the narrative unities brought,
perceptions formed, images and teaching practices exercised, and activities
developed. The first three questions are addressed for narrative unity, namely the past
encounters, present context, and future routes. The fourth question is included for

instructors’ perceptions, actual teaching practices, and images, whereas the last one

is concerned with the activity system analysis:

1. What have the international instructors brought from their education-related
history to teaching at a language department in a higher education context?
1.1. What are the fundamental elements of the instructors’ teaching
philosophies?

1.2. Which education-related experiences have guided the instructors?

2. How do the international instructors view the construction of their personal
practical knowledge in relation to their current practices?
2.1. What roles are assigned to the instructors in addition to teaching?
2.2. Which aspects at the department have contributed to the international
instructors’ professional growth?
2.3. How have professional development activities influenced the practices

of international instructors?

3. How influential are the current practices over international instructors’ future

routes in teaching?
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3.1. How do the international instructors perceive the benefits of having
worked in the current context?
3.2. How do the instructors relate their teaching experiences at the department

to their future career goals?

4. What are international instructors’ perceptions on various aspects of their practical
knowledge?
4.1. How do the reported educational experiences reflect over the instructors’

instructional preferences?

5. How has the cognition of international instructors influenced the system of

extracurricular clubs?

1.6. Definitions of Key Terms and Concepts

Cycles and rhythms: As components linked to personal practical knowledge, cycles
consist of sequenced events or activities done over a short period of time and rhythms
emerge when these events and activities are repeated on a temporal basis, which

creates a unity (Clandinin & Connelly, 1986).

Distributed cognition: In this theory’s standpoint, cognitive processes are shaped
among people, within social interactions and outside the boundaries of time (Cole &

Engestrom, 1993).

Externalization and internalization: In a mediated action, internalization refers to
incorporating a process of knowing within oneself, whereas externalization indicates

manifesting this process in a social surrounding.

Images: These constructs guide teaching actions of a teacher and are originated from
experiential background and personal knowledge (Connelly & Clandinin, 1984;
Elbaz, 1981).
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International faculty and international instructors: These terms represent native

English language teachers who work at the university level as teaching staff.

Mediation: This term refers to the interactions occurring between human beings and

environment with the help of tools and signs.

Narrative unity: This term refers to “a continuum in one’s experiences which
renders life experiences meaningful” (Connelly & Clandinin, 1984, p.69). The
mentioned continuum starts in the past and reaches out to the present and future

times.

Zone of proximal development (ZPD): A concept signifies the development taking

place under the supervision of a knowledgeable person (Vygotsky, 1978).
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CHAPTER 2

LITERATURE REVIEW

2.0. Presentation

Teacher cognition is a diverse field of inquiry that has experienced various
transitions until reaching out to the present day. This literature review aims to
illustrate these transitions that have been experienced in cognition and specifically
personal practical knowledge in three parts. The first part gives an overview of
teacher cognition research in relation to teacher learning, teaching context, and
sociocultural theory. In the second part, as a subcategory of teacher learning, teacher
knowledge is shown within historical trajectories and dichotomies. The background
of personal, experiential, and practical knowledge is explicated in order to inform the
formation of personal practical knowledge. In the last part, the development and
research of personal practical knowledge are shown under three subheadings
concerning the concepts of personal practical knowledge, its origin of narrative

inquiry, and research studies adopting personal practical knowledge as a framework.

2.1. Teacher Cognition

Teacher cognition is “an often tacit, personally-held practical system of
mental constructs held by teachers... defined and refined on the basis of educational
and professional experiences throughout teachers’ lives” (Borg, 2006, p. 35). The
cognition of teachers, which is under the influence of the context, is shaped and
promoted by their experiences as learners in schools and professional activities.
Meanwhile, their teaching acts are influenced by their cognition in personal terms.
Personal experience bears a significant role in the formation of predispositions about

education (Li, 2017). As in Borg's (2006) representation, education-related
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experiences and contextual factors can influence language teacher cognition greatly,

as assumed by personal practical knowledge as seen in Figure 5.

Figure 5

Influences on Language Teacher Cognition

Teacher Learning
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1
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(Contextual Factors)

Note. Adapted from Language teacher cognition: research and practice (p. 41), by
S. Borg, 2006, Continuum. Copyright 2006 by Simon Borg.

During the mid-1970s, studies on cognitive processes such as decision-
making started to be carried out in relation to teachers’ behaviors and the context
(Shavelson & Stern, 1981), while in the mid-1980s, constructs such as personal
practical knowledge took researchers’ attention to reveal the complexity of teacher
thinking (Freeman & Johnson, 1998). The same time periods were also put under
various categorizations. Freeman (2002) put three periods of teacher cognition
research into categories. 1980-1990 was named as "decade of change" and 1990-

2000 as "decade of consolidation" (p. 3). Other researchers, Burns et al. (2015), put
25



the history of teacher cognition research into four ontologic periods, "individualist,
social, sociocultural, and complex, chaotic systems" (p. 589). The individualist
period handled cognition with specific constructs such as beliefs. The social period
integrated the idea of situatedness in social contexts. The sociohistorical period
widened the focus on the social context with a historical dimension and integrated
the concept of activity. The sociohistorical generation focused on the entire context
in a socially determined place and activity accompanied with current and historical
awareness. In the sociohistorical ontology, a context was equally crucial since the
context creates a platform uniting the actions and thoughts of a teacher. The last
period, the complex, chaotic systems period, demonstrated the interaction among
diverse, interrelated aspects.

In TESOL, teacher cognition research, which dates back to the end of the
twentieth century, has been influential (Crookes & Arakaki, 1999). Grammar
teaching and literacy instruction were two areas mostly studied in language teacher
cognition (Borg, 2006). According to Johnson (2006), teacher cognition research has
also been groundbreaking in second language education for understanding teachers'
practices in its complexity. With sociocultural theories, teacher cognition research
also changed its paradigm with a perspective in which human learning is constructed
dynamically in social activity and situated in contexts.

In all these traditions, cognition has been described with various
conceptualizations, to name a few: "decisions and perceptions" (Walberg, 1977),
"teacher beliefs" (Burns, 1992), "conceptions of teaching" (Freeman & Richards,
1993), "beliefs, attitudes and knowledge" (Woods, 1996), "teachers' maxims"
(Richards, 1996), "teachers' pedagogical systems" (Borg, 1998). The field of teacher
cognition consists of a vast number of constructs which can be differentiated on the
basis of philosophical and theoretical discussions (Borg, 2006). The variety of
constructs do not refer to diversity; as Borg (2006) illustrated, "identical terms have
been defined in different ways and different terms have been used to describe similar
concepts" (p. 35). Elbaz's (1981) practical knowledge and practical theories of
Sanders and McCutcheon (1986) exemplify identicality in conceptualization.
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On the other hand, the distinction between knowledge and belief is very
controversial and given with a dichotomy: objective, universal versus subjective,
idiosyncratic. Despite their similarity in meaning, knowledge is accepted as more
verifiable than beliefs (Bruzzano, 2018). This distinction could also shatter as in the
concept of personal practical knowledge because practical knowledge might have a
theoretical and practical base (Woods & Cakir, 2011). A holistic terminology in
language teacher cognition research was also advocated for the sake of the embodied
complexity of teachers’ mental constructs. For example, Kubanyiova and Feryok
(2015) described all these constructs in the context of activities as “ecologies of
language teachers’ inner lives” (p. 436).

Another interpretation done by Li (2017) indicates that cognition is not an
entity existing only in teachers’ minds. Cognition is a process through which
knowledge is acquired and understood. Knowledge is complementary to cognition.
Thinking, experiencing, and believing develop cognition, in that experiencing is
bound to external forces whereas thinking and believing to internal ones. Perceptions,
thoughts, feelings, and intuitions are all varieties or results of cognition. Even if
cognition cannot be evidently observed and expressed, it could be represented in
knowledge, perceptions, thoughts or feelings about an object or a happening.
Therefore, teachers’ understandings, perceptions, and behaviors constitute their
cognition, which is also highly connected to the values and emotions that these
teachers have.

Cognition is linked to practice as Borg (2009) indicated that there were
several studies which proved the solid bond between cognition and practice (e.g.,
Breen et al., 2001; Gatbonton, 1999; Mullock, 2006; Meijer et al., 1999). Classroom
practices in language teaching are shaped by various aspects such as contextual layers
of teacher thinking (Burns, 1996) or pedagogical knowledge domains (Gatbonton,
1999). For instance, Gatbonton (1999) analyzed verbal protocols of seven ESL
teachers qualitatively and quantitatively for their pedagogical thoughts. Six general
domains of pedagogical knowledge, such as content knowledge or knowledge about
the teacher-student relationship, were revealed to have shaped classroom practices in

language classrooms.
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Teachers are active professionals who make teaching-related decisions
through utilizing knowledge, thoughts, and beliefs that are intricate, personalized,
practice-based, and pertinent to context (Borg, 2003). As Tsang (2004) commented,
the thoughts and beliefs of teachers frame how their understanding of teaching
emerges and which choices are prioritized in their teaching. Inspecting teachers'
mental lives and the relationship between these constructs and classroom practices
enlighten how to become, be and develop as a teacher (Borg, 2009). Because teacher
cognition research provides a way to grasp the complex nature of teaching, teacher
learning processes, the role of contexts in one's career, and teachers’ knowledge and

beliefs (Johnson, 2006).

2.1.1. Teacher Learning

Teacher learning is perceived to be constructed continuously from socially
situated experiences such as being a learner in classrooms, a participant in teacher
education programs, and a part of the teaching community in the schools (Johnson &
Golombek, 2002). Teacher learning involves many different elements of teaching
and is complex in nature. To have an insight on teacher learning, the cultural
knowledge, issues, routines, and the culture of the institutions should be taken into
consideration.

According to Li (2017), sociocultural theory, as one of the learning theories,
advocates that teacher learning is interactive and collaborative. Teacher cognition is
mediated and altered in social interactions. During this mediation and alteration,
teacher knowledge can develop in a close relationship with various contexts such as
school culture (Holliday, 1994). Another perspective called situative perspective
claims that cognition has three features enabling learning and knowing to happen:
situatedness in physical and social contexts, being social in essence, and being
distributed among people and tools (Putnam & Borko, 2000).

Human learning is embodied as situated in physical, cultural, and social
contexts and distributed among people, artifacts, and practices (Lave & Wenger,
1991; Salomon, 1993; Vygotsky, 1978; Wertsch, 1991). In line with theories of

situated cognition, the knowledge of a teacher is built within the knowledge
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communities where practices are unfolded (Johnson, 2006). Thus, second language
teacher learning is a considerably personal and collective process and occurs under
the effects of contextual factors and by taking active roles in teaching contexts for a

while (Burri et al., 2017).

2.1.2. Teaching Context

Contexts and teaching practices have a dialectical relationship which orders
knowledge about teaching and learning (Tsui, 2003). If the context is not taken into
consideration, the study on cognitions and practices could be assumed incomplete in
conceptual terms (Borg, 2009). For instance, in his study on the cognition about
subject matter, Andrews (2003) explained the extent of contextual influence on
beliefs and pedagogical practice with the help of the mixed method. It was found that
teachers’ cognitions were shaped by their understanding of the context and roles
within that context.

Contextual factors such as institutional, social, and instructional are crucial
to be delved into because they could reveal the rooted understandings of the
relationship between cognition and practice. Without an understanding of these
factors, only an insufficient account of teachers and teaching could be accomplished
(Borg, 2003). Beyond merely a setting, context becomes one of the main actors
shaping teacher knowledge by situating personal and institutional histories and
connecting a number of people (Freeman, 2002). Besides, context does not need to
be restricted to a specific location. It could be sociohistorical contexts influenced by
local and global circumstances such as the globalization of English (Johnson, 2006).

In specific, professional knowledge contexts carve knowledge and
perceptions of teachers and the effectiveness of teaching (Clandinin & Connelly,
1996). According to Duffee & Aikenhead (1992), teaching situations affect
instructional decisions by taking several components into account. These
components could be curriculum, colleagues, students, materials, or administration.
Similar to these components, L1 (2013) claims that the interrelated micro- and macro-

contexts influence teachers' theories and practice. Micro-context includes classroom-
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related factors and student knowledge, while macro-context encompasses the
curriculum, testing, and culture of a school.

Micro- and macro-level components urge a language teacher to adapt his/her
contextual knowledge. Macro-level components such as language policy, testing,
curricular policies, and cultural norms make a considerable impact on classroom
practices. Li (2017) exemplified macro- and micro- contexts' influence on teaching
practices in a latter study. As a macro-context, a school’s cultural norms might
promote a specific way of acting and practicing. Teachers behave customarily by
utilizing the same teaching materials, adopting similar teaching methods and
feedback strategies, preparing similar teaching activities, having the same
relationship patterns with students. Micro-level components such as student

knowledge could inform teachers' practice within the boundaries of a classroom.

2.2. Sociocultural Theory and Teacher Cognition

Revitalized by the view of "sociocultural activity," Cross (2010) mentions the
conceptualization of cognition as a dynamic entity influenced by the relationship
between thinking and practice. This sociocultural view maintains the dialectical
relationship between thoughts and actions within socially and culturally united
contexts. In these contexts, teachers are regarded as subjects who get involved in the
"activity" of teaching language with their historical, social, and cultural backgrounds
(p. 438). Socially mediated activities leading to learning find meaning in historically
and culturally accumulated situations where communities of practice obtain an
inheritance from previous communities (Johnson, 2006).

The viewpoint regarding knowledge has shifted from propositional to
practical and experiential, which enabled the expansion of the unit of analysis. This
expansion in language teacher cognition has resulted in the perspective that
knowledge is accepted to situate in a social situation and be mediated in contexts
(Bruzzano, 2018). After joining a social activity, a person's cognition moves on to
the intrapsychological plane, preceded by the interpscychological plane. According
to Golombek and Doran (2014), at this time of internalization, “the mind is mediated”

(p. 104). Moreover, the dialectical perspective wins over traditional dichotomies such

30



as mind versus body because this perspective sees development in a dynamic
interdependence (Vygotsky, 1978). Human development in an activity is determined
by an individual's zone of proximal development and the nature of mediation
provided by expert individuals in this zone (Vygotsky, 1978; Golombek & Doran,
2014). The social activities which people get involved in and their effects on these
people’s mental lives should be examined to grasp human cognitive development
(Vygotsky, 1978; Wertsch, 1985).

In the Vygotskian framing of teacher cognition, several concepts have been
adopted. Golombek and Doran (2014) utilized the concept of perezhivanie which is
the cognitive and emotional transformation of prior and new experience in a mutual
way. By examining a novice teacher's journals, the teacher educator accessed this
novice teacher’s perezhivanie and was able to negotiate a developmental path for her.
Apart from the concepts taken, the sociocultural perspective has also conceptualized
language teaching on a collective base. Cross (2010) highlights a sociocultural
perspective in language teaching by taking the situated and socially distributed
essence of learning into consideration. In this situation, teachers develop an
understanding related to their professional context. He also points out the changing
scope of teacher cognition research, which has incorporated the relationship between
practice and context.

Cross (2010) also puts forward a conceptual framework on a Vygotskian
viewpoint to make sense of the interaction among thinking, practice, and context.
This conceptual framework is justified with several objectives: the need for an
expansive psychological theory of cognition to capture the interplay between
thoughts and practices, of seeing teachers as social agents, of accepting cognition's
dynamic nature, of reserving a place for tensions and contradictions, and of being
compatible with innovations in the field. With the help of Vygotskian layers of
human development and Cole and Engestrom’s (1993) genetic analysis on these
layers, Cross (2010) focused on the language teaching activity of Dan, a nonnative
teacher of Japanese as a foreign language in an Australian secondary school. The
mentioned layers of time as physical, phylo, cultural-historical, ontogeny and

microgenesis successively reify cultural transmission (Cole & Engestrom, 1993). In
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this study, three layers are taken into account. The cultural-historical layer of time
provides a wider lens to capture language teaching in a distributed manner. The
ontogenetic layer of time is shaped and formed with a person's experiences and
background, while the microgenetic layer of time occurs in the immediate
environment (Cross, 2010). Guided by these layers, the study scrutinized Dan's
activity of teaching Japanese in the wider policy context (cultural-historical),
analyzed the contribution of Dan to the system through his background and
experiences (ontogeny), and contextualized Dan’s involvement in his current
sociocultural context (microgenesis). It was found out that in the cultural-historical
layer, the present priorities in Australian schools urged him to see his activity outside
the development of students’ communicative competence in Japanese. In the
microgenetic layer, discipline-specific goals were replaced with an emphasis on
generic abilities. Therefore, he started to disregard the value of being a Japanese
language teacher in the ontogenetic layer.

Sociocultural perspectives advocate that human development happens when
people participate in cultural communities where cultural practices and
circumstances evolve (Johnson, 2006; Rogoff, 2003). Within the same direction,
Rogoff (1995) conceptualized three phases in a sociocultural activity: apprenticeship,
guided participation, and participatory appropriation. Apprenticeship as a metaphor
signifies a communal activity. In this activity, active participants take part in a
culturally arranged activity to increase the participation of less active individuals. In
guided participation, people mutually get involved in activities by observation and
active participation. After this interpersonal plane achieved with guided
participation, people make progress towards participatory appropriation through
which they can deal with a later issue on the basis of previous experience.

As bound to sociocultural perspective, activity theory is utilized to analyze
wider social, historical, institutional, and cultural contexts. Activity theory illustrates
the indirect and direct relationships among components and gasps the system in an
entire composition (Johnson & Golombek, 2011). As an example, Feryok (2012)
investigated an Armenian EFL teacher's agency in English language teaching with

the help of an activity theory framework. This single case study provides an insight
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into Nune’s experiences as a student, teacher, and teacher trainer in the activity of
language teaching facing changes between Soviet and independent periods of
Armenia. By revealing images for each phase in her career, her individual
representations, goals, and social motives that she found substantial were aimed to
be disclosed. The agentive actions in her student life were guided by her image of
being willing to learn. This image was also substantiated while her English teacher
in those years became a supportive role model. During the next phase, being a
teacher, she oriented her image because of the political, social, and economic
changes. Nune also manifested her image of being positive and active against
struggles. While being a teacher trainer, she adopted an image built on battling for
society to transform a social activity. She urged her community to engage in
professional development activities which were obstructed by some preconceptions.
It was found that the main factor affecting her agency was her personal knowledge
derived from life experiences. The images which were internalized with the help of
experiences mediated the progression of teacher agency because prior experiences

are able to mediate further progressions.

2.3. Teacher Knowledge

The developments in cognitive science fostered new research endeavors for
the examination of teacher knowledge. Shifting away from the behaviorist tradition,
cognitive aspects of teaching introduced the research studies concentrated on the
components of teacher knowledge and the acquisition of teacher knowledge with
formal training and classroom experience. Carter (1990) also stated that teacher
knowledge was found to be “a promising framework™ in the research on teacher’s
learning (p. 291).

Teacher cognition research first attempted at investigating teacher thoughts
and teacher learning. One of the earliest models in teacher thinking is credited to
Clark and Peterson (1984), whose model was constructed on teacher thoughts and
actions. In this model, three categories about teacher thought processes were
specified as teacher planning, interactive thoughts and decisions, and theories and

beliefs, which have a mutual relationship. The other earliest model belongs to Woods'

33



(1996). This model emphasized a structure with beliefs, assumptions, and knowledge
which was called BAK which periodically shapes and is shaped by the context (Li,
2017).

The relationship between knowledge and beliefs has also been very
controversial. Firstly, the distinction between beliefs and knowledge was found to be
obscure (Alexander et al., 1991; Kagan, 1992; Pajares, 1992). After his review of
studies on beliefs, Pajares (1992) stated that these two constructs are inseparable.
However, there was a widespread assumption in the studies that beliefs have
judgemental characteristics, whereas knowledge has objective elements. Hofer and
Pintrich (1997) highlighted that there were multiple instances where these two terms
(beliefs and knowledge) happened to have the same meaning. As in BAK (Woods,
1996), the distinction between knowledge and beliefs was interpreted to develop on
a spectrum, which is not clearly seen in practice. And some scholars proposed that
the parts of knowledge, beliefs, intuitions are inseparably related in teachers’ minds.
Verloop et al. (2001) depicted teacher knowledge as “an overarching, inclusive
concept, summarizing a large variety of cognitions, from conscious and well-
balanced opinions to unconscious and unreflected intuitions” (p. 466).

Towards the end of the 1980s, teacher knowledge replaced teacher thinking
and has become one of the most prevalent concepts in teacher cognition (Borg, 2006).
However, it has been defined in various ways and labeled differently in dichotomies.
One of the categorizations proposed by Shulman (1987) includes "content
knowledge, general pedagogical knowledge, curriculum knowledge, pedagogical
content knowledge, knowledge of learners, knowledge of educational context, and
knowledge of educational purposes" (p. 8). Each knowledge type encompasses one
delicacy of the teaching profession. As a "learned profession," teachers acquire
subject matter knowledge [content knowledge]. Teachers apply certain strategies in
their classrooms while conducting a lesson [general pedagogical knowledge]. They
also understand the curricular aspects, including materials and tools [curriculum
knowledge]. To be more than content specialists, teachers merge their subject matter
knowledge with an insight into the learners' dispositions [pedagogical content

knowledge]. Meanwhile, teachers understand the characteristics of a student profile
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[knowledge of learners]. They grasp the pervasive sociocultural forces in the
classrooms, schools, or community [knowledge of educational contexts]. Teachers
see the bigger picture concerning the purpose of their instruction [knowledge of
purpose] (pp. 8-9). This categorization is still found to be very consistent in the
current educational contexts (Trust, 2017).

One of the other researchers conducting research on teacher knowledge,
Grossman and Richert (1988), emphasized professional knowledge containing
general pedagogical principles and knowledge of the subject matter. Johnson (1989)
associated knowledge with personal experience and mentioned that knowledge
deriving from personal experience is the medium where human beings affect the
environment, and the environment leaves a mark on them in return. Carter (1990)
demonstrated three categorizations of teacher knowledge in her review, "teachers'
information-processing, practical knowledge, pedagogical content knowledge" (p.
296). She also stated that teacher knowledge is neither very abstract nor formalized
but experiential and situational. Elbaz (1991) asserted that teacher knowledge has
non-linearity in which matters could be resolved at any possible time. Teacher
knowledge is bound to "the discursive social matrix" with a dialectic contact (p. 5).
Therefore, the development of a teacher's knowledge is highly related to an intricate,
dialectic relationship with the discursive social matrix embodying it. Overall, teacher
knowledge attains several characteristics such as non-linearity, harmonized quality,
partially patterned nature, being permeated with personal meaning.

Formality versus practicality has created essential differences in labeling and
categorizations. One labeling was craft knowledge constructed with a perspective of
know-how instead of know-what. Craft knowledge was described by Grimmett and
MacKinnon (1992) as a specific form of morally suitable, original, logical know-how
created by teachers who possess educational beliefs in their experiential background
and perform teaching with content and learner-centered pedagogy. Academic/formal
knowledge and experiential/practical knowledge were elaborated with several
dichotomies as received versus experiential knowledge (Wallace, 1991), a priori
versus grounded knowledge (Freeman & Johnson, 1998). In another distinction about

knowledge, Fenstermacher (1994) claimed that epistemological basis plays a crucial
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role. Knowledge could both rely on an epistemological basis and indicate a group of
mental states without justifying their epistemic ground, such as insights. Moreover,
formal knowledge could be revealed as paradigmatic, while practical knowledge
could be interpreted narratively. Formal knowledge is propositional, while practical
knowledge is situational and experiential (Fenstermacher, 1994; De Vries &
Beijaard, 1999). Formal (propositional) knowledge encompassing plenty of
situations is also described as more conceptual compared to practical knowledge.
Practical knowledge has a more perceptual character shaped through particular
situations (Korthagen, 2010).

The same dichotomy was presented by Cochran-Smith and Lytle (1999) with
three notions on how teachers learn. Formal knowledge generated by research and
bound to theory was called "knowledge-for-practice." Practical knowledge or
"knowledge-in-practice" that could be strengthened with expert teachers' assistance
was conceptualized to capture knowledge embedded in practice. "Knowledge-of-
practice" was introduced to explicate teacher learning in a transformative framework
beyond the dichotomy between formal and practical knowledge. In this framework,
learning happens when teachers develop a special knowledge of practice by inquiring
about knowledge put forward by others and relating their teaching to the wider
cultural or social contexts. In this inquiry, teacher groups or communities become
prominent to promote reflection in and on teaching practices (p. 250).

The same labeling was also utilized in different ways. In their study, Meijer
et al. (1999) stated that “knowledge for teachers,” which is generated by research,
constitutes formal knowledge, whereas “knowledge of teachers” that is generated by
teachers themselves forms practical knowledge (p. 60). Xu and Connelly (2009)
renamed “knowledge of teachers” as “teacher knowledge” which points out how
teachers see themselves and their professional workplaces. “Teacher knowledge”
occurs as a narrative phenomenon where informal and formal educational spheres
shape the personal practical knowledge of a teacher (p. 221). Schaefer and Clandinin
(2019) proposed the same dichotomy: “knowledge for teachers” versus “teacher

knowledge.” In “knowledge for teachers,” knowledge is seen as a target to be
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accomplished or handed over, whereas knowledge is narratively embodied and

practically expressed in “teacher knowledge” (p. 62).

2.3.1. Personal and Experiential Knowledge

Teacher knowledge carries personal conceptions shaped by personal life
experiences, learning and teaching experiences, academic background, and
participation in professional development activities. These concepts are highly
influential in teachers' management of learning and teaching (Tsui, 2003; Li, 2017).
Polanyi’s (1958/2005) conceptualization on personal knowledge claims that
knowledge is experienced by human beings and carries personal traces. Diverged
from the codified body of knowledge on what teachers know, personal knowledge
illustrates the attributes of teachers’ knowledge in an idiosyncratic form (Carter,
1990). Moreover, revealing personal aspects of teacher knowledge provides a distinct
viewpoint towards classroom practices (Ben-Peretz, 2011). Similar to this
perspective, Lampert’s (1985) case study over the personal knowledge of two
elementary mathematics teachers and herself revealed how teachers could solve
dilemmas with the knowledge of self, including personal desires and the knowledge
of students.

Polanyi's framing of personal knowledge (1958/2005) and Schoén's framing
of reflection-in-action (1983) have been argued to be equivalent to experiential
knowledge (Barrett, 2007). For instance, Schon's (1983) concept entails criticism
over implicit understanding originated by repeated experiences in a particular
practice and the interpretation of newly emerging challenges in experiences.
However, it was Dewey (1938) who gave credence to the experiences which are
educationally valuable in the experiential continuity. Although reflective thinking
was also highly valued in his philosophy, Dewey (1933) accentuated experiences as
a starting point for learning. Previous human activities shape and bind a person’s
experience because human experience "does not occur in a vacuum" (Dewey, 1938,
p.40). For educative experiences, Dewey (1933) emphasized three notions which are
"open-mindedness, whole-heartedness, and responsibility" (pp. 30-32). These

notions enable teachers to keep student learning more permanent. In Dewey's
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conceptualization of experience and evolving ideas on practical knowledge,
interaction, temporal continuity, and situation are essential aspects. These three
aspects hold deeper conceptions, while interaction is manifested as personal and
social. Continuity is divided into past, present, and future, while situation signifies
place (Craig, 2009).

Teacher knowledge could encompass interaction with personal and
professional knowledge carved from experiences. Tamir (1991) asserted that the
professional actions of teachers are originated from this interaction between their
personal and professional knowledge. In the realm of professional knowledge, two
sorts of experiences as teaching-related experiences and general life experiences,
could be effective. The mediation of second language teachers' actions in a classroom
takes place with their experiences as teachers, students, and people outside the
classroom, with personal and social aspects, and with their values (Golombek, 1998).

Moreover, in second language teachers' actions, teaching philosophy serves
as a wide-ranging, historically and institutionally oriented concept. Crookes (2015)
highlighted this concept in relation to language teacher cognition as both are bound
to thought processes and professional practice. Teaching philosophy is defined as
“views or principles informing and guiding professional practice and an
accompanying body of professional knowledge” (p. 486). A language teacher’s
teaching philosophy is revealed after a teacher states the favored teaching practices
and shares teaching ideas about the morally and philosophically significant
dimensions. In addition to thoughts about learning, educational purposes hold a
remarkable place in teaching philosophy since teaching philosophy statements
encompass teachers’ definitions concerning goals of language teaching. Teaching
philosophy also finds its source in reflections, personal values which demonstrate the
moral dimension, and experiences, which could happen as a student or in general
terms.

Teachers with their unique teaching philosophies create their own knowledge
out of social situations because knowledge is generated in socially situated
experiences (Cobb & Bowers, 1999). Perceptions and emotions are also bound to the

context where knowledge is created. In these contexts, interacting with people allows
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experiences to be shared, evolved, and learned (Li, 2017). Overall, teacher
knowledge emerges from the totality of a teacher's experiences (Connelly et al.,
1997) and could be interpreted as personalized, experiential in a unique sense,
individual-based in interpretation, and connected to local contexts. (Li, 2017). To
demonstrate teachers as legitimate knowers who produce knowledge out of their
lived teaching experiences has also been an overarching movement in the new
scholarship of teacher education which focuses on reflection and experience (Schon,
1995; Zeichner, 1999; Johnson & Golombek, 2002).

Studies have shown the impacts of personal and experiential knowledge of
teachers. Crookes and Arakaki (1999) conducted a study on ESL teachers’ teaching
ideas. After making interviews in an intensive English program, the most frequently
named source of teaching ideas was revealed to be teaching experiences acquired
through trial and error in a teacher’s personal history. In another study, Breen et al.
(2001) borrowed the concept of “pedagogic principles” (Breen, 1991) which were
found to be limited in number and shared among the group (p. 472). In Breen et al.'s
(2001) study, the link between teachers' thinking and actions and whether teachers
do have a common set of principles was examined. After the examination of
pedagogic principles of eighteen experienced teachers with observations and
elicitation techniques, this study demonstrated that the relationship between the
principles and the practices is unique for each teacher even if they teach identical
student groups in the same institution. Meanwhile, there happened to be a collective
pedagogy in which a particular set of principles dominate the classroom practice. It
was also found that personal theories regarding teaching a language are prone to be

more self-inflicted, independent from the context, and experiential in nature.

2.3.2. Practical Knowledge

Practical knowledge was introduced as a concept seeking links between
practical and theoretical; cognitive and affective; process-based and product-based
(Elbaz, 1983). De Vries and Beijaard (1999) asserted that practical knowledge also
contributes to the discussion of good teaching by demonstrating knowledge

embedded in personal meaning and in context. Without always being compatible
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with scientific knowledge, practical knowledge is shaped in contexts. From the
perspective of professional growth, it is also dynamic in a continuous progression. In
contrast to viewing knowledge as a product, practical knowledge is regarded to be
dynamic, progressive, and bound to individual experiences (Elbaz, 1981). Despite
these claims of the idiosyncratic nature of teacher's practical knowledge, Grimmett
and MacKinnon (1992) also suggested that knowledge derived from practice can
serve as “a framework” in teacher learning (p. 444).

Practical knowledge is influenced by the background knowledge of a teacher
(Ariogul, 2007) and develops through the accounts of one’s learning-related,
teaching-related, and general life experiences (Duffee & Aikenhead, 1992). Beyond
technicality, practical knowledge is experiential; in that respect, practitioners reflect
in action (Schon, 1983) to resolve classroom issues (Carter, 1990). Practical
knowledge also empowers a teacher by crediting his/her power to take the initiative
and by giving him/her space to create a style in teaching (Elbaz, 1983). Practical
knowledge is conceptualized through direct examination and presented by two
aspects: practicality that is extracted from routines in instruction resolving student
needs and from the interaction that is originated within the environment (Elbaz,
1981).

Besides these descriptions concerning practical knowledge, Meijer et al.
(1999) portrayed several features of practical knowledge after reviewing several
studies such as Elbaz (1991), Brown et al. (1989), Grimmett and MacKinnon (1992),
Clark and Peterson (1984), Calderhead and Robson (1991), Shulman (1986):

= practical knowledge is unique and personal,

= practical knowledge is bound to the context and the classroom situation,

= practical knowledge occurs and advances with teaching experience,

= practical knowledge is the guiding force of teaching practices,

= practical knowledge is primarily implicit, which means that teachers are not used
to expressing it,

= practical knowledge is related to the taught subject (p. 60)
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As a precursor in practical knowledge research, Elbaz (1981) revealed several
of the above-mentioned characteristics in her study. This particular study illustrated
an experienced high school English teacher, Sarah's practical knowledge, by
describing a single case vividly. In this study, the traits of teacher knowledge were
examined instead of the knowledge base (Carter, 1990). To make these traits
meaningful, three components (rule, principle, image) were explored in Sarah's
teaching. These three components carry some characteristics. The rule of practice is
guided by methodical concerns, while the principle requires reflection. The image
itself is an intuitive component guiding an action. For instance, Sarah had a principle
of providing a risk-free and communicative classroom. In line with this principle, she
kept the rule of allowing students to express themselves without facing criticism. The
image of hers is to open a window to her students' thoughts and encourage them to
keep their windows open to the world.

Elbaz's (1983) book on the same case provided some elaboration on Sarah's
practical knowledge. The content of her practical knowledge was categorized as
knowledge of herself (personal characteristics and goals), of her milieu (classrooms,
relations to teachers and administrators, political concerns), of subject matter (as the
body of knowledge, as skills, content, theories on teaching), of curriculum
development (objectives, students' needs, relevant materials), and of instruction
(teaching strategies, student needs, evaluation procedures). Similar to her article,
three types of imagery were also explained in the book as rules of practice, practical
principles, and images. In the book, rules of practice referred to the simply and
basically defined accounts of actions and methods adopted in a specific situation
which are generally lived out in teaching practices. Practical principles were
described as a more comprehensive but less articulated term having the sense of a
more deliberate purpose. Images were denoted as an umbrella term holding teachers’
emotions, values, beliefs, needs and organizing experience, contextual elements, and
theoretical knowledge. Moreover, five teaching orientations were introduced for the
examination of practical knowledge: ‘“orientation to situations, the personal
orientation, the social orientation, the experiential orientation, and theoretical

orientation” (p. 14). Practical knowledge is held and utilized for specific practical
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needs and contexts (orientation to situations), within a teacher’s unique perspectives
(the personal orientation), in social conditions (the social orientation), to an
experiential base (the experiential orientation), and with the theories that a teacher
holds (theoretical orientation). Apart from orientations, cognitive style, which every
teacher holds and uses in practical knowledge, showed Sarah’s unified and coherent
characteristics in teaching actions. Johnson (1984) pointed out two insights into
educational practices elicited from this book: “the incredible complexity of human
experience” and “practices being a contextually relative exercise of capacities for
imaginatively ordering experience” (p. 467).

Meijer et al. (1999) conducted a study on practical knowledge to describe
collective knowledge held by thirteen foreign language teachers for reading
comprehension. As a first step, they categorized practical knowledge about teaching
reading comprehension into six. These six categories were about content, student
characteristics, student learning, curriculum, purposes, and instructional techniques.
They also took the effects of six possible background variables into consideration in
their study. These variables were previous education, the language of instruction, the
school environment, years of experience, personal attributes, and quality of
reflection. Through concept maps and interviews, these categories were analyzed,
and three patterning groups were revealed. The first one was about how subject
matter knowledge, student knowledge, and knowledge of student learning and
understanding interact. Subject matter and student knowledge were revealed to be in
balance with knowledge of student learning and understanding. The second one was
about the curriculum. In addition to external elements, subject matter knowledge,
student knowledge, and knowledge of learning and understanding were found to be
influential in the selection of reading texts. The third one showed that background
variables such as teachers' experiences, previous education, and reflection among
colleagues were quite significant. Instead of a collective knowledge base, they
established a typology with regard to teaching reading comprehension to adolescents
whose ages ranged from 16 to 18. After these three patterning groups, practical
knowledge was described with a focus on subject matter knowledge, student

knowledge, and knowledge of student learning and understanding. The very same
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study inspired Yu's (2011) study on personal practical knowledge held by thirteen
teacher for reading comprehension in English. Grouping personal practical
knowledge of teachers who taught reading comprehension to university students
illustrated teachers in three orientations: subject-matter-, student-, and student-
learning-oriented teachers. The same background variables were investigated and
resulted in three patterns of personal practical knowledge as “student-centered
teachers, authority-maintaining, and professional-growth teachers” (p. 50).

Practical knowledge has also been associated with teacher development in
research studies. Through schematic charts and a written text on the use of these
charts in teaching English as a second language, Cumming (1989) reported several
representations on curriculum decision-making that thirty-seven pre-service ESL
teachers held. Out of these representations, several suggestions for teacher
development were made, and practical knowledge was discussed as a theme in this
matter. However, practical knowledge was found to be far away from providing a
joint ground for such development because of its personal traces. In Ruohotie-
Lyhty’s (2011) study, eleven novice teachers’ discourse on language teaching was
examined for their personal sense of teacher development and practical knowledge
construction. In this study, their practical knowledge development was found to be
idiosyncratic. Besides, how teachers conceptualize and perceive the environment was

reported to be influential on their professional growth.

2.4. Personal Practical Knowledge

The contribution of Clandinin and Connelly to teacher cognition has been
capturing the whole picture of teacher knowledge with the notion of personal
practical knowledge (Borg, 2006). In contrast to the technician viewpoint, personal
practical knowledge embraces teaching in holistic terms and allows for investigation
over teachers’ moral and affective concerns in classroom teaching (Borg, 2003).
Their line of research was also found to be conducive to the tradition of practical
research (Borg, 2006). Clandinin (1985/2013) saw Elbaz (1983) as her precursor and
highlighted that the dialectical relationship between theory and practice was taken

for granted. However, Clandinin and Connelly unified theory and practice with the
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narrative unities of experience in contrast to Elbaz’s conceptualization of teaching
(Tsui, 2012).

Context and experience hold significance in shaping personal practical
knowledge (Clandinin, 1992/2005). Experiential and theoretical aspects are united
under the frame of personal practical knowledge. Tasks, theories, and skills are
nourished by a teacher's personal and practical experiences, likewise "subsidiary
awareness" where he/she is unconscious of these aspects in his/her action (Polanyi,
1958/2005, p. 57; Clandinin 1985/2013, p. 69). Image, rule, practical principle,
personal philosophy, metaphor, narrative unity, and rhythm are seven essential

concepts captured in personal practical knowledge (Connelly & Clandinin, 2000).
Y p p p g y

2.4.1. The Concepts in Personal Practical Knowledge

2.4.1.1. Narrative Unity

Maclntyre's (1981/2007) narrative unity is one of the concepts that personal
practical knowledge finds meaning in. By seeing life as an adventure, Maclntyre
conceptualized narrative unity of life linking birth to life and life to death. As life
goes on with several encounters, this adventure finds its path through traditions.
People construct a personal view on reality with respect to the social and cultural
systems and make stories all along this adventure (Beattie, 2000; Mela, 2011).
According to Mela (2011), the social development of people, these people's
experiences in relation to their characteristics, and a historical-social continuum are
inherent in the conception of narrative unity of life. The person resides in a particular
historical-social continuum, while the ontological conditions governing him/her
mesh with the collective base of this continuum. Hence, none can find their narrative
unity without a glance at their historical-social background.

As one of the first studies conducted to reveal such historical-social
background, Connelly and Clandinin's (1982) study captured a teacher's narrative
unity, Phil, as the main participant. Phil, who was a school principal, immigrated
with his family from Ireland to Canada in young ages and lived in Toronto Islands.
This project revealed that Phil carries two persons in his life narrative: the boy

attending an inner-city school from an island community and the principal in an
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inner-city school as an island resident. Moreover, the threads of his narrative were
connected by the cultural and historical narratives of his immigration to Toronto,
several schools he worked for, and in general, the education system in Ontario

(Connelly & Clandinin, 1984).

2.4.1.2. Images

Clandinin (1985/2013) describes personal practical knowledge as a concept
deriving from the theoretical ground of developing a language for teaching practices.
As a part of this development, images encompass the dialectic of practice and
inquiry. Beyond their historical and up-to-present characteristics, images are
unfolded into future actions. Images also find meaning in actions and personal
knowledge (Clandinin, 1989) and illustrate the affective quality of personal
knowledge (Clandinin & Connelly, 1987). Images, as implicit concepts, combine
teachers’ theoretical and experiential knowledge with school culture in its
formulation (Elbaz, 1981) as they connect a teacher’s personal and educational lives
(Golombek, 2009). According to Johnson (1984), images do not carry any concept
or proposition but are "embodied imaginative processes" (p. 467). There are also two
similar terms to images: metaphors and gestalts. Metaphors are verbally articulated,
less physical components of personal practical knowledge (Connelly et al., 1997),
while gestalts are a personal composite of requirements, worries, values,
understandings, preferences, emotions, and behavioral inclinations which lead a
person unconsciously (Korthagen, 2001).

The variability in verbalizing and practicing images demonstrated that
personal practical knowledge is not supposed to have clear verbalization or
reasonable definition in order to be highly influential in the life of a teacher
(Clandinin, 1985/2013). A teacher might verbalize her image by explaining her
teaching without any actual classroom practice. Similarly, an image can be
performed as a classroom practice without any verbal expression. Therefore, it is
stated that “either form of expression may occur without the other” (Clandinin

1985/2013, p. 91).
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Images which carry the aforementioned qualities were examined in
Clandinin's (1983) doctoral dissertation. In this study, two primary teachers, Alieen
and Stephanie, performed distinct images. Clandinin (1985/2013) showed how
differently their images were manifested. Aileen displayed her image with a
metaphor, "language is the key." This metaphor and her classroom practices, such as
equating children's cognitive development with their language development,
demonstrated the significance of language in her teaching (p. 89-90). On the other
hand, instead of articulating her image, Stephanie mostly showed it as "classroom as
home" in her classroom activities, in the established rapport with her students, in the
routines of the classroom, and in devising curriculum (p. 90). Besides, Stephanie's
"classroom as home" image reflected her personal practical knowledge in various
aspects such as instructional processes, her style as a teacher and her character as a
person, and in suitable subject matter selection (p. 77).

The image as a component of personal practical knowledge helps the
interpretation of new circumstances. Moreover, new knowledge about one’s
capabilities can be gained with an image. For instance, Stephanie’s image of
“classroom as home” encouraged her to initiate planting practices in her school (p.
85). Subsequently, she realized her ability in growing plants. With the apprehension
of the emotional and the moral dimensions of her teaching, this image found spirit.
The image can be defined as a "moving force in practice" (p. 86). This image of
Stephanie reflected on the classroom by baking and cooking, her personal money
spent on the classroom, and the arrangements to initiate a cozy atmosphere. Her
image showed how her personal life connected with her teaching life. Thus, the
connection that the image allows us to observe was between Stephanie's personal life
and her professional life (p. 80). In this study, it was found that the image of
Stephanie was leavened by four areas of her experiential history: teaching
experiences, teacher education-related experiences, out-of-school experiences, and
previous school experiences.

Clandinin (1985/2013) pointed out that some images are portrayed as more
powerful and assumed to contain "watershed" experience, whereas some are

structured with a combination of various experiences after a while (p. 89). For
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instance, Aileen's image of a child's face was revealed to have a watershed character.
She interpreted the image as a twist in her teaching because she occasionally
remembered the child's face when she tried to solve other students' problems. In
addition to images with a watershed character, images could be articulated to explain
teaching practices. This way of portraying an image also refers to the explanation of
one's "personal theories." For example, Aileen used her image "language is the key"
to justify her actions while discussing her instructional purposes (pp. 91-92).

Images have also been incorporated into the studies with pre-service teachers.
Calderhead and Robson (1991) conducted a study with twelve prospective primary
teachers to gather their conceptions on teaching, learning, and curriculum. Their
images were manifested in their classroom practices and in the course where the
study was taking place. For example, Harriet held an image of teaching based on a
role model who was her secondary school teacher with an attention-grabbing style
and tolerance. Anna established her image of teaching on the idea of rapport between
a teacher and student. On the other hand, Steve had a negative image of teaching that
he restrained himself from imitating. As seen, images could guide actions in many
ways. Teachers might hold an image regarding an ideal teaching environment, and
they could encourage his/her students to be active without any fear of failure under
the guidance of his/her image about an emotionally supportive classroom, similar to
Duffee and Aikenhead’s study (1992).

Every teacher could form an image with their background and experiences,
as in the study of Tsui (2003). As four ESL teachers, one of them as an expert,
participated in this study, these teachers' teaching expertise was analyzed for their
developmental cycles. As having no previous formal teacher training, it was revealed
that they brought their own images about how to be a teacher. These images were
also accompanied by their perceptions about learning and teaching shaped by family
backgrounds, lived experiences, and learning experiences. For instance, one novice
teacher, Eva's knowledge in the field of sociology explicitly impacted her. She
esteemed moral and social values and integrated them into her teaching. Caring for
the idea of individual human beings, she asked for being challenged by her students

and developed personal relationships with them. Beyond teaching English as
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academic content, moral, political, social issues were infused into her teaching,

which enabled Eva to set unique criteria for her teaching endeavors.

2.4.1.3. Cycles and Rhythms

Cycles and rhythms illustrate teachers’ cultural and historical stories.
Significant events and celebrations could be parts of these cycles and rhythms. In
Connelly and Clandinin’s (1984) study, crucial events exemplified as the Chinese
New Year celebrations and traditional school holidays provided insights into cycles
and rhythms embedded in personal narratives, and ultimately personal practical
knowledge. In this study and several others, the same school, Bay Street School was
the research setting and the teacher, Stephanie was the participant. Stephanie’s
image, “classroom as home”, was penetrated during the enactment of these cycles of
events and celebrations. The rhythm in a school year emerged out of these cycles of
events and the celebrations contained minded practices of Stephanie. Stephanie
integrated common Canadian celebrations such as Easter and Christmas into her
teaching because students are accustomed to celebrating them in their home
environments. Stephanie constructed the rhythms for her classroom after the cultural
celebrations of an American Christian home. She adapted the rhythms of her culture
as in Christmas, Thanksgiving, and Easter to her classroom rhythms. Moreover, she
found a balance between her cultural and personal rhythms originated from American
culture and her students’ culture in Canada (Clandinin, 1985/2013). In this way, she
contributed to her school’s cultural calendar and relevant cycles of events (Clandinin
& Connelly, 1986).

According to Clandinin (1985/2013), rhythms harmonize a teachers’ actions
personally and socially. In this study, rhythms of Stephanie’s and her students were
found to be accorded. Stephanie’s personal and cultural rhythms about holidays of
another country were accompanied with her students’ expressing their own, which
resulted in “a harmonious living out of the school year” (p. 83). The actions that she
took during a school year presented her classroom as a home within a harmonized

rhythm.
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In another study, Connelly et al. (1997) compared novice and expert teachers
in terms of cycles and rhythms. Expert teachers were found to be more prone to leave
their imprints on teaching and to skillfully consider various teaching-related aspects.
The first years in teaching were illustrated to be significant because novice teachers
could deepen their understanding of teaching rhythmically by accumulating
knowledge about how to teach and how to understand their classrooms (Clandinin &
Connelly, 1986). Experienced teachers reconstruct their experiences yearly, which
constitutes a cyclic repetition. This repetition allows teachers to understand their
classes rhythmically (Clandinin, 1989) because cyclical experiences occur if the
teacher has a historical understanding within the school context. One's narrative can
only be experienced cyclically against this historical understanding (Clandinin &

Connelly, 1986).

2.4.2. Personal Practical Knowledge and Narrative Inquiry

Personal practical knowledge on a conceptual basis was developed with the
notions of Schwab on practicality (1971, 1983), Dewey on experience (1938),
Polanyi on personal knowledge (1958), and the same intellectual resources created
the phenomenon and the method of narrative inquiry (Xu and Connelly, 2009).
Narrative inquiry as a phenomenon has two crucial components: professional
knowledge landscapes and personal practical knowledge. Clandinin et al. (2009)
explained that conceptualizing knowledge as being experiential, moral, emotional,
and manifested in classroom actions created the idea of professional knowledge
landscapes. Additionally, personal practical knowledge was regarded as social and
personal in that there is a dialectical relationship between the personal dimension and
social context. Ultimately, professional knowledge landscape was interpreted as a
dialectical relationship between personal practical knowledge of a teacher and his/her
social context and were devised to include sociality into teacher knowledge. In
contrast to personal practical knowledge evolving with a person's insights,
professional knowledge landscape is bound to a context (Connelly & Clandinin,
2000). Professional knowledge landscapes show the ways particular contexts

manipulate personal practical knowledge and this knowledge's effects on these
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contexts (Xu & Connelly, 2009). Professional knowledge landscape is also a term
containing teachers' narrative unities, which store knowledge from past experiences,
current mind and body, and future intentions (Ben-Peretz, 2011).

In narrative inquiry as a method, teachers should be thought as individuals
who have feelings, moral and aesthetic concerns and develop interactions with many
people in the wider context. In narrative inquiry, personal attributes are intertwined
with social and environmental conditions. The environment determines social
conditions, which can be interpreted through social, cultural, linguistic, and
institutional narratives (Clandinin & Huber, 2010). Wider professional knowledge
contexts are also emphasized for the effects that they have left on individuals' lives
and undergone with this reciprocal relationship (Clandinin, 1992/2005). In the
method of narrative inquiry, life was interpreted in three dimensions: temporal
continuum (past-present-future), a personal-social continuum, and place (Xu &
Connelly, 2009, p. 224). There have been numerous narrative inquiries done on
distinct perspectives and topics such as teachers' experiences of culture in the
curriculum (Chan, 2006), cross-cultural teaching (Schlein, 2010), immigrant students
and multicultural education (Chan, 2010), students’ experiences with culture and
curriculum (Schlein & Chan, 2012), teacher retention (Schaefer & Clandinin, 2019).

Narrative inquiry aims to reveal a person’s journey to be and to become by
interpreting the person’s lived and told stories (Clandinin & Huber, 2010). In human
society, people tell stories about their actions, practices, and fictions. Stories enable
these people to see their places in human society (Mclntyre, 1981/2007). Teacher
knowledge is perceived to be narrative as a phenomenon. Teachers' stories and stories
dominant over professional knowledge landscapes are formed based on narration.
These two-story types possess emotional, moral, and aesthetic characteristics
(Connelly & Clandinin, 2000). Golombek and Johnson (2004) also assert that teacher
narratives serve as a semiotic tool promoting teacher development and documenting
a teacher’s participation in social reality. Teacher knowledge, which is embraced
with narratives of experience, links phenomena and permeate them with
understanding. This understanding discloses the activities that a teacher participates

in (Johnson, 2009).
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2.4.3. Personal Practical Knowledge as a Framework

Personal practical knowledge has been employed in various research studies
as a framework. In one of the earliest studies, Connelly and Clandinin (1984)
examined the impacts of personal practical knowledge on school reform in a
Canadian elementary school. The school as the focus of the study was scrutinized in
relation to the people in charge of school policies. Race and language development-
related policies were introduced in four volumes. To reveal major components
influencing school- and classroom-related practices, the practices of the principal,
teachers, and notably one teacher were observed. Accordingly, these activities were
described in relation to personal practical knowledge of teaching faculty. Concepts
such as image, narrative unity, ritual, and rhythm were captured throughout the
interaction between researchers and staff. In addition to gathering insights into
practice, the study has significance for the understanding of staff's opinions over
school board policy and implementation techniques.

Clandinin (1989) examined one novice teacher, Stewart’s personal practical
knowledge in his first year in kindergarten teaching. Stewart’s prior experience was
combined with the contextual influences since personal practical knowledge is a sort
of knowledge “carved out of and shaped by situations” (p. 122). Stewart's image
evolved from two realms of a lifetime: personal-private and educational-
professional. Besides, his emotional and moral understandings united the experiential
dimension under this image. Extracted from the interviews and journal entries, the
image of Stewart, "teaching as relating to children," reflected many aspects of his
personal practical knowledge about instructional processes, himself, or subject
matter (p. 126). His image, "teaching as relating to children," had also conflicts with
the cycles of the school. This conflict, nevertheless, led him to foster rhythmic
knowledge in his teaching. Stewart constructed a rhythm in his interaction with
students and in the cycles of unit planning.

Johnson (1989) points out that personal practical knowledge encompasses
worldly understanding, which has an impact on the classroom experience and
student-teacher interactions. He proposed an analogy between linguistic aspects and

personal practical knowledge illustrated in four layers: syntax, semantics,
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pragmatics, and grammar. Personal practical knowledge consists of repetitive forms
of experience in its syntax. Interpreted by its semantics, these experiences are
knowingly or unknowingly worthwhile. Taking actions in a certain way to reach
one's goals indicates pragmatics of personal practical knowledge. Grammar
highlights practice and the expression of personal practical knowledge in the context
of practice. Johnson's conceptualization of grammar is also inspired by Yinger's
(1987) "a language of practice" metaphor indicating the concept of learning how to
teach beyond technical education (p. 296). As Johnson (1989) said, personal practical
knowledge provides profound awareness and plentiful clarifications out of teachers'
life narratives, and if embodied, it enables researchers to see the way that a teacher's
world of experiences and insights take part in the circumstances of a school
environment.

Connelly et al. (1997) delved into a story of a Chinese teacher and teacher
educator that taught in China after a graduate study in Canada. Her image, rules,
principles, personal philosophy, metaphor, cycles, rhythms, and narrative unity were

explained by giving detailed descriptions (See Table 2).

Table 2

Shiao’s Personal Practical Knowledge

IMAGE - Tension Modern China versus historical China
Western educational philosophy versus modern Chinese
education
Generational tensions between the educational authorities
and her students

RULE Listening carefully to students

PRINCIPLE Keeping education meaningful for students

PERSONAL PHILOSOPHY  Experientially oriented philosophy

METAPHOR Push-pull metaphor/ Pushed and pulled by societal
perceptions

CYCLES Cycles of household-related, parenting, teaching activities,
etc.
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Table 2 (continued)

RHYTHM The flow connected to the cycles of her daily living and life
cycles such as education, work life

NARRATIVE UNITY Multiple threads of her life, such as personal, educational,
parenting, teaching, social, and cultural threads

Note. Adapted from “Teachers' personal practical knowledge on the professional
knowledge landscape” by F. M. Connelly, D. J. Clandinin & M. F. He, 1997,
Teaching and Teacher Education, 13(7), p.670-671, Copyright 1997 by Elsevier.

In Golombek's (1998) study, how personal practical knowledge of two in-
service ESL teachers informed their practice in a demanding classroom was revealed
with two findings: the retrieval of relevant experiences for reconstruction and
physical attempts to put them into action. By utilizing several data collection tools
such as class observations, interviews, stimulus recall reports, it was demonstrated
that the narrative reformation of their experiences in various modes enabled them to
interpret the outcomes of their experiences, thereby embracing their personal
practical knowledge affectively and morally. For instance, one of the participant
teachers, Jenny, had an image of "balance" to make sense of the objectives about
fluency and accuracy in her classroom (p. 453). Jenny was unsure of how often she
should correct students' mistakes, which created tension. Because of her traumatic
language learning experience, she was sensitive in this matter. After considering the
possible repercussions of hyper-correction, she found the solution in having a balance
between accuracy and fluency, which had her personal practical knowledge
embodied. The other participant teacher, Sonya, showed her personal practical
knowledge in relation to her experiences as a learner and an individual outside the
teaching spheres. Sonya's image of "scaffold" determined her attitudes and practices
(p. 456). She maintained a belief where scaffolding was her responsibility to provide
a foundation for her students. However, contextual factors, syllabus requirements,
and time limitations contradicted her image. Jenny's giving voice to her students, and
Sonya's respecting her students by scaffolding demonstrated the emotional, moral,

and consequential nature of their personal practical knowledge.
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Beyond analyzing the interactive decisions of these teachers, Golombek
(1998) introduced a new categorization for the components of personal practical
knowledge as knowledge of self, subject matter, instruction, and context. Knowledge
of self is the roles or identities which teachers assume by reconstructing their
experiences. Knowledge of subject matter includes all the interactions with the
discipline that a teacher can have, such as readings, lectures, undergraduate training,
and other related experiences, which were refined with personal interpretations to
deepen their understandings of second language learning and teaching. Knowledge
of instruction refers to the pedagogical knowledge which the teachers utilize in
classroom practices and in the sense-making of their teaching styles. The
embodiment of this knowledge in teaching contexts might be realized with different
elements, such as the role between teachers and students, the role of setting in
language learning, the function of lesson plans, the goals of tasks, evaluative
processes concerning tasks and students, interaction patterns with students, and
assessment procedures. Knowledge of contexts encompasses the institution and
socio-political surroundings containing the time, place, and relevant actors.

In another study, Tsang (2004) examined interactive decision making of three
pre-service non-native English teachers in relation to teachers' personal practical
knowledge which was operationalized as teaching maxims. Teaching
autobiographies were utilized to decipher teachers' personal practical knowledge.
With different data collection tools such as interviews, observation, video-based
method, lesson plans, journals, it was revealed that personal practical knowledge can
be applied with new interpretations of the maxims or a fresh look to the old ones.
Some components of personal practical knowledge could also be competing with
each other, and because of certain classroom variables, access to personal practical
knowledge might be conditional during interactive decision-making. Moreover, the
access to personal practical knowledge was found to be limited during the class
hours, while post-active decisions were found to be informed by this knowledge. It
was concluded that post-active decisions polish future lesson planning and future
online teaching, and a delay in accessibility to personal practical knowledge assists

the evaluation of new teaching maxims. Overall, three findings of personal practical
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knowledge were divided into three sections: having competitive and conditional
features; being fluid and developing source; informing decisions made subsequent to
teaching (p. 172). Tsang (2004) contributed that modeling a favorite teacher is one
aspect borrowed from experiential history. Personal practical knowledge expresses
the traces gathered from teachers met and teaching approaches experienced;
meanwhile, teaching philosophy expresses one's personal practical knowledge.

In Morton and Gray's (2010) study, the role of "lesson planning conferences"
between a teacher educator and prospective teachers in a TESOL certificate course
was investigated with a discursive approach to reveal whether they could effectively
construct personal practical knowledge. Their negotiation on being a part of the
English teaching community took place while the teacher educator and prospective
teachers made sense of lesson plans with discursive practices, including evaluation,
imagined classroom events, directives, offered actions, and teaching principles.
Despite the fact that teacher educators found more access to their personal practical
knowledge, it was found that prospective teachers could obtain a repertoire with co-
created meaning and agency.

Despite the common Western views concerning teacher knowledge, Sun
(2012) demonstrated an Eastern view with a case study about an immigrant Chinese
language teacher's personal practical knowledge in a New Zealander secondary
school. The study aimed to examine how much an immigrant's identity and Chinese
educational tradition, such as Confucian-heritage culture, influenced her personal
practical knowledge and teaching practices. Upon the examination, the knowledge
and identity were found to be intertwined. The dimensions of her personal practical
knowledge are revealed as "being accepted by students for winning their trust,"
"building qi-field for managing the classroom," and "going smoothly for teaching
practice" (pp. 763-764). Her personal practical knowledge was greatly embodied
with Chinese educational tradition, especially with the conception of the virtuoso
teacher in the Confucian-heritage culture. This Chinese immigrant teacher’s identity
and cultural background made a serious impact on her personal practical knowledge

and her teaching practice.
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Ross and Chan (2016) delineated personal practical knowledge for its
significance in teacher education. Its significance was exemplified with four
approaches. The first one is that personal practical knowledge presents an
understanding of teachers’ curricular decisions. Teachers could see the role of their
experiences in classroom decisions and curriculum practices, thus deepen their
insights into their professional identity. The second approach is that personal
practical knowledge provides clarification on different practices within settings
which impose routinized and standardized flow of instruction. Besides breaking the
chains of conformity imposed by the settings, personal practical knowledge
legitimizes the image of a knowledgeable teacher who makes decisions in the
classroom-related circumstances. Thirdly, personal practical knowledge embraces all
the teaching-related components in a balanced manner. As the fourth and the last one,
teachers can recognize the marks of their experiences in their classroom, in that they
can appreciate students’ experiences. This approach allows teachers and students to
relate their diverse viewpoints to classrooms and school communities. Ross and Chan
also (2016) asserted that teacher educators hold personal practical knowledge. To be
aware of their own and understand student teachers' personal practical knowledge
provide teacher educators a way to address differences in perspectives.

Across intercultural arena of teacher education, personal practical knowledge
has been employed for professional development purposes of pre-service and in-
service teachers and the sense-making of teacher educators' lives and work. In a
teacher education related study, teachers’ personal practical knowledge was analyzed
with regard to a teacher preparation course, TESOL. Ellis (2016) renamed personal
practical knowledge for her study as "insights" (p. 215). As the meeting point for
knowledge, beliefs, and experience, insights emerge from the personal experience
and provide different perspectives through various realities. It was revealed that two
individuals trained in a TESOL course could develop different relationships with the
theoretical knowledge due to their distinct insights.

Huang (2017) conducted a study about teacher learning and professional
learning community through cross-cultural collaboration. Through a project in which

Canadian and Chinese schools were paired as sister schools, it was reported that the
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collaboration between Canadian and Chinese teachers in this international network
enabled participant teachers to reformulate their personal practical knowledge
through comparison of pedagogical differences between the education systems. In
another international collaboration, an experienced teacher and a beginner teacher
came together for a reflection-based study. In the study of Kumagai and Black
(2018), a beginner teacher observed lessons of an experienced professor in a
university setting. Both participants also reflected on the teaching philosophy of the
experienced professor. It was found out that personal practical knowledge makes
teaching philosophies and teaching practices compatible through mediation.

In Swart et al.’s (2018) study, teacher educators’ personal practical
knowledge was examined to enhance their understanding of language use in
classrooms to communicate effectively with students and was named as personal
practical knowledge of language. With the focus group interviews, four sub-topics
were aimed to be investigated, such as inspiring experiences that happened in the
classroom, personal language awareness, the perceived meaning and relevance of
personal practical knowledge, and favored choices for improving this knowledge.
Two instances of language use embedded in personal practical knowledge were
found out as "language-sensitive and interpersonally oriented" and "language-
focused and pedagogically oriented" (p. 177). The mentioned understanding was
evaluated as a way to ease the process of constructing a professional practical
knowledge base of language for classroom communication.

Furthermore, the meaning, relevance, and improvement of personal practical
knowledge of language were examined by individual frequencies that occurred in the
focus group. For the meaning of personal practical knowledge of language, the
participants gave responses as "insight and reflection, professional development, and
learning by teaching." For the relevance of personal practical knowledge of language,
the most frequent responses were "interaction with students, developing both
learning and language, being attentive to language during teaching." For
improvement of personal practical knowledge of language, their top three responses
were "time availability, interactive practice with colleagues, professional

development" (pp. 170-171). Language-oriented knowledge of teacher educators
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also combined two prominent elements: reasoning and communication. Reasoning
and communication were connected in this knowledge when student learning was the
concern. In line with the previous studies (e.g., Tsang, 2004), past experiences were
found to be more dominant in the insights about personal practical knowledge.
Current awareness and future motives were presented as less relevant to the personal
knowledge of language (Swart et al., 2018).

Thomas et al. (2018) analyzed the pedagogical practice of three teachers from
the famous Harry Potter series with the narratives from the books. The personal
practical knowledge of these three teachers, Remus Lupin, Rubeus Hagrid, and
Severus Snape, was highlighted in relation to their curriculum implementations. The
aim of the study was to emphasize the significance of narrative perspective and
setting in order to assess and evaluate the pedagogical practice of teachers. During
the study, oral histories, memories, and conversations were utilized. The images,
metaphors, and rules by which these three characters construct meaning as teachers
at Hogwarts School of Wizardry and Witchcraft were revealed. By making an
analogy with a famous Western film, the characters were named as the good (Lupin),
the bad (Hagrid), and the ugly (Snape). We can witness different traces of personal
practical knowledge in these three teachers. Lupin possesses a democratic pedagogy
with an inclusive language to encourage his students for risk-taking. Hagrid is stuck
between the expected curricular aims and the irrelevant teaching practices that he
devises. Snape, who attains a "language practice" with a revision- and experience-
based pedagogy, discloses his true character as a person and as an educator at the end
of the series with current experiences and flashbacks to his personal history (p. 191).
In this study, personal practical knowledge is embodied with teachers’ perspectives
and the setting where their personal and professional histories and identities find
meaning. In addition to the depiction and appraisal of three fictional teachers at
Hogwarts, it was suggested that real-life teachers can also be portrayed and evaluated
with the narrative construction of their knowledge within a pedagogical and historical
setting. By serving narrative perspective and context, this knowledge can facilitate

the evaluation of pedagogical practices and curriculum implementation.
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According to Hung (2020), disputed public issues as a curricular aspect
improves students' skills and prepares them for egalitarian participation. In her case
study, she examined the role of personal practical knowledge in teaching immigration
to students as a disputed public issue. How the issue of immigration influences
curricular, instructional decision-making for elementary school classrooms was also
analyzed. Through narrative interviews and documents, the curriculum and
instruction-related decisions of three elementary school teachers were revealed.
These teachers utilized their personal practical knowledge to make adaptations with
the help of their choice of curriculum, the preparation of an assignment, and the
creation of dialogue over conflicts. As a concept, personal practical knowledge
merges experiences that emerged from teachers' practices and daily lives. In the same
vein, these teachers' decisions emphasized the relation between the professional and
the personal. The data demonstrated that personal practical knowledge is not only

restricted to personal beliefs and stories but also entails personal life experiences.
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CHAPTER 3

METHODOLOGY

3.0. Presentation

This chapter explains the methodology of this research in relation to
qualitative research, case study, research setting, and participants. Each step of data
collection and analysis is illustrated thoroughly. Moreover, the ways adopted for

validity and reliability are emphasized in this chapter.

3.1. Qualitative Research

Qualitative research offers various opportunities for a researcher to find a
presence in the world. As Denzin and Lincoln (2018) described, qualitative research
provides unique ways to makes sense of this world:

Qualitative research is a situated activity that locates the observer in the
world. Qualitative research consists of a set of interpretive, material practices
that make the world visible. These practices transform the world. They turn
the world into a series of representations, including field notes, interviews,
conversations, photographs, recordings, and memos to the self. At this level,
qualitative research involves an interpretive, naturalistic approach to the
world. This means that qualitative researchers study things in their natural
settings, attempting to make sense of or interpret phenomena in terms of the
meanings people bring to them (p. 43).

Qualitative research holds several strengths which enhance our understanding
of this world (Miles et al., 2014). Firstly, qualitative research accentuates an insider
perspective to understand a phenomenon or an activity (Lapan et al., 2012). With
"local groundedness," it enables researchers to enter the natural context where "the
real life" itself is situated (Miles et al., 2014, p. 30). In this real-life representation,

participants' perspectives, lived experiences, and stories are highly valued (Tracy,

2013).
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Secondly, the social world or contexts are found to be very connected to the
participants' lives in qualitative research (Lapan et al., 2012; Miles et al., 2014). As
being context- and time-bounded, it demonstrates the unique and prevailing
characteristics of a phenomenon or an activity (Miles et al., 2014; Stake, 1995).
Thirdly, various data collection methods are integrated into a qualitative research
study (Yin, 2011). In this way, rich and holistic representations provide clarity
(Stake, 1995; Tracy, 2013), while flexibility in the process gives opportunities to
make adjustments (Lapan et al., 2012; Miles et al., 2014). Although the possibilities
in making interpretations are diverse, qualitative research demonstrates the ones
which are “theoretically compelling, morally significant, or practically important

than others” (Tracy, 2013, p. 5).

3.2. Case Study

Case study research is one of the methods that originated within qualitative
research tradition. A specific case is put into the center of research in this method.
The case could be a person, a group, an organization, a program, or a relationship
(Creswell, 2013; Yin, 2009). The first requirement for a case study to make sense of
the specific case, not the other cases. In case study, generalizability is not applicable,
and to represent individuals or sites comparatively doesn't establish a goal in itself
(Saldana, 2011; Stake, 1995). The most favored characteristic of case study is that a
researcher is allowed to have an in-depth analysis (Saldafia, 2011). Through various
data collection tools such as observation, interviews, in-depth knowledge of the case
is attained (Creswell, 2013).

Case study enables researchers to uncover holistic and worthwhile features
of real-life situations (Yin, 2009). The cases could have variety in terms of
participants' experiences, and perspectives; therefore, a particular theme is unlikely
to depict all the diversity (Saldana, 2011). Instead, each case strives to reach out to
multiple themes peculiar to itself after a thorough description (Creswell, 2013).
These themes could be revealed in different case study designs because the goal of

case study determines its design. Several of these designs are intrinsic/instrumental
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(Stake, 1995), descriptive /explanatory/exploratory (Yin, 2018), single/multiple
cases (Creswell, 2013).

Intrinsic case studies aim to reveal a unique case, whereas in instrumental
case study, the case is chosen to interpret a matter, to understand a problem, or to
grasp an overall insight (Creswell, 2013; Stake, 1995). A case study can also illustrate
a phenomenon (descriptive), a process and connected reasons (explanatory), or a
direction for further research (exploratory) (Yin, 2018). A single case or multiple
cases could be selected to examine a phenomenon or an activity. In the single or
multiple case study design, a case might be analyzed in its entirety or with its
embedded units. Case study also describes the case within a system bounded by time
and place (Creswell, 2013). The units of the case and the focus of analysis are
connected to this bounded system. By specifying these components, rich and

thorough case descriptions are generated (Moore et al., 2012).

3.2.1. The Case Representation

Case study design has been preferred in the research of personal practical
knowledge. In Clandinin's (1986) introduction of personal practical knowledge as a
construct, vivid case studies illustrated teachers' classroom practices which were
rendered holistically after a certain time (Golombek, 2009). Similarly, a case study
design is employed in this research study for the examination of personal practical
knowledge.

In this thesis study, the research context was the University of Eastern Sun!,
a foundation university in Turkey. This case is within a bounded system including
time and place, in that it is bound to an academic semester, the fall term of 2020-
2021, and to a foreign language department. Department of Foreign Languages
consists of two units of analysis, English language classes, and extracurricular clubs.
The focus in this bounded system, international faculty, comprises five international
instructors. With all these components, this single embedded instrumental case study
aims to reveal the international faculty’s personal practical knowledge within the

boundaries of the department in the fall term as seen in Figure 6.

"Pseudonym is used for the mentioned foundation university.
62



Figure 6

Single Embedded Instrumental Case Study Design

Context: University of Eastern Sun

Case: Department of Foreign Languages

Unit of Analysis: English Language Classes
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3.3. Research Setting

In the research setting, there are three levels: the university as the context, the
department as the case, and the classes and clubs as the units to be explained in the
following.

3.3.1. The University

The University of Eastern Sun was founded at the beginning of the
millennium as a foundation university in Turkey after the attempts of a renowned
foundation. This foundation is an extension of a union aiming to develop commerce
and industrialization in Turkey. The University of Eastern Sun, which admitted its
first students in 2004 as a foundation university, has a mission of educating a
qualified workforce to be accommodated in the business world and doing research to
contribute to the economic and social development in Turkey. This university’s

vision is to become a pioneer university by promoting technological and productive
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advancements for the future. In the same vein, entrepreneurship holds great
importance in its vision. To enhance entrepreneurship and give opportunities to
young entrepreneurs for their start-up or business ideas, a special organization was
established in the campus of Eastern Sun.

One of its official goals is also to increase its national and international
recognition. In the last ten years, the University of Eastern Sun has been recognized
on the national and international scales. For example, a research organization in
Turkey announced Eastern Sun to be among the first ten private universities ranked
with nine evaluation criteria. In an international ranking for millennium universities,
Eastern Sun was chosen among the first fifty millennium universities in the world
after the evaluation with thirteen performance indicators.

In this university, there are three terms, and the obligatory summer terms are
reserved for internship opportunities. In these summer terms, foreign academic or
internship experiences are promoted and provided to students. There are no 100%
English medium programs, but except for two programs which are Turkish Language
and Literature and Visual Communication Design, 30% of the curriculum is
conducted in English. There are six faculties functioning with several departments,
and in 2020, these faculties admitted 1018 students in total (See Table 3). There are

also full, and partial scholarship opportunities for these students enrolled.

Table 3
Overall Information about Student Enrollments in 2020

Faculty Students Enrolled
in 2020

Faculty of Arts and Sciences 126
Faculty of Economics and Administrative 154
Sciences

Faculty of Architecture and 167

Design

Faculty of Medicine 43

Faculty of Engineering 425
Faculty of Law 103
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3.3.2. Department of Foreign Languages

Department of Foreign Languages is the first place that students visit for their
studies. As operating in a separate building, three programs are offered to the students
in this department. These three programs are run as English Preparatory Program,
English Language Program for Undergraduate Students, and Second Foreign

Language Program. There are eight units in this department as seen in Figure 7.

Figure 7
The Units in the Department of Foreign Languages
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Preparatory Program aims to enable students to comprehend, communicate
in colloquial and academic English, and become fluent speakers of English. In this
program, two general examinations are held. The first one is the proficiency exam
prepared by the department. The second one is the standardized English test. In both
exams, there are three sections: listening comprehension, grammar and vocabulary,
and reading comprehension. Newly admitted students first take the proficiency exam.
If students succeed, they can sit for the standardized English test. On the condition
that a mark above the benchmark score of 500 is obtained, they can progress in the
first-year undergraduate courses in their faculties. Otherwise, they are supposed to
start preparatory English classes, and the English preparatory program becomes

obligatory for them. With the results of the proficiency exam, they are divided into
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levels and classes. There are five levels ranging from beginner to intermediate. There
are also two more levels which are upper intermediate and repeat levels. Upper
intermediate level consists of students enrolled in the Department of English
Language and Literature, whereas at the repeat level, students are trained further in
English after not passing the standardized English test. During a term, lessons on
grammar, four English skills, and standardized English test preparation are
conducted. Students are required to take several exams, quizzes before sitting for the
standardized English exam at the end of the term, which enables them to start their
undergraduate studies. The whole number of students starting the preparatory
program was 848 in the fall term of 2020-2021. The distribution of students who
started the English preparatory program in the fall term is shown by level in Table 4.

Table 4
The Distribution of Students by Level in 2020-2021 Fall Term
Level The Number of Students

Beginner Level 225
Elementary Level 221
Pre-Intermediate Level 157
Intermediate Leve 158
Upper-Intermediate Level 10
Repeat Level 77

In English Language Program for Undergraduate Students, there are four
must courses to be completed. These courses (ELP01, ELP02, ELP03, and ELP04)*
are structured in a requisite order. To finish this program, students are supposed to
complete all these four courses successfully in their respective order. ELPO1 and
ELPO2 have a curriculum based on preparation for standardized tests such as TOEFL.
While the instruction in ELPO03 is done on academic writing skills, ELP04 prepares
students to make effective presentations.

The third program, Second Foreign Language Program, offers several foreign

language courses. These foreign languages are German, Russian, French, Japanese,

? Pseudonyms are used for the Undergraduate English Courses
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Arabic, Chinese, Italian, and Spanish. Undergraduate students can take any of these
courses in their studies to be competent in another foreign language.

Three terms last thirteen weeks in the mentioned programs. The pandemic
caused the summer term of 2019-2020 and the fall term of 2020-2021 to continue
online; thus, the same programs have been run with some changes in curriculum and
lesson distribution. In the fall term in which the current study was undertaken, there

were 42 full-time and 17 part-time instructors working in the department.

3.3.3. Extracurricular Clubs

Extracurricular Clubs are run by the Extracurricular Activities Unit in the
department. Extracurricular Activities Unit is basically responsible for four
arrangements in the department:

¢ Organizing and conducting the international standardized tests
¢ Being the Erasmus coordinator for the Department of Foreign Languages
O Establishing international partnerships with the universities
¢ Coordinating extracurricular activities and correspondences for teaching
assistants
The unit is managed voluntarily by a full-time instructor. This instructor, namely the
extracurricular activities coordinator, undertakes all the mentioned responsibilities.

Extracurricular activities are valued highly in the department. In recent years,
the department was also granted an award for a project on extracurricular activities
by the European Commission. The objective of this project was to provide
opportunities to students to learn English by enjoying extracurricular activities. It
was planned by three full-time instructors and undertaken by American teaching
assistants to create an atmosphere as if English was taught in an English-speaking
country.

Every semester, the unit organizes extracurricular clubs. These clubs are run
by international instructors and international teaching assistants. International
instructors have organized most of these clubs for the last two years though the main
responsibility of organizing these extracurricular activities is upon teaching

assistants. International teaching assistants, as native students coming from
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universities abroad, have their internships in the Department of Foreign Languages
as a requirement of the cooperative education programs at their home universities.
For the last two years, teaching assistants have conducted conversation lessons.
These lessons have been obligatory whereas attending the clubs is voluntary.
Therefore, the clubs are introduced to the newcomers to tempt their attention at the
beginning of each semester. During this introduction, a slideshow is shown to give
necessary information about the available clubs, and students are also encouraged to
offer their ideas in the club-making. Clubs are done every week and can last for
thirteen weeks as long as students participate. Under the current coordinator’s
management, there have been many clubs organized in the last three years (See Table
5). The variety of clubs was lessened in the summer term of 2019-2020 because of
the pandemic. In the fall term of 2020-2021, the clubs done by international
instructors have been postponed and replaced by Conversation Club organized by
international teaching assistants. Concerning clubs of the fall term, international
instructors only held a few sessions to provide a model to international teaching

assistants.

Table 5
Clubs Organized in the Last Three Years

2018-2019 2019-2020 (Fall & Spring) 2020 (Summer)
Chess Club Conversation Club Board Games Club
Drama Club Drama Club English Friends Club
Debate Club English Friends Club Online Conversation Club
Documentary Club Foodie Club Video Games Club
English Friends Club Games Club
Grammar Club Grammar Club
Prep Times Music Club
Short Story Club Rhythm Club
Story Club Story Club
Travel Club Masters Club
Vocabulary Games Club TV Series Club

Vocabulary Club
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3.3.3.1. Activity Systems

English Friends Club is an extracurricular club organized for three years by
the instructors from North America at the department. This club has aimed to make
students practice conversation, bridge cultures, and help students learn and appreciate
English-speaking culture, especially American culture. Due to a tension caused by
the pandemic, English Friends Club was temporarily ceased in the fall term. All
through the term, only Conversation Club, which was obligatory for beginner and

elementary level students, was held by international teaching assistants.

3.4. Participants
3.4.1. International Faculty

Five instructors working in the English Preparatory Program of the
Department of Foreign Languages have constituted International Faculty of this
study. By criterion sampling that is a commonly applied strategy under purposeful
sampling, the participants were chosen to "meet some predetermined criterion of
importance" (Patton, 2002, p. 238). The important criteria were to be international

faculty member and work in the preparatory program of this current department.

3.4.1.1. Susan

Susan is an instructor who is from Blackpool, Lancashire, the United
Kingdom. At the time of the study, she was 61 years old. She has been teaching
English in Turkish contexts for around 23 years. However, her initial career trajectory
was different. She had an undergraduate degree in Biochemistry in the first place,
and in her youth, she took a secretarial course in England. She did a secretarial job
in England for a while. When she and her husband returned to Turkey, there were
two options for her to work. The first one was to work for a laboratory, and the second
one to work at a corporation. When she first came to Turkey, she chose to work in
an automobile corporation, and at the same time, she taught English part-time, which
continued for a couple of years. In the corporation, she worked for the sales
department. She also had a job in corresponding banking. While working in the
banking sector, she earned her master's degree in Economics. After this corporation-

based job, her career choice shifted to the teaching profession. Firstly, she taught
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Economics at a private university in Northern Cyprus for two years after earning her
master's degree in Economics. Later, she made a minor change in her teaching career
and started to teach English and obtained her second master's degree. This degree
was in English Language Teaching from a state university in central Turkey. She
taught English as a native speaker in the Preparatory School of a state university for
13 years and retired from this state university. Nevertheless, she continued working
in the English teaching field. In a private primary school, she worked in kindergarten
for three and a half years. She has been working at the University of Eastern Sun for
six years. In addition to being an instructor, she has also been working as an examiner
and a proofreader. Susan has been an examiner in the assessment of a standardized
English exam organized by a global English institution. In the current department
and national testing services, she has taken the responsibility of proofreading the
examinations. Currently, she has been working in the English Preparatory Program,;
as of the last semester, she has been in the English Language Program for
Undergraduate Students. As a native speaker, this international instructor mostly

conducts her lessons in listening, speaking, and reading.

3.4.1.2. Ruth

Ruth is an Asian-American instructor from Boise, the state of Idaho, the
United States of America. When the study was conducted, she was 60 years old. She
has been teaching abroad for nine years. Apart from the University of Eastern Sun,
she worked at an International School in China for one year and in a private school
in Turkey for three years. Similar to Susan, her career started in another work field.
She had an undergraduate education in mathematics and a certificate in computer
science. She worked in a high-tech company for 18 years in different roles, the last
one being a software test engineer. In the summer of 2012, she worked on her
certificate in Teaching English as Second Language in Seattle. She did her practicum
at an English for Academic Purposes program at the University of Washington. In
this practicum, she was a volunteer assistant who was an extra conversation partner
for academic speaking purposes. After Seattle, she came to Turkey because of a

network connection. She worked in the K-9 program of a private school in an Eastern
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city and taught speaking skills. After three years in this school, she wanted to have
another experience; thus, she went to a school in China. She worked in the Intensive
English Program of an International School to get students' English skills to increase
so that they can take part in academic work. The International School was in
Southwest China, Sichuan, and the city was Chengdu which is famous for its pandas
and relaxed lifestyle. After a one-year-long experience in China, she wanted to work
with university students; therefore, she came back to Turkey to work at Eastern Sun.
She has been working in the Preparatory English Program, and it is her fifth year at
Eastern Sun. In private school, she mainly taught speaking. In the International
School, she conducted her lessons on integrated skills with reading, writing,
speaking, listening, and it was content-based instruction, such as Social Studies. She
trained learners at the elementary level, but at Eastern Sun, she mostly instructed in
pre-intermediate and intermediate classes. She has also acquired many tutoring
experiences. She tutored in English as a Second Language for a Chinese graduate
student while working at a university in her hometown. She has done Conversation
Clubs and private tutoring in Turkey. Ruth is currently writing her thesis for a

practice-based master's program in English teaching.

3.4.1.3. Daisy

Daisy is an instructor from Chicago, the state of Illinois, the United States of
America. At the time of the study, she was 30 years old. She has a sister, Isabel,
working at the University of Eastern Sun as well. She has been teaching for the past
seven years in the ESL/EFL field. Her undergraduate degree was in English and was
called Secondary English Education. While studying, she worked in public school
systems in the state of Illinois, America. She worked in middle schools and high
schools for about two years as an observer and as a part-time assistant. Before she
went to graduate school to study for TESOL, she also conducted a community-based
conversation class with her sister. Daisy obtained her master's degree in TESOL from
an American university in the South of the States. As she was studying English
Language Teaching in the Linguistics Department, she was teaching part-time at an

Intensive English Program in Illinois for two years. When she finished her master's
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degree, she started looking for jobs, and found a job in Turkey, and moved here. She
has been working at Eastern Sun for six years. Her instruction has been mostly in
intermediate to advanced levels in Turkey, but she has taught some beginner classes
in America. She co-taught that beginner class which was a grammar class. She co-
taught it with one Iraqi co-teacher because he spoke Arabic with the students who
are mostly Saudi Arabian, and she spoke English with them. In Turkey, her classes
have mostly been with a younger demographic of students, while in the United States,
it was a bigger range with people in their 40s, 50s, or some who were younger. She
usually teaches listening and speaking and sometimes reading and writing, and some
lessons on the standardized English test. She also does some private tutoring on an

online platform which is mostly on conversational speech.

3.4.1.4. Isabel

Isabel is an instructor whose hometown is Chicago, the state of Illinois, the
United States of America. She was 30 years old while the study was carried out. She
has been working as an English teacher for almost seven years, but professionally for
six years. In the first place, she did not study teaching. She studied Social Work,
Social Services in her bachelor's degree. Teaching started as a hobby for her. She
began exploring the field of English teaching with the conversation partners at her
university in America since the university had a lot of international students. The first
few conversation partners she had were mostly Chinese students. In her bachelor's
degree, she had an internship as a social worker. For six months, she worked as a
case manager and, at the same time, taught English. With her sister Daisy, they also
started teaching some community ESL classes at their university, in which they had
mostly Asian students. She earned her master's in TESOL at an American university
in the South of the States. While doing her master's, she worked at her university's
Intensive English Program. There she had students mostly from Arab countries,
Brazil, and Asia. She taught in this program for about two years part-time and one
summer as full-time. Afterwards, she came to Turkey. She has been teaching in this
English preparatory program for five years. Back in the States, she had some
beginner students. However, in Turkey, she has mostly had intermediate or lower

advanced students. The majority of the classes she has taught have been listening and
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speaking. Other than that, she has also taught some reading and writing courses. She

has not had a class that focused on grammar.

3.4.1.5. Matthew

Matthew is an international instructor who is 27 years old. He is from
Indianapolis, the state of Indiana, the United States of America. He also shifted to
the teaching profession after studying in another field. He studied Business,
specifically Logistics, in his bachelor's degree. In the business sector, he worked
shortly during college. He worked at the warehouse that did reverse logistics for
Amazon. Upon the recommendation of his friend, he started CELTA in a hybrid
program which was conducted half online half in person. He taught classes every day
for two weeks in this program. After graduating, he obtained his CELTA from
Teaching House in Chicago and a year or two after that, a TESOL diploma. His
experience in teaching has been primarily at the University of Eastern Sun. He did
not have any teaching experience before that, except the CELTA program. At Eastern
Sun, he did a year as an intern. As an intern, he would plan some speaking, some
lessons designed around maximizing time for students to produce speaking every
week. During the same trimesters, he ran some extracurricular clubs with the similar
goals. These goals were giving students lots of speaking practice and opportunities
to become more proficient and comfortable in using English. The internship year was
a trial period for the department to see him in the classroom, how he engaged with
the students, how he led conversation classes. There was a long trial period which
was a period for him to get more comfortable in a classroom setting. When he was
doing the internship, the director and head of the department requested from him to
acquire the TESOL diploma. After acquiring higher credentials, he was given the full
responsibilities of an instructor. 2019 was his first year as a full-time employee at
Eastern Sun. As a full-fledged instructor at the university, he has been working for
full-time teaching, 20 hours a week. He has taught several levels at the university,
from elementary to intermediate, and has mainly taught listening-speaking and

reading-writing courses.
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3.4.2. International Teaching Assistants

During the fall term of 2020-2021 academic year, there were two
international teaching assistants working in the department. They gained the
opportunity to work in the current department with the cooperative education (co-op)
program of a Canadian university. This co-op program is a five-year-long program
in which four years are spent studying and one year in having an internship. During
an academic year, they alternate between study and internship. In the fall term,
Evelyn and Kathleen were on co-op period, and the next term, they would be
studying. They believe that they would figure out what they want to do when they
graduate and gain more experience by having a co-op. By being on co-op, they make
some money on the side to pay for their tuition. They were also taking a course since
it is not as full-time as other jobs. For instance, Kathleen was taking a psychology
course and a professional development course in communication at the time of the

study.

3.4.2.1. Two International Teaching Assistants: Evelyn and Kathleen

Evelyn is from Waterloo, the State of Ontario, Canada. At the time of the
study, she was about to be 20 years old. Her major is English and Rhetoric at this
Canadian university. In this major, she has been trained in literature rhetoric studies
and also in a co-op program. Evelyn saw the internship position in the Department
of Foreign Languages on their university's job posting website, which they use to
find internships. She applied for it because of her passion for becoming a teacher in
the future and her desire to experience teaching in an international workplace. Evelyn
dreams of traveling, teaching abroad, and eventually settling down and teaching high
school literature.

Kathleen is from Toronto, the State of Ontario, Canada. She is a third-year
student at the very same university and studies Biology with a minor in Psychology.
She is interested in teaching as her previous co-op has been in the teaching field as
well. When she saw the posting on the website, international work experience at the
University of Eastern Sun intrigued her. Kathleen plans to attend Teacher’s College

first because they have to take training at a Teacher’s College in Ontario for two
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years to become a teacher. She dreams of teaching Science and Math in high school

or at a university after holding a PhD.

3.4.3. Community

In the third generation activity theory, two activity systems (English Friends
Club and Conversation Club) are united with a similar object (goal). The subjects, as
introduced above, influence and are influenced by the community in these activity
systems (Cole & Engestrom, 1993). This community for both activity systems
consists of the administrative affairs coordinator, the coordinator of extracurricular

activities, and students.

3.4.3.1. Administrative Affairs Coordinator

Koray is a member of the Administrative Affairs Unit. He has been working
at the University of Eastern Sun for nine years, and currently, he is the assistant
director of the Department of Foreign Languages. In administration, they are
preparing the program for the instructors and the class rosters for students in each
level. They handle annual leaves, hourly leaves, social leaves of instructors.

Administrative assistants are principally seen as problem-solvers in the department.

3.4.3.2. The Coordinator of Extracurricular Activities

Dilan was the coordinator of extracurricular activities who supervised
English Friends Club for two years and Conversation Club in the fall term of 2020-
2021. She has been teaching English for nearly 13 years and working in the
Department of Foreign Languages since 2012. She previously worked as a
coordinator of the Administrative Affairs Unit in the department. She earned a
master's degree in Educational Psychology with a thesis on extracurricular activities.
After she completed her M.A., she started coordinating the unit where her thesis
served well in the activities. Dilan has worked as the coordinator of the
Extracurricular Activities Unit and has carried out the duties peculiar to a coordinator
of the Extracurricular Activities Unit for the past two years. For the clubs, she has
also hired teaching assistants, who generally come from the aforementioned

Canadian University. It is significant to mention that in the middle of the study, a
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new coordinator has taken her responsibility. The processes in the club-making such
as past years’ endeavors and planning of the fall term were actualized by the
coordinator, Dilan; therefore, this change didn't inflict any problem in the research

design.

3.4.3.3. Students Attending English Friends Club

Four students who attended English Friends Club during the academic year
of 2019-2020 accepted to take part in this research study and share their previous
experiences in English Friends Club. They have been in their undergraduate studies
except for Bilge, who was studying for the standardized test to progress in her

department (See Table 6).

Table 6
Students Attending English Friends Club

Name of the Student  Age Department

Selim 21 Political Science and International Relations

Bilge 19 Law

Bora 23 Material Science and Nanotechnology Engineering
Melisa 20 Law

3.4.3.4. Students Attending Conversation Club

Thirteen students who are participants of the study have been in the English
preparatory program in the fall term of 2020-2021. These students from two levels
participated in Conversation Club regularly. They agreed to share their recent

experiences in Conversation Club (See Table 7).

76



Table 7

Students Attending Conversation Club

Student Age Level Department

Suna 18 Beginner Psychology

Fatih 21 Beginner Psychology

Emre 20  Elementary Computer Engineering

Giilsu 18  Beginner Management

Ziihre 19 Elementary  Industrial Engineering

Ravza 19 Elementary  Law

Arslan 19  Elementary Political Science and International Relations
Cihan 19 Elementary  Artificial Intelligence Engineering

Gokhan 19  Elementary Psychology

Hale 18 Beginner History

Biilent 18 Beginner Economics

Zerrin 18 Elementary  Interior Architecture and Environmental Design
Yavuz 18 Elementary  Electrical and Electronics Engineering

3.5. Data Collection Tools

Tools utilized for research on personal practical knowledge include field
notes, interviews which could be unstructured as in the form of a conversation,
teacher stories, oral history, and some terms such as images, cycles, rhythms,
narrative unity, personal theories (Connelly et al., 1997). In this research, various
tools were utilized to depict personal practical knowledge of international faculty as
seen in Figure 8. The first tool was semi-structured interviews designed as
background, post-observation and focus group interviews. Background interviews
revealed teachers' background and experiences in teaching whereas post-observation
interviews elicited their perceptions on their practical knowledge. An additional
interview to background interview was also designed for instructors' present
practices and future expectations. For activity systems, two focus group interviews
and interviews with the community were carried out. Secondly, international

instructors' seven classes were observed, and field notes were generated with

77



descriptions and reflections. As Hung (2020) stated, personal practical knowledge as
a concept encompasses personal background, family narratives, teaching
experiences, and teachers' understanding regarding ongoing matters or topics. With
all these interviews and observations, the insights about these aspects were aimed to
be reinforced. Lastly, English Friends Club-related documents were reviewed with
instructor Daisy in line with Yin's (2011) framework for data collection methods.
With the emergence of the COVID-19 pandemic, non-contact interactions
and online instructions have become common. Many educational institutions across
the world have transitioned to remote learning. Similarly, English language
instruction has continued online (Shin, 2020). The same circumstances happened at
the University of Eastern Sun and resulted in online instruction during the fall term.
Data collection began two weeks after the start of the online fall term in September
and finished one week before the term ended in December. All through the data
collection period, a video conferencing tool was utilized to meet with the participants
due to the pandemic conditions. All these interviews were audio-recorded and

transcribed verbatim after the data collection period ended.

Figure 8
Data Collection Tools
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3.5.1. Semi-Structured Interviews

Semi-structured interviews were prepared and conducted in three parts: for
narrative unity, as post-observation, and with the community. These interviews were
conducted between October and December and lasted for different durations (See in

Table 8 & Table 9).

Table 8

Durations of International Faculty’s Semi-Structured Interviews (Minutes)

Susan Ruth Daisy Isabel Matthew
1% Semi-Structured Interview 73 54 34 33 49

(Background Interview - Past)

2" Semi-Structured Interview 60 50 26 27 35

(Additional Interview —

Present and Future)

Post-Observation Interview 37 41 31 19 31
Total 170 145 91 79 115
Table 9

Durations of Semi-Structured Interviews with the Community (Minutes)

Koray Dilan Students Total
English Friends Club/Conversation Club

Semi-Structured 16 37 44 / 107 204
Interviews with

the Community

3.5.1.1. Semi-Structured Interview for Narrative Unity

Narrative unity implies that a person is shaped by all the past actions and
practices. It also illustrates one's history beyond the sole description. A person has
numerous narrative unities out of the history that is held. Narrative unity enables us

to retrieve lived stories, develop current unities, and embody novel ones (Clandinin,
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1985/2013). In line with narrative unity, two semi-structured interviews were utilized
to reveal the international faculty's past, present, and future to show personal practical
knowledge depicted through teachers' professional practice (Hung, 2020).

The past of international instructors was revealed through a background
interview and had a focus on their professional history and experience (Appendix
B.1). Background interviews were designed to reveal biographical teacher accounts,
which are accepted to be evidential (Clandinin & Connelly, 1987). In addition to
these accounts, teacher stories that could be about a teacher's own educational history
or about his/her teaching experiences (Connelly et al., 1997) were aimed to be
retrieved. According to Elbaz (1991), an epistemological claim comes to the fore
about teacher knowledge and the notion of story to present it. This epistemological
claim is that teachers' knowledge is arranged by story and can be appreciated with
the help of story-telling. The inseparable connection between thought and action is
presented with story-telling since the stories are told by displaying the thinking
process. Furthermore, a story can be defined as a gateway through which life
experience of ours is interpreted and finds meaning in a personal sense. Stories are
personal by mirroring life history and social by mirroring the professional milieu of
a teacher (Connelly & Clandinin, 2006). The inquiry of their professional experience
and teaching philosophy was integrated into this background interview to allow
story-telling.

International faculty's present-day and future anticipations were explored
with an additional semi-structured interview (Appendix B.2). In this interview, their
current involvement in professional development activities, their roles in the
department, and the department's influence on their professional growth were
investigated to demonstrate their current unity. For their future anticipations, two
lines of inquiry with the perceived benefits of working in the department and future
plans were adopted. Although traces of their personal lives were evident in these two
interviews, there was no special emphasis on their personal lives during the conduct

of semi-structured interviews.
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3.5.1.2. Semi-Structured Post-Observation Interview

After the first observation, a post-observation interview was conducted to
reach international faculty's perceptions on their practical knowledge (Appendix C).
The categories in this interview were generated based on Meijer et al.'s (1999) study.
Meijer et al. (1999) studied language teachers' practical knowledge of reading
comprehension. As a preliminary stage, they originated six categories to depict and
analyze their data. After the preliminary stage where categories were examined
independently, they analyzed the responses of thirteen teachers in a matrix to finalize
the conceptualization of practical knowledge in six categories. In establishing these
categories for practical knowledge, seven knowledge components which Van Driel
et al. (1998) discussed concerning pedagogical content knowledge paved the way.
These seven knowledge components were extracted from several renowned studies
in teacher knowledge (Cochran et al., 1993; Fernandez-Balboa & Stiehl, 1995;
Grossman, 1990; Marks, 1990; Shulman, 1987). Teachers' practical knowledge,
which can serve as a way to realize the knowledge in professional contexts and the
strategies to be employed in these contexts, was explored through the following six
categories: "Subject matter knowledge, Student knowledge, Knowledge about
student learning and understanding, Knowledge of purposes, Knowledge of
curriculum, Knowledge of instructional techniques" (Meijer et al., 1999, p. 64). In
this thesis study, the same knowledge categories have been utilized with some
questions adapted from Meijer et al. (1999) and Yu (2011). Moreover, questions over
several teaching actions witnessed in the first hour of observation were added to the
interview. It gave a chance for them to explain and justify their preferences, which

valued the voice of teachers (Elbaz, 1991).

3.5.1.3. Semi-Structured Interviews with Community

International instructors' embodiment of personal practical knowledge
influences the department and the students. For that reason, three parties in the
community were involved in interviewing process. To gather the views of the
department, two interviews were conducted with the administrative affairs

coordinator and the coordinator of extracurricular activities (Appendix D.2.1 &
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D.2.2). As mentioned earlier, English Friends Club has had a tradition formed in
three years and helped the functioning of Conversation Club this semester. To make
sense of student learning out of the activities conducted in these clubs, four students
who attended English Friends Club and thirteen students attending Conversation
Club shared their learning outcomes (Appendix D.2.3 & D.2.4). These outcomes
aimed to be revealed to see what has been achieved in terms of learning outcomes
and how personal practical knowledge of international instructors and teaching

assistants has been performed in the clubs.

3.5.2. Observation and Field Notes

Teachers' experiential narratives which carry biographical and personal traces
require observation for a period of time to uncover personal practical knowledge
(Clandinin, 1985/2013). One hour followed by semi-structured post-observation
interview and subsequent six more hours per instructor were observed to uncover
their personal practical knowledge over a two-month time period. To witness
instructors' naturalistic actions and interactions, the researcher attended their online
classes as a participant. The researcher’s active participation during the classroom
processes was limited; nevertheless, social actions were observed and corroborated
the viewpoints extracted from interviews. Additionally, the rapport between the
instructors and the researcher facilitated gaining opportunities for participant
observation when the researcher needed to participate in the flow of instruction
(Morgan & Guevara, 2008). During these observations, field notes with descriptions
and reflections on teaching actions, interactions in the online classes of international
faculty were noted down. Field notes were turned into write-ups which could be read,
revised, interpreted, and coded with several methods (Miles et al., 2014). These 123
pages long field notes were typed into a computer program as write-ups for further
analysis. Additionally, orientation sessions done by international instructors for the
benefit of assistants and 20 sessions of Conversation Club in four levels were
observed to be familiar with the structure of this club. During these sessions, the flow

of instruction was noted down for the topic choices and instructional preferences.
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3.5.3. Focus Group Interviews

Cognition which entails the processes of thinking, knowing, and
conceptualizing, has apparent and socially-determined nature (Li, 2017). Activity
systems demonstrate the distributed cognition with regard to the triangle of mediation
surrounded by activities, actions, and conditions. To delve into the details of these
constructs, two focus group interviews were undertaken in November and December
(See Table 10). Focus group interviews enable a researcher to reach out to many
participants at the same time, which can intrigue discussion to a great extent
(Morgan, 2008). To discuss the activities, actions, and goals, focus group interviews
were preferred. In the first focus group interview, four international instructors
except Susan shared their roles and experiences in English Friends Club and their
mentoring for Conversation Club (Appendix D.1.1). In the second interview,
international teaching assistants Evelyn and Kathleen explained their experiences in

conducting Conversation Club (Appendix D.1.2).

Table 10

Durations of Focus Group Interviews (Minutes)

English Friends Club Conversation Club Total

Focus Group Interviews 44 31 75

3.5.4. Document Analysis and Reflections

Documents are regarded as reliable sources which gives information about
various aspects happening in a long span of time (Saldafia, 2011; Yin, 2009).
Documents can also enable a researcher to realize the progress achieved in a social
network (Prior, 2008). Daisy shared the documents used in English Friends Club in
the last three years and later reviewed them in an online meeting with the researcher.
There were no questions prepared prior to this review. Instead, her reflections over
documents were captured inductively during this review. The online meeting was
recorded with the permission of Daisy, and the audio was transcribed to be benefitted

for analysis. This method was adopted for two reasons. The first reason was that
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reflection and dialogue can make the articulation of personal practical knowledge
attainable (Golombek, 1998). The second reason was to evoke emotions and

cognitions through these reflections (Boud et al., 1985).

3.6. Data Analysis

3.6.1. Steps in Data Analysis

Dataset was examined in three parts: narratives of experience, the intersection
between practices and perceptions, and activity systems in extracurricular clubs.
Semi-structured interviews for narrative unity were analyzed for narratives of
experience, whereas observations and post-observation interviews led to the
intersection of practices and perceptions. For the activity systems, semi-structured
interviews with the community and document analysis were analyzed. Under these
three separate parts, three components of personal practical knowledge as narratives,
images, cycles and rhythms were explored with a similar method which encompassed
Eclectic coding as First Cycle and Pattern coding as Second Cycle.

For Eclectic Coding, several First Cycle coding styles were utilized as First
Cycle coding is described as the initial investigation on the dataset through various
styles (Saldafia, 2013). The choice of these styles in Eclectic coding was to be
purposeful and changing for each part. These coding styles were Holistic, Values,
Descriptive, Provisional, Process, and In Vivo coding?®. While the dataset was coded
eclectically, brief reflections and thoughts on the process and phenomena were noted
down as analytic memos, which served as "first-draft self-reports" (Miles et al., 2014,
p. 95). As Saldana (2011) stated, this "reflexive freewriting" was employed to
promote inductive, deductive, and abductive thinking by interpreting data in the

researcher's own words (p. 98).

3 Before coding in a detailed way, Holistic coding was adopted when a general idea about
what to examine was set. Values coding was applied when experiences on intrapersonal and
interpersonal planes were to be revealed. Descriptive coding was utilized to label topics that
emerged in datasets. Provisional coding was applied when a provisional list that emerged out
of a preliminary inquiry was used to explore the dataset. Through Process coding, activities
or actions were coded with gerunds to signify the process itself (Saldafia, 2013). In Vivo
codes were generated with participants' own words to retain the sense of their thoughts and
actions (Charmaz, 2006).
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Figure 9

The Steps in Data Analysis
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Analytic memo writing was followed by Second Cycle coding which is the
phase where all the initial codes are classified, organized, and synthesized (Saldana,
2013). Therefore, Eclectic coding was merged with a Second Cycle coding style
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named Pattern Coding to generate a pertinent design. This way, generated pattern
codes as meta-codes weaved First Cycle codes into more coherent and condensed
sets of data with categories and themes (Miles et al., 2014). After Pattern coding,
different presentations were utilized for each part. Narratives were conveyed and
matrices were created for visualization by following Miles et al.'s (2014) suggestion
on think display. All along with these steps, MAXQDA was used as a tool to facilitate
the analysis. After the analysis steps were taken, as shown in Figure 9, personal
practical knowledge of international faculty was illustrated with three interrelated

components: narratives of experience, images, cycles, and rhythms.

3.6.1.1. Narratives of International Faculty’s Experiences

As personal practical knowledge is idiosyncratic in nature, each international
instructor’s narrative unity was examined individually. As a first step, semi-
structured interviews for narrative unity were coded holistically with three
categories: past, present, and future. Secondly, Descriptive, In Vivo, and Value
coding were used to explore personally and socially-oriented experiences. Thirdly,
these First Cycle codes were merged into Pattern codes. As the narratives were
knitted with stories (Miles et al., 2014), at the end, narratives of personal experience

were exposed in biographical terms.

3.6.1.2. The Intersection of Practices and Perceptions: Images

Images are conceptually significant variables in this study because they are
the fundamental interpretive constructs combining experience (Clandinin,
1985/2013). At the nexus of action and personal knowledge, image is permeated with
“meaning-giving emotionality and morality” and “the glue that melds together a
person’s diverse experiences, both personal and professional” (Clandinin,
1985/2013, p. 89). In this study, images with the aforementioned features were aimed
to be explored through the intersections between actions and perceptions. Classroom
practices represented actions, while interviews provided perceptions which exceeds
the behavioral instances (Smith, 2001).

Similar to narratives of experience, post-observation interviews and write-

ups of observations were analyzed separately for each participant. For interviews,
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knowledge types taken from Meijer et al. (1999) were utilized as a provisional code
list. After Provisional coding, In Vivo coding was applied to show the personal
articulation of their perceptions. After Eclectic coding was finished, Code
Landscaping was applied to capture the overview. Code Landscaping, which refers
to visual displays of codes or words in a document by frequency (Saldafia, 2013),
was performed manually, but systematic frequency was counted with code clouds
from MAXQDA. As seen in the code clouds, the codes used only once was extracted
from Code Landscaping. With the codes given more than once, Code Landscaping
provided "an exploratory heuristic for qualities” (Saldaifia, 2013, p. 202). At the end,
the most frequent code in the Code Landscaping was selected as the perception
influencing instructors’ image regarding their practical knowledge.

Apart from frequency, In Vivo codes were compiled into Pattern codes and
instructions' perceptions on their practical knowledge based on these Pattern codes
were written down in the narrative format. At the same time, write-ups of
observation, which represent actions, were analyzed with Process coding to match
with instructors' perceptions on the knowledge types. As the last step, the checklist
matrix compared the perceptions with classroom observations to show their
connection in real teaching instances (Miles et al., 2014). Based upon the frequencies
and matrix, an image emerged for each instructor, and the related educational
experiences were linked with the image accompanied by vignettes for contextual

richness.

3.6.1.3. Activity Systems in Clubs Evolved with Cycles and Rhythms

Clubs have been spheres embodying personal practical knowledge of
international instructors. Therefore, two activity systems, English Friends Club and
Conversation Club were investigated to see how personal practical knowledge of
international faculty were represented in the club-making and how English Friends
Club was expanded into Conversation Club conducted by international teaching
assistants. In this research, these two clubs were examined with the third generation
activity theory. Several constructs such as subjects, objects, mediating artifacts,
community, rules, division of labor demonstrated how distributed cognitions were

enacted in the clubs (Cole & Engestrom, 1993). This examination informed the
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research study about the components of the clubs and the activity itself, which found
cyclic movement and rhythm in practice.

The activity systems of both clubs were revealed through focus group
interviews, interviews with the community and reflections on documents. They all
were firstly coded with Holistic coding. Interviews were coded with the guiding
elements of Activity theory, while on the reflections, three academic years were
employed. Holistic coding was eclectically followed by Process, In vivo, and
Descriptive coding in all the datasets. As a first step, Eclectic coding emerged from
interviews demonstrated the activity system of the clubs. Activity systems in both
clubs were scrutinized on personal, interpersonal and institutional levels.

Secondly, cycles and rhythms were aimed to be revealed. Cycles and rhythms
provide straightforward awareness concerning a teacher's experiences and present
"an almost physical sense of what the teacher feels, thinks, believes" (Elbaz, 1991,
p. 13). Similar to historicity in the third generation activity theory, cycles and
rhythms are bound to time and illustrate the way teaching practices are unfolded in
time. Therefore, after Eclectic Coding on the reflections, the events taken place in
the last three academic years were written down in analytic memos. At the end, an
event-listing matrix demonstrating "a series of concrete events by chronological time
periods" (Miles et al., 2014, p. 196) were created to illustrate the cycles and rhythms
of international faculty.

After the activity system and the cycles and rhythms in English Friends Club
were revealed, the expansive learning of teaching assistants was unveiled.
International instructors guided teaching assistants in the first week of Conversation
Club and helped these teaching assistants move through their zone of proximal
development by modeling the club sessions. This resulted in the expansion of cycles

and rhythms. At the end, the influences of both clubs on students were uncovered.

3.7. Issues of Validity and Reliability
Qualitative research's search for meaning is always confronted with issues
related to validity and reliability (Creswell, 2013). In this research, the discovery of

personal practical knowledge with many encounters also necessitated resolutions to
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these issues. For the issues related to validity, four strategies were adopted. Thick
descriptions done in detail were integrated into the process of reporting as a
validation technique. In this way, readers could see commonalities between different
settings (Lincoln & Guba, 1985). These detailed descriptions could also enhance
transferability beyond the current study (Creswell, 2013). Validity was also ensured
by collecting various sorts of data to have a view through diversified lenses (Tracy,
2013). To analyze and represent varied viewpoints, data was gathered from semi-
structured interviews, observations, focus group interviews, and documents. By
triangulating these data, the study could become more credible and trustworthy
(Saldana, 2011). Trustworthiness and credibility of research could also be enhanced
with member checking and peer debriefing (Miller, 2008a, 2008b). After data
analysis was complemented, a document of draft findings was shared with the
international instructors. The international faculty reviewed this document on their
personal practical knowledge, specifically on their narrative experiences.
Additionally, a research assistant from the education field contributed to this study
with peer debriefing after the findings and discussion were shaped. In addition to the
validation strategies, the issue of reliability was also taken into consideration and
handled with intercoder agreement and reflexivity. Intercoder agreement refers to the
analysis of codes by more than one coder (Creswell, 2013). In my study, a fellow
researcher participated in my effort to seek intercoder agreement about the coding

leading to the images of the international instructors.

3.8. Reflexivity

A researcher’s reflexivity is embraced to acknowledge the unique role of the
researcher’s background and interest during the conduct of a study. Reflexivity also
urges the researcher to explain herself in relation to the research context and process
by engaging in an ongoing reflection and examination concerning the researcher’s
impacts on the research study (Dowling, 2008). Through this elaborate examination,
the researcher’s past experiences, roles, thoughts, shortly background are revealed.
This self-reflexivity ascertains positionality of the researcher (Tracy, 2013) since

positionality is informed by reflexive practices (Darwin Holmes, 2020). Positionality
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can be interpreted from an insider or outsider perspective. However, insider position
and outsider position are both interpreted to have their advantages and disadvantages.
But as Merriam et al. (2001) mentioned, “the insider’s strengths become the
outsider’s weaknesses, and vice versa” (p. 411). Despite seeing these positions’
relationship in a dichotomy, researchers can also be an insider and outsider on a
continuum (Darwin Holmes, 2020). By locating myself in the research context and
process, I have realized that culturally I am an outsider, but as an instructor working
at the same university, [ am an insider. On this continuum, I was personally involved
in the observation of classes and interpretation of data; therefore, my personal
practical knowledge was also embedded in these processes. Therefore, I attempted
to bracket my own biases self reflexively.

Personal practical knowledge exceeds the boundaries of theoretical
underpinnings and unites an instructor's past, present, and anticipated future. I have
worked in different settings since I started teaching four and a half years ago. While
working in an English language course for kids during my sophomore year, I
acquired first-hand experiences about the power of games in teaching English in a
fun environment. Subsequent to my graduation, I continued teaching in my second
hometown, where I found a place in a private school. For nine months, I gained
various insights about being a teacher. My classes from secondary and high school
levels taught me the diverse characteristics of student groups. I learned how to
communicate uniquely with each group and gained insights into the depths of the
teaching profession. My passion for theatre found an expression in a play that my
high school students performed. After gaining such diverse experiences, I decided to
pursue an academic study and moved to my ancestral hometown. During my graduate
studies, I have worked as a part-time instructor at the University of Eastern Sun for
three years. By getting to know university students and teaching English at a higher
level, I explored my aesthetic and moral concerns about teaching from a different
angle. I realized that I prioritized establishing rapport with my students, sharing my
personal college memories with them, and showing them how to reach their goals in

line with their skills. Teaching at the university level raised my awareness towards
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the place of higher education, which influenced my future career prospects. My
teaching-related cognition has been shaped all through this journey.

By revealing this journey, my unique ways of learning to teach, performing
teaching, and connecting with teaching, namely my personal practical knowledge,
are illustrated. From my perspective, personal practical knowledge should be
embraced to understand teaching practices better. In the university context that I have
been working in, I have known these international instructors and shared personal
time with them. I witnessed their unique practices in their regular classes and their
clubs, such as English Friends Club. Their search for an understanding of Turkish
culture initiated insightful conversations among us. All these shared moments created
my personal interest in their personal practical knowledge, which is embodied at the
nexus of their personal lives from a different cultural background, their diverse
teaching career trajectories, and the reciprocal influence between themselves and the

department.

3.9. Ethical Considerations

Ethical approval was attained for this research study from the Human
Research Ethics Committee of Middle East Technical University. The application
was approved first time in June (Appendix E.1). Due to an adjustment in club
organization, the second time application for change was issued in November
(Appendix E.2). Department of Foreign Languages also granted permission to this
study in June. Consent forms that were arranged differently for each participant
group were collected (Appendix F) and debriefing forms were shared with the
international faculty at the end of the study (Appendix A). For the protection of
anonymity, pseudonyms were given for every participant, the university, and the
courses explained. The name of the Canadian university was also masked for the very

same purpose.
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CHAPTER 4

FINDINGS

4.0. Presentation

Throughout this chapter, findings from the data analysis of interviews, focus
interviews, observations, and reflections on documents are presented under research
questions which explicate the narrative unity, perceptions, images, activity systems

encompassing rhythms and cycles.

4.1. What have international instructors brought from their education-related
history to teaching at a language department in a higher education context?
4.1.1. What are the fundamental elements of the instructors’ teaching

philosophies?

4.1.1.1. Susan: Lifelong Learner

Teachers formulate their own teaching philosophies all through their teaching
experiences. In these philosophies, teaching and learning convey unique meanings
for teachers on an individual basis. For Susan, who has been in the field for more
than twenty years, language teaching is “a means to convey meaning, understanding
or world knowledge.” By learning a foreign language, a person can discover new
avenues every day. This discovery exceeds the boundaries of time as “learning is
progression, non-ending as a growth and it is continuing.” As learning is progression,
learners only compete with themselves rather than with others. Students' progression
on this self-competition depends on their necessary resources, motivation level,
guidance needed, and feelings towards their environment. In the same vein, Susan

emphasizes lifelong learning as a journey into which every individual should venture.
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In the world that we are in today, it does not matter what age you are, now
you are forced, whether you are like it or not, to continually learn. Because
life, the pace of life, and the way the advancements that have been made,
mostly in the technological sense, are appearing very rapidly, and you do not
have to do it 100%, you have to be aware of certain things and do things at
the basic level. So, you have to force yourself to learn, to continue. It does
not matter what age you are, even if ninety (Susan, 1% Interview).

Communication is the desired outcome of learning a language for Susan as
“all purpose of learning a language is to be able to communicate more effectively.”
To accomplish this outcome, one of her approaches is to find ways for interaction
while enhancing students' proficiency in English. To facilitate interaction, creating a
pleasant, warm atmosphere is her personal goal. In a pleasant atmosphere, ideas,
thoughts about daily matters in the world are shared. In these sharing moments, the
generation gap between Susan and her students becomes apparent because their
perspectives and hers seem detached. In one of these moments that she recalled, the
unit covered was on green spaces and parks. In the classroom, she wondered whether
students realized some plants in restaurants are real, and some are plastic. She asked
how that would make them feel, but disappointed when nobody responded well.
Despite the differences in interests and the generation gap, she never abandons her
interactionist approach.

In her classrooms, Susan is sensitive to her students' attention span,
motivation, and expectations. However, she does not strive to change any of these
aspects. After studying motivation in her master’s thesis and attending the article
group as a professional development activity, she realized that focusing on student
motivation is a waste of time because “at the end of the day everybody is an

individual, everybody has got their needs.”

4.1.1.2. Ruth: Community Builder

The conceptualization of teaching shows the values possessed. Ruth values
the “helping facet of teaching,” which enables students to come closer to their goals.
In addition to helping their individual goals, the encouragement given to learn from

each other is one of her teaching goals. By giving space, she aims to encourage her
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students to help each other during classes. Before all of these interactions, the
community, which is embedded in a social, ecological system, needs to be built; “my
first week was totally about them learning each other, getting to know each other.”
Ruth believes that every student brings their attributes shaped within their social,

ecological system to the classrooms.

It is all how we are part of a system, an ecological system. You know the fact
the student comes to class, also he comes in with different backgrounds, its
family experiences, his cultural background, the country's social,
socioeconomic conditions (Ruth, 1% Interview).

Rapport and social-emotional learning are the key aspects of her teaching. As
seeing social presence indispensable, Ruth manifests her affections in actions. One
example is saying “I love you” at the end of the classes to show that she cares about
her students. Therefore, the relationship with students finds meaning on an affective
scale. In this relationship, Ruth is also sympathetic and empathetic with her students
by crediting their needs. For instance, she lets students bring their food to meet their
physical needs as students' needs come first.

Students are not passive listeners in Ruth’s lessons. Questions are constantly
asked because “their mind is more open to receiving the answer” if students inquire.
By asking questions, she also gives them a choice, ensuring their autonomy. In her
online classes, she once asked a question to a student who focused on his phone in
order to make him notice his attitude and take action accordingly, “I am trying to get
their minds engaged by giving them a question. Instead of saying put it away, I am
giving them a choice.”

Language learning strategies are one of Ruth’s targets in teaching. Students
should be taught language learning strategies which could be applied to any
language. One of the strategies is about vocabulary learning by looking up in the
dictionaries. Ruth highlights the significance of using a dictionary to read more
example sentences in her classes as knowledge of the meaning does not guarantee

that they could use words correctly in a sentence.
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4.1.1.3. Daisy: Constructivist Teacher

Teaching individuals means providing them a scaffold to move one step
further. Parallel notions, constructivism and zone of proximal development, take an
important place in Daisy’s teaching practices. By communicating and pushing
students beyond their current level, Daisy aims to assist her students in challenging
themselves. Her characteristics ease this assistance as she considers herself an
approachable person with whom students can be comfortable. As one of her
professors stated, her teaching personality does not differ from her actual personality
as being approachable, sociable, encouraging. Her teaching philosophy's most
compelling aspects appear as being an approachable teacher and having students
challenge themselves.

Teaching English is more than knowledge and skills taught in the classrooms.
It involves getting familiar with the very self and the community. Therefore, for
Daisy, “being a teacher is about teaching character and teaching life skills and
helping people have a better life.” Besides teaching life skills and helping to have a
better life, the most beneficial aspect of learning that she conceptualizes for her
students i1s to “connect learning to their lives.” In a communicative environment,
students should connect language learning with their real lives. Daisy believes that

teachers should make students aware of this connection.

A lot of students maybe do not realize the importance of language learning or
the importance of knowing another culture. So, I like to try to connect
whatever we are doing in the classroom to their lives and to help them see the
usefulness of it. That is the number one aspect for me, helping students
translate what they are learning in our class to their real lives and how to
improve their lives and whatever ways that might be for them (Daisy, 1%
Interview).

4.1.1.4. Isabel: Guiding Teacher

Goals in teaching could be specified as short-term and long-term. Isabel’s
short-term goal is to help students carry out their responsibilities about participation
in classes or assignments. Meanwhile, long-term goals are connected to the lives of
students. For Isabel, teaching enables students to pursue their goals in connection to

English. They can have job interviews or communicate with people whose native
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language is other than Turkish. To make students reach these long-term goals, she
advises them through different mediums such as emails or face-to-face meetings.
Her teaching philosophy is about “more on a personal level than task level.”
In line with the affective filter hypothesis, Isabel believes that “the best way to have
a class or learn a language starts with the teacher making the students feel
comfortable.” Her efforts are bound to make students feel relaxed and comfortable
about learning the English language. Despite the advice and efforts, language
learning is beyond a teacher's efforts. Thus, Isabel aims to guide her students in order
to find their own study habits or ways to motivate themselves. One of her beliefs is
that “as teachers, we should try to teach our students how to learn or teach them how

to teach themselves.”

4.1.1.5. Matthew: Student-Oriented Teacher

Skills are one of the instructional areas in English language teaching.
Matthew’s aim in teaching English is to prepare his students with the necessary skills
to succeed in the classroom. Nevertheless, his objective is not the standardized exam
itself. It is his belief that when students get prepared adequately, they can pass the
test. His main concern is to equip them with the necessary skills and help them find
their own success, which should be within the limits of their abilities. Matthew only
works to encourage his students to do the best of these abilities. This encouragement
includes students’ increasing active participation in the lessons and engagement with
the content.

Matthew implements his philosophy by engaging and building rapport with
students and giving students autonomy in tasks. Building rapport is achieved by
asking questions about their personal lives, departments, or activities. In addition to
rapport, Matthew sees student autonomy as the most effective aspect of his teaching.
He prefers to make space for student autonomy because, in this way, students can
“experiment or explore with the language themselves.” In this experimentation, free
production is highly valued. The other reason of Matthew’s emphasis on student

autonomy is that university students are mature enough to have their choices.
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Therefore, he does not give priority to class participation and allows students to make
their own decisions.

Motivation appears as the most beneficial aspect of language learning from
Matthew’s perspective. He could even make an analogy with his own language

learning experience in Turkish.

I can think of my own learning and my own study, particularly with the
language before  moved here... I was really motivated, and [ wanted to learn,
and I was excited, and I would like to study regularly, whether it was with
apps or music or videos online. Compared to now, I have to admit my
motivation is lower for studying the language... I think because of that; my
learning is slowing down, and less motivated. So, I think motivation is a big
part because if you really want something, you are going to work hard to
make it happen (Matthew, 1% Interview).

4.1.2. Which education-related experiences have guided the instructors?

4.1.2.1. Susan: A Lifelong Learner on Many Levels

The educational history of teachers is divided into two periods: as a student
and as a teacher. In her educational history as a student, Susan could not recall any
inspirational teacher because she found the teaching of those times moderate. The
only teacher she has remembered was her history teacher because she imagined her
in a certain way. The reality was supported by the imagination, which shows Susan’s
dissatisfaction with the teaching practices. Although this teacher was imagined in a
certain way, Susan still criticized her for relying on dictation in her teaching.
Interaction with students was mostly neglected in this particular teacher's classroom
practices. One of Susan’s beliefs is that interaction and imagination should be
incorporated more into lessons. Besides, compared to the present day, technology
was not prevalent and a part of educational processes, which necessitated using
essential educational equipment such as chalk and blackboard. Overall, she was not
very optimistic about her educational history as a student.

The reason for becoming a teacher could be interpreted against the
educational history as a teacher. As an individual who studied in another field, Susan

“never wanted to be a teacher.” From her perspective, teaching is a demanding
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profession and more complex than acting because teachers stand in front of a class
as themselves. Two initiatives were influential in Susan’s entry into the teaching
profession: opportunity and capability. Teaching was seen as an opportunity, and
English language was one of her capabilities. The circumstances happening at that
time provided an opportunity for her to start teaching at a state university. The only
aspect she needed to improve was her grammar knowledge because they use
grammar automatically and are not directly taught grammar in schools. This need
was crucial for Susan to understand and appreciate the grammar: “Even if you are a
native speaker of that language, you do need to have some grammar knowledge to
understand and appreciate how certain structures come about and why they are used
and what is the differences.” Furthermore, after more than twenty years of teaching,
Susan realized that standing in front of a class, in the long run, changed her
introverted personal qualities, and she has become more confident while teaching
and interacting in the classroom.

From the state university, Susan retrieved three impactful experiences. One
impactful memory of hers is about her voice. One of her students at this state
university wanted her to sing, which she had not experienced before. She performed
singing and challenged her introverted character in front of her class. The other two
impactful experiences were about classroom dynamics at the same state university.
In one term, she realized that students from different backgrounds segregated
themselves, which adversely affected the classroom dynamics. The other one was
about a project on which she taught. In this project, two adult participants electrified
the classroom atmosphere and made complaints, which resulted in a colleague's
observations without any notification. In both experiences, mutual and positive
interaction was desired instead of detached and negative patterns of interaction.

Susan remembered how she used to confront “foreigner complex™ in her
classes. In her perception, foreigner complex refers to the fear of students to
communicate with native speakers. One of the experiences where she noted this
foreigner complex was about her British accent. Her accent was admired by students
but created some problems in communication. One of her students said one time, “we

love your accent, but we cannot understand what you are saying.” She names it as a
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prejudice in the students' mindsets as explaining, “foreigner, foreigner, I cannot, and
she is British. Oh my God... I am not going to be able to understand what she is
saying.” After some time, she noticed that this prejudice reduced, and students started
to interact more with Susan.

In her teacher education background, two programs bear importance:
Diploma in Teaching English to Speakers of Other Languages (DELTA) and M.A.
degree in English Language Teaching. According to Susan, DELTA was “the king
or one of the best certificates to get in English language teaching field”; therefore,
she started this teacher training program while working in the primary school. In this
program, she participated in three modules specified in various topics. During the
modules, she designed a course and sat for an exam. At the same time, her practical
teaching was observed, and she was given feedback about her objectives, strengths,
and weaknesses. Meanwhile, in her master's, she carried out a qualitative research
study and took academically oriented training. Teacher training program as DELTA
or academically oriented program as the master has given her perspectives on
teaching-related aspects. Teacher training program equipped her with an

‘.

introspective look into “where she is, where she can go, what she can do, what
resources there are to achieve or to gain, and what she needs to do in a real situation.”
Although this program was more practical than her master’s degree, she found both

beneficial.

4.1.2.2. Ruth: Community Builder with Social and Emotional Concerns

Educational history carries traces of experiences which could inflict
emotions. An emotion-inflicted experience from Ruth’s school years reminded her
of a physics teacher. She remembered this physics teacher in high school as an
inspiring teacher and as a creative person who presented ideas in relevant and
authentic ways. Despite his efforts, in one class, she recognized his disappointment
in students who were disrespectful to him. Ruth can still recall how she was
emotionally affected by seeing the emotional state of this teacher.

Her teaching-based educational history made a start in her forties. Teaching

has been Ruth’s second career as she was forty years old when she started to take a
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role as a teacher. Before starting teaching, she worked in a high-tech company and
this career shift stemmed from the end of social pressures and expectations. In her
younger ages, she was under the pressures of social expectations and went through
that phase until her parents passed away. She did not have any familial attachment
anymore; therefore, she was free to start teaching. This decision was also under the
influence of two main motivators: her desire to be in an international setting and help
people with English.

The current context made her more sensitive to the pressures that students
from a different culture must endure. Her first memory happened in a repeat class
where a student scored low in a writing quiz. This student was disappointed with his
score, and according to Ruth, the score was supposed to be higher. At this
troublesome moment, her officemate, who was the main course teacher of this class,
encouraged these students by saying, “your success will be in your department, not
in English.” In Ruth’s point of view, it was understanding of her, and this act
encouraged students a great deal because students in repeat classes have low
motivation most of the time. She witnessed that Turkish instructors have wisdom
coming from their cultural background. Her deficit was in cultural understanding as
she could know how an American student thinks, but not a Turkish student. After her
officemate's wisdom, she started to be more empathetic towards students and realized
parental pressures students might feel. In another memory, her cultural understanding
increased after being knowledgeable about the exam period that students went
through. The idea of a university exam was different to her because, in the U.S.A.,
there is no such a high-stake exam forcing students to postpone their hobbies. During
speaking quizzes, students were talking about their hobbies with a side note. The side
note was that they stopped their hobbies for the university exam. She then noticed
that this is “a big deal,” and being at university is a success. These all acknowledged
her about the culture; therefore, she has become more sensitive to this fact in her
lessons: “I am sensitive to the fact that they are just coming from high school where
they took this big exam. So, this year I was more intentional in welcoming them,

congratulating them on being at university.”
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Concerning teacher education, she has taken training in Teaching English to
Speakers of Other Languages (TESOL) and has been currently following a master’s
program in English teaching. When it came to the benefits of the master’s program,
Ruth specified what she has acquired from this master’s program with two concepts:
asking questions as an instructional technique and the idea behind the triangle of “I
thou it” (Hawkins, 1974). Firstly, the lecturers in her master’s program never
answered the questions of trainees directly but replied to their questions by asking
another one similar to the Socratic method. Ruth took this technique about asking
questions and adapted it for her classrooms. Additionally, she realized what
Hawkins’ (1974) framework of “I thou it” means for English language classes. As
she observed, three figures in the classroom, teacher, student, and subject, constitute
a triangle that connects them as a web: “Teacher is /, the student is thou, it is the

subject that we are learning, and we are all interconnected.”

4.1.2.3. Daisy: Constructivist Teacher with the Teaching-related Past

The schools are the places leaving a range of marks on students. Daisy has
been a student who acquired positive marks from her school experiences. From her
early ages on, the school has been a place where she was happy to be. In addition to
the positive associations with the school, there have been many teachers in her
family. Teaching is a “family profession” as her mother, older sister, and brother are
teachers. As teachers, Daisy, who is fond of socializing with other people, and her
family see themselves as “people-focused.” Her personality, the social value given
to teachers in her local community, and the teacher's power to make people's lives
better were her reasons to become a teacher. After Daisy started teaching in English,
she also realized her passion for learning about other cultures and languages.
Therefore, she registered for graduate school to work with people from other cultures
and teach English.

Daisy’s school life was full of inspirational teachers who made an impact on
her life. Her middle school teacher helped her deal with difficulties in her personal
life while her English teachers in high school who taught American literature classes
showed her general life skills and study skills such as “reading books as reading

people and learning about people's lives.” Another teacher, her history teacher from
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middle school, taught her the significance of working diligently after the submission
of imprecise homework. The teacher gave back the homework by saying that it was
not good enough because she prepared this class project at the last minute. At
university, she attended a Junior College for the first two years, and she “learned
from English professors as teachers and people.” During studying in graduate school,
her academic advisor also provided guidance in her academic life and professional
life as a teacher. Before going abroad for teaching, she encouraged Daisy to move

and work abroad.

Whenever I was thinking about leaving America, when I wanted to move
abroad, I felt kind of nervous, and I did not know what to do. And I did not
know much about Turkey, and my academic advisor said, you are going to
do, I am going to make this happen, trust me, I will help you. And so, I think
she just believed in me, and also, she encouraged me (Daisy, 1% Interview).

In her professional life, she saw the benefit of working hard as a teacher. One
such professional experience that she can recall vividly took place in her advanced
English grammar class in America. The first time when she taught this class, the
international students were not happy with the way she taught grammar. After
unfavorable teacher evaluations, she studied seriously for two to three months on
English grammar. The next time she taught the same class, her teaching was
evaluated much more positively. Even her co-workers started to ask her questions
about grammar and see her as “the grammar authority.” With this experience, she
came to the realization that one's weakness can become a strength with hard work.
Seeing weaknesses as “a way to become stronger” also helped her when she faced
difficulties in Turkey. One of such difficulties has been learning Turkish which was

challenging, but rewarding at the end as Daisy recalled:

When I came to Turkey in the beginning, and I did not understand what the
students are saying in Turkish, and sometimes I could not understand emails
in Turkish, and it was really hard in the beginning, but now like a few years
later, I feel like I enjoy Turkish, and I understand it. So, I think it is the same
idea, not to give up, but just to keep working and you benefit from your work
in the end (Daisy, 1% Interview).
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Daisy’s undergraduate degree is related to teaching, unlike the other
international instructors. After this teaching-related degree, she also earned a master's
in TESOL. Both her undergraduate and graduate degree have brought various
dimensions into her teaching style. Her undergraduate degree, the teacher education
program, taught Daisy the school system of her state and teachers' formal roles.
Besides, she learned about practical components such as lesson planning, classroom
management, or general laws concerning American schools. This program was more
traditional and formal compared to her master's program. In her master's program,
she was lectured on formal teacher training involving practical know-how,
understanding students' mindsets, and skills. The dimensions presented have also
influenced her classroom practices. For instance, having proximity with a disruptive
student and asking him/her the reason for his/her actions have influenced her
practices. Overall, continuity in conversation, error correction, and modeling as a

teacher were her practical gains from her graduate degree program.

4.1.2.4. Isabel: A Guide for Students on Behalf of Human Service

Teachers support, inspire, and lead students for their own benefit, and these
efforts are never forgotten. Similarly, Isabel was inspired and led by many teachers
in her life. From her family, her mother was a teacher who taught her study habits.
She was inspired by her English literature teacher from high school because this
teacher taught for joy, not for necessity. In the Intensive English program, she had a
chance to meet with supervisors and colleagues who had taught English all around
the world. These supervisors and colleagues trained her with some methods. These
methods are the use of agenda to show what would be covered in the lesson and the
ways of being organized and scheduled, both of which she uses efficiently in her
teaching at the department.

Being in the human services field was her job preference. However, Isabel
was initially undecided about the profession she would do for the rest of her life. In
her region, being a nurse has been popular among women; therefore, she studied a
nursing major for one semester. Still undecided, Isabel switched to another field

focusing on counseling. Thus, she started her bachelor's degree in Social Work,
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Social Studies. This particular field requires close relationships with people who have
problems related to their personal lives, values, and beliefs. She found this sort of
requirement as “emotionally draining.” After overwhelmed by the requirements, she
decided to explore English teaching. This field was appealing because she does not
have to be emotionally involved and could see the world and various cultures. Thus,
she and her sister, Daisy, started the TESOL program together, and English teaching
has become the field that she could envision herself for the rest of her life.

The reasons behind her decision to become a teacher are about to be in the
human service but to be in a more neutral way of human relationship’s emotional
side. When she started teaching, she did not have any concrete aims or ideals in her
mind. She searched for a good job and good benefits which would satisfy her.
Becoming a teacher was also a practical decision. Isabel realized that she could find
a job in various countries or settings. Her interest in other cultures and countries also
could offer many opportunities and experiences: “we are all humans, we are all the
same on some level but another level; it is completely different, the food we eat,
languages we speak. I just never get tired of learning about different people, different
places.

Motivation and cultural aspects have been prioritized in Isabel’s teaching
career. For example, in the English preparatory program, she realized that some
students are unable to fit into the program. In her classes, she does not let her
motivation go down in such discouraging instances. While staying positive, she
ponders on ways to increase her students' motivation. Another impactful professional
experience of hers regarding motivation was about helping Chinese students in
speaking. While working with Chinese students in America, Isabel never gave up on

her students and steadily motivated them to speak.

The Mandarin speakers really had a problem with English pronunciation and
speaking, and they did not want to speak very much in the class. But I just
asked them to repeat until we could understand them. We did extra practice.
Later, the students said it helped them, and they thanked me (Isabel, 1
Interview).
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Isabel has also perceived introducing cultural elements as an impactful
aspect. She especially feels motivated when students are eager to learn phrases in
everyday American English. For instance, in one of her classes, a student showed
appreciation for learning American phrases, daily language, and personal stories
about Isabel’s hometown. Isabel found this appreciation as a “positive encounter.”
Beyond teaching, she also learns Turkish cultural aspects, which she uses to connect
with students: “I was trying to talk about people sharing something, and I made a
joke about Cem Yilmaz like little little in the middle. I like to connect on a cultural
level with the students learning about their language, culture.”

Concerning teacher education, TESOL's name, Teaching English to Speakers
of Other Languages, arose Isabel’s curiosity. Initiated with curiosity, this program
taught Isabel a practical skill on communication with people: “it has made me a better
communicator, not only with students but with people in general, learning about how
people receive communication and how I can better communicate. This has probably
been the biggest thing.” During this training, she also had the full responsibility of a
class in the Intensive English course where she cannot “think of any better experience
to start a teaching career.” As being a headteacher, her supervisor supported her all
the way.

If we developed any material at all, they would have to check it. We were
regularly observed, and so through the observations, they were able to
critique us and help us and really mentor us. It was really good for practice,
but also for emotional teacher support; we had really good support. The
student body was really diverse. It was a true English as a second language
class (Isabel, 1% Interview).

4.1.2.5. Matthew: Student-oriented Teacher with Continuous Experience

Creative lecturers at universities could influence a student group in a way that
the lecture is perceived as a scene from real life. Matthew had such a business law
class at university. It was his favorite class, whose lecturer was very creative in
turning a tedious and demanding lecture into an enjoyable and challenging
instruction. In this class, there were many readings about cases and laws. Instead of
solely reading, she made her students “interact with the materials.” At the end of the

semester, this lecturer even invited a judge into her lecture and gave students specific
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scenarios to defend or prosecute in front of this judge. Matthew and other people
“appreciated her and her effort.”

After earning his bachelor’s degree in business, Matthew was undecided
about his career. He studied business in the first place as this degree is applicable for
a wide range of areas. His problem-solving skills could be useful in business;
however, he was not passionate about this field. Instead, he realized his passion for
“helping people to cross cultural barriers through language.” Matthew entered the
teaching profession because of his natural dispositions, preference for social
interaction, and interest in international experience and other cultures. As his natural
disposition, he believes that he has “some skills that are naturally good for the job.”
Moreover, jobs containing social interactions always appeal to him. In teaching,
interaction with students was one of the reasons for his decision to start teaching.
According to him, teaching could also serve as a worthwhile opportunity to have an
international experience. To gain such experience, Matthew earned his CELTA and
started to look for job opportunities abroad. His other interest was in foreign
languages and cultures as teaching English could help people reach their goals related
to learning foreign languages and cultures.

The department has been the first place where he practiced his teaching;
therefore, two classroom experiences impacting his perception happened in this
setting. Both experiences were related to classroom dynamics. The first one was
about an unmotivated class where he found his own style to manage, whereas the
second one was about the importance of a class that gets along well with each other.
The realization of this importance was “eye-opening” for him. After this experience,
Matthew wondered about the ways to learn how to facilitate good relationships

between students as a part of professional development.

In the second semester last year, I had two classes; they were intermediate-
level listening-speaking classes. And I taught the same five hours to both
classes every week, and the way it actually played out in the classrooms was
completely different. One class liked each other, and they got along well, and
they, for the most part, wanted to learn together, and it was really enjoyable
for them and for me. The other class, they did not want to be there. I did not
really like going to that class, and I do not know if they liked me coming to
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that class. It is the same exact material, the same stuff, and classes were night
and day, so different (Matthew, 1% Interview).

Matthew learned different aspects of English language teaching in two
language teacher education certification programs. Firstly, Certificate in Teaching
English to Speakers of Other Languages (CELTA) taught him the history of language
acquisition theories, learning and teaching styles and gave him his first in-depth
English language teaching experience. During this program, his classes were
observed and criticized, and ways for improvement were suggested. Ultimately, this
short-term English teacher certification program shaped his teaching approach and
ideas about how to structure a successful lesson. For instance, in this certification
program, he learned how to activate students' schema. Through activating schema,
Matthew aimed to “help them start talking about it and realize what they actually
know about it and then teach them new things on top of that to build up from there.”
Matthew also learned the strategy of personalization from this program. By
personalizing the topic, the aims are to make students more engaged in the lesson
and connect with the topic. Matthew emphasized activating schema and
personalization as the effective ways to “help students engage with the topic or the
content” and to enable them “to build off of what they already know.” Secondly, a
higher credential, TESOL, trained Matthew in several modules. The module
concerning methodology influenced his teaching ideas, while the other two modules
on phonology and grammar demonstrated him the grammar rules and delicacies of

phonology in English, which he uses unconsciously.

For example, one that really stood out was adjective order. I can all say it
right every time, but I would never be able to tell you the order that are
supposed to be. Just learning these things that students are going to come
across and it is not going to be natural to them definitely helped me be more
aware of grammar and the rules in English (Matthew, 1% Interview).
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4.2. How do international instructors view the construction of their personal
practical knowledge in relation to their current practices?

4.2.1. What roles are assigned to instructors in addition to teaching?

4.2.1.1. Susan: Learning in Testing and at Sharing Moments

In the first place, Susan was given the responsibility for testing as a member
of the Testing Unit, which was shocking for her. Susan was out of the university
context for three years, and the university had a different system compared to the
universities where she had worked before. She thought that this decision was based
on her previous testing duty at the state university for a year. At that state university,
Susan coordinated testing for the upper intermediate group, which was counted to
over 1000 students. Even if Susan felt like she was forced for this position initially,
she worked as a tester for 2-3 years at the department and now also creates listening
questions for the exams of upper-intermediate and repeat levels. Apart from testing
responsibility, since the very beginning, she has been proofreading the departmental
exams, which only stopped due to the COVID-19 pandemic.

Although starting in the Testing Unit was unexpected for her, Susan found its
advantages on the following days. She favored teaching ten hours per week in
contrast to the usual workload of twenty hours a week. Too many contact hours make
Susan exhausted, which could stem from the number of years teaching or her age.
Teachers should also have time to “go over what they have done, investigate other
avenues, read about subjects that have been presented.” One of her values is that
teachers need to have other interests and spend time accordingly. This way, the
interaction could be promoted in the classroom because the books are mechanical; it
is the teacher who can make them appealing.

At Eastern Sun, Susan prefers to get involved with testing more. She would
rather proofreading and preparing questions more than spending time in the
classroom. From her perspective, preparing questions and proofreading stimulate
one's mind, whereas teaching is the opposite. Concerning the stimulation of the mind,
in testing, instructors could consider how a student thinks and arrange questions, and
in proofreading, optional distractors or rewording requires careful examination.

Understanding the components of testing could have some impact on teaching as
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well. However, in teaching, only a good student who shares ideas and brings different
perspectives can help minds to be stimulated. From her perspective, the beauty of

teaching only shows itself in the moments when knowledge or viewpoints are shared.

4.2.1.2. Ruth: Building Community in Clubs

In addition to teaching responsibilities, Ruth has organized extracurricular
clubs in the department. Retrospectively, she has organized several clubs such as the
foodie club, pronunciation club, rhythm club, debate club. Except for the debate club,
which the coordinator Dilan suggested, all the other clubs were her idea. Ruth
organized these clubs because these areas “are not covered enough in the main
classroom.” All these clubs were shaped with her materials and ideas.

These clubs have made a positive impact on her teaching. For instance, her
knowledge on how to teach these components has increased while conducting these
clubs. Even today, when Ruth has a conversation about rhythm and stress, she could
remember some materials used in these clubs. In addition to organizing clubs, she
has taken responsibility in material development. Curriculum Unit assigned her three
units from the book in the summer in order to develop several materials such as

slideshows.

4.2.1.3. Daisy: Constructing Clubs and Group Network

Daisy has officially only the role of being an instructor who has a 20-hour
load of classes per week. Nevertheless, unofficially, as an “unwritten expectation”
from native speakers, she runs an extracurricular activity. In her second year at
Eastern Sun, it was requested from Daisy to offer a culture-sharing conversation club.
Daisy and Isabel offered this club for two weeks. The following year, Ruth was
employed and came up with the idea of English Friends Club. Daisy planned the
weekly activities in English Friends Club, while the other American co-workers
supported her during the club sessions. In the pandemic, English Friends Club was
turned into online, and in this term, it has been temporarily ceased, and instead, the
Canadian teaching assistants have started to conduct a culture sharing club.

English Friends Club has provided some other avenue for Daisy apart from

the regular teaching practices bound to the book activities and the curriculum.
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With the club, I felt like it was a cultural outlet for me as an American living
in Turkey, celebrating American holidays and national days with my Turkish
students in the extracurricular club. It was fun for me because I could explain
what we normally do in America for these holidays, and I tried to replicate
the celebration for our students in small ways. So, it gave me more motivation
as a teacher and more creativity (Daisy, 2" Interview).

In this club, Daisy also connected the activities with the aim of skill-building and
with real-life application. During the club activities, she exemplified her aim by
saying, “if you ever go to America and you experience this holiday, you should know
these terms and these vocabulary words because you will hear them a lot.”

Another unofficial role is about helping other international teachers. Her

2

sister and Daisy name themselves as “the international teacher liaison,” making
efforts to help other international instructors who do not know the Turkish language
adequately and have questions. That name, liaison, comes from a friend's suggestion
about having contact with an experienced instructor: “she referred to that person as
the liaison like a contact person to get advice and suggestions.” When they first
arrived at the university, there was also one instructor who has been to the United
States and has known American culture. This instructor helped them by translating
Turkish and giving advice about the workplace. However, they were the first
international instructors in the department; thus, they decided to form an international
teacher liaison. Daisy and Isabel still keep the liaison open for the international
faculty through a messaging application in order to text each other about department-

related schedules and duties. Through this liaison, international faculty “keep

communication open and share questions and answers.”

4.2.1.4. Isabel: Providing Guidance for New Teachers and Clubs

Isabel does not have an official role apart from teaching. However, she has
helped new international instructors with policies and paperwork as the
aforementioned unofficial “liaison.” Daisy and Isabel are international instructors
who have been at Eastern Sun the longest; thus, they aspire to “make sure all the
other international teachers know what to do.” They are willing to help because they

put themselves into these new instructors' place as they have gone through all these
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stages: “when my sister and I came, we were the first ones, and it would have been
nice if we would have had other international co-workers to guide us.”

Moreover, Isabel has supported the extracurricular club organization.
Although the roles and objectives differ in clubs, extracurricular clubs are primarily
organized with international instructors' “joint effort.” She has been involved with
planning and “team effort” in some speaking and culture-sharing clubs. In the past
six years, being a part of the joint effort in clubs and helping new international
instructors have increased her motivation. Isabel feels more encouraged to develop
herself professionally. While helping newcomers, she also “feels accomplished”

because she realizes the goals she has achieved for herself.

4.2.1.5. Matthew: Experiencing Club-making

As an unofficial role, Matthew has done extracurricular clubs for the past two
years; only this term, teaching assistants are taking the responsibility. In his
extracurricular clubs, he aimed to create “a fun environment where students can come
and practice their speaking.” For instance, in the online summer term, Matthew
organized an online game club with another international instructor. In this club, they
organized one tournament through an application where game competition took
place. Despite his desire to conduct a club this term, the teaching assistants overtook
the responsibility of organizing extracurricular clubs.

Extracurricular clubs giving students opportunities for practice and exposure
promoted some benefits for Matthew. By organizing and conducting extracurricular
clubs, he has created rapport with the students and understood their opinions and
attitudes towards teaching and materials. While rapport with students was
accomplished through the clubs, his relationships with colleagues were nurtured with
another unofficial role. This unofficial role features Matthew’s perspective as a
native speaker. Concerning this role, as “a resource,” his non-native colleagues

consulted Matthew for the natural use of the language.
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4.2.2. Which aspects at the department have contributed to the

international instructors’ professional growth?

4.2.2.1. Susan: Learning to Face Dilemmas

On the conceptual ground, Susan sees the growth of knowledge and the
improvement as a need for all ages; however, she questions whether she should grow
professionally. On the practical ground, Susan faced two dilemmas in the department.
First, she was forced for a testing position, but internalized her role as a tester and
proofreader of the department. Second, she realized the foreigner complex and

experienced how students could overcome with time.

4.2.2.2. Ruth: Learning How to Be a Part of the Community

For Ruth, professional growth “means to be open to learning, to be humble.”
In the department, her professional growth has been promoted by learning three
aspects: how to teach listening and speaking skills, the background knowledge
regarding students, and the phrases which enable her to connect with them. Club-
making gave her new ideas to teach listening and speaking. The interaction with
Turkish students in the classes enriched her cultural understanding. She has also
learned Turkish phrases, which could help connect with students on the cultural level.
In one instance about using Turkish phrases, the university distributed a survey to
learn students' preferences, online classes versus face-to-face classes. Most of her
intermediate-level class said they would not prefer face-to-face teaching. She made
a joke about face-to-face classes and used the Turkish word she learned before:

“Because of your parents, yavrum (my dear), do not go.”

4.2.2.3. Daisy: Continuous Learning for Effectiveness

For Daisy, professional growth refers to “becoming more effective as a
teacher and maintaining effectiveness as a teacher.” The club as a cultural outlet has
been a place where her effectiveness is tested. To become effective, she has also
learned Turkish. She can speak and understand Turkish; she has watched many
Turkish movies and TV. Now she knows “what to expect and how to understand the

students better.” Professional growth also means avoiding being a burned-out
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teacher. She dreads becoming a teacher who always feels tired and lacks enthusiasm
in teaching. In the past few years, she also carried out some research projects on these

1ssues.

4.2.2.4. Isabel: Self-learning and Collaboration

Professional growth connotes being a self-learner and includes collaboration
for Isabel. As professionals, instructors should be self-learners and motivate
themselves to learn more. All these years, she has motivated herself and learned a
great deal about Turkish, which occurred to be “a good challenge at the end.” The
more she learned about Turkish, the more comfortable she felt about her English
language instruction in the department. Collective problem-solving and discussion
have been also a step for her professional growth. In her joint effort for clubs and the

liaison for international instructors, she has been exercising these aspects.

4.2.2.5. Matthew: Learning the Ways for Improvement

At first, Matthew had a yearlong internship at the Department of Foreign
Languages. During this internship, he has improved his two weaknesses: lesson
planning in detail and conduct of lessons with low-motivated classes. Matthew had
difficulty preparing detailed lesson plans and mostly had “a rough idea” about the
lesson, but not a step-by-step lesson plan. To strengthen this weakness, he submitted
a lesson plan each weekend as an intern, and the extracurricular activities coordinator
checked it. Making low-motivated students participate in the lessons was another
challenge for him because he did not have the experience to handle such a situation.
Matthew had these weaknesses minimized at the end of the internship and was hired
as a full-fledged instructor with teaching responsibility.

Matthew does not have a specific definition for professional growth because
there is no “setup plan” for him to follow in his career. However, in general terms,
he defines it as progress to reach the ideals of his teaching. Matthew has made
progress in minimizing his weaknesses by writing structured lesson plans and
handling classrooms with different motivation levels and dynamics in the

department. Additionally, Matthew has understood what he values in his teaching
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after questioning the mandatory attendance policy for classes and Conversation Club

for the lower-level classes.

4.2.3. How have professional development activities influenced the
practices of international instructors?

Professional Development Unit has offered seven different professional
development activities at the department, one of which full-time instructors are
compelled to attend each year. These activities are action research, article club,
mentoring program, team teaching, video coaching, peer coaching, and online
learning communities. In the action research group, each instructor finds a
problematic area in their classroom, plans and conducts action research for
resolution. In the article club, articles are reviewed and exchanged among colleagues
for further knowledge. In the mentoring program, an experienced instructor helps a
novice instructor in the department by setting a target area to be improved, having
observations, and mutual meetings. In the team-teaching group, two instructors
conduct a lesson in the same class and reflect on their joint experience. In the video
coaching, instructors record their own class and share the video with their partner for
feedback and reflection. During peer coaching, instructors together reflect upon the
teaching practices and their consequences through recordings. In online learning
communities, instructors choose an online course, write a reflection, and devise a

classroom implication accordingly.

4.2.3.1. Susan: Lack of Concrete Impact on Practice

Susan attended all the professional development groups except the action
research group and mentioned three professional development activities from
different angles. In line with the topic in her master’s thesis, Susan would like to read
further on motivation; therefore, she attended the article club. In this professional
development group, she was paired with a colleague, and they both read articles and
gave feedback on each other's articles. This particular group enhanced her academic

and scientific knowledge on motivation.
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Professional Development Unit also offers a mentoring program. In this
program, a mentor guides a mentee who is a novice teacher. The mentoring program
aims to help the mentee with his/her concerns and discuss the problems he/she is
likely to have. Thus, the mentor becomes a guide whom the mentee can approach
and ask for help and ideas. In one term, Susan chose to be a mentor because of the
mentor-mentee interaction. According to her, this program offers the mentee a
chance to communicate with an experienced teacher. Although Susan was willing to
help the mentee, the mentee gave up because of personal reasons.

For professional development, Susan also attended an online course on
pronunciation as a component of online learning communities. The course was
detailed, and additional materials were provided. She became aware of the position
of the tongue and its effects on accents through this online course. For teaching

pronunciation, approaching phonetics from this angle gave her insights.

When you speak in English, the tongue is usually fairly high up, touching the
top of the pallet, whereas, with French, it is low down at the bottom and
behind the bottom teeth. So that awareness was quite interesting (Susan, 2™
Interview).

After this pronunciation course, she experimented with some of its details with her
students. This experiment was done with two intermediate-level classes. She gave
them a paragraph and requested them to understand their tongue's position while
repeating all the paragraphs aloud. Only one student accomplished this task.
Demoralized by the low impact, she gave up experimenting with pronunciation.
Susan also found teaching pronunciation irrelevant to the departmental context. In
the department, pronunciation is not prioritized; instead, passing the standardized test

1s the most crucial concern.

4.2.3.2. Ruth: Widened Perspective

Ruth has attended many professional development activities but found video
coaching as the most helpful activity because it allowed her to observe one Turkish
teacher. Video coaching enabled her to understand the perspective of a Turkish

teacher. Beforehand, she held the belief that Turkish teachers have the principle of
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“par distance,” which implies the power dimension in relationships. In the video that
her partner sent, she realized that this Turkish teacher did not exercise par distance
and did not stay behind the desk to keep her distance, which is similar to the
American perspective. The video coaching activity also increased her awareness
about the connection with students: “From the video coaching, hearing her, watching
how she teaches helped me. That changed how I taught. It increases the importance
of connecting with the students.”

The other groups which made an impact on her teaching were action research
and article club. In the article club, she learned about teacher talk time. To examine
teacher talk time, she collected data on her teacher talk time and compared it with
student talk time. Ruth found out that her talk time encompassed forty percent of the
lesson while her students only 20 percent. Since this finding was revealed, she has
been trying to increase student talk time in her lessons: “One of them which I am
doing now, which is important with online, is I count to ten before I continue. If I ask
a question, I notice that I need it to stop and count to ten to give students time to

think.”

4.2.3.3. Daisy: Realization of Similarities

Daisy’s favorite activities have been peer coaching and team teaching, which
weakened some preconceptions about her teaching style. In the beginning, Daisy had
worries about her effectiveness as a teacher and was comparing herself with Turkish
teachers. These two professional development activities helped her overcome these
worries. In the peer coaching group, she was paired with a Turkish teacher teaching
English at the department for six years. They both recorded their lessons and shared
the recordings with each other. Upon the recordings, Daisy realized that their styles
were different, but teaching practices were not. The experienced Turkish teacher also
assured her that her teaching was effective, and it was unnecessary for her to have
the foreigner complex. In the second group, team teaching, Daisy and one other
experienced teacher were paired. They visited each other's classrooms and taught
together. This team teaching enabled the pair to understand each other’s teaching
styles. After these activities, she was able to overcome her fear of being ineffective,

and her confidence was boosted.
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What I am doing is the same as what my co-workers are doing even though

we were trained in different systems and we have different home cultures. It

is okay to be different and still be effective. So that was the biggest takeaway

(Daisy, 2" Interview).

At the department, Daisy has become interested in carrying out research
projects since professional development activities encouraged her to conduct
research and present at conferences. In these projects, she could build a relationship
between research findings and classroom applications. For instance, in her first year,
Daisy and Isabel conducted a research project about the transition to another teaching

context. Professional development activities have also helped her to reflect on

teaching. By attending workshops, she reflected on her teaching-related practices.

4.2.3.4. Isabel: Benefits for Contextualization

Professional activities have given Isabel a way to understand “what is
normal” in this context. She noticed normal expectations of the department, of the
students and made a comparison within her classes; therefore, she searched for ways
to fit into the context better, which is beneficial for “contextualization.” Isabel has
participated in team teaching, video coaching, and article club, but has evaluated
research projects and presentations at academic conferences as the most significant
accomplishment based on professional development.

Isabel’s favorite activity has been conducting research and presenting at an
academic conference because she has learned much from the preparation processes
and has interacted with other professionals at the conferences. At the department, she
has carried out two research projects, both of which were self-initiated and personally
relevant. The first research project carried out by Isabel and Daisy was about teacher
adaptation and mitigation. They carried out this research to see how new teachers
measure success and adapt to new contexts. It was personally helpful for Isabel
because it has been only several months since she started working at Eastern Sun.
Their friends and other prospective teachers could also benefit from the project after
its article was published. Lastly, this project made her feel more satisfied with her

teaching experience in Turkey.
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Depending on the context you are in, you could feel disappointed by different
aspects that did happen or did not happen in your classroom with your
students. But from that project, we could see it was a normal thing that
teachers experienced (Isabel, 2" Interview).

The second research project was about the difference between English as a
foreign language context and English as a second language context in terms of
student motivation. Isabel, Daisy, and another American colleague conducted this
research project and presented it at a conference. This project was also relevant to
her and her team because they all had experience in both contexts. They reached out
to some practical ways that could improve their teaching practices. Personally, the

comparison between ESL and EFL contexts improved her lesson planning in the EFL

context and changed her ideas about the classes.

4.2.3.5. Matthew: Peer Interaction for Good Foundation

Matthew has participated in only a few professional development activities.
In his first year, Matthew attended the orientation program of the department and
attended the mentoring program. As his mentor, Isabel observed his several classes
and evaluated the strong and weak sides. Matthew and Isabel discussed ways to
improve his teaching practices. He also regularly observed some classes during his
internship. During these observations, he filled out forms with different objectives
such as rapport, classroom management, student talk time, and teacher talk time.

His focus in professional development has been acquiring “a good
foundation” with experience. Although Matthew sees himself as a “pretty flexible
and good learner,” he believes that his skills can be polished only after having an
adequate foundation. For example, in the department, he has been learning how to
discipline a class. As he i1s not “very confrontational,” he does not always warn
students to put their phones away or stop chatting. He describes his classroom
management style as “I do not rule with an iron fist in the classroom.” For the
classroom management-related issues, the community of teachers has enriched this

foundation with their advice concerning resolution. Besides classroom management,
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his peers have had him reflect on various teaching aspects and have given him

recommendations for many situations.

4.3. How influential are the current practices over international instructors’
future routes in teaching?
4.3.1. How do the instructors perceive the benefits of having worked in

the current context?

4.3.1.1. Susan: Material Benefits and Criticism of the University Mindset

Susan’s perception of the benefits in the current context is bound to the
department's general structure and the university. For Susan, the department is very
systematic as the materials are pre-prepared and ready. Teachers only need to plan
how it is covered. The university system is also easy for new teachers to fit because
the materials are ready, and everything is organized. Although the system is efficient,
teachers should be on track about meetings and invigilation by checking their emails
regularly. Medical support and location have been regarded as other benefits. The
university offers medical support for staff, and the location of the campus is small
but pleasant, convenient for Susan.

Besides its material benefits, she criticizes the mindset of Eastern Sun.
According to Susan, this university has a company mindset and is managed similarly
to the system of big companies. As a company, this university aims to maximize its
profits, and, in this analogy, students become customers. Susan believes that
university should not have a company mindset. The true meaning of university is to
“facilitate more interaction, sharing of ideas, openness to ideas, resources for students
to access.” Furthermore, from her perspective, “the aim of the university should be

to help educate, develop, and help young people to grow in all directions.”

4.3.1.2. Ruth: University-related and Cultural Benefits

One of the most significant contributions of working at Eastern Sun is the
interaction with colleagues and officemates, which she has missed in the online term.
Even an online post of her colleagues could influence Ruth. For instance, one of her

colleagues posted on her social media account about the young adults’ attributes.
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Ruth found the post encouraging and empathetic as the age group in the preparatory
program are young adults. There are also other benefits related to working at this
university. At the university’s hospital, they could have a discount, with which she
has recently had a checkup. After her tutoring with two students from another
university, Ruth also realized that the students at Eastern Sun are intelligent.
Furthermore, they come from wealthy families and have not faced serious difficulties
in having the necessary resources.

Turkish students and culture have enriched her worldview. Turkish students’
capabilities about all the media and technology made her notice that technology “has
brought more knowledge and information and culture to people through movies and
songs.” At the department, Ruth also realized cultural differences. One of them was
about the difference between individual and collective societies. In the United States,
where are you from means where you live, but in Turkey, the same question refers
to where your ancestry is from; it does not necessarily refer to the city where people
live. The other one was about cheating during exams. In the United States, cheating

is unacceptable, while it could be tolerated among peers in Turkey.

And it seems it 1s more collective society, even thinking like he needs help. 1
am going to help him, and he is my friend. I am going to help him. So, in the
U.S., we do not think like this, I cheat because I want to succeed (Ruth, 2"
Interview).

4.3.1.3. Daisy: Intercultural Competence and Skill Improvement
Working at the University of Eastern Sun has expanded Daisy’s worldview
and enabled her “to look at the world through a cultural lens.” This perspective has

improved her intercultural competence.

In America, I had friends from other countries, and I liked learning about their
cultures; and I wanted to learn about their culture, but I was never in their
culture. So, I think living in Turkey has taught me a lot about looking at the
world through this cultural lens, what the students value, what my co-workers
value. It is different from my home culture in a lot of ways, but I think living
and working in Turkey has helped me to appreciate my own culture better
and also to appreciate cultural differences in a way that I did not understand
before coming here (Daisy, 2" Interview).
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Daisy has been learning and improving her teaching skills in this job.
Learning about intercultural communication, learning styles, and strategies and

experiencing them hands-on have served well in this context.

I feel like working at the university as an American has taught me a lot about
intercultural communication and Turkish students and learning styles,
learning strategies. I just think that I would not have seen if I would have
stayed in my own culture (Daisy, 2" Interview).

In Turkey, speaking and communicative language skills are emphasized the

least and could be challenging for students. Under these circumstances, Daisy has

learned how to approach students to help them communicate effectively.

Over the years at the university and in Turkey, I have seen a lot of students
know English, and they understand English, but they are not sure about how
to use it and how to communicate effectively. So, I think working with them
has taught me a lot about the affective filter theory and making students feel
comfortable enough to try and also about error correction (Daisy, 2"
Interview)

4.3.1.4. Isabel: Skill-focused Advantages

Isabel is accustomed to being more prepared and planned as an instructor,
thanks to the department's schedule. As a part of this planning, she has learned how
to attract students' attention and makes spontaneous decisions in her lessons without
pre-planning. In addition to planning, working at Eastern Sun has improved her
speaking and presentation skills: “I think not only planning but also maybe speaking
or presentation skills. They have been improved.”

The more Isabel continues working at Eastern Sun, the more comfortable she
feels. She has become more adapted and has had more energy and creativity. During
these years, she has also felt satisfied by keeping in touch with her former students
and hearing from them as “I am glad I learned about this part of English or this part
of English-speaking cultures in your class.”

In this job, Isabel has acquired knowledge about Turkish culture and history,
which has enriched her worldview. Moreover, she has developed herself concerning

communicating with other people effectively.
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I have learned a lot about Turkish culture, Turkish history, also in our
program with our student population, the typical learning style, our
communication style. So, I think I have learned more about people and how
to communicate with people better (Isabel, 2" Interview).

4.3.1.5. Matthew: Teaching Style and Understanding

Working at Eastern Sun is Matthew’s first teaching experience. He has
formed and established a teaching style by working at this university: “I am forming
my teaching experience, my teaching style here in the classroom as I understand what
works.” At this point, Matthew sees himself in a more advantageous position
compared to other instructors and believes that as a novice teacher, he can learn from
experienced instructors in the department. He interprets it as an opportunity for
growth.

Matthew’s worldview has been enriched with what he has observed at the
university and experienced in Turkey. For instance, Matthew questioned the idea of
mandatory attendance that the university is supposed to take. According to him, the
responsibility of attending the lesson should be on students as he experienced in his
previous teaching context in the U.S., and the university should not have an
attendance policy. He also questioned why the department is managed by top
management, which has no English language teaching background. With this
questioning, he became concerned about the credibility of the decisions made by the
top management: “there is a businessman making business decisions, and sometimes
it is not the best for teaching English.”

Living in Turkish culture has given him an understanding and made him
become more perceptive and aware: “It is definitely opened my eyes and seeing that
there are different ways of doing things.” Matthew has also taken many Turkish
courses and has attained intermediate-level knowledge of the Turkish language.
Overall, this international experience at Eastern Sun has given him a better

understanding of himself as an instructor.
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4.3.2. How do instructors relate their teaching experiences at the

department to their future career goals?

4.3.2.1. Susan: Internalized Roles

For future plans, Susan does not have a specific idea on her mind. However,
her age and the offers on a financial basis are the factors to be considered. Previously,
a yearlong job in Italy was offered, but the unsatisfactory offer discouraged her from
moving to Italy; thus, Susan thought that it would be better to stay in Turkey at that
time. Susan also considers the choice of moving to a southern city, where her
daughters live. In this city, she would work at a private university, but she is unsure
whether their offer would be financially sufficient. Under the influences of the
mentioned thoughts, Susan has possessed two main professional goals at the
department: proofreading and testing. In Ankara, Susan could imagine herself
continuing with testing as an examiner. If the University of Eastern Sun provided a
part-time or proofreading-only position, she would also be willing to offer her

services.

4.3.2.2. Ruth: Short-term Goals

During teaching at the department, Ruth has focused on “creating
opportunities” for herself. As part of these opportunities, Ruth’s plans are primarily
about the near future encompassing 6 to 12 months. For example, Ruth has an annual
goal of submitting and presenting a paper at a conference. Among her goals, the
foremost goal is to finish her thesis. This master's thesis was shaped by her career
goals of improving the students' listening skills since listening exercises in the books
are not developing listening skills but testing comprehension. Ruth also would like
to learn about writing skill instruction, for which she considers pursuing an online
PhD program.

Ruth’s teaching practices at Eastern Sun, such as material development, video
preparation, skill instruction, are the experiences shaping her future goals because
they create opportunities for her to learn and experience more as an instructor. Ruth

found her experience of living abroad positive and would like to continue this
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experience in Turkey because she finds the transition to another culture is
troublesome: “80% chance is, I will be still here, in Turkey.”

Ruth is acknowledged that there is a competitive job market in America, the
language schools are closed because of the inadequate number of students. Therefore,
she is uncertain about whether she could find a job in the United States. However,
she considers applying for the English Language Fellow Program with the U.S. State
Department in the future. In this program, teachers are sent to different countries as
teacher trainers or staff for the universities' English language departments. She views
the English Language Fellow Program as a career move; however, she has not felt

qualified enough to train pre-service English teachers yet.

4.3.2.3. Daisy: A Stable Career

In graduate school, Daisy’s foremost goal was to find a good, stable job and
be employed. It was originally her father's requirement for her and her sister, Isabel.
Her second goal was “to get international experience and to work at a university.” In
this job, she feels like she has reached those goals by “having a stable job, learning
about the culture, and having foreign experience.” In this context, her general
underlying goals have become to improve her teaching practices and communicate
interculturally.

Working at the University of Eastern Sun serves her possible future goals.
After their experiences in the current context, Daisy and Isabel believe that they can
adapt to another country more smoothly than the first time. They could draw on their
experiences in Turkey if they need to move to another country. Daisy also recognized
this advantage from her friends who have lived in Turkey for a long time. When they
returned to the United States, they were “more effective at handling the challenges
than they were previously.” However, Daisy does not consider changing countries
now because, from her perspective, “changing country once is enough.” As finding
jobs is still hard in America, Daisy aims to keep working in ESL/EFL field and

continue learning abroad.

124



Daisy does not specify her future career steps. Her future career choices
would depend on her personal needs and family needs. Even if Daisy does not have

a specific future goal momentarily, she holds a goal as a language teacher.

I think one of my goals as a language teacher is to just learn another language
fluently and be able to function well in that language, so that has been one of
my goals, you know, while living in Turkey, learn Turkish and be able to use
it effectively (Daisy, 2" Interview).

4.3.2.4. Isabel: Supervising Role

Isabel’s career goals have been attained by working in the current context.
These goals were working abroad and working with her favorite student population,
adults. Some recommendations shaped her first career goal about teaching overseas.
As mentioned, if Isabel could teach abroad for at least two years, it would be “a
golden ticket” for English teaching jobs. Even though her initial goal was limited to
two years, she has been working at Eastern Sun for the past six years. Now she
believes a stable career at one university would improve her CV: “The longer I stay
at a school, the more stable my CV looks for my experience.”

Isabel’s present goal has shifted to learning a foreign language. As an English
language teacher, she thought it would break the general stereotype about American
people as monolinguals and provide a model for her students. As a model, Isabel
could share her personal language learning experiences, and the students could treat
her as “a more credible source.” Through the practice of language learning, she also
asks herself several questions, such as how to improve speaking or increase
vocabulary knowledge: “If I experienced this myself, then I can better teach students
these skills. I also think students respect the teacher who has learned a language
more.”

Isabel has heard about the stories of foreign language teachers who are
reluctant to learn Turkish and expresses their reluctance in the classroom. From her
perspective, teachers need to make effort for learning the language instead of making
excuses. Furthermore, Isabel would like to be proficient in Turkish so that she can

make use of it in future job applications. For her language development, Eastern Sun
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serves well with all its departments as a semi-Turkish context. Therefore, there is no
plan concerning the change of the university or the country.

Isabel would like to be in a supervisor role in the future as a program director
or a teacher mentor. In this department, taking a role in the administration could also
shape her ideas about the future. Nevertheless, Isabel is content with her current role
in the department and finds herself close to these future goals as being “on the
ground, in action.” In the future, she could have a smooth transition from the

instructor role to a supervisor role with her personal experience in the classroom

4.3.2.5. Matthew: Teaching Experience

In the first place, Matthew did not have a career goal as a setup plan. His
initial career goals were primarily to have an international experience and to live
abroad as an ex-pat. Both of these goals have been accomplished in the current
setting. Since starting to work in this setting, his career goals have been concentrated
on gaining experience and becoming a better teacher. For instance, with practical
experience in classrooms, he has felt more familiar and comfortable with the teaching
aspects, such as “getting to know students and getting to help them improve their
skills.” Teaching experience at Eastern Sun showed Matthew what he enjoys in
teaching.

Matthew does not consider moving to another country because he thinks that
establishing in a country is burdensome. He would like to continue in this teaching
job at Eastern Sun. Although this teaching experience has evoked some of his
thoughts about the future, he has currently desired only to have teaching experience

in this context.

4.4. What are international instructors’ perceptions on various aspects of

their practical knowledge?

Each instructor’s perceptions concerning six knowledge types are given to
shed light on their practical knowledge. For each instructor, the following six

knowledge categories are narrated in an orderly manner: knowledge of purpose in
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teaching and learning English, knowledge of subject matter covered in classes,
student knowledge specific to the student population, knowledge of student learning
and understanding concerning skills, knowledge of curriculum entailing texts and
materials, and knowledge of instructional techniques regarding strategies and lesson
design. These knowledge types are also searched in actual classroom practices, and
matching aspects are shown in the matrix below the narrative part.

To answer the sub question of how the reported educational experiences
reflect over instructors’ instructional preferences, the most frequent perception in the
code landscaping is given in the matrix as the last one. This perception is searched in
the educational experiences and comprises the images. As the last step, the links

between the image and instructional preferences are depicted through vignettes.

4.4.1. Susan’s Perceptions Regarding Her Practical Knowledge

Susan’s goals in teaching English are to “facilitate better learning and enable
them to advance in English to increase their proficiency, whatever level they are at.”
She believes that students make progress by experimenting with the language. After
obtaining a basic knowledge of grammar and vocabulary, they need “to experiment
with the language to build on it,” even if they are forced to learn English.

All the units of her books are about vocabulary, and all the tests in a term
assess students' vocabulary knowledge. Susan describes it as “the only real thing they
are going to be tested on...It is a selling point.” In her lessons, keywords used in
different exercises play a crucial role. Listening exercises where students can hear
the words in context are followed by reading exercises “to hammer home or stress
those words, those keywords, which they are going to be tested on.” Susan cares
about enriching vocabulary activities by teaching other parts of speech and sees
teaching parts of speech as “one part of vocabulary building.” By introducing them
at the recognition level, students could build connections in other skills. For example,
in reading, “they understand the part word plays in the sentence or the context.” She
also aims to ‘“increase awareness base” by showing common mistakes in
pronunciation. As the subject matter, keywords, parts of speech, and pronunciation

are highly prevalent aspects in her practice (See Table 11 — D & E).
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Susan understands the characteristics of her students by observing “what they
did in that class.” How students interact with Susan and each other and how they feel
in the classroom makes her aware of their characteristics. This semester she had two
elementary level classes, and their characteristics were different. In one of her
memories with “the cheeky class,” she gave students a survey on food. In the video
conferencing tool, the students were supposed to annotate their preferences. When a
choice between meat and vegetables was made, the boys were carried away by the
meat and put lots of ticks onto the meat. The mentioned elementary level class was
named “cheeky” because of their attitudes in annotating. Concerning student
learning, her students mostly have difficulties in productive skills, writing and
speaking, but listening could also cause problems.

As the curriculum, Susan uses online document editing tools, creates a
whiteboard, and organizes some whole class and group activities. She could integrate
a video or a clip while planning a lesson. She sometimes makes them play online
games because students are eager to play games. In her opinion, games only help to
learn English, such as in word-building or improving grammar. Furthermore,
slideshows were prepared to satisfy student expectations (See Table 11 — C). It is her
assumption that students at the university would expect slideshows all the time. Thus,
she criticizes their use and sees their use as an escape from communicating with
students.

Susan prefers a change of interaction as the first instructional technique (See
Table 11 — B). In addition to teacher talk, she believes that pair work and group work
can “give them a break.” Susan uses exemplification and makes analogies and
comparisons to a great deal (See Table 11 — A). She adopted this method to make
them “look from another angle.” She explained it as “you could look through one
window and not see as much and then look through another and see things from
different perspectives or different angle.”

In the current term, the pandemic of Covid-19 forced English language
instruction to continue online. During this instruction, the books were turned into an
online format where everything could be found. For instance, in these online books,

the sentences and answers can be reached with a click. As using the online book,
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Susan has experienced its advantages such as the annotate function. The annotate
function has enabled Susan to write on the text and highlight some sentences as she
favors (See Table 11 — F). Students could also annotate, thus join the lesson by
putting stamps or ticks. It has overall facilitated interaction between students and the
teacher.

Relating to what is in life 1s a highly crucial aspect of Susan’s teaching (See
Table 11 — Q). In practice, students should be able to use the words they have learned
“in relation to their own lives.” Through this relating to their own life, they could
“build on it and progress a bit faster.” After all, learning a language is bound to
whether you relate it to your life or not: “At the end of the day, you're going to learn
a language, you have to relate to what is in your life, introduce the language to what

relates to you.”

Table 11

Traces of Susan’s Perceptions on Practice

Practical knowledge Perceptions Classroom Practices

A. Exemplification, To look from another angle ~ -Exemplification about different
analogies and topics such as climate, the use of
comparisons verbs and nouns, synonyms, and

compound nouns (7% & 3" Hour)
Making comparison

-between a Turkish city and a
British city on the topic of
weather (1°' Hour)

-between email writing and
formal letter writing (2"¢ Hour)

- between the population of
Britain and Turkey (3" Hour)

-between the music tastes of the
past and the present (4" Hour)

-between Turkish and American
sign language; British and
American sign language (7"

Hour)
B. The change of To give a break to - Email writing- Breakout rooms
interaction teacher talk with for group work, Revision of the
pair and group work fundamentals in email writing
(2" Hour)
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Table 11 (continued)

- Formal report writing- Breakout
rooms and group work for 8
minutes, The lecturer visited each
room, Full report writing on the
analysis of company's sales (6"

Hour)
C. The use of To satisfy students’ Every lesson, PowerPoint
slideshows expectations slideshows were used (1% — 7
Hour)
D. Vocabulary To teach key words and -Wild weather (the content) -
knowledge parts of speech Words such as snow, drought,

predict, rising sea levels, Parts of
speech such as exist, existence (1*
Hour)

-Future housing (the content) -
Parts of speech with additional
information about their use,
synonyms and past forms of
words, Words given in a context
(3" Hour)

-Arts (the content) - Parts of
speech and explanation, Words
such as appeal, interpret, lively,
traditional (4" Hour)

-Sign language (the content) -
Interaction based on parts of
speech such as expression,
express, Warning about tricky
words (7" Hour)

E. Pronunciation To increase awareness base  -Correcting the pronunciation of
rising (1* Hour)
-Warning about difficulty in
pronunciation of desert-dessert
(3" Hour)
-Emphasizing the word stress in
“property” (3! Hour)

F. The annotate function To facilitate interaction Using the annotate function for
between students and the writing, highlighting, drawing,
teacher and underlining (1, 2", 5", 7"

Hour)
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Table 11 (continued)

G. Relating to what is in  To make language learning ~ -Wild weather in Turkey (7"

life meaningful Hour)
-Expectations from instructors
about formal email (2" Hour)
-Landscapes in Turkey (3" Hour)
-Vacation preferences & Tourist
destinations (4" Hour)
-Music and instruments (5" Hour)

4.4.1.1. Susan’s Image: Relating to What is in Life

Susan values lifelong learning and interaction in her teaching practices. As
her teaching philosophy showed, interaction emerges to be a highly significant
purpose in teaching English. As a teacher and as a student, interaction has been her
criteria in the effectiveness of teaching. Her childhood memory which was about
neglected interaction demonstrated this criterion. In her current practice, she
increases the amount of interaction in her classes by “relating to what is in life.” As
Susan is from the United Kingdom, she relates the topics to Turkey and Britain in
her classes. Relating the topic to students’ lives and making a connection to different
cultures have been the image influencing her teaching practices as observed in her
classrooms.

In the online fall term, the cameras were turned on, microphones were
unmuted, and the lessons started in the mornings. It was the first hour and Susan and
her students were in front of their computers looking at a slideshow about natural
disasters and wild weather. Susan connected the topic of flooding to Turkey
accompanied by the details about where exactly flooding happens. The Black Sea
region appeared as an example. Related to the same topic, a sandstorm came to the
stage because it was very unusual for everyone experiencing it.

The departmental course focused on academic writing. In the second hour
about proper email writing, students’ mistakes in mails were Susan's concern. She
was worried if her students would still send the emails in an incorrect tone. She
restlessly commented that “students still do not know how to send a proper mail to
an instructor even if they finished this course.” Humorous it was as she requested

proper mails from them as saying, “I am trying to brainwash you, make you send
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proper emails to instructors, including me.” Beyond this course, knowing how to
send proper emails was promoted as a capability that could be used in real life.

In the third hour, the natural landscapes in Turkey initiated discussion. In a
morning lesson, Susan wondered if there is any desert in Turkey. By interrupting the
flow of the lesson, she waited for an answer. One of the students came forward with
his knowledge about a desert in Konya. This particular student was willing to share
information with Susan in English. This interaction about this desert’s size, futileness
lasted for some time.

In the fourth hour, vacation was the topic. Students and Susan were eager to
discuss where to go for a vacation. Susan wondered if there was anyone who had
gone camping. Immediately, one student responded that he had gone and found it
different but could not tell the whole story. The incomplete story was unsatisfying.
Thus, Susan decided to compare Britain and Turkey for camping. Explicitly she
expressed her idea about Turkey’s being a better location for camping. Not so long,
Turkey again was evaluated for vacation. The class heard a place for the first time,
Baja California in Mexico. Upon discussing whether they would like to go to Baja
or Turkey, students were reluctant to participate. After a dull moment, she felt the
urge to comment. In her view, Baja looks dry and has a hotter climate than Antalya.

In the fifth hour, a common topic in language classes, music, was discussed.
From a different angle, the change in technology and different forms of recordings
such as tapes, cassettes, C.D. gave color to the discussion. Expectedly, students who
play a musical instrument presented their history in playing the instrument. One of
them was a female student who had been playing piano since she was five years old.
Music was also connected to daily life and common places. Susan curiously asked
what sort of typical music is played in the shopping centers. After waiting for a few
minutes, the typical music was told to be relaxing in mood because people are
supposed to move calmly and slowly. Relating to her own life, Susan also introduced
her childhood instrument, the harmonica. After this nostalgia, musical instruments
played on the streets in Turkey were not forgotten: “Sometimes people in Turkey

play accordion to collect money, which could be appealing to the tourists.”
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4.4.2. Ruth’s Perceptions Regarding Her Practical Knowledge

Ruth sees English as a need because it is the lingua franca. Students learn this
lingua franca because “they want to open up their world, open up the doors to
opportunities.” To comprehend some mediums of entertainment in English as
movies, TV shows, songs, students also need to have English knowledge. One of her
personal goals in teaching is bound explicitly to speaking: “One of my goals is
actually to make sure that every student is speaking in the class, even though it is just
reading a sentence, answering a question, the question from the textbook, and giving
an answer.”

Ruth thinks that listening is the most important skill as “if you do not
understand what the person is saying, it is just one-way street, just talking.” She
believes that the assessment for listening is not aligned with the listening activities.
Therefore, she recommends some websites to her students for practicing more. In
teaching English, she teaches her students some language learning strategies that
could be used for any language. For example, she teaches root verbs because, as a
tool, learning root verbs “increases their ability to make guesses at what a word may
mean.” Additionally, socio-linguistic and cultural aspects and pronunciation at the
word level have been crucial in her teaching. To address these aspects, Ruth makes

29 ¢¢

jokes in her lessons with three purposes: “to lower their affective filter,” “to add some
fun to the class,” and “to give them a joke if they meet up with a foreign friend” (See
Table 12 — G).

Ruth’s belief regarding student learning is that “the more the students are
engaged, the more they are participating, the more they can learn.” In the light of the
correlation between participation and academic performance, she emphasizes
repetition (See Table 12 — D). Repetition appears as a way to improve learning
because “repetition is part of how the brain learns and connections are made in your
brain.” Furthermore, Ruth connects real-life instances with the materials taught (See
Table 12 — E). Instead of sharing facts, she tells stories happening in her life and real
life.

Ruth does not prepare her own material because the slideshows that the unit

prepare are functional with all the graphics and pictures (See Table 12 — A).
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However, in the slideshows, she aims to avoid cognitive overload. She believes that
some materials cause cognitive overload with unrelated pictures or unknown words

for the level.

In this week, the word was attachment. When you have a connection with

someone, you have an attachment. So, the picture that they use is a monkey

hugging a stuffed teddy bear. The example sentence was that she has a special

attachment to Tim. Okay, so you have that in the picture, and then this

example sentence has nothing to do with that picture. I think that is cognitive

overload. So, I changed the picture to a mother looking at a baby, and then

the sentence was that the mother has a special attachment to their children

(Ruth, Post Observation Interview).

One of Ruth’s favorite techniques is asking questions for various purposes
(See Table 12 — B). By asking questions, she aims to activate her students' critical
thinking abilities and attract their attention when they are distracted by their phones.
Besides, she would like to connect with all the students even though it could be a
brief interaction and, help them to overcome speaking anxiety. Some of her students
are anxious to speak with a native teacher. With speaking practice, Ruth aims to
improve their speaking skill and prevent them from being paralyzed in speaking
quizzes (See Table 12 — C).

Ruth finds online classes challenging and sees online instruction as a way that
“opens up new opportunities.” Breakout rooms, which are separate sessions managed
by the main session, open up such an opportunity (See Table 12 — F). Ruth visits the
rooms during the activities and does formative assessments about students'
proficiency. She encourages students to speak up in breakout rooms. Furthermore,
breakout rooms can also help students “to build community.” As in this online term,
they are detached, they can come together and share a moment and learn from each
other in these breakout rooms.

To make students improve on a social and emotional basis, Ruth aims to
create an intimate classroom setting by connecting with students (See Table 12 — H).
For instance, she uses Turkish phrases to connect with students’ world and this
strategy ““serves like personalizing which enhances the learning.” Ruth’s strategies

to connect with students for social emotional learning are enacted with her attitudes,
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words and instruction as Frey et al. (2019) highlighted for the implications of social-

emotional learning.

The ways in which teachers behave, what we say, the values we express, the
materials we chose, and the skills we prioritize all influence how the children
and youth in our classroom think, see themselves, interact with others, and
assert themselves in the world (p. 17).

Table 12

Traces of Ruth’s Perceptions on Practice

Practical knowledge  Perceptions Classroom Practices
A. Slideshows To avoid cognitive - Adding daily plans to the
overload slideshows (1* Hour)

- Adapting slideshows with more
common words used in English
(2" Hour)

- Showing agenda under the title
of announcements (3" Hour, 4"
Hour, 5" Hour, 6" Hour, 7"
Hour)

- Apologizing for the uncommon
words that were put into the
slideshows (5" Hour)

B. Asking questions To make students think Questions about
critically - methods and materials that
could be used for better
constructions in Turkey (4"
Hour)
- earthquake and house
construction (4" Hour)
- the possible reasons for the
death of an Egyptian pharaoh
(5" Hour)
-the use of barcodes (6™ Hour)
- having awareness and
controversial topics (6" Hour)
- the mission of their
university (7" Hour)
C. Speaking To make sure every student - In every lesson, students
is speaking opened their microphones, and
Ruth asked various questions by
calling out their names.
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Table 12 (continued)

- Ruth provided a tongue twister
for everyone to practice (4"
Hour)

D. Repetition

To improve learning

- A ceremonial beginning-
“Ruth: Welcome to English
World, Students: I am happy to
be here”

- Every lesson, they repeated
some words

- Pronunciation was also
emphasized in these repetitions
- In some exercises, students
repeat without opening
microphones (7" Hour)

- Ruth's justification: “If you
repeat, the words go into your
brain, and you remember better”
(7" Hour)

E. Real-life instances

To show what is happening

in life

- Water shortage in Colorado,
Denver (1* Hour)

- Her experience in a taxi (3"
Hour)

- A protest in Oregon (4" Hour)
- Indonesia and earthquakes (4"
Hour)

- A video prepared by her and
her colleague (6" Hour)

F. Breakout rooms

To build a community

- Discussion (1* Hour)

- Pair work (3" Hour)

- Group work (4" Hour)

- Vocabulary exercise (6" Hour)

G. Jokes

To make students feel

emotionally safe as

lowering their affective

filter

- A joke about prawn and prawn
shop (I Hour)

- A joke about a ruler as a person
and a tool (5" Hour)

H. Social-emotional
learning

To make a connection with

students

- The use of Turkish (1* Hour,
2" Hour, 4" Hour)

- Culturally related examples
(2" Hour, 3" Hour, 6" Hour, 7"
Hour)

- Asking students' feelings (1*
Hour, 2" Hour, 4" Hour, 6"
Hour, 7" Hour)

- Showing feelings (4" Hour, 5"
Hour, 6" Hour)
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4.4.1.2. Ruth’s Image: Establishing a Caring Environment

Ruth values rapport, social skills and emotional skills. Being mindful of
emotions is a prominent aspect of her teaching. As illustrated in the first part, her
memories with the physics teacher and the repeat class demonstrate how she has been
sensitive to emotions and empathetic acts. Moreover, her gain from the master’s,
triangle of “I thou it” signifies how she prioritizes the relationship among content,
students, teachers. Having rapport on the affective scale, Ruth intends to establish a
caring environment in her classes. In this caring environment, she makes reference
to Turkish culture and language for well-established rapport.

Ruth’s efforts to connect with students on the affective scale were observed
from the first hour till the last one (See Table 13). During these hours, Ruth’s
speaking class always began with announcements concerning the activities.
Regardless of the activities, her unique motto about constant practice, which was
adapted from a Turkish proverb, stayed the same: “Damlaya damlaya gol olur,
damlaya damlaya dil olur.” Not limited to this proverb, in the lesson about a romantic
relationship, Ruth wondered whether there was anyone who would like to get
married. One male student unmuted herself and told the whole session: “I have to
get married.” At this very moment, instead of saying congratulations, she said
amusingly, “basarilar dilerim.”

Apart from the use of Turkish, culturally relevant examples are also used to
enhance rapport with the students. In the same lesson, Ruth brought forward the
henna night organized before the Turkish weddings. To show her knowledge about
the henna night, she came up with a tradition happening in the henna night, as
commenting that“kina gecesi (henna night), some other dances have some
sequence.”

In another online lesson, Ruth started to take attendance. While taking
attendance, she gave students a scale of 1-5 to see how they felt and made them speak
English early in the morning. One is the lowest end, and five is the highest. By asking
her students what number they were, Ruth noticed how they felt that day. Students
unmuted themselves and told a number, whichever described their mood. When a

low number was heard, she did not ask for any further details. After 10 minutes, she
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finished taking attendance and saw where her students were on the affective scale. In
the post observation interview, Ruth explained her motive and explained it as “a part
of making a connection with students.”

In addition to attendance taking, where she asked students’ feelings, Ruth was
open to ask them directly whether they were bored or not. In the video conferencing
tool, she checked their faces simultaneously and commented contentedly that she saw
people smiling. Besides, Ruth was not hesitant to show her feelings. In another online
meeting where the sad news from Izmir was reminded, Ruth expressed her

condolences.

4.4.3. Daisy’s Perceptions Regarding Her Practical Knowledge

Daisy teaches English to help people. To her perspective, in the U.S.A., she
taught English to help people survive, whereas in Turkey, she teaches English to help
people communicate with English speakers. There are several reasons to learn
English, and, from her perspective, these could mostly be counted as academic,
career-related, and personal reasons. The most significant reason for students to learn
English is “to be more globalized, more internationally minded.” This has also been
the university's request: “I was said they want to have graduates who are globalized,
who can move and work in different countries and communicate with different
people.” Besides, English would support them academically because they need to
have access to research articles and books written in English. Apart from university-
related reasons, some of her students have hobbies and dreams in relation to English,
such as having foreign friends or a desire to travel. Some students may also learn
English solely out of interest, which “is refreshing for her as a native English
speaker.”

In her vocabulary-oriented lessons, new words are introduced with different
strategies (See Table 13 — D). One way is to give synonyms when a new word is
presented. Thus, students could make a connection with the words that they already
know. Another is to introduce affixes to reinforce vocabulary knowledge and make
their speech natural. Apart from vocabulary knowledge, she has been teaching her

students some cultural information. For example, Turkish students sometimes could
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make mistakes with pragmatics. Accordingly, she highlights these mistakes to
enhance students’ competency in English.

With regard to student knowledge, Daisy can easily understand whether her
students are willing to speak by observing them and is aware that students could be
motivated to discuss specific topics. For example, in one of her lessons, some
students were eager to talk about video games, and in another, Daisy’s questions
about students' departments sparked conversation.

Students' major problems lie in communicative learning and productive
skills. They know English grammar, and they are successful in receptive skills such
as reading. However, they struggle in communicating in English and producing
language in writing and speaking. Although she teaches listening and speaking skills,
she cannot separate them from efficient vocabulary and grammar knowledge. These
knowledge types improve students' listening and speaking skills.

As the other international instructors do, Daisy uses the materials that the
Curriculum Unit prepares. Even if the materials cover the curriculum and the book,
Daisy “adds a personal touch to the lesson” (See Table 13 — F). With the help of
personalization, she modifies the lesson as “more engaging and more catered toward
her teaching style.” Similar to her American history teacher, who personalized his
lessons with stories, she utilizes storytelling and visual aids in her lessons, which she
finds compatible with the cultural expectations. The visual aids rely on basically
PowerPoint slides and realia such as videos (See Table 13 — A). Through videos, she
aims to help her students' intercultural competence: “They have never been to the
English-speaking environment. But if we watch a video clip, they can at least see
people in the other country or how they communicate with each other.”

Daisy has several instructional techniques. She favors the direct method and
task-based language teaching. She is an advocate of constructivism, the theory which
“the learners construct their own knowledge because they are more motivated.” In
her classes, she also utilizes modeling to facilitate communicative learning (See
Table 13 — B). Through modeling, she guides her students to find a partner and
discuss some questions. During speaking exercises, students do not respond to the

discussion questions very frequently. Therefore, she adds details to their short
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answers and models a discussion for them. With modeling, she has the goal “to push
the zone of proximal development.”

Daisy’s favorite English language teaching method is the direct method, in
which students are not allowed to use their native language (See Table 13 — C). With
this method, she aims to “tap into their knowledge” about the English language. Thus,
in her classes, she insists on speaking English only. Her students are aware that she
knows Turkish, but she does not let them speak Turkish with her. In the online term,
she also “forces students to speak” in English with their friends in breakout rooms
(See Table 13 — E).

Teaching English means for Daisy helping communication and intercultural
competence (See Table 13 — G). She comes across various cultural misconceptions
about America and Americans; therefore, she strives to show the realities of America.
In addition to showing realities, Daisy teaches her students how to share their cultural
values, traditions in English.

As an international person living in Turkey, I think it is really great whenever
my Turkish friends can explain things about their own country to me in
English, now I speak Turkish so I can speak Turkish with them. But I think a
lot of students have never thought about the need of explaining Turkey or
Turkish things in English. If they move abroad or if they meet foreign friends,
they should be able to talk about their own culture and their own country
(Daisy, Post Observation Interview).

Table 13

Traces of Daisy’s Perceptions on Practice

Practical Knowledge  Perceptions Classroom Practices

A. Realia and Visuals  To help students improve -Watching short clips (7*' Hour)

intercultural competence -Effective posters on global
warming (4" Hour)
-Photos of a historical site (6"
Hour)
-The renewed book with
interesting pictures (7" Hour)
-A Disney Pixar movie (7"
Hour)
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Table 13 (continued)

B. Modelling

To facilitate communicative
learning

-Modelling how to make a
sentence with a phrase that has
been taught recently (2" Hour)
-A presentation model on social
media (3" Hour)

-Showing an outline for the
assignment (5" Hour)

C. Direct Method

To access students’
knowledge about the
English language

In every lesson, only English
was spoken. She never talked
in Turkish.

D. Strategies about
Vocabulary

To reinforce vocabulary
knowledge

-Vocabulary related to land
such as formation, landscape,
collapse, erode (1 Hour)
-Highlighting prefixes (1*
Hour)

-Words related to jobs and
business such as profit,
cooperate, entrepreneurship (2"
Hour)

-Vocabulary revision for the
midterm (4" Hour)
-Referring to parts of speech (5"
Hour)

-Giving antonyms with
rhetorical meaning (5" Hour)
-Guessing the parts of speech
(6" Hour)

-Making sentences
spontaneously for each
vocabulary item covered (7
Hour)

E. Breakout rooms

To encourage students to
speak

Discussion about

- landscapes (1** Hour)

- a particular architectural
design (3" Hour)

- environmental protection (4"
Hour)

- medicine (5" Hour)

- civilizations (6" Hour)

F. Personalized
instruction

To make lessons more
engaging

-Her dream job (1°' Hour)

-Her father's job as a worker (7*
Hour)

-The story of her friend from
Madagascar (1°' Hour)

-A TV show her sister enjoys
watching (3" Hour)
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Table 13 (continued)

-Her experience as a student in

a field trip (4" Hour)

-Her accomplishment in a

driving test (4" Hour)

-The change of her mindset

after moving to Turkey (4"

Hour)

-Her learning habits (7" Hour)
G. Helping To make st udents more -Different accents (1* Hour)
Intercultural internationally minded -Her goal to teach culture (2"
Competence Hour)

-American's knowledge of

Turkey (3" Hour)

-The everyday use of a phrase

in English (4" Hour)

-Twin festival in the U.S.A. (5"

Hour)

- A comparison between

America and Turkey (6" Hour)

-A fair in the U.S.A. (7" Hour)

-Universal facial expressions

(7" Hour)

4.4.1.3. Daisy’s Image: Helping Intercultural Competence with
a Personal Touch

Daisy values constructivist approaches and pushing the limits in teaching.
Daisy herself pushed her own limits by improving her grammar instruction. In the
Intensive English Program, Daisy overcame her weakness in teaching grammar.
While improving in teaching, she preferred to be in an intercultural setting to work
with foreign people. That was the reason why she started the graduate degree
program in the first place. After finishing this program, Daisy moved to the
intercultural setting, the University of Eastern Sun. In this current context, she has
aimed to construct ideas about American culture and facilitate intercultural
competence with her teaching and in her extracurricular club.

Daisy openly stated her goal in teaching English and explicitly expressed this
goal as “to teach them culture and help them reach their goals.” This goal was acted
upon through her image. In the first hour, the topic was natural parks. While students

were following the lesson in front of their computers, starting from American
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national parks, she related the topic to Turkey with examples from Turkey. In the
post observation interview, she clarified this strategy, “if we only talk about
American National Parks, some of them probably will never go there, and maybe
they never wanted to go there.” In the same hour, a listening track was played.
Students were supposed to hear different accents in this listening track. Daisy stopped
the recording after some time and emphasized the accent of the Australian professor.

Her lessons carry personal traces as well. While personalizing parts of the
lesson, she added intercultural elements into it. In the third hour, the topic was about
designing. Towards the end of that class, she sent students some discussion questions
about museums. Daisy mentioned that American people are knowledgeable about
Anatolian Civilization Museum where she has not visited before. She expressed how
she was surprised to encounter this situation. In the fifth hour, she showed the class
a photo from the twin festival in the U.S.A. Their photo was with Indian and Chinese
twins enjoying the festival, the idea of which was unfamiliar to Turkish students.

Around the time of the sixth hour, Daisy was facing the heating system
problem at her home. After sharing her personal problem, Daisy compared Turkey
with America. “In America, we do not have kombi(heating) system; we are getting
used to it.” Later, she switched to the Thanksgiving celebration as the very same
week was Thanksgiving. Their plans for Thanksgiving, such as gathering up at their
home, gave a pause to the lesson flow.

In the seventh hour, Daisy showed a picture of a fair in the U.S.A. The fair
was in Tennessee, where her sister lives. Typical of her previous moments, she
personalized it and told them that she spends time in this city when she is in America.
In the same hour, a listening track came forward. This two-and-a-half-minute-long
track was about facial expressions from two different countries, Indonesia and
Canada. By listening to the track, Daisy asked for some opinions about facial
expressions. Few students unmuted themselves; nonetheless, it was concluded that

facial expressions are universal.
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4.4.4. Isabel’s Perceptions Regarding Her Practical Knowledge

Isabel’s goals in teaching English are to make English compelling and
accessible for students. For her, “teaching English means not only teaching a
language but also teaching a different way to look at the world.” At this point,
students’ purposes in her classes vary. The first reason students learn English is that
the university requires them to pass the standardized test. The second reason is that
students will need English in their lives after graduation for jobs, interaction, or travel
opportunities.

Isabel’s favorite skills for teaching are listening and speaking, although she
finds every skill essential. Her listening-speaking classes at Eastern Sun are based on
different contents. In these content-driven lessons, Isabel covers different units about
diverse topics. These lessons also serve well with her purpose in teaching English.
According to Isabel, students' participation is a reliable indicator of motivation or
engagement. If students’ participation is low, she suspects that they could be lost;
therefore, she designs some interactive parts for her lessons to “gauge where they
are.”

Students, in general, have difficulties in speaking. Language learners have
receptive knowledge more than productive knowledge. Most of her students could
not start to speak instantaneously and do not know how to start and what to say.
Isabel believes that if they overcome their inhibitions, they could speak naturally. To
help them through this hardship, she provides concrete speaking samples in her
classes. In her activities, Isabel targets the moderately skilled students in her student
groups. This way, she believes that she can reach out to every student in a classroom:
“I think they always say in education it is right to teach to the middle. You have
students who are lower and students who are higher, and you should try to go for
somewhere in between.”

Slideshows are indispensable parts of her lessons: “I cannot really think of
many lessons I have taught without a slideshow or PowerPoint.” She also integrates
different resources such as videos or games to make the students engaged (See Table
14 — D). Furthermore, during the online term, Isabel prefers breakout rooms to

involve students in the lesson more (See Table 14 — E). The speaking opportunities
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in the main session are limited. Breakout rooms are highly effective in increasing
speaking opportunities and motivating students to talk.

As the first technique, Isabel gives a short outline that demonstrates the
sequence of activities (See Table 14 — A). In this outline, students can see what would
be expected from them. Isabel learned it from one of her teacher trainers, who
recommended this technique as a way to provide a predictable flow. In her Turkish
language classes, she would prefer such outlining herself. She explains her reason
with an analogy: “When you go to the doctor, you like the doctor to explain what is
going to happen. So, it is not a big surprise.”

Isabel shares her personal experiences when she feels comfortable in the class
(See Table 14 — B). Isabel prefers sharing her personal experiences when the topic is
about North America, which most of the students could be unfamiliar with (See Table
14 — C). For instance, in one of her repeat classes, she introduced an American ice
cream called Dippin Dots in her lesson about entrepreneurship. Daisy and Isabel also
plan speaking samples out of the textbook to scaffold students to initiate speaking
(See Table 14 — F). In one of her lessons, Isabel modelled a speaking sample on
business. She asked her students if they could start a new business, what kind of
business it would be and which products they would sell.

Isabel prioritizes activating students’ schema and presenting background
information to make students curious about the topic (See Table 14 — G). Their
schema is activated with a starter activity, and her main activities mostly happen to
be modeling and practicing. During modeling, she prefers to explain the activity
beforehand and provide the model for the rest of the activity. At the same time, during
the activation of schema, Isabel implements her lesson plan step by step to keep

students’ attention alive.
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Table 14

Traces of Isabel’s Perceptions on Practice

Practical Knowledge Perceptions

Classroom Practices

A. Short outline To show what is expected

- Talking about the daily plan
(1°' Hour)

- Giving agenda (5" Hour, 6™
Hour)

B. Personal To capture students’
experiences attention

- Her personal experience as a
teaching assistant (3" Hour)

- Her memory as being a sister
(4™ Hour)

- Her driving license test (4
Hour)

- American elections in 2020
(4th Hour)

- Her preference in Turkish
foods (5" Hour)

- Tornadoes and hurricanes in
the U.S.A. (6" Hour)

- Natural disasters in the U.S.A.
(6" Hour)

- A conversation on the perfect
world (7" Hour)

C. Background To make students curious
information about the topic

- A different use of a word in
American English (1" Hour)

- Scholarships for the university
education in the U.S.A. (1"
Hour)

- Poverty in America (2" Hour)
- The jobs of teaching assistants
(3" Hour)

- How hurricanes are named in
the U.S.A. (6" Hour)

- New Orleans and Hurricane
Katrina (6" Hour)

-The activity named world
builder (7" Hour)

D. Different resources  To make students engaged

- Slideshows used in each lesson
- Kahoot (I*' Hour, 2" Hour, 3"
Hour, 5" Hour)

- A resource for phrasal verbs
(5" Hour)

- Video (6" Hour)

- Quizlet (7" Hour)
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Table 14 (continued)

E. Breakout rooms To motivate students for Discussion on
speaking - ecotourism (1*' Hour)
- inventions (2" Hour)
- environmental problems
(4th Hour)
- feelings of optimism and
pessimism (4th Hour)
- sources of news (4th Hour)
- natural disasters (6" Hour)
- A speaking task with some
phrases (5" Hour)

F. Modelling To scaffold students - Exemplifying words by
making sentences (4th Hour)
- Completing sentences- My
perfect world would be... (7"

Hour)
G. Activating schema  To activate prior - The primary way to activate
knowledge schema in this listening-
speaking lesson was to ask
questions.

Questions asked for the topics:
- How to choo se a university
(I° Hour)
- Dream job (2" Hour)
- About a comic strip having
a teaching assistant (3"
Hour)
- Natural disasters in Turkey
(6" Hour)

4.4.1.4. Isabel’s Image: Motivating Students with Schema Activation

Isabel values a comfortable teaching environment. As illustrated in the first
part, her literature teacher’s joyful teaching shows what she perceives to be valuable
about teaching. In this comfortable teaching environment, motivation is a crucial
aspect for herself and her students, which could be noticed in her reported
experiences. In her memory concerning the repeat class, Isabel searched for ways to
motivate herself and her students. In her professional experience with Chinese

students, Isabel constantly motivated her students to speak. Beyond prior
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experiences, she utilizes activating schema as a technique in order to motivate
students in her classes.

In the first hour, Isabel showed the presentation adapted with the information
of a Canadian city, Calgary. It was highly probable that students could be unfamiliar
with this city; therefore, Isabel herself added extra information about Calgary to the
slideshow that the Curriculum Unit had prepared. Intending to make students become
interested and think about Calgary, she started the lesson with questions and
animated pictures. After her presentation was shown in a timely manner, one student
volunteered to answer one of the questions about the factors to choose a university.
In line with his department, the industrial opportunities and internships were his
factors. Not so long, Isabel linked the lesson with the previously done activities as
she believes that this pre-knowledge may ease listening comprehension and make
students realize their achievement and competency.

Brainstorming questions were the tool to activate students’ schema. In the
first hour, students commented on what factors are crucial in choosing a university.
In the second hour, their dream jobs were the topic. They were asked what they would
do to reach their dream jobs. In the third hour, there was a comic strip where a
teaching assistant handles a situation. In this comic strip where the teaching assistant
seems frustrated, students made guesses about the job requirements and the reason
for her frustration. In the sixth hour, natural disasters were the topic. Isabel asked the
types of natural disasters in Turkey and one student exemplified wind erosion.
However, she mainly wondered whether any hurricanes happened in Turkey.
Realizing that it is not a common disaster in Turkey, Isabel adapted her question to
whether they have experienced tornadoes, floods, or earthquakes. Eventually, the

main focus was unveiled as “how to help people facing natural disasters.”

4.4.5. Matthew’s Perceptions Regarding His Practical Knowledge

Teaching English means for Matthew helping students “move towards a
greater understanding.” Teaching English helps students understand the language
“from the meaning of individual words to the meaning of whole sentences and how

to communicate beyond meaning.” In addition to understanding, teaching English
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refers to production. Students understand and produce English for passing the test to
start their department and academic career. Matthew sees “helping students to be
successful in the class with the end goal of passing the test” as the reason why he was
hired. In addition to the standardized test, students also could have auxiliary reasons,
such as learning about foreign cultures. Regardless of the reason, Matthew helps his
students connect with English by showing its possible benefits in the future and
shares his knowledge related to America.

In his lessons, there is always an emphasis on vocabulary. In this vocabulary
instruction, Matthew aims “to get the students exposed to the vocabulary and then
familiar with it in both reading it or listening to it” (See Table 15 — C). Matthew
finds speaking the most crucial skill because he finds it underdeveloped compared to
other English language skills. Concerning speaking, Matthew is not very much
concerned about pronunciation and tends to tolerate students' speaking with a thick
Turkish accent. Correctness is what only matters for him. In the lower levels, he is
even content when students can communicate and make a complete sentence.

Mostly, the level determines the difficulties his students may have. The
lower-level students have more difficulties in speaking, while higher-level students
have “the normal challenges.” His students' abilities also vary in his classrooms;
therefore, Matthew makes effort to find a balance in timing for activities to give
chances to every student. Matthew also utilizes breakout rooms in online instruction
for speaking activities because students could feel more comfortable speaking up in
the breakout rooms than the whole session.

Matthew uses slideshows the unit prepares; however, he feels the need to
clarify some parts of these slideshows. For instance, he came across the word
attachment, which was described as a relationship, but he explained to his students
that they would hear this word more as an e-mail document. His main concern in
vocabulary teaching is to make sure students know the words in different contexts
and with their usefulness. Matthew sometimes makes students play online games
such as Kahoot or Quizlet as he personally enjoys games (See Table 15 — A). “If
students can have fun and learn at the same time. I really value that.” Matthew has a

strong preference for extra materials (See Table 15 — B). For example, in one of his
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lessons on strange weather, he integrated a few engaging videos about ball lightning
and fire tornadoes so that students can have “a better context for understanding.” His
extra materials are mostly visuals and discussion questions.

Matthew almost always prefers breakout rooms in his lessons (See Table 15
— D). Students could do various activities such as matching or fill-in-the-blanks
exercises. He also gives them the freedom to do the activities alone in the breakout
rooms if they do not want to study together. In breakout rooms, Matthew also
implements discussion activities. Brainstorming and discussion activities are highly
used in his lessons (See Table 15 — E). After the discussion is over, he calls them
back for an answering session as a whole class.

Similarly, role-play activities are adopted in his lessons. Roleplay activities
come after students hear vocabulary, use them in different ways, and practice the
listening of the topic. Therefore, Matthew finds role-play activities as light-hearted
activities where students do not compete with each other but are encouraged to have
fun. In one of his lessons, there was a role-play activity about making decisions on
water distribution in a city. Students took different roles such as water managers,
farmers, national park directors.

Matthew has adopted activating schema and personalization in his teaching
practices (See Table 15 — F & G). He utilizes the technique of activating prior
knowledge and evaluates it as one of his main focuses in the classes.

I always like to activate schema, activate prior knowledge. I think that is
really important. And I find it just helps to flow the lesson in general, to get
the students into it and to get them to start talking, and then when they are
more comfortable, they tend to answer questions better or engage in the
activities (Matthew, Post Observation Interview).

Table 15

Traces of Matthew’s Perceptions on Practice

Practical Knowledge  Perceptions Classroom Practices

A. Games To have fun and learn at - Kahoot (1* Hour)
the same time
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Table 15 (continued)

B. Extra materials

To give a better context

for understanding

- Video about the change in
Korean diet in the 20th century
(3" Hour)

- An activity where students
prepare questions as if they were
teachers (4" Hour)

- Making outlines (5" Hour)

C. Emphasis on
vocabulary

To get students exposed

to vocabulary

Vocabulary items about
- environmental problems (7%
Hour)
- romantic relationship (2"
Hour)
- tectonic plates (4" Hour)
- archaeological discoveries
(5" Hour)
- entrepreneurship (7" Hour)

D. Breakout Rooms

To speak up by

overcoming intimidation

-Fill-in-the-blanks exercises (1*
Hour, 5" Hour)

- Discussion questions (2" Hour)
- Context clues (2" Hour)

- Creating a test as teachers (4"
Hour)

- Matching with definitions (4"
Hour)

- Making outlines (5" Hour)
-Speaking practices (6" Hour)

- Opinions and facts (7" Hour)

E. Discussion activities

F. Personalization

To engage students during

the activities

Activities about
- a map of water shortages in
the world (1* Hour)
- chemical reactions happening
in love (2" Hour)
- the change of diet (3" Hour)
- generational differences
about eating habits (3" Hour)
- facts and opinions in a
reading text (7" Hour)

- Water shortages in Turkey (1%
Hour)

- Water shortages in the U.S.A.
(I° Hour)

- Personal interests in Korean diet
and romance (3" Hour)
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Table 15 (continued)

G. Activating prior Prior knowledge about
knowledge - water shortages (1* Hour)
- chemical reactions when
fallen in love (2" Hour)
- ancient Egyptians (5" Hour)
- stock market and the value of
a stock (7" Hour)

4.4.1.5. Matthew’s Image: Engaging Students through Prior Knowledge

Matthew values rapport and engagement in his classes. In his college years,
he personally enjoyed being engaged in the classes as encountered in his business
law class. As shown in the first part, initially one of his reasons to start teaching was
having social interaction and international experience. The training in the short-term
English teacher certification program provided him a significant advantage in order
to acquire this international experience. In the same program, he learned how to
activate prior knowledge of students. To engage students, he adopts this technique in
his teaching.

Matthew asks thought-provoking questions and memories to activate
students’ prior knowledge. In the first hour, the topic was water shortages all around
the world. Matthew tried to revoke any memory of students related to water shortages
in Turkey. At one point, he asked if there are rules regulating the use of water. After
discussing the rules, the whole class looked at the map showing water shortages all
over the world. Matthew and students interacted about the critical areas on the map.
In this way, he tried to engage students by activating their prior knowledge about
water shortages, and he spontaneously connected the topic of water use with Turkey.

In the second hour, students were supposed to answer three discussion
questions about love: “What happens when we fall in love?”, “What is the chemical
responsible for love?”, “Do you think love is a chemical reaction?” Several students
unmuted themselves and responded. One student talked about chemicals such as
serotonin and dopamine, while the other expressed his dissatisfaction about seeing
love as a chemical reaction. In the same hour, before sending students to the breakout
rooms with an exercise, Matthew decided to teach a sound strategy. He explicitly

152



gave a speech about the usefulness of prior knowledge and context clues for
comprehension.

In the fifth hour, the life of an Egyptian pharaoh, Tutankhamen, was reviewed
with a general outline. Beforehand, Matthew asked students what they had known
about ancient Egyptians. Only a few students participated. Nevertheless, he started
the main vocabulary activity where archaeology-related items were introduced. In
the seventh hour, Matthew was introducing the concepts of the stock market and
stock value before the exercise about detecting facts and opinions. By giving an
example from a worldwide famous company that students are very likely to have
heard before, Matthew exemplified the meaning of stock: “If you have stock on
Apple, you have a small portion and the value of the stock increases if the company

does well.”
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4.5. How has the cognition of international instructors influenced the system of

extracurricular clubs?

4.5.1. English Friends Club
Figure 10
Activity System in English Friends Club

Mediating Artifacts:
Language, guest
speakers, games,
visual aids such as
slideshows, videos,
photos, posters

Object: Speaking practice

Subject: Internation §
and culture sharing

instructors

Rules: No formal Community: Students, Division of labor:
rules except sharing the coordinator of Daisy as the main
lesson plans, an extracurricular activities, planner, Ruth,
unwritten rule about the coordinator of Matthew and Isabel
culture sharing administrative affairs as facilitators

Subjects in English Friends Club are mainly international instructors, Daisy,
Isabel, Ruth and Matthew. Before English Friends Club, Daisy and Isabel organized
a club called “English Conversation and Culture Club” in their second year at Eastern
Sun. After two sessions, this club ended. Next year, Ruth came with the idea of
“English Friends Club”. In the first academic year of English Friends Club which is
2017-2018, Ruth was the main planner and facilitator. After one year, Ruth left her
main position in the club as she wanted to organize new clubs. Since the academic

year of 2018-2019, the leading instructor has been Daisy while the other instructors
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have helped her facilitate the club. Daisy has planned the sessions and prepared
lesson plans and the others led some sessions and contributed with their ideas. Daisy

explained the basics of English Friends Club as follows:

For English Friends Club, we met once a week for 40 to 50 minutes and we

did it most weeks of the term, except for midterm weeks and holidays. We

usually stopped in week 10, which was the end of the term and so we just

planned topical activities like music and sports, and we had parties for

American holidays like the Super Bowl, Thanksgiving. We had a

Christmas/New Year's party. And so sometimes it was just pretty relaxed, we

would just talk about the holidays and try to bring some food or something to

show what the holiday would be like (Daisy, Focus Group Interview).

In the first place, Ruth organized this club for friendships to develop as the
name implies. The object in this club has also entailed speaking English and learning
culture. Therefore, the main motives in English Friends Club have been ‘“helping
students practice English and appreciate the American culture and making friends.”
In this club, students had a chance to speak with native speakers in an engaging and
relaxing way, whereas for the instructors, it served as “a cultural outlet”.

Mediating artifacts could entail physical tools, social others (Yamagata-
Lynch, 2010), or psychological tools (Wertsch, 1985). Language is the basic
psychological and cultural tool in this culture sharing club. There have been many
physical tools such as games, slideshows, videos, pictures to share culture and
encourage speaking. Moreover, guest speakers attended some sessions as social
others to share information about their states.

All the international instructors except for Susan have involved in the
organization of English Friends Club. Concerning the division of labor, Daisy was
the main planner, while the others were facilitators. For example, Ruth supported the
club time to time whereas Isabel planned some activities. They helped the activities,
contributed to the club with some ideas and some games. When English Friends Club
was forced to continue online, Daisy organized the club on her own, which she found

as an isolated but creative journey.

I think when I started doing English Friends club by myself online, I felt like
it was just not as fun, because we didn't have Matthew there to start the club
or Ruth to come with her coordinated outfits like cowboy hat and stuff. It was
just really more fun with more people but doing the club myself made me
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more creative. I could plan to make it more interesting (Daisy, Focus Group

Interview).

The club did not have any formal rules. Instructors were free to plan their
own lessons, only required to share them with the coordinator. Students’ attendance
was on a voluntary basis. However, the instructors felt that there has been an

unwritten rule about native speaker's duty to organize clubs.

It is not in our contract that we lead clubs, but it's kind of an unwritten rule
that as American native speakers, we should share our culture in some way
because the administration asked us to. Also, for me, I think I felt motivated
to share our culture because I felt like it was a cultural outlet for me. In the
classroom, we don't have a lot of time to talk about our holiday traditions or
food, but with the English Friends Club, it was, like Isabel said, a relaxed time
to spend with each other and talk with the students (Daisy, Focus Group

Interview).

Administrative affairs coordinator, extracurricular activities coordinator and
students comprise community in this activity system. On the institutional plane,
international faculty is seen as a valuable group in the department. The international
instructors bring many advantages to the department on the matter of organizing
extracurricular activities, teaching an English-speaking culture, practicing with
students, proofreading the departmental tests, and preparing authentic materials for
classes. Although there is an unwritten rule about sharing culture, they organize clubs

voluntarily. Their efforts for these extracurricular activities are highly appreciated.

Whenever we need help, extra help, they are volunteers. I think
extracurriculars are good example for this because they don't have to do it. It
is not compulsory for them, but they voluntarily organize extracurricular
activities every week after classes. And they spend one or two hours with
students and about the preparation. They spend three or four hours of their
time every week for the students. And this is just voluntary (Koray, The
coordinator of administrative affairs).

The other benefit of the clubs is regarded as teaching culture because it is
found highly beneficial for the internalization of the language. These clubs also give
opportunities to students for the practice of their speaking and listening skills, which

they couldn’t develop fully in the Turkish context.
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In Turkey, the hardest part of learning English might be the speaking part.
Everyone understands but they don't speak. It's a general saying in Turkish.
In our regular classes, of course, we try to push them to speak. I mean the
students, but they don't have a chance to speak that much but in the clubs. For
example, the first aim of the clubs is totally to encourage students to speak,
to improve their listening and speaking skills. So, each week, they get
together with the students and they talk to students and by this way students
improve their speaking and also the listening skills. I think this is the most
important benefit for our department. Improving students speaking and
listening skills so that when they finish university, this prep class, I think they
will be able to speak or at least express themselves (Koray, The coordinator
of administrative affairs).

During the last two years when Dilan was the coordinator of extracurricular
activities, she was informed about the clubs and their influences on instructors and
students. On the interpersonal plane, the club-making has been a sign of the

international instructors’ dedication.

They are not paid for this to be honest. They are teaching 20 hours a week.
They don't get any extra money for this and they are doing this voluntarily.
So, it shows us that how dedicated they are in this. And they prepare lesson
plans for them beforehand. They discuss about the topics with me having
meetings and sometimes they spend some more time with the students after
the clubs or outside the club hours. So, it's such a dedication and this is a job
satisfaction for them (Dilan, The coordinator of extracurricular activities).

On the personal plane, the club made an impact on students. Students who
hadn’t had any experience in an English-speaking environment could gain a chance
to communicate with a native speaker and learn a foreign culture. In her focus group
interview that she carried out for her thesis study, Dilan reached out such benefits of

the clubs for students.

Most of the students were coming from Anatolian cities and they have no
awareness, or they don't have the background for a foreign culture, and they
were learning many things here. Probably they did not even know that they
were learning, and it was also, apart from having a chance to practice the
language, learning about the culture but also it was a great place for them to
socialize. That's what they actually informed me while I was doing my focus
group interviews with them and they themselves said that it was beneficial
for them to learn about the language to practice it, to learn about the culture
and to make friends, to socialize and also to relax a little bit (Dilan, The
coordinator of extracurricular activities).
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On the institutional plane, Dilan sees the structured program of the clubs as
an advantage for the department and students. English Friends Club, which has been

the most popular club, had an effective system and a structured program.

I can say because they were preparing their lesson plans and sharing
beforehand. We can say that this was a highly structured club and also, they
were preparing some PowerPoints adding some videos on them and thinking
about some contingency plans and we were talking about all these things
together, but they were of course leading the way. I was just supervising I can
say and so it was a good way to run a club and it worked well (Dilan, The
coordinator of extracurricular activities).

4.5.2. Expansive Learning

In this activity system, there appeared a primary contradiction in the division
of labor and a quaternary contradiction with a newly emerging activity, Conversation
Club. In the online terms, every instructor wanted to conduct only their own clubs,
which distorted the division of labor. Moreover, time restriction, which occurred due
to the heavy schedule in the fall term, forced international instructors to quit their
roles as club organizers. At the same time, teaching assistants, who had not run any
clubs for the last two years, were given a chance to conduct their own Conversation
Club. In the department, teaching assistants have only held conversation classes with
students in regular classrooms in the past two years although the main responsibility
of organizing clubs belongs to them.

English Friends Club and Conversation Club have had the same
motive/object as the practice of speaking and learning about other cultures by
speaking. Even though Conversation Club was designed similarly to English Friends
Club where international instructors conveyed American culture, teaching assistants
brought the cultural input from their Canadian perspective to Conversation Club.
Even if there was not a complete expansive transformation or a full expansive cycle,
the motive/object was widened with this new cultural perspective, and the activity
was redesigned with expansive learning. After the need state regarding the
responsibility shift was satisfied, international instructors scaffolded international

teaching assistants in their zone of proximal development.
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Figure 11

Interacting Activity Systems: English Friends Club and Conversation Club
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The international instructors helped these teaching assistants to move through
their zone of proximal development. Firstly, Dilan, Isabel, Daisy and Matthew held
an online meeting with teaching assistants. Secondly, Ruth, Isabel, Daisy and
Matthew ran the club in the first week and recorded their online sessions except
Matthew. They uploaded their videos to the streaming website, YouTube. Instructors
recorded their sessions with different aims. Daisy made an overview about American
culture and discussed about the ways to learn culture in the English learning
environment. Daisy's aim in this orientation session was to show what would be

expected in the clubs.
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I think the aim was just helping the Canadian interns know what to expect
and also to give them a glimpse of what we would normally do, if they could
do it with us, like if it could have been in person. So, in my lesson, I tried to
show a variety of activities and whenever I sent the video and the lesson plan
to the interns, I also told them some reflections. If I could teach it again, |
would add a video here or do this there. And yeah, so just to help prepare
them and show them what to expect more (Daisy, Focus Group Interview).

Isabel adopted the same plan as Daisy’s but added more free discussion. In
this session, Isabel’s aim was to show the student level. Deliberately she spoke
clearly and slowly and used more basic vocabulary. In the orientation sessions, Ruth's
aim was “to mingle students with each other” through group work while Matthew
presented some conversation questions and they all answered random questions. All
these recordings were given to the teaching assistants/interns for orientation

purposes. The orientation purposes were met after the recordings were shared.

It was so helpful. Going into this, we had no idea how it would look online or
what we were kind of doing. So, having them send us those lessons was very
informative and it showed us how we could plan our lessons and how to talk
especially with the levels who aren't as experienced with English. It is very
important to take your time and speak so that they understand what you are
saying because when we talk, we talk fast, and they might not understand. So,
I think that was also something that I noticed that I have to make sure that I
do that (Evelyn, Focus Group Interview).

Daisy also wrote very detailed lesson plans and shared with them because
Dilan gave the mentoring responsibility to Daisy. At first, she was planning to have

all the instructors as mentors, but heavy workload constrained it. Therefore, she

asked Daisy for being a mentor.

I was planning to have all the native teachers as the mentors for the Canadian
friends. But later on, we realized that it's impossible to have them all because
sometimes they may be reluctant or sometimes their workload is heavy. I just
asked Daisy and she agreed upon being the mentor and so I informed
assistants if they have any questions or anything, they would like to ask, they
can do it with Daisy (Dilan, The coordinator of extracurricular activities).

Although they did not contact Daisy for any suggestions after the orientation

week, the lessons recorded, and lesson plans shared scaffolded them in organizing
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Conversation Club. From the lessons, Kathleen took the idea of having discussions
to make pace question-answer while Evelyn took the idea of having agenda. They
included the idea of question of the day in the beginning and suggested resources to

students for self-learning at the end.

4.5.3. Conversation Club
Figure 12

Activity System in Conversation Club
Mediating Artifacts:

Language, video
conferencing tool,
games, visual aids
such as slideshows,
videos, photos

Subject: International
teaching assistants

Object: Speaking practice
and culture sharing

Rules: Mandatory Community: Students, Division of labor:
attendance, sharing the coordinator of Evelyn and Kathleen
lesson plans with the extracurricular as both planner and
coordinator activities facilitator

The subjects in Conversation Club are international teaching assistants,
Evelyn and Kathleen. Conversation Club had the same object as English Friends
Club. In the previous terms, teaching assistants were responsible for conducting
conversation lessons in regular classes while instructors for running clubs at the
department. This time, teaching assistants facilitated the clubs instead of instructors.
On the personal plane, Evelyn found Conversation Club as a great opportunity for
students to talk with native speakers. To Kathleen’s perspective, Conversation Club

served a relaxed environment where students made friends and helped
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communication skills in English. Evelyn's personal motive was “to learn about new
cultures and expand knowledge of other people” whereas Kathleen’s motive was
about knowing Turkish culture better and meet new people. Community in this club
consists of students and the coordinator of extracurricular activities.

In Conversation Club, the mandatory attendance was the first rule. Beginner
and elementary level classes were supposed to attend the sessions. Another rule was
about sharing lesson plans every week with the coordinator. The time schedule in the
club was arranged by the unit, but they were free in their planning of the club.
Concerning the division of labor, they had a schedule of topics in the beginning of
the term. By alternating topics every week, one of them prepared materials on the
assigned topic and shared with the other. As outcomes, Evelyn got benefit out of
teaching in front of a large audience whereas Kathleen improved her public speaking
skill. They learnt the differences between Canadian and Turkish education systems

and celebrations.

4.5.4. Cycles and Rhythms in English Friends Club

The documents on which Daisy made reflection illustrated different events of
English Friends Club in the last three academic years. It should be noted that these
were the ones documented, not all the events taking place. English Friends Club
generated cycles of events on a yearly basis and these cycles in the last three years
found a rhythm in itself. These cycles of events were originated from the American

culture and created personal and cultural rhythms in this club (See Table 16).

Table 16

Documented Events of English Friends Club in the Last Three Academic Years

2017-2018 2018-2019 2019-2020
Valentine’s Day Valentine’s Day Valentine’s Day
- A guest speaker
talked about

Chinese New Year
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Table 16 (continued)

Master Builder Competition
- Each group is given
a bag of supplies
- A free standing
structured is aimed
to be built as a team

Master Builder
Competition

Master Builder
Competition

Thanksgiving

- The history of
Thanksgiving

- Trivia game

-  Macy’s
Thanksgiving Day
Parade

- The game — “Pin the
gobbler on the
turkey”

Thanksgiving

Thanksgiving

Debate
- Discussion

Halloween Party

- History of the
holiday

- Information about
how it is celebrated

- Halloween music

- Candy in the jar
guessing game

- Complete the
phrase activity
about Halloween
facts

Halloween Party

American Folk Dances
- Square dancing

American Folk Dances

Show and Tell Show and Tell
- Students show their
favourite object
Counselling session: Time  Karaoke

Management
- Special sessions for
general life skills

Online game about
American celebrities

Speaking games
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Table 16 (continued)

Discussion

Speaking practice
with general
discussion
questions

A guest speaker from
California

April Fools’ Day

Presenting some

jokes

A session about TV show
Friends (Summer)

Global Games

The common
games that
American children
grew up with
Additional games
from Spanish
speaking countries

A guest speaker from
Louisiana (Summer)
- Information about
the state
- Food and
Traditions

Session about Natural
Wonders (Summer)

- Turkish and
American natural
wonders

- The Great Smoky
Mountains in
America

A session about movies
(Summer)
- American and
British movies

Each cycle of events carries some cultural and personal background. Holiday

parties were the first significant cycle. One holiday celebration per month was held

(October - Halloween, November - Thanksgiving, December — New Year's/

Christmas Party, February - Valentine's Day, March - Spring Party). Among them,

Halloween party is one of the most festive holidays. In this event, the history of

Halloween was taught, games were played and food such as cinnamon rolls was

served. The other holiday, Valentine’s Day was celebrated because it was an

important celebration in the United States for friendship and love. Daisy recalls its

celebration from her primary school years. When Daisy was in primary school, they
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used to give each other candies or small cards to celebrate Valentine’s Day. Another
party in this cycle of events was Thanksgiving. This event included a short lecture
about the history of Thanksgiving, a trivia game about general facts, a video about
Macy's Thanksgiving Day Parade, which is played in the morning of Thanksgiving,
and a game called “pin the gobbler on the turkey.” This game was adapted by an
American game called “pin the tail on the donkey,” which reminded the instructors
of their childhood memories. Besides, some Thanksgiving traditions were modeled.
In this session, students shared what they were grateful for since in Thanksgiving
dinner, American people tell their family members what they are grateful for.
Additionally, Daisy used to cook a pumpkin bread to serve as a traditional food.
The second cycle of events entailed cultural games, dances, activities. The
instructors organized an event about common games that they grew up with such as
musical chairs, duck duck goose. The aim of this event was to create a
communicative classroom and have a conversation about culture. Thus, they asked
about common games in Turkey. In another event, American folk dances, specifically
square dancing was taught to students. As Matthew was the leader in this session, he
and Daisy demonstrated how to do square dancing. Moreover, they planned to show
some other dances such as Hokey Pokey or YMCA. Another significant event was
Show and Tell as a popular activity in the U.S. In primary schools, teachers pick a
day for this activity, and on this day, students are supposed to bring their special
objects. In English Friends Club, the instructors organized the same event. Students
brought their musical instruments such as violin, harmonica, and objects such as
Rubik’s cube, and explained their features. The American instructors organized this
activity as an event in English Friends Club because they grew up with this concept.
While organizing it, Daisy also noticed that this concept is highly cultural and carries
traces of individualistic culture. In addition to all these activities, there organized
karaoke events with English songs with the objectives of fluency and pronunciation.
The third cycle of events was about special days in North America and the
variety of cultures in the states of America. April Fools’ Day is a special day in
America as Daisy mentioned it as “in America, it's a fun day, you play pranks on

your friends.” An event about April Fools” Day was held. In this event, the instructors
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made some verbal jokes and explained them to the students. Ruth also did a prank
about quiz grades. Furthermore, several guest speakers visited English Friends Club.
In these events, they introduced their states, the special food, traditions in their states
and showed pictures from there. International instructors invited these guest speakers
in order to help students connect the cultural information with real life.

Sessions targeting students’ needs and cooperation were the last cycle of
events. In the second year, some students had emotional difficulties. During this
troubled time in the school community, Dilan suggested them to arrange some
sessions in extracurricular activities. They organized some counselling sessions and
called them “special sessions.” These sessions were on time management and stress
management. The idea of these sessions was coming from their American point of
view and their educational background. At American universities, there are
“Guidance Counselling Department” or “Student Counselling Services” where
people visit if they have troubles. Similar to this idea, they organized these special
sessions. English Friends Club’s other target was to maintain cooperation among
students. To facilitate cooperation as a team, Daisy included Master Builder
competition, of which the American and Canadian businesses take advantage. Daisy
learned this competition from the university and experienced a similar competition
in middle school. In this competition, every team is given one marshmallow, 12 sticks
of spaghetti, some string and tape. Within time limit, each team aims to build a free-
standing structure holding the marshmallow. In this event, students attending the club
worked together as a team and used English at the same time.

In the summer term where Daisy organized the club alone, there were four
sessions held. In these sessions, similar cycle of events was adopted. The event about
TV show Friends was the first one held. In the second session, her friend from
Louisiana was invited and gave information about her state. In the third session,
Turkish and American natural wonders were the topic. In this event, she shared her
trip to the Great Smoky Mountains in Tennessee-North Carolina. The last session
was about British and American movies. Although more sessions on
baseball/softball, pop culture, Memphis-Tennessee were planned, low student

attendance resulted in the cancellation of the club in the summer term.
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All of these cycles constituted personal rhythms and cultural rhythms in

English Friends Club. These rhythms found meaning with the motive, activity, goals,

actions, conditions and operations (See Table 17).

Table 17

Three-level Activity Model in English Friends Club

Motive “To learn about English-speaking cultures” (Motto in their website)
Activity English Friends Club
Goals Informing about special holidays and days
Teaching cultural games, dances and activities
Having students meet guest speakers and learn about their states
Helping students by providing counselling
Actions Events held each week such as parties, competitions
Conditions  Holiday weeks and weekly club plans
Student needs
Operations  Organizing parties, games and preparing special food

Playing cultural games

Practicing square dancing

Presenting favorite objects

Making jokes in English

Preparing a karaoke list

Inviting guest speakers

Including general life skills

Making a free-standing structure as a team

4.5.4.1. Community/ Students in English Friends Club

Students experiencing such cycles and rhythms gained some benefits. Four

students who attended English Friends Club in the academic year of 2019-2020 found

benefits in various dimensions such as improved listening skills or interaction as

shown in Table 18.
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Table 18
The Perceptions of Students Attending English Friends Club

Student Favourite Activities & Perceived Benefits
Name Topics
Selim - Valentine’s Day and the - Understanding American
reasons for its celebration perspective of Turkey and Turkish
culture

- Getting to know American culture
- Listening to different accents

Bilge - Activities showing cultural - Having interaction with people
differences between Turkey - Improving listening and speaking
and America skills

Bora - Listening to guest speakers - Having dialogues with the

instructors on a linguistic and cultural
basis

- Improving pronunciation

Melisa - Special holidays - Building confidence
- Private conversations with - Improving listening and speaking
the instructors about America  skills

4.5.4.2. Content in Conversation Club

Similar to the cycles and rhythms in English Friends Club, Conversation Club

presented some cultural topics as seen in Table 19.

Table 19

The Content of the Weekly Events
Week 1 Introduction about Canada
Week 2 Seasons & Winter in Toronto
Week 3 Western Myths & Fairytales
Week 4 Special Holidays in Canada
Week 5 Traditional Canadian food
Week 6 Films & Cinema
Week 7 A day at a Canadian university
Week 8 Travelling & Seven Wonders of the World
Week 9 Jobs & Beauty
Week 10 Personal Goals & Christmas
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4.5.4.3. Community/ Students in Conversation Club

Developed through the mentoring of international faculty, Conversation Club
gave various advantages to the students attending in the fall term (See Table 20).
Only Emre, Ziihre, and Zerrin found these general benefits inapplicable to them.

Emre found club duration short and thought that he would get this benefit after three

more months. Ziihre and Zerrin could not benefit due to their personal attributes.

Table 20

The Perceptions of Students Attending Conversation Club

Student Name Favorite Activities/ Topics Perceived Benefits
Suna - Films & Cinema - Overcoming intimidation regarding
- Western myths and fairytales public speaking
- Traditional Canadian food - Getting to know a different culture
- Improving listening skill
Fatih - Films & Cinema - Forcing oneself to speak because
- A day at a Canadian English was the only medium
university
Emre - Vocabulary exercise based - Being obliged to speak English
on a video clip - Getting to know the mindset of a
- Introduction about Canada person from another culture
- Traditional Canadian food
Giilsu - Introduction about Canada - Encouraging for speaking
- Films & Cinema - Improving pronunciation
- A day at a Canadian
university
Zihre - Introduction about Canada - Having interaction with peers in an
- Traditional Canadian food English-speaking environment
- Films & Cinema - Improving listening skill
Ravza - A game to make sentences - Getting to know the culture,
- A day at a Canadian cuisine, lifestyle of an English-
university speaking country
- Traditional Canadian food - Improving pronunciation
Arslan - Special holidays in Canada - Overcoming intimidation with

- Traditional Canadian food
- Word games

speaking practice
- Getting to know a different culture
and a different education system
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Table 20 (continued)

Cihan - Traditional Canadian food - Being exposed to English of a
- A day at a Canadian native speaker
university
- Introduction about Canada
Gokhan - Vocabulary exercise based - Having knowledge about other
on a video clip cultures, lives
- Traditional Canadian food - Improving speaking and listening
- Special holidays in Canada skills
- Seven wonders of the world
Hale - Special holidays in Canada - Being obliged to speak
- Seasons and winter in - Improving pronunciation and
Toronto listening skill
- Western myths and fairytales
Biilent - Traditional Canadian food - Listening to a native speaker
- Seven wonders of the world - Making a friend from another
- A day at a Canadian culture
university - Acquiring world knowledge
Zerrin - Hangman/game - Boosting confidence
- Introduction about Canada
- Western myths and fairytales
Yavuz - A day at a Canadian - Improving listening skill
university

- An online word game about
film characters
- Guessing game
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CHAPTER 5

DISCUSSION, CONCLUSIONS AND IMPLICATIONS

5.0. Presentation

This chapter is composed of four parts. In the first part, three underlying
themes are presented, and findings are discussed thoroughly with these themes. The
second part presents the primary conclusions raised with the major findings. In the
third part, the implications of the study are addressed in detail. The last part of this

chapter presents limitations and suggestions for further research.

5.1. Discussion

In this qualitative study, international faculty’s personal practical knowledge
was examined with the narrative unity encompassing past encounters, present context
and future routes, the perceptions on practical knowledge, the actual teaching
practices with images, and the interconnected activity systems with their benefits
surrounded by cycles and rhythms. Within all these aspects, this study was carried
out to unveil the faculty’s idiosyncratic journeys to become instructors through their
past experiences, through classroom practices and clubs for the reconstructions of
their personal practical knowledge in the context, through the examination of the
impacts of their personal practical knowledge on the context and the context’s
influence on their future goals and career moves. Concerning these aims, five main
research questions with sub-questions were directed to explore their personal
practical knowledge in a bounded context.

The first research question with two sub-questions targeted instructors’
idiosyncratic journeys in the teaching profession with the exploration of teaching

philosophies and education-related experiences. The second research question with
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three sub-questions was addressed to illuminate the narrative unity’s present stand
and the ways the context shapes personal practical knowledge and is shaped in return.
The first sub-question was addressed to reveal the roles assigned to the international
instructors. The second sub-question was asked to uncover the department’s
contributions to the professional growth of international faculty. The third sub-
question targeted the impacts of professional development activities on the
instructors’ current practices. As the last step of narrative unity, the third research
question with two sub-questions aimed to explore future routes with the perceived
benefits of working in this department and future goals shaped in the department.
The fourth research question was asked to reveal instructors’ perceptions regarding
practical knowledge and a guiding image, whereas the fifth research question
depicted their position in distributed cognition occurring in an extracurricular
activity.

Personal practical knowledge encompasses hidden notions of instructors,
lived experiences, theory-, practice-, and policy-related understandings (Ross &
Chan, 2016). In this study, narratives of experience, observations, reflections, and
activity systems analysis led to three themes composed for the personal practical
knowledge of international faculty, as seen in Figure 13. The first theme is that
instructors’ personal practical knowledge was externalized with teaching
philosophies in the classrooms as a mediational space which enabled understandings
to be exercised and reconceptualized. The second theme is that instructors’ learning
and cognition were mediated via past experiences as students, prospective teachers,
and instructors in the department, which developed their personal practical
knowledge for the present and future times. The third theme is that the personal
practical knowledge informed instructors’ practices in the formal curricular setting
where perceptions and images guide the instruction and in a non-formal curricular

setting which benefitted the students and department.
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Figure 13
Three Themes for the Appropriation, Development, and Implementation of

International Faculty’s Personal Practical Knowledge

Externalization of teaching philosophies in the classrooms

Teacher learning mediated via past experiences influencing present
and future times

‘ Informed practices in formal and non-formal curricular settings

5.1.1. Externalization of Teaching Philosophies in the Classrooms

Personal practical knowledge’s moral concern in the realm of education
found an expression with the exploration of teaching philosophy (Tsang, 2004) as
language teacher philosophy embraces the moral element (Crookes, 2015). The
moral element for each instructor is shaped through their personal thoughts and goals
regarding language teaching. In this study, the first theme is the role of English class
as a mediational space to express international instructors’ teaching philosophy as
the embodied personal practical knowledge. As Johnson (2009) claimed, instructors’
understanding is externalized and reconceptualized in this mediational space through
the use of tools such as activities, artifacts, and concepts.

In the current study, the international instructors’ understandings originated
from their philosophies were revealed to be externalized in the classes, which acted
as the mediational spaces. As an experienced instructor who has worked more than
two decades in this field, Susan regards continuity of learning highly and sees the
competition on the personal level. In this continuity, her approach is to facilitate
better learning and convey world knowledge in a pleasant and interactive
environment. In her classes, her philosophy was externalized with several
instructional techniques such as changing interaction patterns and annotate function.
Ruth’s philosophy puts the helping facet into the heart of teaching. To help students
reach their goals, she aims to build communities through established rapport, social

presence, and emotional proximity. In this community, students are perceived to be
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active listeners responding to critical questions and acquiring general language
learning strategies. In her classes, it was revealed that she adopted some techniques
to externalize these understandings through asking questions and making jokes.

The other three instructors also demonstrated similar instances of
externalization of teaching philosophy mediated by personal practical knowledge. In
her philosophy, Daisy ratifies the notions of constructivism and zone of proximal
development and provides a scaffold and space for self-challenging. As an instructor
viewing language teaching beyond the normative structure, she gives priority to
connecting language with real life. In the same vein, her philosophy was externalized
with modeling, emphasis on the Direct Method, and the use of realia. Isabel’s goal
in teaching English is to make English compelling and accessible and to aid students
in the path of their personal goals. In line with the affective filter hypothesis, Isabel
also aims to create a convenient and carefree environment where students are
encouraged to find their own study habits and motivation. In her classes, these goals
were externalized by sharing personal experiences, using breakout rooms, and
modeling. Matthew’s aspiration in teaching English is to help students towards a
greater understanding and to equip students with the necessary skills which could
pave the way for the successful completion of the program. Acknowledged by
different aptitudes, Matthew is concerned with improving skills within the limits of
students’ abilities after giving priority to engagement, rapport, and student autonomy.
Matthew’s understandings were observed to be externalized through the use of extra
materials, personalization, and breakout rooms.

In this study, instructors’ personal practical knowledge made their philosophy
and practices compatible by externalizing their philosophy in English language
classes as mediational space. These findings could also be supported by other studies
such as Kumagai and Black’s (2018). In their study, after an experienced professor
reflected on her teaching practices with a trainee, they found out that personal
practical knowledge could provide mediation for the compatibility between teaching

philosophy and teaching practices.
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5.1.2. Teacher Learning Mediated via Past Experiences Influencing
Present and Future Times

All the experiences of instructors in the past, present, and future demonstrated
the mediated nature of teacher learning; therefore, the second underlying theme refers
to teacher learning that was mediated via past experiences as a student, a prospective
teacher, or an instructor. In the same vein, several research studies depicted second
language teacher learning as a lifelong and regulative phenomenon (Borg, 2003;
Freeman, 2002; Golombek, 1998). These studies also underlined the creative force
of experiences in social contexts, which were attended as a student in classrooms, as
a trainee in teacher education programs, or as a practitioner in teaching settings. Thus,
second language teacher learning is portrayed as socially mediated and conditional
upon knowledge of self, students, content, curriculum, and context (Johnson, 2006).
Teacher learning is not limited to the physical space as classrooms but is achieved
with participation in communities (L1, 2017). In these communities, the human mind
develops on a social basis. As Vygotsky’s (1978, 1986) representation claims that
the development of the human mind is innately social, the social interaction, which
is external in the first step, becomes internalized through participation. This journey,
as Vygotsky claimed, is not straightforward but mediated. Throughout their journey,
instructors participated in the communities of practice which formed their personal
practical knowledge as seen in the narratives of experience. These communities of
practice have been classrooms where teachers attended as students, teacher education
programs where they were trained, and the schools where their work has transformed
their thoughts about the learning-teaching process (Johnson, 2009).

In the first communities of practice where teachers were students,
inspirational teachers could provide a positive or negative model mediating an
instructor’s perceptions regarding teaching and learning. When the instructors’
experiences and memories were asked about this community of practice, four
instructors conveyed at least one positive model except for Susan. Their emphasis on
these memories or experiences showed the sociocultural quality of their personal
practical knowledge. As an instructor valuing interaction, Susan recalled her history

teacher’s underemphasis of interaction and criticized this moderate educational
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experience. By putting emphasis on social and emotional aspects in a classroom,
Ruth’s memory was primarily about her inspirational physics teacher’s
disappointment in his students. Scaffolded by many teachers, Daisy had the chance
to gain general life skills, study skills, and emotional support. Isabel, prioritizing
guidance, met a genuinely passionate teacher, supervisors, and colleagues who
guided her. Recalling the engaging methods, Matthew appreciated his lecturer’s
efforts in the business law class.

The second community of practice was teacher education. Johnson and
Golombek (2016) point out that teacher education constitutes one form of social
interactions mediating teachers in their journey. As an external form of social
interaction, teacher education is hoped to be internalized as a psychological tool for
teacher thinking to come into use in teaching practices. For instance, mediation in
teacher education helps teachers to understand their everyday concepts and augments
academic concepts with everyday concepts, which builds true concepts in teaching
expertise. These concepts, which were created by Vygotsky (1986) to understand the
development of a child’s mind, were linked to second language teaching by the same
scholars. In their conceptualization, academic concepts represent propositional,
formal knowledge, while everyday concepts refer to experiential, personal
knowledge. Surrounded by true concepts, international instructors’ understandings
came into being when they were involved in the social interaction of English
language certification programs or master’s degree in English language teaching.

All these instructors earned one of these high credentials in the English
teaching community of practice. Concerning their experiences in teacher education
programs, their true concepts, which emerged out of the formal and experiential
knowledge, were found to be oriented with practical implications. These practically
oriented true concepts enriched instructors’ personal practical knowledge. For
example, Susan had a high opinion of the teacher training program and gained an
advantage from this program by reflecting on her abilities and development. Ruth’s
master program promoted two new teaching ideas as the triangle “I thou it,” which
raised her awareness of the interrelated relationship in the classes and asking

questions which provided her a new technique to stimulate critical thinking. In
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master’s program, Daisy was able to experience practical know-how and make sense
of mindsets and skills. Her practical gains consisted of arranging proximity,
continuing conversation, correcting errors, and doing modeling. Isabel’s prominent
benefit from her master’s was to improve her practical skill of communication,
thereby becoming a better communicator. From the programs, Matthew had a
foundation in teaching English and raised awareness regarding phonology and
grammar. In the short-term program, Matthew learned how to adopt schema
activation and personalization in his teaching practices, which serve as strategies to
facilitate engagement and trigger prior knowledge. International instructors have not
had identical true concepts, as Ellis’ (2016) case study revealed, two individuals
could establish different relationships with the theoretical knowledge presented in
the same TESOL program due to their personal practical knowledge.

The third communities of practice have been the teaching contexts where
instructors put their personal practical knowledge in practice and develop on the
professional ground as second language teachers develop professionally under the
circumstances of their teaching contexts. This development also entails sociocultural
histories existing in a unique manner (Johnson & Golombek, 2002; 2016). When
impactful teaching experiences, which illustrated the moralistic, emotional, and
consequential elements in instructors’ personal practical knowledge, were asked, this
unique quality of sociocultural histories was manifested. Susan’s impactful teaching
experiences concerning performing a song and adversely affected classrooms due to
the dynamics showed the consequences of teaching as a change in character and her
value for positive and mutual interaction in her classes. For Ruth, the impactful
experiences were centered around acquiring cultural understanding. In her repeat
class, learning how to be more empathetic after encountering another instructor’s
cultural wisdom and gaining cultural understanding by getting familiar with the
notion of university exam increased her sensitivity consequentially. Similar to Ruth’s
experiences, Daisy’s impactful experience has had the power to be used beyond the
contextual boundaries. Overcoming her weakness concerning grammar teaching
supported her journey and adaptation from the United States to Turkey. Isabel’s

impactful experiences were weaved with her perseverance in motivating students and

177



learning cultural aspects to connect with students, whereas Matthew’s impactful
experiences were concerned with classroom dynamics. His new conduct of
classroom management in the unmotivated class and realization of the significance
of student group’s attachment in the classes with opposite qualities strengthened his
teaching style.

Teaching contexts as the third communities of practice facilitate teacher
learning as knowledge is situated in social situations and mediated in contexts
(Bruzzano, 2018). From the sociocultural viewpoint, the context acts as a “text”
unifying teachers’ practices and thoughts (Burns et al., 2015, p. 597). In this “text,”
knowledge about teaching and learning emerges from the dialectical relationship
between context and teaching practices (Tsui, 2003). Therefore, taking active roles
in teaching contexts allows teacher learning (Burri et al., 2017). Accordingly, the
international faculty has taken several active roles enabling teacher learning. The
department, as the bounded context, has been assigning instructors with the official
role of teaching 20 hours a week; yet various unofficial roles have been given to
international instructors. In these roles, instructors’ understandings and teaching
styles were mediated in the departmental context while their personal practical
knowledge found an expression. Susan was given the duty of testing as a member in
Testing Unit in her first term. Although the initial assignment of testing duty was
perceived as unpleasant, Susan got accustomed to the work details and started to
prefer this specific assignment over teaching. As an unwritten expectation, it was
requested from international instructors to take the responsibility of organizing
culture-sharing clubs. Accordingly, Ruth has organized a wide range of clubs in the
last three years in the department, which was her essential input. In these clubs, Ruth
has put some of her teaching ideas into action, which enriched her teaching style. For
Daisy, English Friends Club has been the place where this expectation was fulfilled.
English Friends Club has acted as a spot to interact through cultural information and
build skills with real-life applications. Isabel was also part of the joint effort in the
club-making, thereby planning and organizing some of these speaking and culture-
sharing clubs. As the last instructor expressing personal practical knowledge through

clubs, Matthew has created game-related clubs for students to enjoy playing games
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and practice speaking, which enabled him to establish rapport and understand
students’ characteristics. As seen in the instructors’ narratives of experiences, the
roles given to instructors in teaching contexts could facilitate their professional
development through several activities such as proofreading or planning activities
and enrich their personal practical knowledge by devising new practices within a
mediational space for implementation such as clubs.

In addition to the roles, instructors’ narrative accounts concerning
professional development illustrated how their thinking was developed and how this
transformative thinking shaped their understanding of themselves as teachers and
teaching practices. These accounts of transformative thinking processes entailed
mediation (Johnson, 2009). Instructors’ transformative thinking mediated their
professional growth in the departmental context. Susan experienced facing dilemmas
concerning her job description and being a native speaker. Unreluctantly accepting,
she started as a testing unit member, which she internalized as a role, whereas the
foreigner complex that the students could overcome presented another dilemma.
Ruth’s professional growth was boosted in the department by gaining insights into
the ways of improving listening-speaking skills, having a cultural understanding with
student-teacher interaction, and learning Turkish to relate to students. For Daisy,
English Friends Club as a cultural outlet and learning Turkish have been attempts to
maintain her effectiveness, which enables her to grow professionally. Isabel, who
sees professional growth to accomplish self-learning and collaboration, has learned
Turkish in the department and comprehended the cultural differences by self-learning
and collaborated with other instructors through clubs and the liaison. As a step to
reach his ideals in the department, Matthew realized his genuine teaching values by
questioning mandatory attendance, handling the classroom with different dynamics.
The instructors’ transformative thinking processes concerning dilemmas, difficulties,
curricular, linguistic, and cultural insights mediated instructors’ professional growth
in the department.

Besides mediation through transformative thinking, the international
instructors had the opportunity for dialogic mediation in structured professional

development activities. The professional development activities in the department
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that target different areas of in-service training act as the venues for dialogic
mediation, which prioritized interaction. Through this interaction, experiences are
shared, understood, and developed (Li, 2017). In these activities, colleagues could
have dialogic interaction over several teaching-related aspects through different tools
such as videos, articles, which mediated teacher learning. According to their
narratives of experience, each instructor’s development has been mediated distinctly.
Susan and Matthew lacked substantial impact on practice, while the other instructors
developed their personal practical knowledge through this mediational space. As one
of the instructors who did not have a significant impact, Susan participated in the
mentoring program for the mentor-mentee interaction and took the pronunciation
course as an online learning community. However, the mentee’s personal problems
hindered the anticipated interaction for the mentoring program. Low attendance and
irrelevance to evaluation caused the course to be failed in practical terms. The other
instructor, Matthew, only attended the mentoring program on which his mentor,
Isabel, put forward his strong and weak sides with observation. Outside the
professional development activities, he instead focused on acquiring a good
foundation as a novice teacher. His focus on having a good foundation was bound to
peer interaction in the form of dialogic mediation. Through this mediation, he
reflected on various teaching-related aspects and had recommendations, which
enabled concept development (Vygotsky, 1986).

On the other hand, the other instructors developed their personal practical
knowledge in this mediational space. Ruth found similarities between American and
Turkish culture through video coaching and overcame her preconceptions. In the
action research group and article club, her discovery of the concept of teacher talk
time has also turned into an effort to balance teacher and student talk time. Two
professional development activities helped Daisy to overcome her fear of being
ineffective. In peer coaching and team teaching, she observed her Turkish colleagues
and found relief in realizing the similarities between teaching practices as the
difference in home culture or educational background does not adversely alter the
effectiveness of teaching. Encouraged by the professional development activities, she

also carried out research projects related to her own practices and attended workshops
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to make reflections on her classroom practices. Professional development activities
equipped Isabel with the conceptualization of the department and students’
expectations. From her perspective, the most beneficial aspect has been an
encouragement to conduct research and make presentations at the conferences as
researching and presenting gave her opportunities to examine personally relevant
topics. In their first year, Daisy and Isabel conducted a research project to examine
the adaptation and mitigation of newly hired teachers, thereby understanding the
diverse possibilities in teaching experiences. Following that, they conducted a second
project concerning the comparison between ESL and EFL contexts, which had her
lesson planning skills sharpened, and her teaching ideas changed. As illustrated,
professional development activities provided these three instructors with
opportunities to develop their personal practical knowledge about their self, their
context, and their pedagogy.

In a socially situated and distributed teacher learning, the definition of
professional development becomes blurred. Beyond actual professional development
activities such as workshops or seminars, unofficial social and professional networks
and classrooms as scenes for professional learning are included in the definition of
teacher learning (Johnson, 2006). In the same direction, Daisy and Isabel have built
a private network to inform the international faculty and called this network the
international teacher liaison. They were the first international instructors recruited;
thus, they had to face the difficulties of learning the departmental culture. Through
this liaison, they aimed to help other international instructors; therefore, the novice
instructors could be relieved from overcoming similar challenges. Their role in this
liaison is to ensure every international instructor is kept informed about the
department’s policies, paperwork, and current schedule. By taking part, Isabel has
felt empowered and motivated to make progress after realizing her achievements in
this regard. This liaison has functioned as a knowledge community (Craig, 1995),
which refers to the individuals with whom a teacher builds and rebuilds meaning out
of teaching experiences. Craig’s (1999) knowledge communities are located on
teachers’ professional knowledge landscape as a sphere for negotiating meaning with

other teachers. In these communities, teachers’ personal practical knowledge is
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narrated and nurtured. Similarly, in this liaison, newly hired teachers have been
informed about departmental structures and negotiate the meaning of their
experiences with the experienced instructors. This liaison has enabled instructors to
reformulate their personal practical knowledge from this collectivity as second
language teacher learning’s collectivity is accompanied by a personal process
(Johnson, 2006).

Schools and schooling are also combined on the sociocultural ground where
teaching is conceptualized, exercised, and assessed (Freeman and Johnson, 1998).
Schools refer to the physical and sociocultural place, whereas schooling represents
the historical and sociocultural processes, which take place in the schools. While
instructors move from one school to another and one cultural site to another, they
construct an understanding of schooling and teaching, dissimilar to the teachers
established in one culture (Elbaz-Luwisch, 2004). Similarly, while finding their way
in this culturally different school and schooling, instructors perceived several
benefits which enriched their understandings. Susan gained an understanding of the
management of the university and criticized the company mindset because she sees
the corporate management style as betraying the very essence of tertiary education.
In this sociocultural place, Ruth’s worldview has been enriched by meeting Turkish
students, understanding Turkish culture, and realizing differences between Turkish
and American mindsets regarding social structure such as individualistic and
collectivist societies. By looking at the world through another cultural lens, Daisy
enhanced her intercultural communication competence and gained an insight into
Turkish students’ learning styles and strategies. After feeling more adapted and
creative in this context, Isabel improved her presentation and communication skills
and became knowledgeable about Turkish culture and history. As his first teaching
experience, Matthew has formed his teaching style by working at this university,
where he questioned the idea of the attendance policy and business-related top
management. In this particular context, Matthew’s insights into Turkish culture and
knowledge of the Turkish language also raised his awareness. Besides developing
various skills, the instructors’ primary benefit from working in a different cultural

setting has been their insights into the Turkish culture, society, and educational
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policies. They primarily compared their existing thoughts and schema with the
recently encountered system of thoughts embedded in the social and political arena.
Experience of such schooling in a foreign school provided native instructors a new
lens towards learning and teaching processes, which reformulated their personal
practical knowledge.

Besides the present context, previous experiences acquired with personal
practical knowledge could influence the future routes. As seen in Feryok’s (2012)
study about an English language teacher agency, previous experiences, as the basis
for individual actions, were revealed to have the power to mediate future actions.
Similar to these findings, the international instructors’ previous experiences in the
department mediated their future actions. The testing and proofreading responsibility
have become two main professional goals for Susan, while Ruth’s positive
experience in the department led her to pursue the same goal of living in Turkey. As
her experiences in the current context could lead to adaptation to another country,
Daisy’s goals have shifted to professionally improving her teaching, communicating
interculturally, and using Turkish effectively. Isabel’s present goal is concerned with
learning a foreign language so that the American stereotype as monolinguals could
be broken, and she could act as a model who is experiencing the same struggles in
language learning. The department’s semi-Turkish context has given her
opportunities to accomplish this goal. Working in the department and forming a
repertoire of teaching experiences have also inspired her to take a supervisor role in
the future. After Matthew accomplished his goals by living abroad and having
international experience in the current setting, gaining experience and becoming a
better teacher have become his present goals. Despite his thoughts about the future,
he would like to work in the current context to have more teaching experience.

Beyond the current context, economic factors were very influential for all the
instructors’ future goals. Under the effects of economic factors such as the
competitive job market with inadequate opportunities in America and teaching
abroad being a golden ticket for English teaching jobs, instructors aim to continue
teaching English to non-natives in foreign countries. As the market of the English

teaching jobs forces instructors to work overseas, it could be easily claimed that the
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positive work experiences in the past determine the stability of instructors in one

institution.

5.1.3. Informed Practices in Formal and Non-Formal Curricular Settings

Personal practical knowledge filters the experiences of a teacher as an
interpretive framework. As a teacher’s sense-making is a dynamic process, personal
practical knowledge interprets the particular context and informs practice
accordingly (Golombek, 1998). How personal practical knowledge informed these
instructors’ practices was revealed by unveiling their perceptions about six categories
of practical knowledge and their traces in actual practices in the formal curricular
setting, the classrooms. As the first category, the teacher’s purpose could give a hint
about instructors’ personal practical knowledge. For instance, as a lifelong learner,
Susan named her purpose as facilitation of better learning while Isabel, who values
motivation, has the goal of making English compelling and accessible for students.
Students’ purposes of learning English were basically perceived to be bound to
professional and personal reasons such as job and travel opportunities. Although their
classes have the same structure devised on listening-speaking skills, their perceptions
were revealed similar in terms of subject matter, student learning and understanding,
and curriculum, but varied regarding their definitions about student knowledge and
instructional techniques.

Regarding subject matter, the similarities in definition encompassed
vocabulary and skills of listening and speaking. For student learning and
understanding, the common perception was difficulties in productive skills. Their
perceptions of curriculum included slideshows, visuals, games, discussion questions,
and other online applications. Student knowledge and instructional techniques
carried different perceptions. Student knowledge used for an insight into student
characteristics was associated with observation, student participation, and interaction
patterns among students. Furthermore, each instructor’s instructional techniques
were revealed to be distinct. One technique for each instructor became prominent
among their techniques and was linked to the instructors’ prior experiences and

teaching philosophies. These techniques touched on the images connecting teachers’

184



personal and educational lives (Tsui, 2003; Golombek, 2009). Susan related the
coursework with real life in Turkey, and Britain thereby increased the interaction.
Ruth built rapport in her classrooms through emotional proximity and making
reference to the Turkish language and culture. Daisy’s constructivist approach found
an expression through helping intercultural competence in her teaching and through
her club-making experiences. Isabel utilized the technique of schema activation to
boost motivation in her classes. Matthew also implemented activation of prior
knowledge that he learned in CELTA in order to engage students more. As
international instructors’ distinct images conveyed their cultural wealth and their
personal practical knowledge in sociocultural venues, the image was found to be
effective in informing teaching practices beyond this formal curricular setting.
Daisy’s image of helping intercultural competence shaped a non-formal curricular
setting: English Friends Club.

The Vygotskian stance supports the transformative power of the human mind;
therefore, individuals are able to transform the context for their purposes (Johnson &
Golombek, 2016). International instructors have transformed the context through
club-making. Daisy as the main planner and the others as facilitators contributed to
the formation of clubs. As the main planner, English Friends Club has served as a
cultural outlet for Daisy. In English Friends Club, Daisy expressed her image of
helping intercultural communication and transformed the context of the club for her
purposes. During this transformation of the context, language and culture have been
treated as two crucial elements in English Friends Club. These two elements shaped
the motives, which were primarily about helping students practice English,
appreciate the American culture, and make friends. According to Johnson and
Golombek (2016), context is situated in a web of material-social and mental-
personal. On the top of this web, language is seen as the most impactful cultural
artifact transforming and mediating the human mind and performance. As a cultural
artifact, language establishes social relationships and develops knowledge on a joint
basis. As a psychological tool, language shapes thinking processes on an individual
basis. The individual and social realms linked by language establish a dynamic

dialectical relationship. In this club, English was utilized as a tool linking social and
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individual realms, whereas the other mediated artifacts were physical tools and social
others who conveyed the culture through lived experiences. Thus, the club allowed
the use of English to transform and mediate students' minds and performances. By
using English as a tool in the club, native instructors should take advantage of this
cultural artifact to make it a psychological tool. This way, the English language could
be internalized and become intrapersonal for students.

In congruence with the unwritten rule about native speakers’ duty to organize
clubs, these international instructors cooperated with the extracurricular activity
coordinator and the administration. From their perspectives, the international faculty
could contribute to the department in various aspects such as organizing
extracurricular activities, practicing with students, proofreading the departmental
tests, and preparing authentic materials for classes, or providing space to improve
listening and speaking skills. As seen, the departments of foreign languages could
benefit from the input of international instructors in curricular and non-curricular
domains. In this department, the administration also evaluated teaching an English-
speaking culture as a beneficial aspect for the internalization of language. Thus, the
transmission of the international faculty’s cultural background could reinforce the
learning processes of students. For such cultural transmission, English Friends Club
was founded as a venue that has survived for three years. Also, the coordinator’s
evaluation demonstrated the club’s real value for the whole community. After
naming English Friends Club as the most popular club with an effective system and
a structured program, the coordinator described this club as an English-speaking
environment where students can communicate with native speakers and learn a
foreign culture. All these confirmed the statement of Xu and Connelly (2009) that
language learning is assumed to be meaningful if it is supported by learning culture.
As intertwined, teaching language and culture necessitate the inclusion of teachers’
cultural and historical backgrounds. This inclusion provided the department with a
unique English-speaking environment facilitating student learning.

Two kinds of contradictions, division of labor and time restriction, resulted
in English Friends Club to be expanded towards another club with new subjects,

teaching assistants, and a new cultural perspective in the object. During this

186



expansion, international instructors helped the teaching assistants move through their
zone of proximal development (Vygotsky, 1978). As the main mentor, Daisy, who
values scaffolding, helped these assistants during their progress in the zone of
proximal development. For instance, Daisy prepared lesson plans with her previous
ideas in the club-making. With the lesson plans, her personal practical knowledge
was manifested and assisted teaching assistants during the conduct of Conversation
Club. Although the main mentor was Daisy, the other instructors also provided
scaffold with different aims, such as showing the proficiency of the student group.
All the scaffold, which was provided to the teaching assistants for orientation
purposes, gave them teaching ideas such as agenda or resource of the day. After
conducting this club with these ideas, the teaching assistants, Evelyn and Kathleen,
earned personal outcomes. Evelyn felt experienced teaching in front of a large
audience, while Kathleen improved her public speaking skill. Both assistants also
gained insights into the differences between Canadian and Turkish education systems
and celebrations. These findings proved that cognition is an entity displayed publicly
and shared socially (Li, 2017) and has a situated character in physical and social
contexts and distributed nature among people and tools (Putnam & Borko, 2000).
This share on the social basis was initiated with the scaffolding of the international
instructors and influenced the cognition of teaching assistants and the conduct of
Conversation Club that was seen as a good opportunity for students to practice
speaking with native speakers. While the instructors, especially Daisy, transmitted
their experiences and scaffolded these two inexperienced teaching assistants in the
club organization, they stimulated the organization of a club reflecting a new cultural
perspective from another English-speaking country. This way, the transmission of
international instructors’ experiences through personal practical knowledge could
facilitate introducing a new cultural perspective in the department.

The cycles and rhythms of English Friends Club, which evolved out of
instructors’ personal practical knowledge, demonstrated its narrative quality as
Clandinin (1989) stated that cycles establish rhythms by denoting a historical
character and a narrative quality for the future. As the established rhythms leave

cultural and personal marks, there were four cycles of events in the English Friends
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Club, finding the personal and cultural rhythm in the club-making. The first cycle
was about American holidays such as Halloween, Thanksgiving, Christmas. On these
holidays, the instructors brought traditional food, played traditional games
accompanied by information about these holidays. The second cycle was about
cultural games, dances, and activities such as common American child games,
American folk dances, activities, Show and Tell, and karaoke. The third cycle was
about special days in America, such as April Fool’s Day and the culture of states,
where guest speakers from America introduced and gave information. The last cycle
was about students’ needs and increasing cooperation among students. Inspired by
American universities and companies, special counseling sessions were devised to
accommodate students' needs, and the Master Builder competition was integrated to
increase cooperation. When Daisy conducted the club alone, she also put emphasis
on cultural topics. This finding was compatible with the study of Connelly and
Clandinin about cycles and rhythms. In Connelly and Clandinin’s (1984) study,
cycles of cultural events and celebrations formed rhythms through their participant,
Stephanie’s image of classroom as home. In this club, Daisy’s image enabled cycles
and rhythms to be evolved out of culture-related topics. This finding was also
corroborated by the study of Sun (2012) revealing that her participant’s cultural
background influenced this participant’s personal practical knowledge and teaching
practice. In this study embracing the distributed nature of clubs, Daisy’s personal
practical knowledge found a way to inform her practice, thereby enriched the context.
The departments could benefit from the clubs where international instructors’
personal practical knowledge informs their practice with their cultural and historical
backgrounds.

Within the personal and cultural rhythms of the English Friends Club, this
activity system accomplished several goals and operations with the motive of
practicing English and teaching English-speaking cultures. Similar culture-related
cycles were also transferred to Conversation Club. Out of these cycles, all the
students, who constituted the community in both activity systems, mentioned at least
a culture-related activity as their favorite activity or topic. Their benefits, which

might be divided into three categories like personal, skill-related, and culture-related,
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showed the diversity of the club’s effectiveness for students. Building confidence
and overcoming intimidation constituted students’ personal benefits while improving
pronunciation, listening, and speaking was the skill-based outcomes. Culture-related
benefits were revealed to be diverse such as getting familiar with the mindset, culture,
lifestyle of English-speaking countries or acquiring world knowledge. This
extracurricular activity also contributed to the departmental context since
extracurricular activities could not be regarded as detached from other developmental
contexts such as schools and communities. On the contrary, these activities are
embedded in these contexts (Feldman & Matjasko, 2005). English Friends Club and
its expanded version, Conversation Club, were influential for the students on the
intrapersonal plane and the department on the institutional plane. Beyond students’
capabilities and understandings, the clubs nourished the department’s mission of
teaching English in a globalized world.

Besides the similarities, the influences of cycles were different because of the
structures of both clubs. First of all, these two clubs differed in terms of attendance
policy. In Conversation Club, there was compulsory attendance concerning beginner
and elementary levels. International teaching assistants had to target a specific
student group and had equal duties about lesson organization and material
development. However, in English Friends Club, international instructors had more
space to arrange their activities according to their preferences as there was no target
group. This club was open to the whole department. In terms of division of labor,
international instructors could bring their genuine ideas to implement in this club.
For instance, Daisy and Matthew wanted to teach students American folk dances and
arranged a session accordingly. In this session, they performed square dancing in
front of students. Secondly, the instruction type changed the circumstances. In
Conversation Club, everything was conducted online through video conferencing
tools, whereas in English Friends Club, students attended the sessions in person.
Thus, some possible experiences concerning cycles were missing in Conversation
Club. For example, in English Friends Club, instructors used to cook some traditional
food for students at the holiday parties. For students and instructors, English Friends

Club has served firsthand experiences, unlike Conversation Club.
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English Friends Club was bound to the institutional context as a part of the
non-formal curriculum. In general terms, three curricula are manifested via informal,
non-formal, and formal forms in a school context (Birzéa et al., 2004). In a non-
formal curriculum, extracurricular activities hold a significant place and could be
oriented as clubs, projects, or voluntary work. Bartkus et al. (2012) define
extracurricular activities as academic or non-academic activities occurring outside of
regular class hours and curricular boundaries. Participation in these activities is
voluntary, and there is not grading scheme related to these activities. Common with
these features, two concepts, direct and indirect extracurricular activities, differ in
their association with the curriculum. The lack of relation to the curriculum creates
an indirect extracurricular activity, while a close association with the curriculum
embodies a direct extracurricular activity. English Friends Club and Conversation
Club were direct, structured extracurricular activities that served the department's
curriculum non-formally with the practice of speaking and listening and culture-
learning.

As seen in this study, extracurricular activities could benefit students and
instructors. In previous studies, participation of adolescents in extracurricular
activities was revealed to generate positive outcomes for academic achievement,
prosocial behaviors, supportive social network, interaction with competent adults,
consciousness concerning environmental problems, and increasing intercultural
awareness (Gilman et al., 2004; Karaman, 2010; Keser et al., 2011; Yildirim-Tast1 &
Akar, 2021; Zaff et al., 2003). Gilman et al. (2004) also emphasized the effectiveness
of structured extracurricular activities compared to unstructured ones. As shown in
the literature of structured extracurricular activities, there is an association between
these activities and ecological systems theory which evolves into the bioecological
model (Bronfenbrenner & Morris, 2007). In the bioecological model, human
development takes place through reciprocal interactions among people, objects, and
symbols in the environment. In line with this model, these studies exemplified the
outcomes of structured extracurricular activity involvement as accessing a supportive
social network and interactions with a competent adult. Similar to their findings,

students attending these clubs had access to a supportive social network generated
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by the international instructors and teaching assistants and could interact with
competent adults, which promoted their development.

Concerning the benefits to the instructors, personal practical knowledge has
been practiced more freely in this direct structured extracurricular activity as seen in
Daisy’s case. Under the influences of the micro-and macro-contexts (L1, 2013), Daisy
could only express her image as part of the activities in the classroom. On the other
hand, her image could shape cycles and rhythms in English Friends Club as the
driving force. As there were no curricular boundaries restraining this force, her
personal practical knowledge in the shape of an image shaped the club. Daisy’s image
of helping intercultural communication also expanded to Conversation Club. Overall,
this image harmonized the club's structure with the affective and cognitive aspects of
intercultural communication competence.

It is crucial to note that the perceptions of instructors and students represent
their construction of cultural or intercultural elements as the representation of
cultures is based on their cultural identities (Amadasi & Holliday, 2018; Tochon &
Karaman, 2009). Upon the examination of these perceptions, it was seen that
intercultural reflections occurred between students and instructors in these
extracurricular clubs. These reflections strengthened students’ intercultural
awareness and sensitivity. In line with Chen’s (2014) model, intercultural sensitivity
means to be willing to acknowledge, appreciate and respect cultural differences to
produce a positive result from interaction as the affective aspect. Meanwhile, the
capability of understanding different cultural practices generates the outcome of
intercultural awareness as the cognitive aspect (Chen & Starosta, 1998; Chen, 2014).
After attending sessions in both clubs, students have been accustomed to realizing
and appreciating the cultural differences and understanding different cultural
practices through the cycles of events and cultural topics. They could have a chance
to enhance their intercultural sensitivity and awareness. Besides, English as a tool
represented the genuine and authentic side of internationalization (Jenkins, 2014). In
English Friends Club, internationalization has been promoted in an authentic way
through the use of English. Overall, English Friends Club facilitated Daisy’s image

to be practiced, intercultural sensitivity and awareness of students to be increased,
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and English to be used as a tool. On the macro level, this direct, structured, non-
formal extracurricular activity could support the objective of the English preparatory

program for promoting internationalization and communicative abilities.

5.2. Conclusions

Under the influence of internationalization, the universities strive to be more
internationally oriented. Therefore, the departments of foreign languages at the
universities reinforce the internationalization by recruiting native instructors, who
form an international faculty in the departments. These international instructors bring
their unique cognition and teaching practices through their personal practical
knowledge into the department. This qualitative case study was conducted to reveal
how the faculty’s personal practical knowledge was enacted in this tertiary context.
Personal practical knowledge was examined with the related constructs such as
narrative unity, images, cycles, rhythms, and activity system analysis. In narrative
unity, instructors’ past experiences, present understandings, and future anticipations
were scrutinized to reach out the narrative character of teacher knowledge.
Perceptions regarding practical knowledge and images were targeted to see the
practices that have been adopted in the departmental context. Cycles and rhythms
were sought to reveal the yearly reconstructions of teaching experiences in an
extracurricular activity, English Friends Club. With these concepts as a framework,
this study aimed at analyzing this club as an activity system that these international
instructors organized. For a thorough analysis, Cultural Historical Activity Theory
was adopted to see the instructors’ position and effect in the activity system serving
distributed cognition.

In the light of these objectives, five research questions with several sub-
questions were addressed. The first three questions targeted narrative unity. The first
question with two sub-questions aimed to reveal instructors’ teaching philosophies
and education-related experiences in the past. The purpose of the second question
with three sub-questions was to shed light on instructors’ journey in the present
context. The third question with two sub-questions was addressed to unveil

anticipated future routes of international instructors. The practical side that is held in
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perceptions and images was illustrated by the fourth question. The last question
aimed to demonstrate the roles of international instructors in activity systems and
within cycles and rhythms.

To answer these questions, data were collected with several tools, such as
semi-structured interviews, focus group interviews, observations made with field
notes, and reflections done on documents. The setting of the study was bounded by
time and place. This thesis study was conducted in the Department of Foreign
Languages of a foundation university in Turkey during the fall term of 2020-2021.
International faculty as participants consisted of five native speaker instructors. The
data analysis was accomplished with three steps for narratives of experience, the
intersection of practices and perceptions, and activity systems in extracurricular
clubs. The findings were presented under each research question by drawing on the
conceptual and theoretical framework. Three themes out of this analysis were
introduced in the discussion and supported by the literature. After such thorough data
analysis, this study could indicate the following conclusions.

First, the teaching philosophies of the international faculty showed the moral
dimension of personal practical knowledge. In the form of goals of teaching English,
this moral dimension found an expression in the classroom, which behaved as a
mediational space. In this mediational space, instructors’ philosophies and
understandings were externalized through their preferred instructional techniques.

Second, past, present experiences and future expectations showed the
mediated character of teacher learning, which reinforced their personal practical
knowledge. Instructors have attended many communities of practice as a student, as
a trainee, and as a teacher. Teacher learning as a socially mediated phenomenon
influenced them in various contexts. In the first community that they attended as
students, inspirational teachers mediated their notions regarding teaching and
learning. Except for one international instructor, all the instructors stated at least one
positive model from their student years. As the second community of practice,
teacher education programs served different true concepts for the instructors.
However, these different true concepts were oriented practically and enriched their

personal practical knowledge. As the third community of practice, teaching contexts
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enabled instructors to apply and develop their personal practical knowledge. As seen
in the narratives of their prior impactful teaching experiences, the sociocultural
histories of instructors were captured to be unique.

Third, the current teaching context in the department demonstrated how
mediation aided teacher learning through the roles given, professional growth
exercised, and the professional development activities attended. In this current
teaching context, the active roles of the instructors, such as proofreading or club
organization, mediated their understandings and teaching styles, which could endow
their personal practical knowledge with new practices. Transformative thinking
triggered by dilemmas, difficulties, curricular, linguistic, and cultural insights
mediated the instructors’ professional growth in the department. Structured
professional development activities provided the instructors with the venues for
dialogic mediation, which promoted three instructors’ personal practical knowledge.
Beyond professional development activities offered by the department, the
instructors’ development was promoted via an unofficial network called international
teacher liaison. This liaison served as a knowledge community for the international
faculty.

Fourth, working in the current context led the instructors to their career
moves; thus, their narrative unity attempted to create new unities. Moving to this new
cultural site and participating in the sociocultural processes of this department
provided the instructors with a fresh perspective towards learning and teaching
practices. Under the impacts of economic factors and positive encounters and
benefits in this context, the preferences of these international instructors emerged as
stable and encompassed the near future.

Fifth, perceptions of the instructors demonstrated their personal practical
knowledge in practical terms. The instructors’ perceptions regarding practical
knowledge types were similar for subject matter, student learning and understanding,
and curriculum but differed in knowledge about students and instructional
techniques. The most prominent instructional technique of each instructor illustrated
their images linked with their teaching philosophies and past educational

experiences. And these images were found to inform the practices of the faculty.
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Compared to the formal curricular setting, the image of one instructor was revealed
to be more influential in a non-formal curricular activity, English Friends Club.
International instructors created English Friends Club as an extracurricular
activity where English was spoken, and American culture was introduced. Through
this club, Daisy practiced her image of helping intercultural competence and
expanded her personal practical knowledge by transforming the context. With her
experiences, she also assisted a newly emerging club, Conversation Club; therefore,
the department was endowed with a club from another cultural viewpoint even if it
could not serve firsthand experiences. Besides, cycles and rhythms, which were
created in English Friends Club and imitated by Conversation Club on the cultural
issues, were revealed to be the products of the personal practical knowledge which
contributed to the students and the department. These American instructors’ joint
efforts supplied the department with this English-speaking setting, and this setting
promoted student learning, intercultural abilities, and internationalization. Students’
minds and performances were mediated with English used as a tool and cultural,
personal, and skill-based outcomes. Overall, the clubs as direct, structured
extracurricular activities, in which international instructors’ personal practical
knowledge inform their practice with their cultural, personal, and historical

backgrounds, could significantly contribute to the departments of foreign languages.

5.3. Implications

As corroborated by the findings and literature, firstly, an extracurricular
activity shaped in the form of a club could be proposed as a non-formal curricular
model for the departments of foreign languages. In this model, an activity system in
the shape of a club could potentially be beneficial for international instructors to
activate their personal practical knowledge through experiential and cultural
background. At the same time, students and the department can benefit from
language practice and culture-sharing. The model could be devised with the four
components of Cultural Historical Activity Theory (Cole & Engestrom, 1993), as
seen in Figure 14. Subjects who operate the clubs would be international faculty who

can teach an English-speaking country’s cultural values and traditions in a non-
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formal curricular setting. They can also practice their experiential background
embedded in personal practical knowledge without any curricular boundaries.
Objects, which are the goals or motives in an activity system, could be devised as
language practice and introduction of the cultures of English-speaking countries. The
mediation would be accomplished with the artifacts such as language, physical tools
such as visual aids, and social others who could be guest speakers from the same
culture. As the community, the mediated actions would target the university students
who learn English as a foreign language and could be coordinated with a supervisor
from the administration to maintain the quality. For the department, this activity
could stimulate internationalization by facilitating intercultural awareness and
sensitivity. It can also accelerate the internalization of the English language by

making students familiar with the cultures where the English language is spoken.

Figure 14

A Non-formal Curricular Model for the Departments of Foreign Languages

Subject Object .
International instructors Language practice and
bringing their Introduction of the
experiential and cultural cultures of English-
background speaking countries
Extracurricular
Activity
(Club)
Artifacts Community
Language as a tool, University students who
Physical tools, and learn English as a
Social others foreign language and
The supervisor

196



Secondly, international instructors working in the departments should be
given a chance to build a community for solidarity and exchange of information. As
illustrated in this study, the community named as an international teacher liaison
provided various benefits to the instructors. If similar communities are built in the
departments of foreign languages, international instructors could adapt to the
teaching context more quickly and stay informed of the department-related
requirements and schedule. This knowledge community that could be self-initiated
or encouraged by the department also provides a place where instructors share their
experiences.

Thirdly, teacher learning through professional development activities could
generate new understandings about teaching and learning. As seen in the findings, an
international instructor can be paired with an instructor with the same background as
students. The exchange between them could organize the international instructor’s
cognition about cultural and social preconceptions. In other words, the international
instructor’s cognition is enriched with an insider look towards the workplace carrying
distinct features. Acquiring this insider look, instructors’ personal practical
knowledge could be developed. Therefore, professional development activities such
as peer coaching and team teaching should be offered in the departments under the
name of in-service training to facilitate the adaptation and sense-making processes

of native instructors.

5.4. Limitations and Suggestions for Further Research

This thesis produced various significant findings, yet several limitations
should be addressed, which could be compensated with future research attempts.
Firstly, personal practical knowledge encompasses every dimension of interaction
occurring in a classroom. In online instruction, physical connection between
instructors and students was lacking. This lack of proximity could be regarded as a
limitation. To be present in the classroom for a prolonged period of time and
combining data from online instruction with face-to-face instruction could resolve

such a shortcoming in further research. Besides, in the online instruction, firsthand
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experiences were missing in one of the clubs; therefore, the clubs could be examined
in a prolonged time when the instruction turns into face-to-face.

Secondly, personal practical knowledge was overviewed with a close look
into the context emphasizing previous and current educational and professional
landscapes. This emphasis diminished the chances of understanding personal life
experiences. In a further study, narrative inquiry could be adopted for the articulation
of personal practical knowledge with personal life experiences. This way, personal
life experiences could facilitate the sense-making process concerning personal
practical knowledge.

Thirdly, the experiences and stories of the instructors basically concentrated
on this university context. In a further study, experiences and stories during teacher
education programs could be retrieved to examine the impacts of teacher education
on the formation of personal practical knowledge.

Fourthly, images were originated from the instructors’ professional-
educational lives. Instructors’ personal lives were integrated with their cultural
background. An ethnographic approach could be adopted in a further study to
decipher collective sense-making processes shaped by cultural understandings.

Lastly, the main data collection tool was oral interviews, and the data analysis
was carried out by the researcher. In a further study, narratives of experience could
be reached out with written reflections encompassing narrative activity. The analysis
of narrative activity could also be combined with the participants’ contributions in
order to create praxis. With externalization, verbalization, and systematic
examination, the narrative activity could be adopted as proposed by Johnson and
Golombek (2016) in a three-step conceptualization. Narrative activity is utilized as a
mediational tool to externalize and verbalize teaching- and learning-related sense-
making, which could foster professional development. In externalization, teachers
express their implicit ideas, emotions, and anticipations, which generate a cohesive
unity out of lived experiences. In verbalization, teachers unite these understandings
with the theoretical constructs to organize their cognition and teaching practices,
whereas, in the systematic examination, teachers’ recognition of their reasoning and

desires gives them a way to transform their stance. A collaborative research design
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with all these steps of narrative activity could substantiate findings and promote

professional development of instructors.
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APPENDICES

A. DEBRIEFING FORM

The mentioned study is a Master thesis study in English Language Teaching
of which is carried out by Bahar Cemre Karaagagli under the supervision of Prof. Dr.
A. Cendel Karaman, Department of Foreign Language Education, METU. In this
study, teacher cognition specified as personal practical knowledge and an
extracurricular club with the lenses of cultural historical activity theory are to be
investigated to discern international instructors’ personal and professional
experiences.

Higher Education has been following the trend of internationalization. In
Turkey, the Higher Education institutions have several departments, one of which is
the Department of Foreign Languages. The instructors in the Department of Foreign
Languages are also under the influence of internalization. Native English speaker
teachers take roles as international instructors in such departments. These instructors’
cognition about teaching reflects over the classroom processes and the institutional
culture. Personal practical knowledge which is shaped by teachers’ professional
practice occurring with past experiences, current awareness and future expectations
plays a crucial role for these teachers’ cognition (De Graaff et al., 2018, p. 166).

Activity theory, in particular Cultural-Historical Activity Theory, associates
the individual mind with the cultural and social environment where it is set, define
the transformation of individual psychology, and promote the activity with various
sorts and levels on the course of interplay between individual and external context
(Shi, 2017, p. 1063). In addition to instructors’ personal practical knowledge, this
thesis study is designed to explore the activity system in a club run by international

instructors within a cultural-historical framework. Six components which are subject,
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object, tools, division of labour, communities of significant others, and rules have
been examined to analyze the activity system of the club (Cole & Engestrom, 1993).

It is aimed that the preliminary data will be acquired in the middle of
December 2020. These data will be used solely for research purposes. For further
inquiries and questions regarding the study and its results, you can consult the
following names. We would like to thank you for your participation in this thesis

study.

Prof. Dr. A. Cendel Karaman

Bahar Cemre Karaagach

As a volunteer who has contributed to this study, you can deliver your
questions and comments on your rights about participation or ethical principles to
METU Human Subject Ethics Committee.
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B. SEMI-STRUCTURED INTERVIEWS FOR NARRATIVE UNITY

B.1. BACKGROUND INTERVIEW FOR THE PAST
1. Can you introduce yourself?
2. Can you give information about your teaching career such as your experience,
your internships and workplaces?
3. What courses have you offered until this semester? Can you specify the
teaching areas and student levels?
4. Why did you choose the teaching profession?
a. What influenced you to become a teacher? Have you had any inspirational
teacher, moment, or do you possess an ideal for teaching?
b. What are the reasons behind your decision to become a teacher?
5. What kind of teacher education did you hold?
a. What qualities from teacher training do you think you have gained?
b. Which components in your undergraduate courses have become practical
through your
teaching?
6. Where and how did your teaching experience take place before the current
department?
7. When and how did you start to work in the current department?
a. What were the reasons for you to apply for such a teaching position?
b. In the first year, how did your adaptation happen?
c. Which difficulties did you overcome during this adaptation period?
8. How can you describe your teaching philosophy?
a. Which aspects of teaching do you conceptualize as the most effective?
b. Which aspects of learning do you conceptualize as the most beneficial?
c. What goals are prominent in your teaching?
d. How do you implement your philosophy in your classes?
e. What does professional growth connote for you as a teacher?

8. Which professional experiences can you recall vividly?
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a. Can you mention one impactful professional experience on your
teaching?

b. How has this experience transformed your teaching attitudes?

B.2. ADDITIONAL INTERVIEW FOR THE PRESENT AND THE FUTURE
1. What other roles do you have in addition to teaching?

a. What are your responsibilities in these roles if any?

b. How do you evaluate these roles? Are you willing to be involved in such
roles?

c. In your teaching, can you find any benefit of such additional roles such as
autonomy, content or pedagogical knowledge?
2. How do you describe your professional growth?

a. In which aspects of professional growth have been promoted since the
initiation of teaching in the department?
3. Which professional development activities did you participate in?

a. During this year, which activity have you joined and can you specify your
reason to join that specific group?

b. Can you give some details about the activity itself and your involvement
in the activity?

b Have you experienced any transformative effect after a professional
development activity you have attended?
4. How can you identify the benefits of working here?

a. After having started working in this department, what contributions have
been made to

your teaching style?

b. Apart from your teaching character, how has been your worldview
influenced? Did you experience any positive or negative transformations?
5. After the graduation of the university, what did you possess as a career goal/
career goals?

a. If so, how did this career goal alter with the work experiences?
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b. Do you see working in the department as one step in realization of your
career goals?

c. Do you have any future goal after working in the department? Can you
describe the features of such goal?

d. If so, what is the role of the teaching position held in here in the shaping

of such future goal?
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C. POST-OBSERVATION INTERVIEW

1. What does teaching English mean for you as an International instructor?
(Knowledge about subject matter)

2. Which language skills do you find very important for your classes and why?
(Knowledge about subject matter)

3. How do you understand the characteristics of student profile in your classes?
(Knowledge about student)

4. In which skills do your students have difficulties and what kind of difficulties
are they? (Knowledge about student learning)

5. Why is English crucial for your students? (Knowledge about purpose)

6. What are your goals in teaching English? (Knowledge about purpose)

7. What kind of activities do you prefer in your classes? (Knowledge about
instructional strategy)

8. Which criteria bears importance for your lesson designs? (Knowledge about
instructional strategy)

9. Which materials do you prefer in your teaching? (Knowledge about

curriculum)

Adapted by Meijer et al. (1999) and Yu (2011)
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D. SEMI-STRUCTURED INTERVIEWS FOR ACTIVITY
SYSTEMS

D.1. FOCUS GROUP INTERVIEWS
D.1.1. WITH INTERNATIONAL FACULTY
1. What was exactly English Friends Club and what did the club aim at ?
2. Could you give some specific information about the club? (Duration,
Planning, Schedule, Student Profile)
How long have you taken part in the making of English Friends Club?

Could you explain your roles in the club organization?

wok W

What kind of motives did you have to conduct such a club?

6. What has changed for you since you started organizing this club?

a. Which capabilities do you think you have improved?

7. Last semester, you conducted the club virtually. How do you evaluate the
virtual experience of English Friends Club?

8. In this semester, you have acted as mentors for Canadian interns during
the conduct of Conversation Club. What did you do as a mentor in the first
weeks?

a. How did you plan the orientation week?

b. What did you aim to achieve with such mentoring?

b. During the term, which suggestions have you given to the interns

about the club?

D.1.2. WITH INTERNATIONAL TEACHING ASSISTANTS

1. Can you introduce yourself? (Name, Surname, Place of residence etc.)

2. Can you give information about your post-secondary educational
history?

3. How did you decide to have an internship at Eastern Sun?

4. What are you planning to achieve with the Conversation Club?

5. What is exactly Conversation Club and what does the club aim at?
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8.
9.

Could you give some specific information about the club? (Duration,
Planning, Schedule, Student Profile)
How did you find the orientation made by the instructors in the first
week of the club?
a. Which guiding principles or aspects did you realize in these
sessions?
Could you explain your roles in the club organization?

What kind of motives do you have to conduct such a club?

10. What has changed for you since you started organizing this club?

D.2. INTERVIEWS WITH THE COMMUNITY
D.2.1. WITH ADMINISTRATIVE AFFAIRS COORDINATOR

1.

How long have you been in the position of administration and what are
your responsibilities as an administrator?

In your department, what are the roles of International instructors?
How do you evaluate the International instructors in your departmental
culture? What characteristics do they bring to the departmental culture?
For the department, are there any advantages/disadvantages that

International instructors provide?

D.2.2. WITH EXTRACURRICULAR ACTIVITIES COORDINATOR

1.

4.

Can you introduce yourself and give brief information about your roles
as a coordinator for extracurricular activities?

When and why was English Friends Club initiated?

Were there any pedagogical goals for its initiation? If so, what were
they?

How beneficial have you found the club’s activities

a. For students ?

b. For teachers ?

c. For the department ?
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5. How did you find the functioning of the club? What kind of division of

labor was processed for native teachers? Did you evaluate it effective?

6. During the last semester, what kind of a program did you apply for the

virtual setting?

7. Why has this club been ended and turned into Conversation Club?

8. Which aspects did you pay attention to during the mentoring of

international instructors and planning of this club?

D.2.3. STUDENTS ATTENDING ENGLISH FRIENDS CLUB

5.
6.
7.

10.

How long did you join English Friends Club?

Did you have any reason to participate in this club?

How did you find the club in general? (The atmosphere, the materials,
the activities)

Which activities do you recall from the times you have attended to
English Friends Club?

What were the benefits of joining English Friends Club for a student?
Did you suggest the club to your friends and can you explain why/why

not?

D.2.4. STUDENTS ATTENDING CONVERSATION CLUB

1.
12.
13.

14.
15.
16.

How long have you been joining Conversation Club?

Do you have any reason to participate in this club?

How do you find the club in general? (The atmosphere, the materials,
the activities)

Which activities do you recall from Conversation Club?

What are the benefits of joining Conversation Club for a student?

Do you suggest the club to your friends and can you explain why/why

not?
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F. EXAMPLE OF INFORMED CONSENT FORM

This thesis study has been conducted by Bahar Cemre Karaagag¢li from Middle East
Technical University for Master’s degree programme, English Language Teaching.

The steps regarding the research procedures and an explanation of the rights as a
participant are described below. According to the policies of Middle East Technical
University, you have been requested to read the information thoroughly. If you
consent to participate, you will sign in the space provided to demonstrate that you
have read and comprehended the information supplied on this form. You are
warranted to obtain a signed copy of the consent form.

The Purpose of the Study: The aim of this research is to examine teacher cognition
specified as personal practical knowledge and an extracurricular club with the lenses
of cultural historical activity theory to discern International instructors’ personal and
professional experiences. The thesis study will also present the distributed cognition
in this extracurricular club.

Risks: Any acknowledged or expected risks are not found in relation to participating
in the current thesis study.

Benefits: A benefit of the participation for International instructors will be the
realization of their distinctive experiences in a social, cultural and historical basis.
Instructors can notice that their background from their home countries and their own
personal lives shape the classroom whereas the institutional, cultural and social
milieu they have settled in reciprocally influence their current practices and form a
new dimension in their personal practical knowledge.

Rights During Participation: Your participation is on a voluntary basis. You may
reject participation or withdraw at any time; no penalty will be involved. Some parts
of the thesis may not be explained until all the data is gathered. However, at the end,
all the data will be shared. After the completion, you have the choice to withhold the
answers provided before.

4 Expectations and Procedures: Upon the agreement for participating in this study,
two sessions of interviews, one lesson long observation and a post-observation
interview will be conducted for the examination of personal practical knowledge.
The researcher will participate in the extracurricular club all through the semester.
For the extracurricular club, a focus group interview will be arranged as well.

*In this study, the part concerning expectations and procedures was modified for each
participant group (administrative staff, international teaching assistants, and students) with
the expectations peculiar to them.
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During this study, your participation will last approximately 2-3 hours for the
interview sessions in total and interviews will take place at an office or an empty
classroom. Voice recording will be made during the interviews. One lesson long class
observation will be arranged with mutual communication for the most appropriate
time.

Confidentiality & Compensation: Confidentiality will be provided for the data
collected. The thesis study will be carried out with pseudonyms. There will be no
compensation for the participation in this thesis study.

For Further Inquiries: In case of any questions, you may call/reach the researcher,
Bahar Cemre Karaagacli. If you possess further questions about your rights, you may
directly contact Middle East Technical University.

I declare that I am at least 18 years old and I am participating in this study
completely on my own will and am aware that I can abandon participating at any
time I would like. I give my consent for the use of the information I provide for
scientific purposes.

NAME & SURNAME PARTICIPANT'S SIGNATURE DATE

As a researcher, time to read this consent form is provided to the participant named
above and any question regarding the study has been responded. A copy of this
consent form will be given to the participant.

NAME & SURNAME RESEARCHER'S SIGNATURE DATE
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G. LIST OF FIRST AND SECOND CYCLE CODES FROM
NARRATIVES OF EXPERIENCE

SUSAN

PAST ENCOUNTERS
Differences to the present day °

Comparison between Turkish and British

Education Systems

Dictation in teaching

More interaction and imagination
Students as participants

The lack of technology

Entry into teaching profession
Being a teacher is hard

By coincidence

Capability and opportunity
Circumstantially starting the job
Never really wanted to teach
Impactful memories

Classroom dynamics

Singing for a class

Inspirational teacher memory
An imagined teacher

Moderate teaching example
Teaching philosophy- Expectations
Motivation is personal

Reluctance in responding
Students' expectations

Teacher's expectations

Teaching philosophy- Goals
Goals on a personal level
Long-term goal

Passing the test

The improbability of long-term goals
Teaching philosophy- Language
learning

All purpose of learning a language
Causal approach

Interaction

Learning is a progression
Learning language is to communicate
Lifelong learning

Sensitive to the learning of the students

Teaching's beauty is sharing
Teaching philosophy- Teacher as a
person

Age

Every teacher could offer something
Fear of native speakers

Foreigner complex

Generation gap

Introverted character

Personality

The problem in communication
Teacher training

DELTA qualification

Grammar knowledge

Comparison between Master's and DELTA
Preparation for a lesson

PRESENT CONTEXT

External roles

Examiner

OSYM (National Testing Services)
Role outside of the university
Neo-liberal university

Company mindset

The lost aims of education

The true meaning of university
University is a place for questioning
Professional development activities
Article Group

Attended activities

Course on pronunciation

Interesting but unapplicable activity
Role of mentoring

Proofreading

A bit of a shock

Forced for the position
Professional goals

Proofreading as another role
Question-making

Testing responsibility

Live your life and learn other venues
Testing and its benefits

> The codes in bold are Pattern Codes (Second Cycle), whereas the codes under them

are Eclectic codes (First Cycle).
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TOEFL listening

Too many contact hours

The criticism on professional growth
The interrogative stance on professional
growth

Voluntary professional development
The departmental system
Advantages of the system

Adaptation

Disadvantages of the system

Benefits to work here

Reasons to choose this university
Work conditions

FUTURE ROUTES
Uncertain future plans
Better off staying in Turkey
Going to Italy

Proofreader as part-time
Testing

The age problem

To be close to daughters

Relationship with the students is the key
Showing respect one another

Student choice

Students should know that I care

The connection through phrases

The triangle of I thou it

Teaching philosophy - values

Asking questions

Helping facet of teaching

Social emotional learning

PRESENT CONTEXT
Additional roles

Curriculum development
Extracurricular clubs

Tutoring

Adaptation to the context

Help from American colleagues
Help from officemates

Syllable writing

The culture that I'm acknowledging
To work with university students
Turkish students and education system
Benefits

RUTH

Administrative choices
Hospital discount

PAST ENCOUNTERS

Memory of a teacher

An emotional memory

Inspirational teacher

Teaching as a second career

Teaching as a second career

To make her decisions freely

Two main motivators

Teaching philosophy - student learning
Her altered wisdom

Sharing among colleagues

Part of an ecological system

Some strategies for language learning
Students should ask questions

Students should learn strategies

They should help each other

Teaching philosophy - student-teacher
relationship

Being aware of their needs

Making students laugh

Intelligent students

Interaction with colleagues
Well-off families

Work permit

Enriched worldview

Her view of the Turkish culture
Societal structure

Technology and media
Interaction with colleagues
Wisdom coming from the culture
Your success will be in department
Professional development

Article group

Background knowledge

Big source of influence

Emotional reaction

Master's program

Professional development activities
Professional growth means to be open to
learning

Reflection is always done

Social media
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Teacher talk time

Teaching listening-speaking
Turkish culture par distance
Videocoaching

FUTURE ROUTES

Career moves

Action research

Competitive job market in America
PhD

Positive experience of living abroad
Presenting at a conference

The English Language Fellow Program
This teaching position creates
opportunities

Transition to another culture is hard

DAISY

PAST ENCOUNTERS

An impactful memory

Grammar authority

Weakness becomes strength

Teaching as a family profession
Family profession

From an early age

People focused

Teacher education

Gains from Bachelor's degree

Gains from Master's degree

Practical gains from Bachelor
Practical gains from TESOL
Teaching philosophy - being a student
Connecting the learning with real lives
Student related goals

Teaching philosophy - being a teacher
Being approachable

Constructivism

More than skills and knowledge
Personal goals as a teacher

Reasons to become a teacher
Teaching in another culture

Teaching personality

Various inspirational teachers
Encouragement from her professor
Four inspirational teachers

Lessons taught by her history teacher

PRESENT CONTEXT

A culture club

Cultural outlet

English Friends Club

Unofficial role

Adaptation

Adaptation on many levels
Everything is getting easier
School-related adaptation

Turkish language

Workplace culture

Worry of not being effective
Benefits

Contributions to her teaching style
Intercultural communication
Looking at the world through cultural lens
Job recruitment

Official role

Teaching abroad and benefits

The reasons for applying

The story of job recruitment
Professional growth

Fear of burned-out

Foreigner complex

International teacher liaison

Peer coaching

Professional development activities
Research to professionally develop
Solidarity among colleagues

Team teaching

FUTURE ROUTE

Initial goals

To get a good job

To get international experience
Lack of planning

Learning how to adapt
Nothing specific planned
Possible future goals

The general underlying goals
To keep working in this field and keep
learning
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Attention of students

ISABEL

Better presentation skills
How to better communicate with people

PAST ENCOUNTERS

Entry into English language teaching
Emotionally draining

Good job and benefits

Personal interest

Practical decision

Reasons to become a teacher
Undecided to choose a profession
Inspirational teachers

A lot of good teachers

Enthusiastic teacher

Experienced supervisors and co-workers
Study habits

Teaching philosophy - goals

Long term goals

Short term goals

Trying to advise students

Teaching philosophy - students

My teaching philosophy is more intrinsic
Study habits

To make students feel comfortable and
relaxed

Insights into TESOL

A better communicator

Any better experience to start teaching
career

Being scheduled

The name of TESOL

PRESENT CONTEXT
Adaptation

A good challenge at the end

A lot of learning

Cultural difference

Exposed to the Turkish language
The work culture

Application Process

A handful of Turkish friends

A lot of chances for English teachers
Applying for this university
TESOL International Website
Benefits

Adapted to the setting

Organized department

Spontaneous teaching

To become really planned in activities
To stay in contact with students
Turkish language

Liaison

Extracurricular clubs

Helping the other international teachers
I feel really accomplished

Increased motivation

Professional development activities
A kind of expectation

Article club

Contextualization

Professional experience

A positive encounter

Cultural aspects

Help for the speaking

Negative encounters turn into positive
Professional growth

Collaboration with colleagues
Collective problem solving

Teachers as self-learners

Research projects

Concrete ways to design classes
Normal thing to experience
Personally connected topics
Research and academic presentations
The biggest thing professional
developmentwise

FUTURE ROUTES
Career goals

Favourite student population
Manager position

More credible source

Stable career

Staying in Turkey

To teach abroad
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MATTHEW

PAST ENCOUNTERS
Business major

Less appealing cause compared to
language teaching

Bachelor's degree in business
Disinterest in business
Inspirational teacher

Business law class

Interacting with the material
Reasons to become a teacher
Good at explaining things
Helping people with English
Interaction with students
Interested in languages

Interested in other cultures and
international experience

Teacher training programs
Activating schema

CELTA experiences

Gains from teacher training
Personalizing the topic

TESOL experiences

Teaching philosophy - goals
Active participation and engagement
Being successful in the class
Building rapport with students
Teaching philosophy - values
Motivation is important in learning
Nothing on the top of my head about the
ideals

Student autonomy

PRESENT CONTEXT

Critiques

External decision-making
Extracurricular clubs should not be
mandatory

Mandatory attendance at university
Contributions

Career goals

Contact with experienced people
International experience

More perceptive with cultural input
My first teaching experience
Turkish language knowledge
Understanding of one culture
Enriched worldview

Professional development

Learning from community of teachers
Learning from peers

Mentoring program

Absence of professional development
activities

Lack of specific definition for career
Professional development for motivated
classes

Professional development unit
Progress towards the ideals

Regular observations

Roles

Extracurricular clubs

The only official roles

Teaching for the first time

A good learner

Classroom discipline

Classroom dynamics

Lesson planning

Orientation program

Smooth transition

FUTURE ROUTES
Career moves
Experience of teaching
Lack of second plan
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H. TURKISH SUMMARY/ TURKCE OZET

YABANCI UYRUKLU OGRETIM ELEMANLARININ
KiSISEL MESLEKi UYGULAMA BIiLGISI: BIR VAKA CALISMASI

GIRIS

Yiiksekogretim kiiresellesme siirecinde diizenin gerektirdigi kiiltiirlerarasi ve
sosyal becerileri odak noktasina koymasiyla ¢ok 6nemli bir role biiriiniiyor. Benzer
bir sekilde uluslararasilasma dinamik, kapsamli yapisiyla kiiltiirleraras1 ve
uluslararasi gayeleri yiiksekdgretimdeki hizmet, egitim ve arastirma siireglerine dahil
ediyor (Knight, 1994; Knight & de Wit, 1997; Jibeen & Khan, 2015). Bu etkilerin
altinda yiiksekogretimde ¢esitli amaglarla ve alanlarda aktif olan yabanci 6gretim
elemanlarinin bulundugu bir ziimre olusuyor. Akademisyenlerden, arastirmacilardan
ve Ogretim elemanlarindan olusan bu yabanci 6gretim elemani ziimresinin ¢ogu
profesor ve doktor unvanlarina sahip olsa da bu ziimrede yiiksek lisans seviyesine
sahip 6gretim vermek i¢in gorevlendirilen kiigiik bir kesim de bulunmaktadir.

Jenkins’in (2014) de ifade ettigi gibi, “dil s6z konusu oldugunda asil mesele
Ingilizcenin bu yeni uluslararas1 ve kiiltiirleraras1 boyutta herkesce kabul edilen
konumunun smirlaridir” (s. 10). Bu smirlar cergevesinde ana dili Ingilizce olan
ogretmenler kiiresel diinyada Ingilizceyi aktaran kanallari sembolize etmektedir
(Copland vd., 2020). Uluslararas1 alanda faaliyet goOsteren yiiksekogretim
kurumlarinda bu O6gretmenler yabanci uyruklu o6gretim elemani olarak gorev
yapmaktadirlar. Yiiksek lisans seviyesine ek olarak TESOL yiiksek lisans
programindan mezun olmak ya da DELTA diplomasi1 almak bu ziimreye dahil olmak

icin diger yollardan sayilabilir.
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Tiirkiye’de yiiksekdgretim kurumlarmin biinyesinde Ingilizce ve diger
yabanci dillerde egitim veren Yabanci Dil Béliimleri ya da 6grencileri Ingilizce
simavlarina hazirlayan Yabanci Dil Yiiksekokullar1 bulunmaktadir. Yabanci Dil
Béliimlerinde ana dili Ingilizce olan yabanci dgretmenler uluslararasilasmanin agtig
alanla birlikte yabanci uyruklu 6gretim elemani olarak ders vermektedirler. Egitimle
iligkili bir lisans programindan mezun olmak gibi Yiiksekogretim Kurulunun
koydugu kriterleri karsilayarak ve belirli bir konuda elde etmis olduklari uzmanliga
(Hort, 2009) binaen yabanci 68retim elemani ziimresini olusturmaktadirlar. Bu
ziimre kendi kiiltlirel zenginliklerini ve bilisselliklerini hem sinif siire¢lerine hem de
kurum kiiltiiriine yansitmaktadir. Sosyokiiltiirel ortamlarla ¢cevrelenmis biligsellikleri
kisisel mesleki uygulama bilgisi yoluyla algilarinda ve siif pratiklerinde kendini
gosterir. Bu tez ¢calismasinda Tiirkiye’de bir {iniversitenin yabanci diller béliimiinde
gorev alan yabanci 6gretim elemani ziimresinin getirdigi kiiltiirel zenginlikler ve
sosyokiiltiirel mecralardaki bilisselliginin etkileri incelenmektedir.

Bu calismada bilissellik kisisel mesleki uygulama bilgisi odagiyla ele
alinmaktadir. Kisisel mesleki uygulama bilgisi bilgi ve pratik iizerinden gelisen 6zel
bir bilgi tiirtidiir (Connelly & Clandinin, 1984). Bu bilgi tiirii 6gretmenler tarafindan
gelistirilir ve kullanilir. Teori ve pratigin diyalektik iligkisi lizerine gelisen bu bilgi
tirlinde 6gretmenin kisisel ozellikleri ve ge¢cmisinden izler bulunur (Clandinin,
1985/2013). Ge¢misin izleri kisisel hayata dair hikayeler, profesyonel deneyimler ve
ogretim deneyimleri yoluyla a¢iga ¢ikarilir (Hung, 2020). Kisisel mesleki uygulama
bilgisi “manevi, duygusal ve sonug¢ odakli yapisina ek olarak kisisel, duruma gore
degisen, pratige karst konum alan, diyalektik ve dinamik bir bilgi tiirtidiir”
(Golombek, 1998).

Sosyal odakli ve ilk elden elde edilmis deneyimler bu bilgi tiirii yoluyla
Ogretim pratiklerine yansimaktadir ve bu pratiklerin yorumlanmasi: hususunda
gozlem sarttir. Ayrica kisisel mesleki uygulama bilgisi kiiltiirel ve sosyal bir karakter
gosterir (Xu & Connelly, 2009). Genel c¢ergevede, bir Ogretmenin gegmis
deneyimlerinde, su anki akil semasinda ve gelecek beklentilerinde kendini gosteren
ortama dayal1 bir bilgi tiirtidiir. Bu bilgi tiirii kendi i¢inde pratige dayali birkag terimi

barindirir. Bu terimler, imge, kurallar, pratik ilkeler, kisisel felsefe, metafor, dongti,
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ritim ve anlati biitiinliigiidiir (Connelly vd., 1997). Bu ¢alismada anlat1 biitiinliigii,
imge, dongii ve ritimden yararlanilmistir.

Anlat1 bitlinligli filozof Maclntyre’in fikirleri (1981/2007) {izerine
gelistirilmis bir terimdir. Bu terim “bir kisinin deneyimlerinde hayat deneyimlerini
anlamli kilan siirekliligi” temsil etmektedir (Connelly & Clandinin, 1984, s. 69).
Bahsedilen siireklilik ge¢miste baslar, su ana ve gelecege uzanir. Imgeler ise bir
Ogretmenin pratiklerine yon veren ve gecmis deneyimlerle kisisel bilgilerden hayat
bulmus bir terimdir (Connelly & Clandinin, 1984; Elbaz, 1981). Imge bireysel olarak
bir 6gretmene Ozgldir clinkii imgeler profesyonel deneyimler, egitim hayati,
ogrencilik yillar1 ve ailedeki deneyimler yoluyla vuku bulur (Connelly & Clandinin,
1984). Kisisel mesleki uygulama bilgisine bagli diger kavramlar dongiiler ve
ritimlerdir. Dongiiler belirli bir siire zarfinda tekrarlanan olaylar ve etkinlikler
yoluyla meydana gelirken ritimler bu dongitilerdeki olaylar ve etkinliklerin zamana
bagl tekrarlanmasiyla olugsmaktadirlar (Clandinin & Connelly, 1986).

Kisisel mesleki uygulama bilgisi gelisirken 6gretmenler ¢evreleriyle siirekli
bir etkilesim ig¢indedir. Bu etkilesim hem sosyal olusumlar1 hem de Kkiiltiirel
aktarimlar1 meydana getirir. Bu etkilesimleri incelemek adina Vygotsky’nin (1978)
ve Leontiev’in (1978) sekillendirdigi Kiiltiirel Tarihsel Etkinlik Kurami teorik
cerceve olarak ¢alismaya dahil edilmistir. Bu teorik ¢cercevede kiiltiirel gelisim sosyal
seviyede baslar ve bireysel seviyede son bulur (Vygotsky, 1987). Bu gelisimi anlatan
birka¢ kavram calismaya zenginlik katmistir. Bu kavramlar yakinsal gelisim alani,
arabuluculuk, igsellestirme, digsallastirma ve dagilmis biligselliktir. Yakinsal gelisim
alan1 bir kimsenin gelisiminin daha yetkin birinin destegi ve denetimi altinda
ger¢eklesmesi durumunu isaret etmektedir (Vygotsky, 1978). Arabuluculuk kisiler
ve cevre arasinda olusan ve aletlerle simgeler yoluyla ilerleyen etkilesimleri ifade
etmektedir. I¢sellestirme bilgi siirecinin kisinin akil semasma dahil olmasini ve
digsallastirma bu bilgi siirecinin bir sosyal ortamda disa vurumunu simgelemektedir.
Dagilmis biligsellik ise biligselligin kisilerle birlikte, sosyal etkilesimler yoluyla ve
zamanin siirlayiciliginin 6tesinde sekillendigini savunur (Cole & Engestrom, 1993).

Bahsedilen kavramlar iizerine Kiiltiirel Tarihsel Etkinlik Kurami cesitli

degisimler yasamistir ve cesitli jenerasyonlar meydana gelmistir. Bu calismada
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Leontiev’in (1978) {i¢ seviyeli etkinlik modelinden, Cole ve Engestrom’iin (1993)
ikinci jenerasyon etkinlik kuramindan ve Engestrom’iin (2001) ii¢lincii jenerasyon
etkinlik kuramindan yararlanilmistir. Leontiev’in (1978) kurguladigt modelde
motifler, amaclar ve durumlar ile etkinlikler, eylemler ve faaliyetler arasindaki i¢ ice
gecmis iliski ele alinmaktadir. Ikinci jenerasyonda etkinlik analizin temelini
olusturmaktadir. Bu analizde etkinligin icinde yer alan alt1 yap1 6ne ¢ikmaktadir.
Bunlar 6zne (etkinligi yapan), nesne (etkinligin hedefi), arabuluculuk yapan araglar
(etkinlikte kullanilan araglar), goérev dagilimi, topluluk (etkinlige dahil olan kisiler)
ve kurallardir. Etkinlik bu yapilarla bir sonuca dogru ilerlemeye ¢alismaktadir (Cole
& Engestrom, 1993). Ugiincii jenerasyondaysa iki etkinlik sisteminin nesne agisindan
ortaklig1 s6z konusudur ve bu jenerasyona tarihsellik, ¢cok seslilik, tutarsizliklar,
genislemeci 6grenme yapilari eslik etmektedir (Engestrom, 2001). Bunlara ek olarak
kisisel, kisileraras1 ve kurumsal diizeyde analizler de etkinligi analiz etmede
kullanilmistir (Rogoff, 1995).

Bu konseptler ve teorik cerceve 1s1ginda bu ¢alisma dort farkli gereklilikten
dogmustur. Birincisi 0gretim elemanlarinin  hayatinin  kisisel, profesyonel,
sosyokiiltiirel ve tarihsel baglamlarda incelenmesidir (Borg, 2019). Ikincisi TESOL
egitiminden ge¢mis 6gretim elemanlarinin deneyimlerine yer verilmesidir (Ellis,
2016). Bu c¢alismada dort kisi TESOL egitimi almistir. Ugiinciisii bilisselligin
Ogretim elemanlarinin ge¢mis ve simdiki hayatlar1 gibi daha genis ¢apli baglamlarda
ele alimmasidir (Borg, 2019). Son olarak 6gretim elemanlarinin kariyer ilerlemesi ve
verdikleri egitimin 6grenciler iizerindeki etkilerinin sosyokiiltiirel mekanizmalarla
incelenmesidir (Kubanyiova & Feryok, 2015). Bu gereklilikleri yerine getirmek i¢in
bu caligma ilk 6nce 6gretim elemanlarinin boliime getirdikleri egitim ve profesyonel
hayatlarina dair anlat1 biitiinliiklerini incelemeyi amaclamistir. Bu anlati biitiinliikleri
gecmiste yasanilanlarin su ana yansimasi ve su anin gelecegi sekillendirmesi
anlamma gelmektedir. Ayrica 6gretim elemanlarmin uygulama bilgilerine karsi
algilarini, sif pratiklerini ve imgelerini arastirarak kisisel mesleki uygulama
bilgisinin pratikteki karsiliginin gosterilmesi hedeflenmistir. Pratik boyutunun
birbiriyle baglantili ders dis1 aktivite olarak tasarlanmis kuliiplerde de arastirilmasi

planlanmistir. Bu arastirmayla dongiiler, ritimler, Ogretim elemanlarinin
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uluslararasilagmadaki rolii, kuliibiin boliime ve 6grencilere olan yararlarinin ortaya
¢ikarilmasi hedeflenmistir. Bu amaglar dogrultusunda asagidaki arastirma sorularina

cevap aranmistir:

1. Yabancit uyruklu ogretim elemanlar1 egitime dair ge¢cmislerinden neleri
yiksekodgretimde faaliyet gosteren bir dil boliimiindeki 6gretime aktarmiglardir?
1.1. Ogretim gorevlilerinin 6gretim felsefelerinin temel unsurlari nelerdir?

1.2. Ogretim goérevlilerine hangi egitimle alakali deneyimleri rehberlik etmistir?

2. Yabanci uyruklu 6gretim elemanlar1 kendi kisisel mesleki uygulama bilgilerinin
olusumunu su andaki praktikleriyle nasil baglantilandirtyor?

2.1. Ogretmenlik roliiniin yaninda &gretim gorevlilerine baska hangi roller
veriliyor?

2.2. Boliimdeki hangi yonler 6gretim elemanlarinin profesyonel gelisimine katki
saglamistir?

2.3. Mesleki gelisim aktiviteleri yabanci uyruklu 6gretim elemanlarinin pratiklerini

nasil etkilemistir?

3. Yabanci uyruklu 6gretim elemanlarinin egitimdeki gelecek rotalarinda su anki
pratikleri ne kadar etkilidir?

3.1. Ogretim gorevlileri su anki baglamda calismis olmanin yararlarin1 nasil
degerlendiriyorlar?

3.2. Ogretim elemanlar1 boliimdeki egitim tecriibelerini gelecek kariyer planlariyla

nasil iligkilendiriyorlar?

4. Ogretim elemanlarinin uygulama bilgilerine dair algilari nelerdir?
4.1. Ogretim elemanlarinin aktardiklar1 egitime dair tecriibeleri &gretim

tercihlerine nasil yansimaktadir?

5. Ogretim elemanlarinin biligselligi ders dis1 kuliiplerin sistemlerini nasil

etkilemistir?
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YONTEM

Nitel arastirma bu diinyaya dair algilarimiz1 giiclendirirken vaka ¢aligmalari
gercek hayattan kesitleri bize biitiinciil bir bakis agisiyla sunar (Miles vd., 2014; Yin,
2009). Bu biitlinciil bakis acisindan yararlanmak adina yabanci Ogretim
elemanlarinin  kisisel mesleki uygulama bilgisi bir vaka c¢alismasi olarak
tasarlanmistir. Bu vaka c¢aligmas1 2020-2021 akademik yilinin sonbahar déneminde
bir Tiirk vakif iiniversitesinde yapilmistir. Eastern Sun Universitesinde bulunan
Yabanci Dil Béliimiindeki ingilizce dersleri ve ders dis1 kuliipler yoluyla yabanci
Ogretim eleman1 zimresinin kisisel mesleki uygulama bilgisine ulasilmasi
hedeflenmistir. Eastern Sun Universitesi milenyumun basinda kurulmus olan hem
ulusal hem de uluslararasi anlamda vizyona ve misyona sahip bir liniversite olarak
karsimiza cikar. Bu iiniversitedeki boliimlerden biri olan Yabanci Dil Boliimii
liniversiteye giriste Ingilizce bilgisi yeterli olmayan dgrencilerin ugradigi ilk durag:
isaret etmektedir. Bu boliimde ii¢ program ve sekiz tane birim vardir. Bu ¢alisma
0zelinde Hazirlik Programi ve Ders Dis1 Aktiviteler Birimi 6nem arz etmektedir.
Ders Dis1 Aktiviteler Birimi ders dis1 aktiviteleri diizenler ve bir tam zamanli 6gretim
elemani tarafindan koordine edilmektedir. Bu aktiviteler arasinda bu c¢aligmada iki
kuliip o6ne c¢ikmaktadir. Bunlardan ilki Amerikali 6gretim gorevlilerinin
organizasyonundan sorumlu oldugu English Friends Club ve ikincisi Kanadali
Ogretim asistanlarinin yiiriittiigii Conversation Club’dir.

Bu ¢aligsmaya katilim saglayan yabanci 6gretim elemanlar1 6lgiit 6rneklem
yoluyla se¢ilmistir. Hazirlik programinda calisan bu 6gretim elemanlarinin besi de
Ingilizce konusulan iilkelerin vatandaslaridir. Bir katilime1 (Susan) Ingiliz’dir ve
digerleri (Ruth, Daisy, Isabel, Matthew) Amerikali’dir. Yabanci uyruklu 6gretim
elemanlarina ek olarak bahsi gecgen iki kuliipteki sistemlerin analizi i¢in idari islerden
sorumlu koordinator, ders dis1 aktiviteler biriminin koordinatori, iki tane yabanci
uyruklu 6gretim asistani, dort tane English Friends Club’a katilmis ve on ii¢ tane
Conversation Club’a katilmis 6grenci caligmaya katilim saglamistir.

Calisma salgin kosullarindan 6tiirii online yollarla yiirtitilmiistiir. Dort farkl
sekilde veri toplanmustir. Ilk olarak anlat1 biitiinliigii icin yar1 yapilandirilmis

goriismeler hazirlanmistir. Bu goriismeler gegmise ve su an ile gelecege dair olmak
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iizere iki adettir. Anlat1 biitlinliiglinii hedefleyen sorularda bu baglama getirdikleri
(6gretim felsefeleri, egitime dair deneyimler) ve bu baglamin kendilerinde
yarattiklarr (roller, mesleki gelisim, gelecek beklentileri) dnemsenmistir. ikinci
olarak gozlem, gozlem sonras1 goriismesi, saha notlar1 yontemi uygulanmstir. Biitiin
Ogretim elemanlarinin bir dersi gozlemlenmis ve her biriyle gozlem sonrasi
goriismesi yapilmistir. G6zlem sonras1 goriismelerinde Meijer ve digerlerinin (1999)
sundugu bilgi tiirleri izerinden 6gretim elemanlarinin algilari arastirilmistir. Ayrica
her 6gretim elemanmnin alti dersi daha donem boyunca gézlemlenmis ve bu
gozlemlerde saha notlar1 alinmistir. G6zlem ve saha notlar1 iki aylik bir siirede elde
edilmistir. Ugiincii olarak aktivite sistemleriyle ilgili yar1 yapilandirilmis gériismeler
yapilmistir. Odak gorlismeleri, toplulukla yapilan goriismeler ve belge analizi
yoluyla kuliiplerin sistemlerinin incelenmesi hedeflenmistir. Bu kapsamda iki tane
odak grup goriismesi ayarlanmis, biri Ogretim elemanlariyla digeri Ogretim
asistanlariyla gerceklestirilmistir. Ayrica topluluga dahil olan koordinatorler ve
ogrencilerle goriismeler yapilmistir. Son olarak son ii¢ yilda English Friends
Club’taki etkinlikleri gosteren belgeler lizerine Daisy ile fikir aligverisinin yapildigi
bir goriisme gergeklesmistir.

Veriler ses kaydi ve transkripsiyon yoluyla analize hazir hale getirilmistir.
Analiz siirecinde MAXQDA programindan faydalanilmistir. Analiz {i¢ adimdan
olugsa da temel mantig1 birinci kodlama doéngiisii — ikinci kodlama dongiisii —
verilerin gosterimi seklinde dizayn edilmistir (Saldafia, 2013). Analiz ise deneyim
anlatilari, algi ile pratiklerin kesisimi ve ders dis1 kuliiplerdeki aktivite sistem analizi
seklinde ii¢ adimda gergeklesmistir. Bu ii¢ adim sirasiyla anlat1 biitlinliigii, imgeler,
dongiiler ve ritimlerin ortaya ¢ikarilmasi i¢in tasarlanmistir. Her 6gretim gorevlisi
icin birinci dongiide cesitli kodlama tiirleri yoluyla (deger, tanimlayici, siirec,
biitlinciil, hazirlik ve in vivo kodlamasi) veriler eklektik bir sekilde kodlanmistir.
Ikinci dongiide kodlar arasinda belirli modeller yakalanmaya calisitlmistir. En son
olarak deneyim anlatis1 ya da matrisler yoluyla analiz yaziya dokiilmiistiir (Miles vd.,
2014). Bu siiregte verinin yorumlanmasit adina analitik kisa notlarin yazimi

oncelenmistir (Saldafia, 2011).
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Deneyim anlatilar1 asamasinda anlat: biitiinliigii i¢in yapilan goriismeler her
Ogretim gorevlisi i¢in birinci ile ikinci dongii kodlamasindan ge¢mistir ve anlati
bigiminde son halini almistir. Algilar ve pratiklerin kesigimi i¢in birinci dongiiden
sonra en fazla tekrar eden kodu bulmak adina kod diizeni teknigi uygulanmistir
(Saldafia, 2013). Geri kalan algilar ikinci dongiiyle anlati olarak yaziya aktirilirken
saha notlarinin bilgisayara adapte edilmis versiyonlar1 kodlanmis ve anlatidaki
algilarla kesisimlerinden bir kontrol matrisi elde edilmistir. Ayn1 zamanda en fazla
tekrar eden kodun anlati biitiinliigiinde bahsedilen 6gretim felsefeleri ve egitime dair
deneyimlerde izleri aranmistir. Baglantili olduklar1 deneyimlerle bu kodlar imgeleri
ortaya cikarmis ve bu imgelerin simf pratiklerindeki yansimalar1 kisa hikayeler
yoluyla canlandirilmistir. Son adim olan aktivite sistemlerinin arastirilmasinda grup
odak gortismeleri ve topluluk ile yapilan goriismeler eklektik olarak kodlanmis ve
aktivite sistemlerinin analizine ulasilmistir. Takriben belgeler iizerine yapilan fikir
aligverigleri lic akademik yildan olusan bir etkinlik matrisine doniistiiriilmiistiir. Bu
matris bize English Friends Club’taki dongiileri ve ritimleri gostermistir. Veri
toplama ve analiz siire¢lerinde giivenilirlik ve gecerlilik detayli tanimlama (Lincoln
& Guba, 1985), veri toplama yollarinin g¢esitliligi (Tracy, 2013), yorumlarin
katilimcilarla paylasimi, akran c¢oziimlemesi, kodlayanlar arasi tutarliik ve

distintimsellik yollariyla saglanmaya ¢alisilmstir.

BULGULAR, TARTISMA VE SONUC

Yabanct uyruklu 6gretim elemanlarinin kisisel mesleki uygulama bilgisi
kendilerine has anlat1 biitiinliiklerinde, rehberlik edici 6zelliklere sahip imgelerde ve
iki i¢ ice gecmis aktivite sisteminin analiziyle ortaya ¢ikan dongiiler ve ritimlerde
gorliniir kilmmagstir. Biitiin bu detaylar bize bu ziimrenin 6gretim elemani olma
yolculuklarindaki adimlar1 gostermistir. Gegmis deneyimler, sinif ve kuliip pratikleri
yoluyla Eastern Sun baglaminda gbzlenen kisisel mesleki uygulama bilgileri ve bu
bilgi tilirliniin baglamin tizerinde biraktig1 etkilerle bu baglamin gelecek planlarini
sekillendirmedeki giicli ii¢ temay1 agiga ¢ikarmistir.

[k tema sinifin arabulucu dzellikleri tasiyan bir alan konumuna gelmesi ve

bu alanda kisisel mesleki uygulama bilgisinin o6gretim felsefeleri yoluyla
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disavurumudur. Bu noktada 6gretim elemanlarinin kavrayisi kendine has bir ifade
alan1 bulmustur. Tsang (2004) egitim alaninda 6gretim felsefelerinin agiga ¢ikmasini
kisisel mesleki uygulama bilgisinin ahlaki boyutuna baglamistir ¢linkii dil
ogretmenlerinin 6gretim felsefeleri ahlaki bir boyut igerir (Crookes, 2015). Bu tez
calismasinda bes yabanci uyruklu 6gretim elemanin Ogretim felsefeleriyle sinif
pratiklerinin kisisel mesleki uygulama bilgileri yoluyla birbiriyle uyumlu hale
getirildigine ulagilmistir. Kisisel mesleki uygulama bilgisi 6gretim elemanlarinin
ogretim felsefelerinin arabulucu oOzellikleri tasiyan alanlarda disavurumunu
saglamistir.

Ikinci tema ogretim elemanlarmin 8grenme ve biligselliklerinin &grenci,
ogretmen aday1 ve 0gretim elemani olarak yasadiklar1 gecmis deneyimleri yoluyla
sekillenmesidir. Ogretmen 6grenmesi olarak adlandirilan bu siire¢ kisisel mesleki
uygulama bilgilerinin su ana ve gelecege dair boyutlarini gelistirmistir. Ogretmen
O6grenmesi hayat boyu siiren bir olgu olarak kabul gérmiistiir (Borg, 2003; Freeman,
2002; Golombek, 1998). Bu olgu fiziksel alanlara sigmaz c¢iinkii topluluklara
katilimla hayat bulur (L1, 2017). Vygotsky’e (1978/1986) gore, insan aklinin gelisimi
sosyal etkilesimle baslar ve katilim yoluyla igsellestirilir. Bu igsellestirme
yolculugunda, yabanci 6gretim elemanlar1 deneyim anlatilarinda goriildiigii iizere ii¢
cesit eylem toplulugu icinde bulunmuslardir. Bu topluluklar sirasiyla 6grenci olarak
bulunduklart smiflar, 6gretmen adayr olarak egitim aldiklar1 6gretmen egitimi
programlar1 ve 0gretim eleman1 olarak yer aldiklar1 6gretim ortamlaridir (Johnson,
2009). Bu topluluklarda egitim ve 6gretime dair diisiinceler gelistirmisler ve bu siire¢
onlarin kisisel mesleki uygulama bilgisini olusturmustur.

[k topluluk olan dgrenim gordiikleri okullardan her 6gretim elemani en az
bir tane 6gretmeni kendilerine ilham verici olarak animsamislardir. Bu animsanan
ogretmenler 6gretim elemanlarinin egitime ve 6gretime dair algilarinda 6nem teskil
eden pozitif ya da negatif modelleri olusturmustur. Susan disinda biitiin 6gretim
elemanlarinin deneyimlerinde en az bir pozitif 6gretmen modeli vardir. Ogretim
elemanlarinin anilarinda ya da deneyimlerindeki ilham veren 6gretmen vurgusu
ayrica onlarin kisisel mesleki uygulama bilgisinin sosyokiiltiirel tabanim1 da

gostermistir.
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Ogretmen Ogrenme siirecinde ikinci topluluk ise Ogretmen egitimi
programlaridir. Johnson ve Golombek (2016) Ogretim egitimini Ogretmenlerin
diisiinme siireclerini etkileyen bir tiir sosyal etkilesim olarak gérmektedir. Ogretmen
adaylar1 6gretmen egitimi programlarina kendi deneyimsel bilgilerini getirirler ve bu
bilgi tiiri programlarda akademik bilgi ile birlesir. Bu kombinasyondan her
ogretmenin kendisine ait gercek konseptleri olusur (Vygotsky, 1986). Arastirmaya
katilan 6gretim elemanlarinin gergek konseptlerinin pratik ¢ikarimlarla kendi kisisel
mesleki uygulama bilgilerini gelistirdigi goriilmiistiir.

Uciincii  toplulukta dgretmen Ogrenmesi  birkag katmanda kendini
gostermistir. Su an1 etkileyen boyutu ele alindiginda ilk olarak 6gretim ortamlarinda
iz birakmis deneyimlerin 6gretim elemanlarinin sosyokiiltiirel tarihlerine dair
ipuclar1 tasimasidir. Bu deneyimler ayrica 6gretim elemanlarin kisisel mesleki
uygulama bilgilerinin ahlaki, duygusal, sonuca odakl1 yapisini isaret etmistir. ikinci
olarak Ogretim ortamlarinda aktif rol almalari Ogretmen Ogrenmesine zemin
hazirlamistir. 20 saat ders verme gibi resmi ve ders dist kuliip diizenleme gibi gayri
resmi rolleri 6gretim elemanlarinin kavrayis1 ve ogretim stilleri lizerinde etkili
olmustur. Bu roller yoluyla kisisel mesleki uygulama bilgisi aciga c¢ikabilecegi bir
alan bulmustur. Uciincii olarak dgretim elemanlarinin profesyonel gelisimi bakis
acilarini degistirecek bir diisiinme pratigi ile ilerlemistir. Ogretim ortamindaki
celiskiler, zorluklar, miifredat, kurum dili ve kiiltiire dayal1 edindikleri deneyimler
disiinme pratikleri yoluyla profesyonel gelisimlerini sekillendirmistir. Dordiincii
olarak bolimde sunulan profesyonel gelisim aktiviteleri 68retim elemanlarina
diyaloga dayali arabuluculuk i¢in bir mekan saglamistir. Bu mekanda gercgeklesen
etkilesimler sonucunda ii¢ 6gretim elemanin kisisel mesleki uygulama bilgilerini
gelistirme sansi elde ettiklerine ulasilmistir. Son olarak kisisel gelisimin 6zel bir
iletisim agiyla saglandig1 goriilmiistiir. Iki 6gretim elemaninin yeni gelen yabanci
Ogretim elemanlarina yardim etmek icin kurduklari ve yabanci 6gretim elemani
irtibat hatt1 olarak adlandirdiklar1 bu 6zel iletisim ag1 halen aktif olarak yabanci
Ogretim eleman ziimresi arasinda kullanilmaktadir. Bu irtibat hattinin deneyimlerin
paylasildig1 ve kisisel mesleki uygulama bilgisinin ifade edilebildigi ve sekillendigi
bir bilgi toplulugu islevi gordiigii soylenebilir (Craig, 1995).
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Ogretmen 6grenmesiyle ilgili temanin ikinci boyutu olan gelecege uzanma
noktasinda iki detay one c¢ikmaktadir. Tiirkiye’deki ogretim siirecine ve farkli bir
kiiltiirel ortama dahil olmak O6gretim elemanlarinin kavrayislar1 tizerinde etkili
olmustur. Bu siirecin i¢inde olmak 6gretim elemanlarini 6gretime ve egitime farkl
bir bakis agisiyla bakmaya itmis ve kisisel mesleki uygulama bilgilerini
zenginlesmistir. Bu deneyimlerin ve siireclerin hepsinin ardindan gelecege dair
hedefleri son halini almistir. Is alanmn darliginin yam sira 6gretim ortaminda
edindikleri pozitif deneyimler onlarin bu kurumdaki istikrarini desteklemistir.

Uciincii tema 6rgiin egitim alam olan smiflarda ve ders dis1 organize edilen
kuliiplerde 6gretim elemanlarinin pratiklerinin kisisel mesleki uygulama bilgisi
cercevesinde bicimlenmesidir. Ogretim elemanlarinin  pratik bilgilerine dair
algilarina  bakildiginda Ingilizce 6grenmenin nedenlerine, konuya, Ogrenci
ogrenmesine ve miifredata dair benzer algilarinin olduguna ulasilmigtir. Ogretim
elemanlarinin nedenleri kendi kisisel mesleki uygulama bilgileri hakkinda ipucu
verirken 6grencilerin nedenleri cogunlukla kisisel ve mesleki diizlemde algilanmastir.
Konu baglaminda kelime bilgisini, dinleme ve konusma becerilerini
vurgulamuslardir. Ogrenci dgrenmesi algisinda iiretken becerilerde &grencilerin
yasadig1 zorluklardan bahsetmislerdir. Miifredat konusundaysa benzer materyaller
smif pratiklerinde kullanilmistir. Bu algilar igerisinde 6grencilerin 6zelliklerine ve
ogretim tekniklerine dair olanlar farklilik gdstermistir. Ogrencilerin dzelliklerine dair
algilar gozlem, 6grenci katilimi ve etkilesim olarak her 6gretim elemani tarafindan
farkli yorumlanmistir. Ogretim tekniklerine gelince her dgretim elemanm smif
pratiklerinde bir imgeye sahip olduguna ulasilmistir. Bu kisilere 6zgli imgeler
Ogretileni hayatla iligskilendirme, sefkat dolu bir ortam yaratma, kisisel dokunusla
kiiltiirleraras1 yetkinlige destek verme, etkin diisiinsel bir ¢erceveyle 6grencilerin
motivasyonunu arttirmak ve gecmis bilgiler yoluyla 6grencilerin ilgisini uyandirmak
olarak ifade edilmistir. Bu imgelerin ge¢mis deneyimlerle ve dgretim felsefeleriyle
olan baglarina ve gézlemlenen derslerde ifade alan1 bulduguna rastlanmistir.

Bahsedilen imgelerden biri orglin egitimin simirlarin1 asarak ders dist
kuliiplerden birinin iizerinde doniistiiriicli etkiye sahip olmustur. English Friends

Club’da Daisy’nin kiiltiirleraras1 yetkinlige iliskin imgesi kendine ifade alan1 bulmus

253



ve bu kuliiblin yapisina énemli katkilarda bulunmustur. Kiiltiirel Tarihsel Etkinlik
Kurami baglaminda incelendiginde 6zne Amerikali 6gretim elemanlaridir. English
Friends Club ii¢ farkli nesneye/amaca sahiptir: Ogrencilerin Ingilizce pratik
yapmasina yardimci olmak, Amerikan kiiltliriinii yakindan tanimalarma olanak
saglamak ve 0grencilerin arkadas edinebilecekleri bir ortam sunmaktir. Bu kuliipte
dil en 6nemli ara¢ olarak kullanilmistir. Ingilizce bir ara¢ olarak kullanilirken
ogrenciler iizerinde Onemli etkilere sahip olmustur ve bdlim iginde
uluslararasilastirmayi tesvik etmistir (Jenkins, 2014). Sunum araclar1 ya da yabanci
misafir konugmacilar gibi baska arag niteligi géren 6geler de vardir. Gorev dagilimda
Daisy bu kuliibiin yoneticisiyken Isabel, Ruth ve Matthew’un bu kuliibiin isleyisini
destekleyen rolleri oldugu goriilmiistiir. Bu kuliip katilimin istege dayali oldugu bir
kuliiptiir ve kural olarak koordinatdrle iletisim halinde olma zorunlulugu vardir.
Ders dis1 kuliipler yoluyla aktarilan kiiltiirel paylasim 6grencilerin 6grenme
stireclerini desteklemistir. Etkili sistemi ve Ozenle dizayn edilmis programiyla
English Friends Club &grencilerin ana dili Ingilizce olan &gretmenlerle rahatga
iletisime gec¢ip, bir yabanci kiiltiir hakkinda bilgi edinebildikleri bir ortam
olusturmustur. Sonbahar déneminde gorev dagilimi ve zaman kisidi yoluyla bliimde
ortaya ¢ikan iki tutarsizlik English Friends Club’in gegici olarak durdurulmasina ve
Conversation Club’in olugsmasina neden olmustur. Conversation Club’da 6zne iki
tane Kanadali 6gretim asistanidir. Bu yeni olusan kuliip dil pratigi ve kiiltiir tanitimi
acisindan benzer nesnelere/amaclara sahiptir. Misafir konugmacilar disinda ayni
araglar kuliibe dahil edilmistir. Koordinatorle yakin iletisimde olma kurali ayni kalsa
da Conversation Club’a baglangic ve orta seviye Oncesi kurlardaki 6grencilerin
katilimi zorunlu hale getirilmistir. Iki 6gretim asistani kuliibii beraber tasarlayip
ylriitmiislerdir. En sonunda ikisi de bu deneyimden kisisel faydalar elde ettiklerini
ifade etmistir. Conversation Club’in ilk haftasinda English Friends Club’ta gorev
alan 6gretim elemanlar1 6rnek dersler yapmis ve bu 6rnek dersleri kaydedip 6gretim
asistanlarina ulastirmiglardir. Ayrica Daisy ders planlar1 yazip 6rnek olarak
paylasmistir. Daisy ve diger 6gretim elemanlarinin bu katkilar1 6gretim asistanlarinin
yakinsal gelisim alaninda ilerlemelerini desteklemistir. Ogretim elemanlarinin

deneyimlerinin kisisel mesleki uygulama bilgisi yoluyla aktarimi boliimii yeni bir
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kuliiple zenginlestirmistir. Bu bulgularin hepsi ayrica bilisselligin sosyal ortamlarda
paylasildigini ortaya koymustur (Li, 2017).

English Friends Club’ta dongiiler bir ritim olusturarak bu kuliibe tarihsellik
katmistir (Clandinin, 1989). Bu kuliipte dort dongii oldugu ve bu dongiilerin kisisel
ve kiiltiirel ritimlere yol agtig1 goriilmiistiir. Birinci dongii Amerikalilarin kutladig:
tatil giinlerinden; ikinci dongili Amerika’ya ait kiiltiirel aktivitelerden; {iclincii dongii
Amerika’daki 6zel giinlerden ve Amerikali misafir konusmacilarin kendi eyaletlerini
tanitmasindan; son dongii fikirleri Amerika’da yapilan uygulamalara uzanan
ogrencilerin ihtiyaglarmi ve is birligini arttirmak i¢in tasarlanan 06zel kuliip
saatlerinden olusmustur. Ayrica Daisy’nin imgesi bu dongii ve ritimleri olanakl
kilmastir. “Kiiltiirel bir ¢ikis yolu” olarak gordiigii English Friends Club’ta Daisy’nin
kisisel mesleki uygulama bilgisi ifade alan1 bulmustur.

Bu iki aktivite sisteminde topluluga dahil olan 6grenciler kiiltiirle alakali en
az bir aktiviteden favorileri olarak bahsetmislerdir. Ayrica bu 6grencilerin
kendilerince yorumladiklar1 baz1 faydalar vardir. Bu faydalar {i¢ grupta incelenirse
birincisi utangaclig1 yenmek, 6zgiiven artis1 gibi kisisel nedenler; ikincisi dinleme ve
konugma becerilerini gelistirmek gibi dil becerisi odakli nedenler; iiclinciisii ise
yabanci bir kimsenin kiiltliriinii, bakis acisini, yasam stilini 6grenmek gibi kiiltiire
bagli nedenlerdir. Bu kiiltiirleraras1 fikir aligverisinde 6grencilerin kiiltiirlerarasi
duyarhilig1 ve farkindalig1 pekismistir (Chen & Stratosta, 1998). Bu kuliip yabanci
dil béliimiiniin  kiiresellesmis diinyada Ingilizce 06gretimi misyonunu da
pekistirmistir. Sonu¢ olarak English Friends Club ve Conversation Club’in dil
pratigi, kiiltlir tanitim1 sunan ve boliimiin miifredatin1 besleyen iki sistem oldugu
gorilmiistiir.

Sonug olarak yabanci 6gretim eleman1 ziimresinin kisisel mesleki uygulama
bilgileri siniflarda, 6gretmen Ogrenmesi yolculugunda ve kuliiplerde kendini
gostermistir. Boliimde kisisel mesleki uygulama bilgisi 6gretim felsefelerinin
ogretim teknikleri olarak disavurumunu saglamustir. Ogretmen Ogrenmesi
yolculugunda 6grencilik yillarinda, 6gretmen adayi olarak ve 6gretim yaptiklari
ortamlarda kisisel mesleki uygulama bilgileri kendilerine 6zgii bigimlerde

gelismistir. Gegmis, su an ve gelecek olarak {i¢c zaman dilimine yayilan bu siirecte
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Ogretim elemanlarinin anlati biitiinliigiine ulagilmistir. Siniflarda etkili olan imgelere
ek olarak kuliipler etkilesimli iki sistem olarak kisisel mesleki uygulama bilgisinin
imgeler, dongiiler ve ritimler yoluyla ortaya ¢ikmasina olanak saglamis, bu iki
sistemden Ogrencilerin, Ogretim elemanlarinin ve bdliimiin fayda gordiigiine
ulagilmastir.

Bu bulgular ve kaynaklar 1s1g1nda boliimlere ders dis1 aktivite olarak kuliipler
onerilebilir. Oznenin yabanci 6gretim elemani ya da Ogretim asistan1 oldugu
kuliiplerde dil becerileri ve kiiltlir tanitim1 nesne/amag haline getirilerek dil, misafir
konugmacilar gibi araclar yoluyla o6grencilerden ve bir koordinatérden olusan
topluluk i¢in bir model sunulabilir. Bu kuliiplerde ayrica 6gretim elemanlarinin
kisisel mesleki uygulama bilgisi kendine ifade alan1 yaratir. ikinci olarak yabanci dil
boéliimlerinde bir iletisim ag1 ve bilgi toplulugu olarak yabanci 6gretim eleman irtibat
hatti kurulmas1 tesvik edilebilir. Ugiincii olarak yabanci 6gretim elemanlarina
diyaloga dayali arabuluculuk yoluyla ilerleyebilecekleri kisisel gelisim aktiviteleri
sunulabilir. Bu aktiviteler yoluyla yabanci 6gretim elemanlarinin adaptasyonu
hizlandirilabilir ve egitim-6gretim siireglerini takip etmelerine yardimei olunabilir.

Calismada belirli kisitlar da mevcuttur. Bunlardan ilki bu ¢alismanin online
donemde yiiriitiilmiis olmasindan dolayr fiziksel olarak goézlem yapilamamis
olmasidir. Veriler yiiz yiize egitime gecildigi donemde yapilacak goézlemlerle
giiclendirilebilir. ikinci olarak bu ¢alismada kisisel mesleki uygulama bilgisinin
profesyonel yasam baglami ele alinmistir. Baska calismalarda anlati sorgusu
yontemiyle kisisel yasam deneyimlerine ulagsmak amaclanabilir. Ayn1 zamanda
ogretmenlik programlarindaki deneyimler ve hikayelerin daha fazla incelenmesi
yoluna da gidilebilir. Ayrica kiiltiirel detaylarla sekillenen anlama yorumlama
stireclerinin grup i¢indeki benzerliginin yorumlanmasi i¢in etnografik bir ¢calisma da
kurgulanabilir. Son olarak fikir yazilar1 ve praksis yoluyla yabanci 6gretim
elemanlarinin kisisel mesleki uygulama bilgisi anlati aktivitesi yontemiyle agiga

cikarilabilir (Johnson & Golombek, 2016).
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